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ABSTRACT

Despite the clear importance of investment in higker education for
economic growth and social development, the sector is in crisis throughout the
world. In all countries, higher education isr heavily dependent on government
funding. In an era of widespread fiscal constraints, developed as well as
developing countries are grappling with the challenge of preserving or
improving higher education quality as education bﬁdgets are compressed. The
crisis is most acute in the developing world, both because fiscal adjustments
have been harsher and because it has been more difficult for developing
countries expansion, given relatively low enrolment ratios. Obviously there is
a wide range of determinants of low levels of efficiency in higher education.
But ineffective utilisation and development of available resources (human,
material and financial) is in part attributable to the scarcity of quality
management, the scarcity of trained administrators, to poor organisation and
planning, and to the lack of incentives for cost-effective management. This
study attempts to redress this imbalance. The study begins by introducing the
concept of strategic planning and argues that the concept has relevance and
applicability in Kenyan public universities. The study suggests that only if the
right management structure is invplace can the university institutions hope to
cope quickly and decisively and develop corporate strategy. However, the
need to mobilize greater private financing and the need for the government
to give universities greater autonomy to manage their affairs are necessary

conditions for future universities' development.



1. INTRODUCTION

1.1  An Overview

The fact that education investment has been taking an increasing share
of the national budget in the developiﬁg countries reflect the high priority
given to education in these countries. It is . now an accepted view that
education has a private as well as a public or social dimension, that it is both
a private, personal need and a public, social concern.

At a personal level, education attracts everyoner because of its
importance in raising people's level of awareness and hence in enabling them
compete with others in a world of competition for scarce market and other.
opportunities. It is therefore a valuable commodity, well worth seeking and
treasuring.

Those who conceive of education purely in public utility terms have the
larger social reference - the nation or community - as a starting point. In this
context, the aim of education become socially defined in terms of the
improvement and development of the social environment (the community) of
which individuals are participating members. In this sense, education is a
socially defined public need , to be publicly provided, publicly shared, publi.cly
consumed and hence publicly regulated (Maliyamkono, 1982).

The justification for investment in education therefore, is that education
is not only a basic human right, but also a basic component of social and
economic development and that propefly planned, investments in education
pay great economic dividends (Psacharopoulos, 1985). Bowman (1990)

described the economic value of education as the ‘human investment
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revolution in economic thought'.

Most developing countries seem to believe in, and hence to emphasise,
the view of education as a public industry in which society should consciously
invest for manpower development. Consequently, a sizea?:)le proportion of
their national budgets has been spent on educating their people with the
expectation that the educated will undertake the many development tasks that
require a trained and enlightened cadre.

Initially, opportunities for higher education’, or scholarships that were
offered to students in developing nations to study in the advanced institutions
of the industrialised countries were justiﬁea by the need to create a dialogue,
an understanding, of an international nature. After, the period of colonial rule |
ended, howéver, it was realised that devélop‘mg nations were increasing their
productive areas and their production potenﬁal faster than their training of
manpower, both for providing social services and for producing goods. The
local institutions, even when operating at full capacity, were inadequate to
cater for the fast developing skills required to harness and propel the
production of necessary goods and services.

From the mid 1960s onwards concern about the transfer of technology
from highly industrialised to the less advanced countries began to be
expressed. Debate centred on the argument that it was not enough to transfer
ready-made machines and equipmént alone; corresponding travining for people

to man the machines and to match the created occupational structure were

' The term higher education is used in this study as a generic expression to

d§5ignate various types of formal post-secondary education institutions that train
middle and high-level personnel in degree, diploma and -certificate granting
programmes. It is used interchangeably with the term university education.
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also essential. Without appropriate training, it was argued, total dependence
I : -o-n the advanced industrialised countries would continue. Furthermore, the
expansion of primary and secondary schooling system increased the pressure
 for the expansion of post-secondary educational opportunities.

To respond to such development needs and societal demands in the face
of the ever-increasing expense of overseas training, developing countries
- created additional universities and expanded the existing ones. The major
rationale for the expansion of university educatién in these countries revolves
around equity, savings on foreign exchange, economies of scale and other
tangible benefits. From the point of view of equity, the expansion of university
access helps to prevent higher education from becoming a domain of the
privileged by broadening access to univex;sity education. Other benefits include
~ higher productivity, an enhanced sensitivity to health and fertility issues,
institutional development, political democratization and a general ability to
learn and respond. Another important benefit is increased resear;h output.
~ Expanded university education implies an increase in the number of academic
staff conducting research for their thesis and dissertations in the critical areas
of national development.

The results of the rapid educational expansion surpassed the initial
‘expectations. As Salmi (1991: 2-3) states: |
"Between 1960 and the late 1980s, higher education enrolments
were multiplied by 9 in Africa, 4 in Asia and 9 in Latin
America. This rapid expansion was fuelled by a strong social
demand for higher education, seen as the main avenue for
social mobility and promotion, and facilitated by generous
government policies of open admission, free education and, in

many countries, grants for all students and guaranteed
employment for all graduates”.
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In fact 1n the early ‘19605, the African, Asian and Latin American Ministers of
education met under the auspices of UNESCO in Addis Ababa, Bangkok and
Santiago respectively to adopt very comprehensive educaﬁonal development
programmes calling, among others priorities, for a rapid increase in higher
education enrolments. The ambitious quantitative objectives adopted at that
time reflected a strong commitment to rapidly train the middle and higher
level professional, technical and managerial manpower required for economic
development.

However, after being hailed as agents of modernization and economic
;growth, universities are now coming under heavy criticism. In many
developing countries education planners and decision-makers are confronted'
with an alarming situation of uncoﬁtrolled growth of enrolments and
expenditures against a background of dhﬁmishing financial resources, a
decline in the quality of teaching and research, and a rising problem of
mismatch and graduate unemployment. What has gone wrong? How is it
possible that the carefully planned development of higher education during
the last three decades has led to a crisis situation characterized by a pattern
of unmanageable expansion? What kind of épproach in planning are feasible
- and effective to help overcome the present crisis?

There is a danger that African universities will reinvent the wheel
several times over unless they seek better methods and approaches to the

organisation and management of the institutions through strategic planning.”

Strategic planning is seen as the setting of objectives and the selection of
strategies to meet those objectives; its primary focus is to identify major long-
term issues and point to major decisions which will change the fundamental
character and direction of the enterprise. In the context of a university as a
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Moves towards the development of management information systems,

' Eusiness plans, cost/profit centred approach and capacity to produce
performance statistics, are relevant in African universities but lacking. Unless
such reforms and systems are in place, universities will not be able to respond
to reform initiatives being introduced by governments.

After three decades of rapid expansion in a relatively worry-free context
higher education is becoming increasingly threatened and tested, in terms of
missions, resources and outcomes, by an environment full of constraiﬁts and

challenges. The impact of economic pressures brought about by oil price
movements, the:global' debt éituation, inflation, International Monetary Fund ‘
(IMF) conditionalities etc. will be aroupd for some time to come, and since
traditional approaches to university planning and decision-making have failed
to build into their development and reform strategies appropriate mechanisms
to evaluate risks and deal with uncertainties must be found (Salmi, 1991: 1).
Some of the governments have had to institute measures to reduce
subventions to these institutions resulting in many instances in staff
reductions, salary cuts, shortage of books and equipment, etc. with obvious
demotivating consequences.

Developing on the issue of university planning Fielden (1973) advises
that planning should never be based wholly on techniques. The university

environment demands the flexible approach, in which its policies can adopt

whole, it involves such issues as the long-term rate of growth, the balance
between arts and science, the balance between undergraduate teaching,
postgraduate training and research, the staff/student ratios, the establishment
of new schools of studies, the size of the schools, the relationships of research
centres to the schools, etc.

14
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to local needs, national demands, the views of society and participants in
universities themselves. This is aimed at maximising outputs in relation to

strategically determined objectives, which are defined in reference to its clients

<

and also because governments cannot continue to waste resources, both
human and material, by not optimising the efficiency and effectiveness of their

use.

Unfortunately in the Kenyan context the writer is of the opinion that the
public universities have little or no strategic planning mechanisms for
efficiency and effectiveness. They do little more than respond to reductions in
‘resources and to the short term changes in government counter-inflation
policy. Very few are prepared to face up to hard choices, in the allocation and‘

redeployment of resources. Jarratt (1985) suggests that:

"unless a university pays vigorous and systematic
attention to the quality of its resource allocation and
monitoring procedures it is certain to be wasting its
resources, especially the time and energies of its
academic staff and not giving best value for money."

A recent definition of corporate planning found in 'Strategic Choice'
is:

"the continuous and collective exercise of foresight in
the integrated process of taking informed decisions
affecting the future. Planning is the process of
questioning, analysing, monitoring, reviewing in the
expectation of change. This means that each university
has to determine its goals or its "mission" and to
assemble a set of objectives against which it can be
measured. As the outside environment changes, so the
mission or more specific objectives may change."

15
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The purpose of this study is to investigate public universities in Kenya

with the intention of providing a rationale for a move towards a more

efficient, effective and flexible approach to planning. It will attempt to analyse

<

the implications of any proposed changes and the feasibility of doing so within

the institutions and the Kenyan environment.

1.2

Elements of the Problem

As referred to in 1.2 above, the intentions of the study are in meeting

the following objectives:

(_a)

(b)

()

(d)

(e)

(f)

To identify the traditional approaches to planning and decision making
used in the public universities.

To determine whether there has been any adverse impact on the
effectiveness of the institutions' planning activities because of such
approaches.

To evaluate if the objectives for the use of these approaches are still
relevant in the environment of this type of insﬁtuﬁon.

To identify the elements of the approaches that should be changed.
To identify the methods that can be appropriately used to facilitate the
proposed changes and as such move towards greater efficiency and

effectiveness.

. To assess the feasibility of change within the institutions themselves

and the Kenyan environment.

16
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1.3  Scope of the Study

The focus of this study is the function of planning in Kenyan public
universities. In more specific terms, it will discuss the develgpment of strategic
plans to underpin academic decisions and the developm::nt of structures
which bring together planning, resource allocation and accountability into one
corporate process, linking academic, financial and physical aspects. Other
sections of the public sector namely, Ministry of Education (MOE),
Commission for Higher Education (CHE), Miﬁistry of Finance, bMin'istry of
Planning and National development and Ministry of Research, Science and

Technology, will also be discussed in so far as it helps to throw more light on

the subject matter.

14  Methodology of the Study
The approach used in this study is based on four aspects, viz:

1. Literature Review: A carefully selected literature review in the theoretical
approaches to planning, appropriately woven into the téxt, will be
undertaken.

2, Personal Knowledge and Experience: Some of the information used is
based on the writer's knowledge of the university administration in
Kenya over the last ten years during which he has worked as a Senior
Administrator in two public universities.

3 Secondary Sources - One: Various documents on public universities in
Kenya will be used and where appropriate, will be cited.

4. <Secondary Sources - Two: The writer interviewed top university planning

[officers from two universities in the United Kingdom namely, The

17
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University of Manchester and The Keele University and obtained very

useful first hand information.

Design of the Study

The study is divided into 6 chapters.

Chapter 1

Chapter 2 -

Chapter 3 -

Chapter 4 -

is an introduction which sets the scenario for
conducting the study and includes a definition of

terms that will be used.

gives an overview of the evolution of university
education 1n East Africa. In particular it charts the
historivc/al origins‘of public universities in Kenya,
their rationale and objectives. It also provides some
background infommtion on private universities and

the Commission for Higher Education.

explores other writers' thoughts about planning. In
particular it examines in some reasonable detail
what strategic planning is in an institutional

context.

sets the problem of study. It details the planning
system at work in the public universities, identifies

a number of weaknesses of the planning function

18
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Chapter 5 -

Chapter 6 -

~and provides an analysis of the impact of the

weaknesses on the institutions' planning function.
(

introduces the Western approach to planning in the

universities. It looks at social and economic

approaches to investment in university education

and examines some specific models in relation to

work productivity and contribution to national

development.

is proposed recommendations and concluding

remarks.
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». THE DEVELOPMENT OF UNIVERSITY
EDUCATION IN KENYA: A HISTORICAL

AND CRITICAL OVERVIEW

21  Introduction

Universities are not entirely new in Africa. Kwapong (1972: 201-2)
rightly reminds us that universities have a Ioﬁg and honourable hiétory in
Africa as evidenced by the exiStencé éf the University of Sankore in Timbuctoo
vlvhich is reputed to have been famous in the middle ages throughout northern
Africa and the Middle East for the étudy of law and medicine. The other was
the Museum of Alexandria, Egypt Whi’Ch became a centre for scholars and
research workers until the conquests of Islam in the seventh century A.D.
Among its most famous students were Euclid, Archimedes and Hero. From
the Museum and other schools, Greek thought permeated the ancient world
and no people escaped its influence (Ashby, 1966). Africa, however, suffered
a period of relative intellectual isolation and stagnation between the break-up
of the Sudanic Empires (during which ﬁzﬁe Sankore flourished) and the
coming of the slave trade. The subsequent era of the 'scramble for Africa’ did
not assist the intellectual recovery of the continent and so the modern
universities in Africa owe nothing to this ancient tradition of scholarship. They
have their roots in a system of education brought from the west as evidenced

by the pioneering enterprise of missionaries and traders.
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The modern European universities tface their descent from the first two
universities founded in Italy in the twelfth century at Salerno and Bologna; but
there were forerunners of the early universities of Europe that nearly
approached the European conception in aim and scope (Fl::tcher, 1968). The
precursors of modern universities concentrated on the discipline of
mathematics, philosophy, medicine, theology and law. Professional education
was considered to be an essential and in some cases the most important part
of the higher education they provided. The universities of Oxford, Bologna
and Sobourne are examples which in their early beginnings started along these
models.

The early universities were characteristic of small institutions reserved
for the elite in society. They fell under the jurisdiction of the catholic church
and since the authority of the church covered Europe, the medieval
universities were truly supra-national. The very word 'university' denoted in
ancient Bologna the society of foreign students, associating themselves together
in nations. The universities constituted an intellectual comrhonwealth,
embodying the same ideal, fulfilling the same function, exchanging teachers,
students, and, ideas and their great contribution to society was that they
placed the administration of human affairs in the hands of educated men
(Rashdall, 1936).

These then are the main ‘historical threads in the pattern of higher
education as they have evolved since the early universities: love of scholarship
in the s(etting of community life; professional education; research; service to the

region; and the recognition that truth knows no frontiers of race or nationality.

21
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ﬁe proliferation of universities began five hundred years ago and has
continued to to-day. Indeed in the twentieth century there has been the
greatest wave of transplantations of universities to foreign countries. Small or
big nations have realised that a sentiment of national unity and the
development of a coherent national culture can be promoted in many different
ways, but the most powerful way is to transmit it down through the various
levels of the educational system from institutions of higher education at the
top (Fletcher, 1968).

The early universities were small and elitist in character. But the
uﬁiversity has kept pace with the mutations of society (Ashby, 1966). It was
not until the nineteenth century with the advent of the University of London |
when university education was tailoreci on the basis of the philosophy of
university education for national developmenf. Universities in the third world
countries have borrowed and are modelled along this revolutionary
philosophy by virtue of their long and diverse association with the University
of London and similar institutions in Europe. This is the posture which the

University of East Africa took and Kenyan universities have continued to

pursue to date.

22 The University of East Africa

The new concept of trusteeship for subject races that emerged from the
peace ﬁegotiations at the end of the First World War and missionary pressure
triggered the decision by the Colonial Office to set up a permanent advisory
committee in 1922, on native education in tropical Africa whose terms of

reference was:

22




‘;,:-‘.,;»_mmmmnmmme!mmmm.m& A G SR

et e SR R RASAA e YRR R I

'To advise the Secretary of State on any matters of native
education in the British Colonies and Protectorates in Tropical
Africa, which he may from time to time refer to it, and to
assist him in advancing the progress of education in those
colonies and protectorates'. (quoted from Ashby: 426).

In the same year the committee was invited to examine a proposal from
the government of Uganda for transforming a technical school at Makerere
into a central training college fér East Africa. The scheme which was approved
by the committee in 1924 provided for preparatory courses in medicine,
agriculture and veterinary science, and surveying, with advanced literary
course for sons of chiefs, school masters, and high grade clerks. Thus the first
step was taken towards a policy for higher education in East Africa. Students -
could now be prepared at Makerere to qualify for entrance to European
universities. However, the educational output was tailored to meet missionary
and government interests. Missions were interested in bible readers and
interpreters and the government in clerks, train guards, bank tellers, medical
orderlies and agricultural extension workers (Onyango in Tembo, et al: 129).

The inspiration to create new universities in British colonies in Africa

had its source in the reports of Currie in 1933, De La Warr in 1937 and

Channon in 1943. The Currie Report called for an immediate and publicly

announced programme of university development. There was a growing
demand for higher education in Africa; and it regarded it as damaging to
British prestige that an increasing number of Africans should be seeking
training in foreign countries. It therefore recommended that selected colleges
in Africa should be progressively raised to full university status. Makerere

College, it was considered, would provided a sufficient nucleus for higher
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studies in East Africa but it must proceed through the stages by which

“university colleges in England reached university status: and that for a time

it must be dependent for the granting of degrees on an English university.

It was the De La Warr Commission, appointed three years later that
produced the first published exposition of British policy for university
education in Tropical Africa. It recommended that Makerere should award its
own diplomas and should progress by way of London external degrees to
complete the autonomy in the award of its oWn degrees.

The Channon Report analysed the position of higher education in the

colonies, and also dealt with the principles which should guide its post-war

development, particularly the development to full university status.

The ideas necessary for creating .colonial universities had been supplied
by these three reports; what was now needed was a strategy to turn the ideas
into accomplishments particularly following the war which had de-accelerated
the speed of implementation. It was not until ‘1949 that Makerere College was
made an autonomous institution and was admitted into 'special’ relationship
with the University of London which would offér its degrees.

It would be important to point out that the advances towards the
introduction of university education in the colonies, particularly after the war,
were to a large extent responses to political and economic changes that were
taking place in the colonies. The changes in the colonial economy, particularly
in the manufacturing sector and the resulting expansion of colonial state
bureaucracy, created demand for professional and technical personnel. In a
letter to the Vice-Chancellors of the British Universities the Colonial Secretary

spelt out clearly the urgency that existed when he said:
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'His Majesty's Government is deeply committed to quickening
the progress of colonial peoples towards a higher level of
social well-being and towards the ultimate goal of self-
government. It is essential to the success of this policy that the
supply of leaders from the indigenous people themselves
should be rapidly increased. There is, therefore, an urgent and
fundamental need to enlarge our facilities for higher education
without which these leaders cannot be created'.
The waves of independence were sweeping through the entire East African
region and the tutelage under the special relations scheme of Makerere with
the University of London was destined to be short-lived. The need to have an
umbrella university which would co-ordinate the development of university
colleges in Kenya, Uganda and Tanzania was supported by the Lockwood
(1958) working party and the East African governments. It became a reality in
1963 when the University of East Africa was founded with Nairobi, Makerere
and Dar-es-Salaam as its constituent colleges. Its functions included:

‘e ensuring that comparable and high academic standards were

maintained in the East African countries.

. co-ordinating the development of the university colleges in the

three countries through planned growth aimed at sharing the

scarce resources economically by avoiding unnecessary

/ duplication.

2.3  Planning in the Federal University

By 1960, Makerere, a much older institution had 900 students, Nairobi
had only about a third as many students as Makerere and Dar-es-Salaam was
nothing but a set of paper drawings and political aspirations. Given these

gross inequalities, the Federal University was seen as a device for matching
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academic standards between the three colleges and as a tool whereby the

political ambitions which argued for a university institution in each territory

could be reconciled with the economic capabilities of the region; and once the
colleges had matured to a level consonant with independent status, and the
East African economies could withstand the burden, the Federal University
would be succeeded by three full universities (Southall, 1974).

The implications of this model was that development at Makerere
should be held back whilst the other two colleges caught up. This cdnception
was hardly likely to fire much enthusiasm for integrated planning at Makerere,
whose co-operation was an essential prerequisite for the success of the joint
venture. In fact as the grain of independence wore on, and each country got
down to the task of defining its developmental needs more carefully, the
approach to the planning of the constituent colleges eased by allowing some
duplication of efforts in some of the disciplines in cognisance of national needs |
and aspirations.

The proposals by the Uganda Minister for Education for the remedy of
the deficiencies of the Federal University are worth quoting extensively:

T consider it highly desirable that each country should be free

to develop its own programme according to the desires and
[ aspirations of its own people. It is entirely wrong in principle

to leave the powers of determining a country's development to
some agency like the Development Committee or the

University Council over which that country has no complete

control. In effect, I suggest that each country should be free to

devise the machinery for training its manpower in the way it

chooses and at the rate it likes. In consequence of this, I

propose that the University of East Africa as it is now known,

should dissolve. Each country will then be free to train its
manpower needs in the way it thinks best, openly and without
hinderance or fears of stepping on anybody's toe. This will

also bring an end to all movements that now carry a flavour
of the underhand together with lots of arguments. Everything

26
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will be above board. If Kenya wants a scheme, although we
have it at Makerere, let them have it if they think they can
foot the bill. On the other hand, if they have a scheme at the
University College, Nairobi, which we think we in Uganda
would like to participate in they can let us have the places and
we can bear our share of the cost. It seems to me that by and
large this is the most sensible thing and there should be no
jealousies. By sheer force of reason, it will be found that apart
from courses used as status symbols, it may be found that co-
operation will come more easily than at present because it will
not come by force of votes but by the force of desire to work
together and by economic means. Higher education will thus
be nationalised.'

So with the academic standards firmly éstablished, and the increasing

national aspirations regarding the rate at which each state wanted its

university college to grow, the need to separate growth for the constituent

colleges was examined by a working party appointed by the East African
community in 1968 under the chairmanéhip of George D. Stoddard. Following
the recommendation of the working party, the University of East Africa was
dissolved on 30 June 1970. However, the three countries continued to use the
facilities at Makerere and the University of Nairobi as shared services.

As a consequence of the increasing national aspirations regarding the
rate at which each State wanted its university c:oilege to grow, the university's

planning /function was constantly underpléyed in the formative years of the

- federal scheme, and indeed in an attempt to encourage Makerere, the burden

of emphasis was put on the autonomy whicﬁ would be allowed to the
constituent colleges under the federal umbrella. This was in agreement with
the Lockwood Committee which had emphasised that the University would
'exist in its colleges' and that 'major decisions as to the academic and other

policies of the colleges would be left to the authorities of each college, subject
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to Cex;tain overriding principles.”

There was no indication that the central administrative structure might
be allowed a dynamic and positive role in planning Uniyersity development;
rather, its role was to be confined to regulating and co-ordinating the diverse
ambitions of the constituent colleges. Makerere would have been quite
unprepared to bow in subjection to a central bureaucracy. The college's
Registrar expressed the orthodox view of the university at this time when he
wrote that:

"The University of East Africa will live in its colleges.

Its central organisation will consist of a few harmless

drudges - a Registrar, someone to type his letters, and

someone to keep his records straight. They will need

some rooms to work in and some houses to live in ..."*
2.3.1 The Quinquennial Advisory Committee (QAC)

It was not long before political developments began to disrupt the co-
operative atmosphere (based upon a comfortable assumption of consensus) and
to awaken the need for a controlling force at the centre. In 1960 the governments
had invited a Quinquennial Advisory Committee (QAC) to East Africa to
recommend how much and in what ways they should spend their money on
higher education in the period preceding the creation of the University in 1966,
as earlier scheduled by the Lockwood Committee. The QAC Report which had

been accepted in full by the governments recommended that the Tanganyika

College be brought into existence in 1964; that a preparatory planning body for

4

Report of the Working Party on Higher Education in East Africa, 1959, p. 20,
quoted in Southall, R., (1974: 52).

Southall (1974: 52).
28




the ﬁniversity b.e established as soon as possible; and that the implementation of
the federal idea be brought forward from 1966 to 1961. But even before the
quinquennium had began, the QAC Report had been dvertaken by events.

In the first place, the Kenyan Government decided to open three faculties
in 1961 rather than the one recommended by the QAC. Secondly the newly
elected African majority government brought forward the opening of the new
University College, Dar-es-Salaam, so that teaching could begin in 1961. These
developments upset the financial schedule éutlmed by the QAC; Sir Charles
Morris - Vice-Chancellor of the University of Leeds and a member of the QAC
was asked to re-visit East Africa as an independent arbiter to make
recommendations of further grants for the triennium 1961-64. Subsequently
increased grants were approved for dist;‘ibution between Dar-es-Salaam and
Nairobi Colleges between 1961 and 1964. Meanwhile, steps were taken to
implement the QAC recommendations relating to the early establishment of a
central/university organisation. A Provincial Council (PV) and an embryonic
Senate,{known as the Academic Committee (AC) were appointed. The Council
would co-ordinate the development plans of the colleges while the Academic
Committee would advise the Councii on matters relating to academic
management of the University.

In regard to planning, the following principles were enunciated:

(@)  Each College's Academic Board would put up its own draft quinquennial
programme to its College Council;

(b)  The programme, as adopted by the College Council, would be forwarded

 to University Grants Committee through the University's Senate and

Council.
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(c) The Univeréity wquld make comments on the College's programmes, with
regard to the overall planning of University provision. The University
should not, however, have any power to withhold the programme from the
Grants Committee as submitted by the College; anc;

(d) The Grants Committee should consider the College programmes, and
recommend and negotiate the necessary finance with the government,

which would distribute their resulting grants direct to the colleges in

accordance with the Committee's recommendations. -

At this crucial stage, the Lockwood model of a co-ordinating and regulating
central organisation ;&as endorsed; the initiative in developing the University was
to lie with the colleges, on whose ambitions the University could only 'commént',
and the burden of decision was to be lifted out of the University itself to an ad hoc
Grants Committee appointed by the Goverrﬁnents.

. Despite this agreement on a peripheralised distribution of powers, there
was a recognition that political developments since the QAC Report necessitated
a fundamental re-assessment of the Universit'y"s expansion scheduie. Kenya, for
example urged a re-assessment because of its rapidly developing ambition to open
a second medical school. Yet the main profagonist for a radical adjustment was
- the University College, Dar-es-Salaam, whose premature birth had upset the
whole timetable.

Given all these pressures, the PC agreed on an early re-assessment of
academic and professional needs and priorities within the University, and
subsequently called in a committee to visit East Africa under the chairmanship of
Dr. Davidson Nicol, then Principal of the University College of Sierra Leone. The

committee's recommendations were to provide a basis for an eventual University
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Development Plan (UDP). The planning policy that had evolved so far was
heavily reliant on college initiative. The Nicol Committee was the embodiment of

a first attempt to centralise the allocation of resources. .

<

The basis on which the Committee set to work was one which could not
but have influenced passions and aroused controversy, for despite the upset of the
QAC schedule by both the Kenyan and Tanganyikan governments, it was initially
impressed that:

'The agreed figure in the Report of the Quinquennial
Advisory Committee represented the precise sum
available for higher education in East Africa in the
period 1961-66 and ... any additional assistance given

to one College from funds provided by governments
must be at the expense of what was received by another
college or other colleges."

The Nicol Report was received with mixed feelings. In Kenya, there was

a diplom;ﬁc silence as the Royal College kept aloof from the bitter controversy
that broke out between Dar-es-Salaam and Makerere over the re-allocation of the
monies allotted by the QAC for students' hostels. Dar-es-Salaam had formally
requested that part of Makerere's QAC allocation be diverted to itself. But the
appeal had been in vain for in reply the Makerere Council had resolved that:

"The University College, Dar-es-Salaam, be informed
that the Council views with great sympathy its
problems in financing a capital development
programme. The Council, however, was not in a
position to assess the needs and resources of the other
East African University Colleges against its own
pressing capital requirements and considered that such
an assessment could only be justly made by an
independent advisory body; the Council therefore felt

* Letter from the Ministry of Education, kenya to Nicol, appendix to first

meeting of Academic Needs and Priorities Committee, 16 September, 1962,
quoted in Southall (1974: 59).
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unable to enter bilateral negotiations on this matter."®

Quarrels over the transfer and allocation of resources strained university

(
harmony and revealed major deficiencies in the planning-process.

2.3.2 The University Development Plan (UDP)

The procedure outlinéd for the acceptance of the Nicol Report was that it
should first go to the PC for discussion and then to the Colleges where detailed
estimates should be provided. When these had been summed, the Council would
- transmit the overall estimates to the Governments. But the events in Kenya and
Tanganyika overtook the outlined procedures. As the nature of the financial crisis
into which the university had been . precipitated by the early growth of the
younger colleges became more clear, and the lack of a united approach to growth
became more evident to international opinion, so did the realisation develop that
a cc.mscious effort should be made to provide an integrated schedule for
development.

The introduction of UDP was greeted as an exciting experiment in
development economics. Typical of the US reaction was a communique to the PC
from the American Council of Education, which pointed out that:

"... considerable disappointment will be experienced at

the prospect, or perhaps the hint, that the relationships
between the three constituent colleges of the University
of East Africa may be somewhat loosened as a result of

discussions over financial and academic planning ... The
most significant and substantial aid from American

§ Meeting of Makerere College Council, 27 March 1962, quoted in Southall
("1974: 62).
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sources without any question is still to be found in the
context of University development as a whole."”

¢
The attitude depicted in this letter was not uncommon;‘ America was simply
making it plain that they would only consider further assistance to any of the
colleges on the basis of a development plan agreed within East Africa. The
UDP was based on the necessity to produce viable faculties at the Royal
College, Nairobi and the University College, Dar-es-Salaam, which would

enable them to teach to the comparable standard and range as that at

" Makerere.

The first draft of the Plan was presented in Mid-March, 1963 to the PC.
From this time forward there ensued a continuing discussion throughout
Colleges, University and Government circles - from Faculty and Departmental
level to Cabinet room.

This section has so far demonstrated how the original timetable for the
development of the University of East Africa was rapidly outpaced by political
demands in Tanganyika and Kenya. It has also attempted to show that the
planning structure of the University so emphasised the autonomy of the
colleges that once there was a need for a re-allocation of money awarded by
the QAC in 1961, the Universities machinery was quite unable to prevail
against the centrifugal forces of ambition in each territory. The consequence
of all this was that there was increased pressure to strengthen the Universities

role in the planning process. Pressure came especially from three sources: the

C.W. De Kiwiet, American Council of Education, to Sir Donald MacGillivray,
Chairman of Provisional Council, 8 May 1963, quoted in Southall (1974: 66).
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international donors; the two younger colleges; and from the University

Central Office.

2.3.3 The University Development Committee (UDC)

The UDC was a committee of Council containing the Ministers of
Education of all three governments, whose role was conceived as of ensuring
that in the coming triennium, there was no deviation from the principles
enshrined in the UDP, unless there was consensus amongst the governments.
Potentially, then, the UDC was the agent of a more centralised planning
‘process. The creation of the UDC was seen to strengthen the University
relative to the colleges. However, it did not increase the University'é
independence relative to the Governménts, and the inclusion of the Ministers
of Educa.t(ion on the UDC, though essential, was in practice to ensure that the
University was brought even more firmly into the sphere of competitive -
interterritorial politics.

It was not long before the authority of the UDC was put to the test. The
basic model of University growth under the UDP established that whilst each
college was to develop viable Arts and Science Faculties, the more expensive
professional faculties were to be expanded more slowly, in line with need and
with caution lest the East African economies be overburdened with their
upkeep. At Makerere there were the Faculties of Medicine and Agriculture; at
Dar es Salaam, Law; and at Nairobi, Engineering, Veterinary Science and
Architecture. The UDP did not foresee any change in this state of affairs by
1967.-But the governments had other ideas.

During the triennium, 1963-67, all three backed projects which
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potentially conflicted with their agreement to UDP principles, Kenya started
a School of Law, in Nairobi and an Agricultural College in Egerton, whilst
Tanzania developed an Agricultural College at Morogoro and a Medical
Training School in Dar es Salaam. Meanwhile, less openly, the Uganda
Government sought to raise the standard of education in Engineering offered
at Kyambago Technical College in Kampala to university level, and at one
time operated an arrangement with the university of Strathclyde whereby
students were admitted to the last two years of a Strafhclyde (iegree after
completing two years at Kyambogo.

The supposed centre of control of planning was the UDC, through
which\‘ all requests for expansion outside the plan had to be channelled.
Requegts for the expansion usually originated in the colleges, and might or
might-not gain the support of the national governments. As the task of the
committee was to implement the plan, it had to ensure that new proposals did
not work to the detriment of planned growth or have implications of increased
government commitment in the triennium after 1967. Not surprisingly, with
this restricted role, the conception arose that the UDC's function was purely

negative. The University kept a nervous watch on all these developments, ever

fearful that its authority over higher education would be diminished.

2.3.5 Towards National Universities

The proposals of the Uganda Government for the remedy of the
deficiencies of the Federal University have been quoted earlier in this chapter.
It was also becoming clear that the Kenya Government had joined Uganda

Government in its desire to rid of the federal university. "Kenya intends to
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develop a University in Nairobi out of the present College on July 1st, 1970

said a Senior Kenya Ministry of Education Official. Tanzania's reaction was
one of resigned acceptance: "If the University is dissolved in 1970, we will not
stand against but accept the position and the only plan we would make is for
the continued use of the facilities at Makerere and Nairobi as shared services™
The Federal University was dissolved in 1970. In the same year the University
College, Nairobi and the University College, Dar es Salaam were transformed
into the University of Nairobi and the University of Dar es Salaam

respectively. The immediate events leading to this development are discussed

in the following section.

24  Establishment of Public Univérsities in Kenya
2.4.1 University of Nairobi |

The history of university education in Kenya is fairly recent, dating back
only to the Second World War. Prior to this, the need for university education
was more or less non existent. Education was stratified on racial lines, with
the greater attention paid to European education, even though the European
population constituted not more than 3 pér cent of the total population. As
~ Migot-Adholla (1985: 3) rightly says:
"Higher education was restricted entirely to the children

of the settlers who had an educational background in
the European School System and financial support to

® Report of the Working Party on Higher Education in East Africa, 1969, quoted
in Southall (1974: 94-95).

Ibid.
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enable them to acquire education abroad."

- Manpower needs for university graduates were limited and the few who were
required for government service were always appointec‘Lby the colonial
government from Britain. Indeed for nearly thrée decades after the
establishment of colonial rule, the initial effort in providing education to the
African population was largely the responsibility of missionaries.

It was not therefore surprising that when the colonial government in
Britain appointed the De La Warr Commission in 1937 to exarrﬁne the need for
providing higher education in the colonies, Makerere College was chosen for
elevation into a centre for higher studies in arts and science in East Africa, .
rather thar; a centre in Kenya, despite the fact that Kenya had a preponderance
of European population over Uganda or Tanganyika (now Tanzania) (Owako,
1991). In the thirties and forties therefore, the few Africans who did
exceptionally well in the missionary schools went to Makerere for courses
which led initially to Schoél Certificate, and later to the award of diplomas in
agriculture, education, medicine and veterinary science.

The Asquith Commission of 1945 was a response to increased political
pressure in the colonies for higher education. There was therefore a renewed
effort by the British government to determine the principles on which higher
education and universities could be developed in the colonies. The Report
dealt with broad principles rather than with specifics for each colony. The
balance was however, still tilted in favour of Makerere College (Owako: 1991).

In Kenya the immediate post war concern was not so much with

provisio'n of the elitist education at higher level (not in European settler
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interest) as with the need 'to provide facilities for all races to supply the skill

and technological outlook that was so lacking in the colony." The tendency

was to disparage the African 'scholar’ and to view him as a source of friction
and discontent (Kimble:, 1963). Accordingly the ‘govevrnment set up a
committee under the chairmanship of G. P. Willoughby to look into ways and
means of implementing recommendations of the development committee
regarding the establishment of a technical and commercial institute in Nairobi.

The Committee's Report, submitted in 1949 recémmended that a technical and

commercial institute be founded in Nairobi to initially provide full-time and

part-time courses in 'practical trade skills', then courses leading to higher

national certificate before eventually preparing matriculated students of ali
races by full-time study for univérsity degrees in engineering and
technological subjects which Makerere Coliege did not provide. The new
institution, renamed technical college received a Royal Charter in 1951.
Meanwhile the Asian community which had collected money to build an
institute of higher learning in Kenya as a tribute to the late Indian leader,
Mahatma Gandhi joined hands with the government in building the new
institution, thus avoiding competition and duplication of effort in the field of
higher education. The new college was formerly established by an Act of the
East African High Commission in 1954, under the name Royal Technical
College of East Africa. The College opened its doors to the first batch of
students in April 1956, and thus a nucleus for university education was firmly
planted in the Kenyan soil for the first time.

- By this time the waves of independence brought about by the 'wind of

change' had swept through the entire East African region, accompanied by
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stroné national asi:irations. In the field of education this expressed itself in the
need to have a university college in each of the three territories. Accordingly
in 1955, as an attempt to reconcile these aspirations a working party under the
chairmanship of Alexander Carr-Saunders was appointed for the purpose of,
among other things, reviewing the estimated requirements of higher education
in East Africa for the next ten years. However, the rapid development in
higher education in East Africa at this time led to the appointment of another
working party in 1958 under the chairmanship of John Lockwood, the Vice-
Chancellor of the University of London, to advise on the proposals for the
creation of new institutions of higher education in East Africa. Among the
party's recommendations was that the Royal Technical College of East Africé
was to be elevated to become the seéond inter-territorial university college
institution in East Africa. This was realiséd in 1961, when the college was
admitted into special relations scheme with the University of London. The
name was then changed to Royal College, Nairobi, and it admitted its first
batch of students to study the degrees of the University of Loﬁdon in arts,
science and engineering, while continuing to offer professional courses in
architecture, quantity surveying, commerce and domestic science.

It has been observed firstly that the establishment of the Royal College,
Nairobi boosted the institutions of higher learning and training (Migot
Adholla, et al, 1980) and secondly that the period of transition to post-colonial
society also witnessed the expansion of opportunities for overseas education
and training. The main beneficiaries of these increased opportunities were
Africans whose educational interests were previously subordinated to those

of the colonial ruling class. In the 1960s Kenya was lucky to benefit from the
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'American Scholarship invasion' which began in 1959. This was organised by
- Tom Mboya, the vigorous and astute politician and trade union leader. Eric
Ashby (1966: 266) says: ¢

"He saw that the output of graduates from the

University College of East Africa (there were forty

graduates in 1957 and thirty-six in 1958) would be

totally inadequate after independence; and he doubtless

saw, too, considerable prestige for any politician who

could bring the loaves and fishes of higher education to

the degree-hungry students of Kenya."

Table 1 overleaf shows the numbers of Kenyan Students who got
- admission in overseas training institutions during the period of transition to
independence.

The establishment of the University of Nairobi in 1970, following the
dissolution of the University of East Africa ushered in new challenges.
Although the Kenyan Universities adopted the University of London
philosophy, circumstances compelled the first Kenyan University to be elitist
in character. The government and the university saw their goal as one of
producing urgently needed skilled manpower to take over from departing
expatriates after Independence. However, by the end of the first decade of
independence it was realised that this elitist approach was not consistent with
certain national development objectives. Consequently it became imperative
that expanded education for national development as opposed to elitist
education be the goal of higher education. During the first year of its
establishment, the university was further expanded by the addition of the new

faculties of Agriculture, Education, and Law, the School of Journalism and the

Institute of African Studies.
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Table 1. The Destination of Kenyan Overseas Students 1954-1963

&

<

= Year United India Union of | Other Total
_ Kingdom | Pakistan | S. Africa | Countries

1 1954 482 - 360 26 34 902
1955 588 3583 17, 39 997

195{3 725 400 17 53 1,195

’ - 1975 876 371 3 78 1,328

1958 | 872 409 14 91 1,386

1959 1,018 485 20 208 1,731

1960 1,158 623 22 587 2,381

1960/61 1,307 | 640 20 675 2,640

1961/62 1,455 910 20 1,305 3,690

1962/63 1,609 712 44 1,388 3,748

. The figures for 1960/61 and 1962/63 shown here include students who went to Australia and New Zealand.

i Source: Kinyanjui, K. et al: Notes on the Evolution of Overseas Training Policy in Kenya
In Policy Developments in Overseas Training, ed. T. L. Maliyamkono. 1980:58 General Printers, Nairobi.
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One of the biggesf achievements of the country in the first decade of
independence, sd far as university education was concemec}, was the emphasis
on self-sufficiency in high-level manpower. The decade als:) saw an increase
in student numbers, as well as the systematic introduction of postgraduate
studies in a variety of disciplines in the University. Sooner or later however,
the capacities at the University of Nairobi would not cope with the
'educational boom' that was already underway.

At independence, Kenya adopted harambee (self-help) as the motto for
national development. The government eﬁcouraged and promoted self-help
development strategy for two main reasons: It was an inherent way of life of |
the people which was widely practised throughout the country; and its
contribution would supplement government effort in nation building; it was
therefore profitable to build on it.

Many thousands -of development projects have been undertaken
through harambee effort. They cover numeroué diverse activities but it is the
development of education, however, more than elsewhere, that the harambee
spirit has been most successful (Chinapah, 1992). The results of the expansion

~of primary schools triggered rapid increase in the number of school leavers.
This very rapid rise of primary education output suddenly altered the national
employment position. The schoél leavers could not all get places in the
secondary schools neither could those who failed to get into secondary schools

find jobs easily. Both parents and pupils began to realise that secondary

education was more crucial for one to get a job.




Individual families, local communities, politicians all began to put more

emphasis on secondary education and consequently in an increase of self-help
efforts to build more secondary schools. As more and more young people and
their parents saw secondary or higher education as the key to secure well paid
jobs in the modern sectors, an increasing proportion of the age group aspired
to higher education. The 1980s therefore saw an unprecedented output of
students from secondary schools, a large number of whom met university
entry requirements, at a time when thirst 'for university educaﬁon was
increasing fast. Besides, the need for high-level manpower was also still being
felt by various sectors of the economy and these needs could not bg
adequately met by the University of Nairobi.

Kanu, the ruling party, was spu;red on the vital necessity of training as
quickly as possible the men and women who would take over the
management of the new nation. Primary school enrolment rose from 891,553
in 1963 to 5,455,996 in 1991; secondary school enrolment rose from 301,120 at
independence to 614,161 in 1991; and university students from 565 in one
university in 1963 to 39,431 in four public universities in 1991 (Kanu
Manifesto, 1992). Table 2 overleaf sHows the phenomenal growth in
enrolments in the higher education institutions. While Table 3 shows the high

expenditure on higher education compared to primary and secondary levels.

43




Table 2. Kenya Students in Nairobi, Moi, Kenyatta and

Egerton Universities and (J.K.U.C.A.T.) 1985/86 -

S

1990/91 <
\\FIELDS 1985/86 1986/87 1987/88 1988/89 1989/90 1990/91
Undergraduates 7,482 8,593 15,051 20,046 24,164 36,691
Postgraduates 1,353 1,236 1,291 | 1,292 | 1,598 1,580
L Other, i.e. Diplomats, etc. 65 59 83 1,800 1,532 1,160
TOTAL 8,900 9,800 16425 | 23,138 | 27,294 | 39,431

Source: Nairobi, Moi, Kenyatta and Egerton Universities and ] K.U.C.A.T.
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Table 3. Expenditure of the Ministry of Education,
1989/90 - 1992/93 in kfmillion

RECURRENT 1989/90 1990/91 1991/92 1992/93
EXPENDITURE: -

General Administration 46.79 48.89 22.82 48.19
and Planning

Pre-Primary Education 0.60 - 0.67 0.65
Primary Education 246.97 292.52 348.36 346.33
Secondary Education 78.60 88.20 98.27 97.24
Technical Education+ 3.54 6.10° 7.22. "7.38
Teacher Training 17.45 14.97 14.85 12.87
Special Education 3.82 3.4 511 4.84
Polytechnic Education 3.65 3.62 4.99 4.15
Higher Education 86.54 122.21 97.93 118.62
Miscellaneous 1.78 2.17 2.49 1.08
TOTAL 489.74 582.12 602.71 641.35
DEVELOPMENT

EXPENDITURE:

General Administration 0.90 4.18 1.68 2422
and Planning

Pre-Primary Education - - - -
Primary Education 1.02 0.69 3.56 1.80
Secondary Education 1.99 5.28 5.16 2.94
Technical Education 0.23 0.28 0.81 4.69
Teacher Training 8.84 10.09 20.23 9.76
Special Education 0.37 0.69 5.62 0.70
Polytechnic Education 0.02 0.20 0.26 1.35
Higher Education 23.14 41.74 23.54 56.63
Miscellaneous Q.17 0.08 - -
TOTAL 36.68 63.23 60.86 102.09
TOTAL RECURRENT 526.42 645.35 663.57 743.44
AND DEVELOPMENT :

EXPENDITURE:

Source: Statistical Abstract, 1991, Central Bureau of Statistics.
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242 Other Public Universities

In 1981 a working party under the chairmanship of Colin B. Mackay,
former president of the University of New Brunswickk in Canada was
appointed to look into the need for establishing a secor;:d university. The
Report of the Presidential Working Party on a Second University in Kenya
(1981:37) recommended, among other things, that the proposed university
should be technology oriented, and produce graduates of professional
disciplines to serve in the rural areas. The report suggested that the second
university should, through its applied research and field activities, relate to
| society in such a way that there is continuéus and positive dialogue, and that
it addresses itself to relevant national problems. The second university, later
named Moi University, was established in Eldoret by an Act of Parliament in
May 1984 by transfer of the entire departmeht of forestry from the University
of Nairobi to the new university.

But as the problem of demand for university places could not be solved
by establishing one technological university only, need was still felt for more
universities in Kenya, since by the mid-eighties there were about 10,000
Kenyan's studying abroad through private sponsorships (Development Plan
1989-1993: 219).

Accordingly in 1985, by an Act of Parliament, Kenyatta University
College, which had been a conétituent college of the University of Nairobi
since 1972, was elevated to a full university. This was soon followed by the
elevation of Egerton College from an agricultural diploma college to a
constituent college of the University of Nairobi in 1986, before being elevated

to a full university by an Act of Parliament in 1987.
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Later, in 1988, Jomo Kenyatta College of Agriculture and Technology,

~ which had been established as an agricultural and technology college in the
late seventies, was also elevated to University College status as a constituent
college of Kenyatta University. Eight months ago it was elevated to full
university status.

Further developments in this area came in 1990, when - in order to cope
with the double intake involving the last batch of the 'A’ level entrants and the
first batch of the new 8-4-4 system, Maseno Urﬁversity College was éstablished
in Western Kenya near Kisumu, as a constituent college of Moi University. It
was established on the existing facilities formerly occupied by Siriba Teachers'
College and the Government Training Institute, Maseno. In the process Siriba
Teachers' College was abolished whﬁe thg Government Training Institute,
Maseno was transferred to a new location. Similar development took place at
Laikipia Teachers' College in Nyahururu and Moi Teachers' College in Eldoret,
which were also abolished and their facilities taken over as campuses of
Egerton and Moi Universities respectively. The latest development was the
establishment of Kisiri University College in 1994, as a constituent college of
Egerton University. |

Thus today, Kenya has five fully-fledged public universities and two
university colleges supported by the government, and catering for about 41,000

students.

24.3 Private Universities
“One of the recommendations of the Working Party, as already

mentioned earlier was that the establishment of private university institutions
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be encouraged to reduce admission pressure on public universities. The
expansion of private universities is therefore consistent with the Government
of Kenya's policy on promotion of the establishment oﬁprivate universities.
There are a number of private institutions which have been operating
as universities, albeit as small units only. Out of the eleven such institutions,
five of them, namely: University of Eastern Africa (Baraton), United States
International University, Daystar University College, Catholic Higher Institute
of Eastern Africa and St. Paul's United Theological College'have taken positive
steps to expand enrolments and diversify courses. The rest are concentrating

exclusively on theological training at degree level.

2.5  University Education Policy and Objectives

Government policy in university education is stated in various
documents on education and national planning. The latest government
postulation of universify education policy is contained in the Sessional Paper
No. 6 of 1988 on Education and Manpower Training for the Next Decade and
Beyond. The government stipulates that it provides university education as
the apex of the formal system of education in order to educate and train high
level manpower required by the country. Universities are also charged with
the role to teach, undertake research, develop and advance knowledge, store
and disseminate such knowledge. University education and training
programmes are therefore expected to respond to the demands of national
development and emerging socio-economic needs and to provide solutions to

problems facing society.
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The specific objectives of university education are:

(@) to develop, advance, preserve and disseminate knowledge and to
stimulate intellectual life; %

(b)  to train and prepare high level manpower needed for development;

(c)  to promote cultural development and the highest ideals and values of
society;

(d)  to provide, through research and consultancy, knowledge, skills and
services to the community by helping solve problems facing the society;
and

(e)  to assist the government in achieving its planned development of

higher education.

The Government has established five public universities to provide

increased opportunities for university education and training. However, there
continues to be a growing demand for university education as more school

leavers from the 4-year secondary education of the 8-4-4 system of education
seek to enter universities. Last year, of 131,000 Form IV leavers about 25,000
were qualified for admission and only 10,189 of those qualified were admitted;
it is projected that by 1994/95, some 134,000 Form IV leavers will produce
about 28,000 qualified candidates competing for 12,000 places (Statistical
Abstract:, 1993: 181). The Government plans to continue with the development
and consolidation of university eduéation to meet the rising demand.
According to the Government, and as clearly stated in the 1989-1993

National Development Plan, pp. 218-219:
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"There is a need for expansion of university education
in the country which arises from the following factors:
first, this level of education is necessary in generating a
pool of highly qualified personnel in various specialised
skills. Greater numbers of graduates will generate the
potential for promoting higher productivity of capital
and other resources in their individual capacities as
farmers, engineers, doctors, industrialists, scientists, etc.
The need to expand university places should not,
therefore, be related exclusively to public sector
employment. Second, the ratio of university graduates
to the population is still relatively low in Kenya as
compared to other countries with similar levels of
development and in relation to the level of .
technological sophistication the country has attained.”

The Government hopes to do this in a 'systematic and cost-effective manner'
through optimum utilization of current public university institutions. FrornA
1991/92 academic year, university enrolment was based on specific projections
on university admission, starting with 10,000 students and thereafter an annual
growth of 3 per cent of previous admitted students. The Government would
also encourage the development of private universities while at the same time
strengthening the university education supervisory and co-ordinating
machinery to ensure proper development and maintenance of acceptable
university standards of teaching and resea.rch.

The Government is therefore in agreement with the recommendations
of the Working Party on Education and Manpower Development for the Next
Decade and Beyond, 1988, which among others, were that:

. the growth in university student enrolment be matched with provision
of appropriate resources in order to maintain high standards, quality
"and relevance of university education, training, research and

scholarship;
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. ‘some of the existing training and research institutions be developed as
university institutions offering degrees of Kenyan public universities;

. the establishment of private university institutions be encouraged but
controlled and guided to ensure they offer courses relevant to the needs
of Kenya and maintain acceptable standards;

. the development of public universities be co-ordinated and harmonized
to ensure complementarity in the provision of university education;

. the functions of the Commission for Higher Education and the public
universities with regard to planning and development of university
education, staff development, financing and admission of students, be

reviewed with a view to streamlining their responsibilities.
2.6 The Commission for Higher Education

The Commission for Higher Education (CHE) was established under the
Universities Act 1985, with the broad objective of "making better provisions for
the advancement of university education in Kenya". Its major functions
include promoting the objectives of univefsity education; advising on the

- establishment of public universities; accreditation of universities; co-ordinating
the long-term planning and development of university education; planning
and providing for the financial needs of university education and research;

processing the establishment and eventual accreditation of private universities;

liaison with the government, public and private sectors on the overall national

1 Universities Act 1985: p. 3.
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manpower development and requirements. The Universities Act (1985)

empowered the Commission to appoint by resolution, a Universities Grants

Committee (UGC) and to delegate some of its functions to it.

A further function for the Commission is to appoint a Central
Universities Admissions Committee (CUAC) to advise the Commission on the
following:

(@)  the co-ordination of admissions to public universities on a national
basis;

(b)  the establishment and maintenance by such means as it considers
appropriate of equivalent educational standards as a prerequisite for
university admission;

(c)  prescribing the minimum requirements upon compliance with which a
person may become academically qualified for admission to a
university.

The Working Party reiterated the functions for the Commission as
stated above. However, it further noted that CHE's functions of planning and
development of universities, staff development, financing and admission of
students appeared to be similar to the functions of individual public
universities as provided in the various legal instruments that have established
them. The Working Party also identified the low staffing capacity within CHE
in terms of handling the various responsibilities vested in it and recommended

that:

"the functions of the Commission for Higher Education
and those of public universities, in university education
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planning and development, financing and admission of
students, be reviewed with a view to streamlining their

responsibilities.""!

(

As a consequence of this recommendation the Government established
in 1991, the Policy and Planning Task Group (PPTG), within CHE, to perform
the critical functions of policy formulation, planning, budgeting, financing and
investment planning. The PPTG functions were to continue until such a time
when CHE would be strengthened and expanded to | undertake all its
~ functions. The PPTG membership is drawn from CHE, Public Universities and
Ministry of Education. It operates within CHE but reports directly to the
Permanent Secretary, Ministry of Education. The other task of PPTG is to
review and harmonize the legal framework of the Universities Act 1985 with
the various individual universities' Acts. The ultimate goal of this is to enable
CHE to perform all of its former and new functions in the management of
Higher Education in Kenya without potential conflicts with the institutions of

higher learning.

" Report of the Presidential Working Party on Education and Manpower
Training for the Next Decade and Beyond, 1988: p. 72).
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3. LITERATURE REVIEW

{x
3.1 Introduction o

The concentration of this chapter is upon planning as a process at the
institutional level in our 'typical’ university. The chapter explores mainly other
writers' thoughts about planning.

A main difficulty in writing about planning in the 1990s is, ﬁrst, the
euphoria which developed around formalized institutional piann'mg in the
1960s and, second, the dramatic loss of that euphoria m the second half of the
1970s. Planning in the 1960s was to be the solution to all problems. In terms .
of the political analysis of institutions, planning was to be the integrative
process which linked the 'bottom-up' creativities, and demands for
participation with the 'top-down' leadership and control elements. In terms of
trends in that expansionist period, planning would enable institutional
managers to understand and cope with the ever increasing quantities and
waves of expansion predicted for the next decades. In terms of techniques, the

models constructed by planners would create a rationality in decision taking

supposedly missing since the days of simpler elitist societies. Transference

would not be a problem either. Planning thus became almost a religious tenet
for the young managers and the entrepreneurs, not forgetting the consultants,
who reached the top of their professional trees in the university world in the
forced growth of the 1960s. |

The shock of the succeeding period, particularly following the oil-led

inflation boom from 1973 onwards, was thus considerable. Social and
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demographic changes, disruptions and uncertainties undermined its
predictability. Economic stagnation, or faltering in economic development,
removed the expansion and questioned the validity of planning. The political
shift from participation and consensus-seeking to uniom'z;tion, confrontation
and negotiation by-passed the internal integrative role of planning.
Transference of ideas and techniques met with 'tissue rejection’ in the bodies
receiving the transplants. Discontinuity replaced consensus-building. Thus the
elegant strategic plans of the 1960s became 'dead letters'. It is with this

background that many of the writers mentioned in the succeeding pages have

tried to re-define planning,.

3.2 Some Thoughts on Planning |

First, then, what is planning? Let us‘ begin with a dictionary definition
'scheming to accomplish a purpose’. The elements of the defined activity are
fairly clear: it is purposeful (i.e. goal oriented); it presupposes perception of the
need or opportunity for 'scheming’; it is future-oriented, and .involves the
notion of a sequence of events over time; it requires the formulation of
alternative courses of action; and it involves a choice from among those
alternatives. Planning, in this sense, might be conceived as either a mental
activity, or an observable indiyidual activity, or an observable activity of a
group. In other words, planning is an activity that may occur at a number of
levels. For the present purposes planning at the institutional level, and at the
level of the university education system as a whole, is of most interest.

The simple notion of hierarchy can be sharpened in a number of ways.

Most useful is the distinction between levels of activity drawn by a number
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of writers, notably Anthony (1965: 16-18). Anthony argues that 'planning’ and
'control' are distinct mental activities which are not separable in practice but
find expression in three kinds of activity: strategic planning, management
control and operational control. He says:

"Strategic Planning is the process of deciding on the

objectives of the organisation, on changes in these

objectives, on the resources used to attain these

objectives, and on the policies that are to govern the

acquisition, use and disposition of these resources ... .

Management Control is the process by which managers

assure that resources are obtained and used effectively

and efficiently in the accomplishment of the

organisation's objectives ... . Operational Control is the

process of assuring that specific tasks are carried out
effectively and efficiently."

These distinctions neatly link different levels of analysis, and not only in the
way Anthony suggests. He consistently adopts a 'top management’
perspective. But what appears to a top manager as a management control
problem may well appear, at a lower level, as a strategic issue for the sub-unit
concerned.

A related variable is the time-scale within which planning as an activity
takes place. For the purposes of the planning model Ansoff's (1965) distinction
between long-range and proximate periods is useful. Ansoff refers to the
future period over which the organisation seeks to plan, and is thus bounded
by the 'planning horizon'.

These elaborations of a simple nbtion of planning have suggested that
within an overall plan there will be 'sub-plans’ covering defined levels of

analysis, sub-objectives and time periods. At the same time the development




of the model has'irﬁplicitly introduced new elements which should be made
explicit. Specifically, we must move away from the conception of planning as

a discrete activity rooted in the present, albeit future-oriented. It has not been
{

possible to elaborate the model without moving emphe‘;sJiS to the notion of
planning as a process. In other words, planning is a continuous rather than a
discrete activity: it's end product is the process of planning itself, rather than
a plan. Any plan is no more than an interim report on the planning process.

At this point we might agree with Ackoff (1970: 4) that:

"... planning is a process that involves making and
evaluating each of a set of interrelated decisions before
action is required in a situation in which it is believed
that unless action is taken a desired future state is not
likely to occur, and that, if appropriate action is taken,
the likelihood of a favourable outcome can be
increased." \

Put differently, planning is the continuous and collective exercise of
foresight in the integrated process of taking informed decisions affecting the
future. It is a definition of a process rather than a plan and is not dissimilar
to that of Bennis: (1969: 529)

'Whatever else planning may mean, it signifies
anticipation of some future state of affairs and the

confirmation of the vision of that future in the present
in order to motivate, guide and direct present action."

2 Bennis, W.G. et al., 1969: The Planning of Change, New York, Holt, Rinehart
and Winston.




3.2.1 Planning as a collective activity

The element of planning as a collective exercise is brought out quite
clearly by McCorkle Jr. (1982: 69). He states that:
"The critical decisions needed in uncertainty ... cannot
be established effectively from on high. Rather, ‘Do this
and that', the operating principle must be 'Do whatever
is necessary to achieve agreed-on objectives effectively
and efficiently'. The management principle provides
extensive freedom for department chairs and other
managers to act relatively independently, within plans,
policies and delegations of authority."
Firstly, to limit participation is to restrict the range of experience and
ideas which can be brought to bear on the analysis of problems and the
formulation of alternative solutions. Secondly, planning is of little value
unless the organisation possesses the aBility to change and has the opportunity
to change. Both of these prerequisites depehd upon a complex set of factors:
the ability to change being related, for instance, to the degree of structural
flexibility of the institution, and the opportunity to change being affected by
external assessments, by various agencies and publics, of the institution's
performance, offerings and utility. A major task of management is to maximise
these two prerequisites, both of which depend heavily on the attitudes of
members of the organisation and their sense of being a party to the decisions.
In the long run, therefore, for planning to be effective those members need to
be involved in the formulation and consideration of proposals; and not regard
planning as something formulated by staff experts and conducted by small
committees. Lockwood (1972: 17-18) shares the same view when he says:

"There should be no technical mystique surrounding
planning. The fact that planning uses advanced
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techniques sometimes leads institutions to appoint
technical specialists as planners, sited in offices separate
from those concerned with routine management. To do

this is to misunderstand the nature of planning..."
(

=

The devolution of planning activity clearly assists the collective
involvement since it is generally recognised that direct participation is possible
in decision taking mainly within the basic units (departments), and needs to
be replaced by consultation and by participation through representation at the
higher levels. Clearly, the analytical and preparatory work on particular issues
will normally be conducted by individuals or small groups. This nas always
been the case. However, there always has been danger in the unstructured
involvement of the inexperienced participants; for example, the opening up of
planning can result in an emphasis on equity planning (the avoidance of
selective or discriminatory decisions). As R.W. Tyler has pointed out:

"Institutional Planning that is conducted by the staff of
the institution based only on its experience, beliefs and
goals is likely to be seriously inadequate because the
institution is in a symbiotic relationship with the
external environment and agencies on which it is
dependent, and their pressures should find expression
in institutional planning."”

Tyler's point was recognised in the 1960s in the structuring of the
internal planning process in some university institutions in the western world.

It is partly for that reason that the cycle of the planning process should

commence with the production of guidelines and assumptions which set the

13

Knov;zles, AS., (ed.) 1977: International Encyclopedia of Higher Education, San
Francisco, Jossey-Bass, p. 3262.
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limits within WhiCi’l the discussions in the cycle should be held, which contain
an assessment of the signals from the external environment, and which set out
specific recommendations for action. In the absence o{ a clear framework of
policy guidelines and assumptions, participants will wa;telvaluable time and
energy, and tend to concentrate on formulae. Highly participative groups find
it difficult or impossible to reach consensus about the quality of competing
bids and tend therefore to welcome such quantitative aids as can be accepted
as fair to all. The principle of "equal misery" and across-the-board cuts typify
this style.

The preparation of assumptions 1;0 counteract that tendency is a task to
be undertaken by the leadership; and throughout the cycle of discussion the
leadership should be involved in maintaining and clarifying the parameters
and in debating the specific recommendations. It is that role of leadership in
providing policy guidelines and strategic assumptions which allows us to deny
the assertion that 'participative management (which involves having many
decision points, with consequent pluraliém) is not compati‘ble with firm
institutional priorities and purpose.™

This planning process in which a hierarchy of planning exercises is
carried out at different levels is an approach that consumes time and may
unearth disagreements and tensions but it does ensure that the final plan
chosen by the university is roolted in the wishes of its members and has been

fully discussed.

14

Goodlad, S. (ed.) (1983). Economies of Scale in Higher Education. Guildford:
SRHE & NFER - Nelson, p. 82.
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3.2.2 Planning as a Continuous Process

"The continuous nature of planning flows from the
recognition of planning not as an activity solely
concerned with the formulation of long-term plans but
as a process which can also be used to adjust the
present state marginally and regularly without
necessarily working towards a fixed plan."

says Lockwood (1985: 168).
Because of the impact of uncertainty from the mid 1970s greater
emphasis has been placed upon the need. for flexibility of response and less

emphasis upon the long-term. Argeti (1968:232) similarly pointed out that

"Basically corporate planning is concerned with today,

not with tomorrow. Basically it is concerned with

actions and not with plans."”
Continuous also implies that the process must contain an in-built flexibility
(e.g. willingness and opportunity to allow switching of resources between
options in the light of unexpected changes) and needs to avoid the rigidity and
discontinuity sometimes generated by the existence of financial year and
academic year cycles. Equally the word 'continuous' indicates that an element
should be a regular process of monitoring and evaluation (to facilitate a

continuous readjustment of performance in both qualitative and quantitative

terms) and that the process should function on a rolling basis.

5 Tbid. p. 168.
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8.2.3 Pianning as Foresight

| The term 'foresight' stresses that the process shoula encompass strategic
assumptions about the factors likely to affect the future of the institution (e.g.
the nature of its clienteles, the market situation for future enrolments,
developments in the géographical region, employment trends, the impacts of
technological changes, policies being pursued by critical pressure groups,
resource availability), and set those assumptions into alternative scenarios for
the institution based not only upon the above factors but upon‘ assessménts of
the strengths and weaknesses of the units and programmes within the
in;timtion.

The planning assumptions prepared by the leadership are, again, the
key to the exercise of foresight. It is the leadership's role to maximize the
institution's influence over its own future through the preparation of a
strategy. Keller (1983:75) confirms this when he says:

"To have a strategy is to put your own intelligence,
foresight, and will in charge instead of outside forces
and disordered concerns.”

In times of adversity and uncertainty the need to exercise foresight is
increased since the pressure for external control and determination of

programmes increases under these conditions. In America, says Keller:

"Over 70 per cent of all public institutions (of higher
education in the USA) now cannot start a new academic
programme without elaborate application and approval
procedures from their state co-ordinating board, which
can take three to four years."*®

' Ibid., p. 25.
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It can also be claimed that a period of severe stringency facilitates the

~development of a strategy.

3.24 Planning as an Integrated Process

The importance of integration in the organisational structures and
processes needs little elaboration after having considered the terms 'collective’,
'continuous' and 'foresight' contained in the definition of planning. In terms
of horizontal integration, the teaching, research, financial, personnel, social and
physical aspects should not be seen as separable branches of planning which
" can be conducted in iéolaéion or merely co-ordinated at certain times and
stages in the process but as aspects which need to be interrelated at all maiﬁ
points of the planning process. Simﬂarly in terms of vertical integration,
departmental, faculty and university plannﬁg cannot be regarded as disparate,
but should be carried out in concert within an agreed framework so that their
interaction can be continually taken into account.

As with participation, the extent to thebintegration of any pérticular set
of planning discussions and decisions will depend upon a variety of factors.
Sometimes, for example, the external environment will unexpectedly pose
issues which require speedy responses, so that the university will have to
analyse these issues and make the responses within constraints which do not
allow all aspects to be interrelated. Nevertheless integration should remain the
aim.

3.2.5 The Need for Information for Planning Purposes
. The need for ‘information for planning purposes and the related

desirability of evaluating the effectiveness of planning, require little
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justification. The Quality of planning depends to a signiﬁcant extént on the
information fed into the process, and planning cannot remain efficient unless
feedback is received on the effectiveness of performance.

¢

Planners have a voracious appetite for info,rmaﬁvon. In the university
environment the extent of information needed for effective planning is almost
limitless and would always overflow from any formal information collection
system. But internal flows of information have to be tapped and external data
have to be accessed. If a central focus for university planning is established it
should be able to do this. Information also has to be communicated effectively.
As Ewing (1969: 136) says:

"few errors damage the human side of planning more
than errors in communication.”

Planning makes the implicit inarticulate and private explicit, articulate
and public. It brings decision-making out of the closet (Keller, 1983). Informed
decisions on the other hand, are more likely to flow from placing informed
people in decision-making situations than from putting information in written

form in front of uninformed committees.

3.2.6 'Decisions’

ITT describes its decision-making in the following way:

"... decisions are based on logic - the business logic that
results in making decisions which are almost inevitable
because all of the facts on which the decisions must be
based are available. The function of the planning and
the meetings is to force that logic out into the open
where its value and needs are seen by all." (quoted in
Williamson, 1981: 65)

64




Planning is concerned with action, with changing the direction of
enterprise and operations; it has to be feasible and realistic, and set in
structures which can implement those decisions. {Strategic planning
concentrates on decisions, not documented plans, analyses, forecasts and
goals." (Keller, 1983: 148). Strategic planning is action-oriented. It constantly
asks what shall we do? How shall we decide? Where do we put our attention

and energy?

3.2.7 Corporate Planning

Having elaborated a definition of planning, we will now consider some
of the basic features of corporate planning. As George Keller (1983) has
outlined in his chapter on 'Planning: The Turbulent State of the Art', planning
in the decades leading up to 1980 fell into two broad categories. Firstly,
incrementalism: this is based upon the belief that the future is too
unpredictable for speculation to be profitable, that decisions are best taken by
partisan groups bargaining over immediately available resources and priorities
and that information on costs, trends and external developments is for political
use; it consists of muddling through; increrl;lentalism was and remains, by far
the most popular form. The second category is that based upon management
science flowing from the usage of operational research in the Second World
War, emphasising the rational and the economic, and involving the
employment of computer-forecasting, etc. To some extent, corporate planning
in the 1960s was an attempt to combine these two categories, the mechanical,
long-term and the political-incremental; it was much closer in its descriptions

of the former but in its application it shifted towards the later.

65




Corporaté planning is an amalgamation of all individual functional
plans of the organisation. Activities in each department affect the efforts of
other departments, and the corporate plan must cover_every aspect of the
organisation. If the different department plans were drawn up independently
the results would compare with a team of horses pulling in different
directions, and liaison and co-operation between the managers concerned is
thus of vital importance. This indeed is one of the major 'spin-off' benefits of
effective planning. Managers have a clearer knowledge of the opportunities,
frustrations and aims of their colleagues in other parts of the organisation and
" can take a broacier view of their own responsibilities as a result. Moreover,

"... a formal plan provides the opportunity not only to
understand the framework of thinking within which
corporate management operates, but also to judge the
quality of its logic, the credibility of its solutions and
the value of its contribution to the company as a
whole." (Williamson, 1981: 66-7)

The main facets of corporate planning systems are as follows:
(i) Institutional Mission

Mission statements should be stated in fundamental terms. Such
statements should necessarily be general m nature, partly because of the
intertwined multi-purpose nature of the university; they would normally
include the provision of instruction, the pursuance of research, and the
undertaking of public service but set in a framework of the basic guiding
philosophy of the university.

(ii)  Objectives
Objectives should be defined and, if practical, should be specific in

terms of quantity and time - for example, 'to graduate 100 economists in 1995'".
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HoWever, the extent to which objectives can be stated with precision will be
dependent upon the external environment, and the extent to which they will
be institutional rather than sub-institutional will be dependent upon the degree
of devolution in the internal system, but the aim should be as specific as
possible in the prevailing circumstances.
(iii) ~ Structure

The activities, responses and policies being planned need to be
structured, partly to facilitate the process of analysis and discussion, partly to
enable the guiding framework to be translated into specific objectives and
partly for purposes of implementation and evaluation. In most cases the
structure will follow the pattern of areas and units in the institutional
organisation; in other cases the emphasis might be placed upon a division
between production units and support services; and in other cases the
planning units or the cost centres could be different from the organisational
units (e.g. for planning purposes the teaching and the research activities in the

operational units of the department).

(iv) Timescales

The planning process should divide into phases with the degree of
specificity in the objectives and quantification declining towards the shorter
phase of the planning horizons. The shortest phase should be that for which
it is possible to budget accurately, which is not in every circumstance as long
as the traditional financial year. Budgeting should, however, be seen as an
integral part of the planning process, and should be designed as a planning

as well as an operational activity. Traditional university budgets emphasize
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function and objects of expenditure with line-item accountability (e.g.
expenditure on academic staff salaries) whereas they should emphasise the
object-oriented programmes (e.g. total expenditure involved in the production
of graduates in medicine). The budget should thus be ;xplicitly a policy
document recording how the available resources will be used to attain the
stated objectives, and showing the choices that have to be made between
alternative objectives and programmes.
(v)  Forecasting

In the period of certainty, forecasting is largely the projection of supply
‘and demand for several years ahead. In the current and foreseeable period of
uncertainty, forecasting should have a different focus. Careful market research,‘
particularly on sources of future student enrolments” is one aspect of it.
Another is the forecasting of internal ﬂexibiliﬁes (e.g. anticipated rates of staff
loss in the long-term) and requirements (e.g. forecasts of long-term capital
renewal. A further aspect is that of assessing the likely impacts of
technological advance on the processes of teaching, research, administration,
etc. and thus upon staffing levels, space needs, etc. Forecasting, therefore,
remains an essential feature of planning but it is now less to do with the
costed extrapolation of trends and more directed at assessments of future

institutional flexibility and the opportunities across a variety of fields which

might present themselves to the institution.”

7 Ihlanfeldt, W., 1980, p. 172.
8 Lockwood, G., 1985, p. 173.
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Forecast'mg should be one of the factc;rs which facilitates in the planning
~ process the explicit consideration of alternatives. The scrutinizing of
alternatives, before a course of action is approved is not more than common
sense but very often not done. -
(vi) Implementation and Evaluation

That the planning process should result in the implementation of
decisions is an assertion apparently of the obvious. "Yet the history of

" admits Geoffrey

planning is littered with examples of the contrary,
Lockwood. Our definition of planning emphasizes decisions, rather than plans,

but it nevertheless remains necessary to ensure that decisions are

implemented, which is by no means always the case.

According to McIntosh (1977)

"Evaluation is in a sense a man-made word - a word

designed to up-grade certain sorts of common sense

activities which many administrators and businessmen

do, as a matter of course in their day-to-day work, in

order to legitimize their activity. "
McIntosh implies that evaluation should be viewed as a normal part of
- administrative, and managerial practice. At the present time universities are
increasingly subjected to a variety of curricula, demographic, economic, social
and technological change. In each of these areas both academics and

administrators are likely to be involved with three different dimensions of

change. Firstly, past practices may be scrutinized in order to assess their

® Ibid., p. 173.
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appropriateness to contemporary needs. Secondly, existing practices may
require amendment to accommodate new policies and procedures. Thirdly,
attempts will be made to assess how potential future needs may be anticipated
by the university. Each of these perspectives - historical, p;esent and future -
inevitably requires the application of certain evaluation procedures.

The task of planning is made easier if, at the time of taking planning
decisions, criteria are set by which the outcome should be measured. The
planning process also needs to be designed' so that the experience and
information- resulting from evaluation is transferred into the activities of
setting the guiding framework, objective formulation, programme

determination, etc. So that the process is a continuous cycle of planning and

activity.

3.2.8 Summary
Although we have elaborated on the definition of planning in many
words, planning itself is extremely simple in concept. It consists basically of
a decision today on where the organisation wants to be tomorrow and the g
selection of means and actions that will get it there. An organisation has two
basic postures that it can adopt towards its future:
It can react to external changes as they occur, acting
opportunistically to good or bad developments; or it
can follow a pre-determined course of action designed

to influence future events in its own favour as far as
possible.

Most organisations, as we have already noted, claim to follow the

second, but in practice have more in common with the former. A major reason
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is that the pressure of events can force any but the most well-founded plan off
track, and so flexibility to adjust to unforeseen developments must be part of
the planning process. ¢

Planning is not a technique in itself, although it may use all or any

management techniques. It is an approach to business, a philosophy that

~ commits the organisation to taking its future into its own hands. It is a guide

and a method of charting the progress of an organisation, but it is not a
substitute for risk-taking, entrepreneurial flair or management decision-

making, all of which have important roles within the planning framework.

"It may not be possible to plan the genius of a Ford,
Einstein or Edison, but it is possible to plan the
environment in which their efforts can flourish."
(Williamson, 1981: 66)

Finally, there is often a temptation to emphasise the strategic or tactical
aspects of a plan to the detriment of the other components which may be more
or equally influential in causing its success or failure. A similar mix of
elements is required in a plan regardless of the product it features, its scale or

its aims. These may be summarised in four questions:

i. Where are we now? - Situation audit.

2. Where do we want to go? - Determination of objectives.

3, What do we have to do? - Strategic or tactical action
plans.

4. How are we getting on? - Monitoring and control.

The emphasis is on a sense of direction and some sort of corporate
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scanning device to make sure that the destination is reached. Theodore Levitt
- (1974:74) summed up the basic idea: "If you do not know where you are going,

all roads lead there." Lack of planning is the most direct route to nowhere.

<
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4. A CRITICAL ASSESSMENT ON THE

'PLANNING FUNCTION IN KENYAN PUBLIC

N
‘o

UNIVERSITIES

41  Introduction

" ... the crisis of higher education is not merely one of

public confidence vis-a-vis the performance of higher

education; it is also, and perhaps more fundamentally,

an internal crisis of purpose, that is one which touches

on the very nature of individual institutions, their roles

and functions and their place in the total higher

education system."”
Higher education is in crisis. Countries are following three main strategies to
minimize the adverse effects of the crisis: the passive risk approach - a
conscious decision not to tackle any sensitive issues because of the potentially
negative political implications; the positive risk approach - a deliberate effort
to introduce meaningful reforms; and the diffuse risk approach - a more timid

approach is followed whereby the education authorities introduce reforms in

limited segments of the higher education sector. Kenya falls under this last

group of countries.

The very success of the expansionary policies has put university
education in jeopardy as enrolments have grown at a faster pace than

resources. The general feeling is that the quality of teaching and learning has

20

Statement made during the 1981 OECDE Intergovernmental Conference on
Policies for Higher Education, quoted in Taylor, W., Universities under
Scrutiny, OECD, 1987, p. 7.
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declinéd as a result of overcrowding, inadequate staffing, deteriorating
physical facilities, poor library resources and insufficient scientific equipment.
In many cases, internal efficiency® is very low and a significant portion of the
budget is wasted. Coombe (1991) summarises this sad state of affairs sadly in

one of his consultancy reports. He says:

"One of the abiding impressions of this consultation is
the sense of loss, amounting almost to grief, of some of
the most senior professors in the oldest African
universities as they compare the present state of their
universities with the vigour, optimism and pride which
the same institutions displayed twenty or thirty years
ago. It is not just the universal regret of age at the
passing of youth, nor the sad awareness that a
generation of unique academic pioneers has almost run
its course. It is also the grim knowledge that the nature
of the university experience today is profoundly
different for many teachers and students, so different
and so inferior that some wonder whether it can rightly
be called a university experience at all."?

The present crisis has shaken the confidence of university
administrators, academics, students, parents and employers alike. Much of the

blame is put on the economic recession of the 1980s and the structural

adjustment policies, forced on many African countries and the debt burden to

21

22

Internal efficiency examines the main aspects of internal operations, including
the content and relevance of the courses, the teaching methods, the quality of
the staff (and staff student ratios), the adequacy and utilisation of space, the
appropriateness and use of equipment, the effectiveness of management and
the interrelations with industry. The measure of internal efficiency is the
success rate, i.e. the output of successful graduates in relation to the initial
input. It thus refers to the most efficient use of inputs.

Coombe, T. A Consultation on Higher Education in Africa, Report to the Ford
Foundation and the Rockefeller Foundation, January 1991, quoted in Salmi, J.
1991: The Higher Education Crisis in Developing Countries, the World Bank.
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explain the lack of resources and the diminishing job prospects. But is the
- crisis just an outcome of adverse economic circumstances or the logical result
of unsustainable structural trends, rooted in non-observance of proper

planning practices and procedures? Subsequent sections of this chapter are

devoted to examining what has gone wrong in the Kenyan universities.

4.2  The Changing Role of the Universities
The formal links between old established European universities and the
fledgling African ones led, not surprisingly, to attempted imitation at all levels
'by the new universities and at least initially to a similarity of perceived roles.
According to Ashby (1964) the basic; assumption of the Asquith 'doctrine’ was
that the colonial universities' primary purpose was to

"... produce men and women with standards and
capacity for leadership which self rule requires."

Commenting with respect to Nigeria, Austin (1980: 207) describes how this
was seen to require

'... a university on the gold standard, presented with

the seal of international approval and charged with

high ideals. It was intended to educate a locally rooted,

nationally minded elite able to unite the young

federation as civil servants and professional men and

women, while upholding academic standards as

members of a wider universe of learning."

The universities were to nurture and sustain an intellectual elite through

the same organisation, procedures and virtually the same curriculum as
European universities. Except for a few critics, who in most cases had been

educated outside both Africa and Europe, this view was not controversial at

the time. The African wanted a replica of the European university at its best.
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The éxpatriate staff had no other model %o offer (Ashby, 1964: 22).

The demand by Africans that their universities mirror those in the
European countries as a way of ensuring equal standards bas evolved over the
past four or so decades. This has occurred partly as a ;esult of a growing
confidence within the institutions but mainly as a response to social and
political forces outside. Essentially, the demand for change has been made in
two areas. First, there has been the call for Africanisation of the universities,

most importantly in curricula. Second, there have been pressures for the

purposes and functions of the universities to.be perceived differently from

those in Europe. Indeed the social purpose of a university in Africa differs

from its traditional social purpose in Europe.
'In Europe, universities have stood for continuity and
conservation; in Africa universities are powerful
instruments for change." (Ashby, 1964: 98)
During the 1960s and 70s the community role of the universities was
probably expressed most often and by both African politicians and academics.
Presidents Nkrumah and Nyerere provide examples of the former:
'While I fully subscribe to the vital principle of
academic freedom, a university must relate its activities
to the needs of the society in which it exists..." ?
(Nkrumah, 1964)

and
'Even if it were desirable, we are too poor in money

and educated manpower to support an ivory tower
existence for an intellectual elite ... We must, and do,

23

K. Nkrumah (1964) The Role of a University - The University of Ghana Reporter,
March.
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demand this university take an active part in the social
revolution we are engineering.” (Nyerere, 1964).

Almost a decade after these speeches were made, the question of the role of
African universities was still being debated. In a workshop that was held in
Ghana in 1973 and which was attended by leading university administrators
from all over Africa, some of them felt:

"... that universities in Africa, as they had developed in

the 1960s, were hardly more than white elephants and

flashy symbols of modernization: ivory towers occupied

by a minority elite, expensively educated, and as

expensively maintained, at the expense of the vast

majority of the population, with whom they have little

in common." (Yesufu, 1973: 39)

The roles which the workshop decided were appropriate for the truly

African University were very different and more ambitious. These were:

(@)  Pursuit, promotion and dissemination of knowledge: with an emphasis
on practical knowledge, locally oriented.

(b)  Research: with an emphasis on research into local problems affecting
the immediate community.

(c)  Provision of intellectual leadership: not only the production of
knowledge but also its wide diffusion for meaningful programmes of
economic and social development.

(d)  Manpower development: including the participation in training middle

level manpower and shift in degree programmes away from the purely

academic to the practical and professional.

* J. Nyerere (1964) An Address by the President of the Republic of Tanganyika
at the Inauguration of the University of East Africa. West African Journal of
Education, February.
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(e) Promoting social and economic modernization: through example and
activities outside the university including extension work with small

scale traders, artisans and farmers. S
(f) Promoting intercontinental unity and international understanding:

through providing the foundation to reinforce the positive image of

Africa.

The ideal type of university evolving from such expanded sets of
functions has been termed by Lauglo (1982) as ,ﬁtilitarian. Its main pufpose is
to serve the development needs of soqi’e’tjr as formulated by political
authorities by structuring its size a;nd programmes to manpower forecasts and
its curriculum to immediate social and economic problems. The implications,
however, go further since what is being called for is a substantial and direct
involvement of the university in the immediéte concerns of the community.
Attempts to put this wider concept of the role of universities into practice have
been numerous and examples from Kenya, Ethiopia, Cameroon, Ghana, Mali,
Nigeria, Tanzania and elsewhere are documented in Thomson and Fogel
(1976). Most have involved the creation of departments or units expressly

designed to work with groups outside the university, or on activities which

take students and faculty into rural areas.

| 421 Criticisms

Two forms of criticism have been levelled at the attempts by
universities to significantly increase their direct involvement in the community.
Williams (1981) argues that in certain cases activities such as graduates helping

with some activity in a rural community centre represents nothing more than
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universities playing at development through expensive gestures and engaging

in window dressing to impress governments or aid agencies. Another
argument is that such projects are an inefficient use of university resources
and that the pressures on universities to expand their roles in the directions
described are extremely detrimental to their main role of providing high
quality teaching. This view has been forcefully put forward by Shils (1981).

A similar view is held by Wandira (1977). There is no disagreement he
argues, as to the ways in which universities could serve cdmmmiﬁes. The

question is whether small and young universities are capable and have the

resources to follow these ways. If not, the failed attempts will lead to a

dangerous disillusionment. While the objectives of expanded roles may be
generally acceptable, the reality of funding imposes its own constraints.
"The agony of choice, indeed the absence of choice, is
often intolerable. Thus the poorest countries of Africa
find that they cannot afford the university they need for
their development. In turn, poor universities are unable
to make as significant a contribution to the
development of their countries as they would like. This
vicious circle of poverty is one of the greatest challenges
of the university. In the planning of its programmes of

teaching and research, the poor one-country-one-
university institution is severely handicapped.” (p. 54)

4.2.2 Adaptation Not Always Right

With limited resources choices must be made. That choice is not
necessarily between a 'relevant’ university and one totally divorced from the
surrounding society. The most important question is how well do the
universities perform the functions they adopt?

Educational planners and planners of new universities in the developing
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countries are less cohfiaent today than they 'used to be two or three decades
ago. At that time, they jusf took the model they knew and which had been
‘impressed upon them as acceptable, the Western educational model. They
"transplanted” its different levels - with minor adaptationst in developing
countries. Western advisers and Africans - with degrees from Europe and the
USA - agreed on what was best for the young independent states. Time has
proved that they were not always right.

But when educational planners, vice-chancellors and other experts are
now less confident, less certain of what medicine to prescribe to guarantee the
'right' development of their universities thisl is also a 'healthy symptom'. It
indicates greafer knowledge, maturity, reflection and intellectual

independence. In the remainder of this chapter some of the more problematic

questions concerning the planning functions of the universities are analysed.

4.3 Role of the Government in Promoting University Education
Broadly, the metamorphosis of universify education in thé world,
different regions and circumstances notwithstanding, have today crystallised
into certain aspects of commonalities in university governance. In Britain the
approach tends to exhibit a high degree of autonomy, but the State
intervention and linkage are retained by funding and policy formulation
through the University Funding Couhcil (UFC). In continental Europe the state
intervention is more direct through ministries of education which fund,
formulate policy and employ academic as well as administrative staff. In China

and the former Eastern Block the state has even more direct central planning.

In America and Japan the government intervention is minimal because of the




existence of corporate financing, upon which the universities can resource
instead of the government. From the above examples it appears that state

intervention in university governance is inevitable.

In the Kenyan context, the country has practised a government style
that has:

(@)  occasioned heavy reliance of public universities on public funds for
their upkeep and management;

(b)  exclusively funded student tuition and ‘other fees for the maiﬁtenance
of these students in public universities but with the contradiction that
those ndt in national univer;ities have exclusively financed their
education from their pockets;

()  encouraged an over-dependence mentality by public universities on
government initiative as well as funding even in those instances where
clear legislative provision and framework exist for universities to
initiate or pursue policies or actions to steer their long-term policies on
admission, self-sustenance and planning.

The government established the first Universities Grants Committee
(UGC) in 1971 to deal with planning and pfogramming for the University of
Nairobi and its constituent, Kenyatta University College for the period 1972/73
and 1974/75. During the period 1975/76 to 1980/81, the University based its
operation on annual estimates. Subsequently the second UGC was appointed
in 1980 to plan the University's operations up to 1983.

The terms of reference for the two UGCs were similar. These included

among others:
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c o plan on long-term basis and in this regard harmonize the planning
of the universities with quinquennial national development thereby
facilitating the management and development of university
programmes.

But like the first UGC , the Second UGC was never given a chance to
realise its achievement. From 1983/84 the universities operations were again
based on annual estimates, the reason being that the report of the second
UGC, released in 1983 was overtaken by eventg which led to the estaElishmént
of a second university, namely Moi University.

As mentioned ear-lie.r, in 1985 the Commission for Higher Education was
established and empowered to carry out all the functions of the UGCs and
more. Unfortunately there were mari(ed cpnﬂicts in the provisions of the
Universities Act which established CHE, and the provisions of the individual
Universities Acts. The individual Universities Acts did not take into account
the provisions of the Universities Acts which empowered the CHE to co-
ordinate planning, programming, budgeting and funding of higher education.
As a result of the conflicts the environment in which higher education system
operates has become increasingly unstable énd unpredictable. In the absence
of a co-ordinating body the universities took it upon themselves to seek for
funding from the Ministry of Education directly and individually from one
year to the next. Moreover, whilst university budgets were inflated and do
offer tremendous potential for efficiencies and rationalisation, the way the
government chops universities budgets quite arbitrarily by up to 70 per cent
and requiring them to continue to take in increasing numbers of students, is

a recipe for disaster as far as the universities are concerned. As Lillis (1989)
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rightly puts it:

"Where inordinate political commands influence or even
dictate university intakes, on top of massive demographic
pressures and the consequences of structural reform of the
education system, rational planning and management is
virtually impossible and the task is faced with extreme
trepidation.”
More often than not the Government's response to demographic pressures and
social demands has been to off-load on to the universities the problem of
managing the intake. Whilst student management is a university problem, the
issue of entry stahdards, admission criteria and qubta ratiénales is a macro-
policy decision. The absence of a political rationale for a realistic universities'
staffing and infrastructural capability precludes a management rationale for
delivering quality education.

Equally, universities themselves need to change their whole attitude and
culture. They have to become more entrepreneurial, more efficient, more goal-
driven, more ready to decentralize decision-making and accountability, and
fundamentally, more aware of what it costs. The major incentive for
embracing change and an entrepreneurial spirit is that universities will
increase the diversity of their sources of funding and achieve a greater control
.over their funding, thereby inevitably increasing their autonomy and
independence from government, with all that that can mean for improving
conditions within the universities. Nonetheless, there are two important
economic justifications for government support for higher education:

. higher education investments generate external benefits important for

economic development, such as the long-term returns from basic
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research and ‘frovm technology develoi:ment and transfer; because these

benefits cannot be captured by individuals, private investment alone in

higher eduéation would be socially suboptimal; and

. imperfections in capital market (related to the lackbof collateral for
education investment) constrain the ability of individuals to borrow
adequately for education. This undermines, in particular, the
participation of meritorious but economically disadvantaged groups in
higher education.

For the above reasons the government operates a student loan scheme
to assist students who need to borrow f01; their education; and a bursary
programme that guarantees necessary financial support to academically
qualified poor students unable to pay direct university fees. The loan scheme
covers all students attending university courses in the public universities. The
objective for the loan scheme was to enable the large numbers entering
university to meet certain expenses including accommodation, food, books and
personal expenses as an aspect of cost sharing. However, experiencé with the
existing loan scheme has been disappointing. Because of heavily subsidized
interest rates, high default rate, and high administrative costs, the financial
performance of the loan scheme has been unsatisfactory - so unsatisfactory
that it would have been cheaper to substitute loans with outright grants. The
following Table 4 overleaf reﬂec/ts the insignificant loan recovery ratio
compared to some impressive performance by a few selected countries.

Improving the efficiency of the existing loan scheme is a major
challenge for the country. Despite the poor performance of many loan schemes

as reflected in the following table, the experience of Colombia and Quebec, for
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Table 4: Student Loan Recovery Ratio for Selected

Countries
Average Loan Recovery
COUNTRY YEAR
Excluding Default Including Default
and Administrative and Administrative
Costs Costs

MORTGAGE LOANS

Venezuela (FGMA) 77 8 1991
Kenya : 30 8 1989
Brazil I 19 2 1983
Jamaica I e 1126 8 1987
Colombia I 27 13 1978
Chile 52 18 1989
Honduras 49 27 1991
Indonesia ' 43 29 1985
Brazil II 38 29 1989
Sweden I 39 30 1988
Jamaica IT 4 30 1988
Denmark 48 38 1986
Japan 50 40 1987
USA (GSL) 71 47 . 1986
Finland 65 48 1986
Norway 67 52 1986
Colombia II 71 53 1985
Hong Kong 57 53 1985
UK 74 59 1989
Quebec 69 63 1989
Barbados 87 67 1988
INCOME CONTENGENT LOANS

Australia 52 43 1990
Sweden II 72 67 1990

Source: AIBrecht and Ziderman, 1992a.
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example, shows that it is possible to design and administer financially
sustainable schemes.
44  Planning at the National Level 4

There is a need to differentiate between planning at the institutional
level and planning at the national level because what goes on in the individual
institutions can only be properly understood within the framework of the
national scene. At all events in Kenya, university development is linked by an
umbilical cord to the national situation.

The establishment and development of university education in Kenya
" has been shown earlier to have been based on several rationales. The major
one however, has been to produce highly trained manpower capable of
replacing expatriates and to be available for the new demands generated by
expected high rates of economic growth. ’I'He traditionally strong role of the
state in higher education has its origins in political and economic
circumstancest- elite systems, guaranteed public sector employment, and stable
economy - that has radically changed.

So in the aftermath of the newly recovered independence Kenya
followed international convention wisdom in the belief that the most
important priority was to train as many qualified people as possible in
professional fields relevant to the needs of the economy. This created
unlimited expectations among the population by allowing automatic access to
higher education for all secondary school graduates by inscribing in the
country's constitution a commitment to provide free education at all levels,
and by offering a puBlic sector employment guarantee to all university

graduates. The desire for a rapid growth in enrolments therefore led to the




search for a planning methodology.

Rather than direct control, the government's responsibility is that of
providing an enabling policy environment for both public and private
university institutions and of using the leverage of public m;dmg to stimulate

the public universities to meet national training and research needs efficiently.

4.4.1 Link with the Government

One of the major features of the university education system in Kenya
is that the universities, though largely dependent on the state for their finance,
are autonomous institutions, established by Acts of Parliament, conducting
their own affairs. In this respect, the universities are almost unique among
government institutions financed from public funds in not being subject to any
kind of direct ministerial directive.

The Acts provide a link between the University and Government
through the Ministry of Education. In particular the Acts provide that annual
estimates shall be approved by the Council before the commencement of the
financial year to which they relate, but before they are submitted to the council
for approval they shall be submitted to the Minister of Education who may
approve them with or without such amendment as he may deem fit and after
the Minister has given his approval the Council shall not increase the sum
provided in the estimates without the consent of the Minister. (Moi University
Act, chapter 210A). The provision is the same for all other individual
university Acts. The Acts further stipulate that the accounts of the University
shall be audited by the Comptroller and Auditor-General or an Auditor

appointed by the Council with the approval of the Minister in concurrence
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with Comptroller and Auditor-General. These financial control systems,

exercised through the Commission for Higher Education severely impinge on

the autonomy of the universities. : 1]

The functions of CHE are similar to that of former UGC in the United

Kingdom whose terms of reference was:

'To enquire into the financial needs of university
education in the United Kingdom and to advise the
government as to the application of any grants that may
be made by Parliament towards meeting them ... and to
assist, in consultation with the universities and other
bodies concerned, the preparation and execution of such
plans for the development of the universities as may
from time to time be required in order to ensure that
they are fully adequate to national needs. ..." (quoted in
Onushkin, 1971: 179-80);

while the terms of reference for CHE include:

"... to plan and provide for the financial needs of
university education and research, including the
recurrent and non-recurrent needs of universities; and
to determine and recommend to the Minister the
allocation of grants of money for appropriation by
Parliament to meet the needs of university and research
and review expenditure by universities of moneys
appropriated by Parliament ..." (The Universities Act,
1985, Chapter 210B).

The Commission in this respect acts as a buffer or shock-absorber between the
government and the universities. This is not to say that the Commission
aspires to a detailed planning of each university's development or to a detailed
oversight of such planning. But it is to say that in the increasing complexity

of university affairs there should somewhere be a strategic picture. And it is
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the Commission's responsibility to sketch that picture. Consequently it is the

Commission's duty to ensure, by its advice to the government, that
universities, as institutions, have at their disposal adequate funds for their total

and continuing activities.

44.2 Policy Decisions

According to CHE's structure policy discussion about the national
university system is highly concentrated; it takes place mainly in Nairobi and
involves a relatively small n@ber of people, ihcluding the heads of the six
university institutions. These are the members of CHE's committees which co- -
ordinate or influence higher education, which relate higher education to
secondary education, and which link education to politics, industry, bilateral
aid policy and economic and social development and plan university
education.

These closely-interlocked committees form a network which- contains
most of the information relevant to higher education policy-making. The
system is democratic in that senior members of the Universities are constantly
in touch with the evolution of national thinking, not least at the vital stage
when opinion is forming but when no formal decisions have been reached. But

how successful has the effort of planning high level manpower been?
44.3 External Efficiency

Two types of external efficiency affect the higher education system:

graduate unemployment and declining research output.
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(1) | Graduate Unemployment

Graduate unemployment rose sharply during the 1980s and continues
to rise. This reflects the slow economic growth over the 1980s; the sluggish
growth aggregate demand for highly skilled labour; and confirms that the
government policy of absorbing all graduates in the public sector has become
~ unsustainable. There are a number of indications that the overall human
resource development effort has surpassed its optimal level, including the
difficulty facing university graduates in finding jobs; graduates accept less
challenging and low paying jobs. Together, these provide strong evidence of
.imbalance in the labour market for skilléd workers and indicate that labour.
markets are characterised by excess demand for skills.

Graduate unemployment is likely to worsen in the near and medium
term since economic stagnation is adversely affecting the economy's capacity
to absorb the rapidly growing numbers of higher education graduates. Kenya's
economic growth hit its lowest mark of 0.4% in 1993 and there are no signs
that it will significantly pick up in the near future. The pursuit of stabilisation
and adjustment programmes will continue to amplify the slowdown of public
sector employment growth - which has traditionally been the main outlet for
‘university graduates.

The majority of students are enrolled in the arts and humanities,
because these have traditionally led to government employment and relatively
fewer students pursue science courses. Table 4 (page 95) shows this disparity.
Even long after public sector employment opportunities got saturated, the
imbalance in enrolment in the arts and science courses has not been corrected.

As pointed out in a Government report to the World Bank,
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"the most rapidly expanding disciplines have been in
education and the humanities and social sciences.

These disciplines are less capital intensive in that they
require mainly class-room space and staff as opposed to
specialized laboratories and laboratory equipment.
Consequently the maintenance of quality in these areas
has been relatively easy.” (Republic of Kenya, 1991: 16)

It has been argued that provision of places should be geared to the
demand from the economy for the products of the system, not as - at present -

to the demand from school leavers for places within the system. That line of

criticism has not been generally accepted, partly for political reasons, and

. partly because no-one knows how to estimate the manpower demand, or to

regulate resources within universities with sufficient flexibility to ensure that
they are kept in balance with changes in any skilled manpower needs that are

determined. In fact the government accepts that:

"In the past, manpower planning has been undertaken
on an ad-hoc basis and related to narrow areas of
concern such as manpower needs for administrative
and managerial cadres." (Republic of Kenya,
Development Plan 1989-1993, p. 226)

According to ILO, there are grave problems of redundancy,
unemployment, superfluous or irrelevant teaching skills which await
educational systems that expand without due forethought to future levels of
need and categories of skill required. (ILO: 1983). The place for the allocation
of responsibility for this should be within the planning units in the
universities, working in close co-operation with the Commission for Higher

Education and the Ministry of Planning and National Development
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(i) Declining ‘Resea_rch Output

Research is systematic enquiry conducted under rigorous scientific
methods. It can offer immediate and long-term benefits to the whole nation,
directly by improving crops, health, education, infrastructures, etc. and
indirectly by raising the level of understanding of nature and society and
fostering high educational standards (The World Bank, 1992).

The universities employ the bulk of scientists engaged in research and
development work but have failed to utilize' their potential for aavanced
scientific training and research. Due to fiscal constraints the government is
unable to significantly support national research efforts. For example, between
1977 and 1987, mainstream scientific output declined by 53 per cent, as
measured by the number of scientific puElications in national and international
journals (The World Bank, 1993).

The lack of productivity and success in research in Kenya stems directly
from the absence of overall planning as well as resource shortages.
Consequences of this planning vacuum have been the inability: to set clear,
realistic priorities; to manage the implementation of research activities; to agree
on coherent and collaborative roles and fesponsibilities for the separate
research institutes, funding bodies and universities; to allocate accountability;
to monitor progress and output against targets; and to establish incentive
systems (reward and sanctions) to ensure effective use of the limited available
resources.

The emergence of parallel systems of research institutes and funding
without an overall plan has clouded the legitimate research role of universities

and has created a competing demand for scarce research resources. The effect
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on the universities is clear. They have failed to develop strong research
leadership. There is a chronic dearth of equipment and consumables. This
dearth is exacerbated by the escalating expenditure on salaries for teaching
and non-teaching university staff. Approximately 94 per cent of the budget
allocation goes to personnel and a scant 6 per cent is allocated to non-
personnel items - research included. There are no incentives for staff to sustain
research activity and publication after promotion to certain grades.There is also
a strong feeling at grass-root level that research activities do no relatIe to the
needs of the customer, for example in industry and farming, and that
opportunities for collaborative projects and staff development programmes are
being overlooked. University research therefore, has had very little impact on
the economy. The universities have beclome essentially teaching institutions,
and their research is rarely intended for practical applications, reflecting the

low level of university-industry interaction.

(iii) Pursuing Equity

Achieving greater equity of participation in higher education is
important for economic efficiency as well as for social justice and stability. In
Kenya, the rapid growth of enrolments has led to increased access to higher
education for traditionally less privileged populations, including women and
students of rural origin. A government report to the World Bank argues that
"from the point of view of equity, the expansion of university access helps to
prevent higher education from becoming a domain of the privileged by
broadening access to university education” (Republic of Kenya). However, as

reflected in Table 5, women are still under represented in universities. A major
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determinant of gender inequality in higher education is low female

participation at the primary and secondary levels. Factors such as family
income and traditional attitudes towards women only amplify the problem at
the tertiary level. Another issue is the gender streaming that occurs in
secondary education.

Improving the access of women and other disadvantaged groups to
high-quality primary and secondary education is essential to any long-term
improvement in the equity of higher education. ﬁe distribution of enroirnents
and the quality of instruction at the lower levels of education are the major
déterminants of representation in higher education. Other more immediate
measures are also appropriate. Minor adjustment in admissions requirements,
including preferential admissions policies} to increase the proportion of female
students, will not adversely affect higher education quality, if the overall
selectivity is high and if remedial assistance is available. In Uganda, for
example, bonus points were introduced in 1990 to increase the representation
of women at Makerere University. The proportion of females admitted
increased from 23 percent in 1989/90 to 30 percent in 1990/91 (World Bank,
1994). In Kenya, admission to public miversiﬁes is very selective and based
on student achievement in national examination that minimize qualitative
variations at the secondary level so relaxing requirements for these special
groups, as a short-term corrective measure may be the appropriate thing to do.
Strategies must be multi-faceted if they are to be effective in increasing the
representation in higher education of women, ethnic minorities, students from
low-income families and other economically or educationally disadvantaged

groups.
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Table 5. Public Universities Undergraduate Enrolment 1988/89 to 1992/93

1988/89 1989/90 1990/91 1991/92 1992/93

M|F|T|M|F|T|M|F|T| M|F|T|M|F|T
University of Nairobi 2,056 798 | 2,854 | 2,162 636 | 2,298 | 4,609 | 1,427 | 6,036 | 2,430 717 | 3,147 | 2,527 881 | 3,408
Moi University 858 320 1,178 821 347 | 1,168 | 3,626 | 1,844 | 5470 | 1,171 512| 1,683 | 1,275 492 | 1,767
Kenyatta University | 1 ,102\ 865 | 1,967 | 1,088 919 | 2,007 | 3,268 | 1,691 | 4,959 | 1,962 769 | 2,731 | 2,103 902 | 3,005
Egerton University 881 321 | 1,202 782 270 | 1,052 | 2,726 970 | 3,696 | 1,409 479 | 1,888 | 1,513 496 | 2,009
GRAND TOTAL 4,897 | 2,304 | 7,201 | 4,853 2,172 7,025 (14,229 | 5,932 120,161 6,972 2,477 | 9,449 | 7,418 | 2,771 {10,189
Percentage Females 32.0 30.92 29.42 26.21 27.20
Enrolments in Science | 1,659 451 2,110 | 2,125| 518 2,643 | 5,000 | 1,050 | 6,050 | 3,035 631 | 3,666 3,0'5'"8ﬁ 815 | 3,893
Percentage Science 29.30 37.62 30.0 38.80 38.21

Source: University of Nairobi, Moi University, Kenyatta University and Egerton University.




4.5  University Management

4.51 Universities As Organisations \

Throughout the history of universities, they ‘Eave tended to be
communities of scholars and students, governing themselves in order to
preserve the identity of the community. The eighteenth century however, saw
the beginning of a movement away from private patronage towards corporate
patronage. The government of universities ceased to be solely a matter for
close corporations of scholars and began to be the shared pre-occupation of
~scholars and distinguished laymen drawn from their community. Secondly,
universities have been considered as institutions of higher learning, and
therefore providing a service to the community like other institutions do. They
have not been regarded in the past as organisations or enterprises and
therefore there has been resistance to using corporate management techniques
in the universities.

In the university traditional management is spread and diffused
throughout the organisation to an extent that is unknown in any other large-
scale organisation. One major reason for this diffusion and for their relatively
non-hierarchical structure is that the existence of universities depends on a
high proportion of high-powered people, at least in the sense of intellectual
capacity and professional skills and knowledge. The decision rhaking process
in a university is based on committee and thus power is shared in the
university community. This is a collegiate model which involves power-
sharing amongst equals, or a number of people in offices whose spheres of

authority are directly competing, each with a power to veto. (Weber, 1947).
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Trist (1969) on the other hand looks at organisations as open socio-

technical systems. Open in the sense that universities operate in an open
environment from which they import factors of productiém (students, staff,
etc.); transforms them through activities of teaching and research; exports
graduates and knowledge as outputs (Katz and Kahn, 1966). A university is
also a social system because human resources have to be co-ordinated,
controlled, motivated and rewarded. The managerial function finds its only
outlet through the members of the organisation (body corporate). (Fayol, 1949)

A university like any other organisation has its goals, which include the
generation and dissemination of knowledge; meeting the needs of the society -
through trained and skilled manpower, and contribution to the weaith of the
nation and the local community. It is evident therefore, that the university
shares similar characteristics with other organisation, namely set goals, human
and other resources, and the establishment of co-ordination and control
systems to achieve the set goals. Subsequently it also shares similar problems
as other organisations. It should therefore be able to benefit from the modern
management techniques employed by other organisations. However, as
indicated earlier, universities differ in their structures, decision-making process
and quality of their personnel. The new management styles have therefore to
be adapted to suit this complexity. -
4.5.2 Management vs Administration

The historical autonomy of universities as well as the supposed high
level of expertise of individuals concerned with their management and
administration, has often meant that external interventions have proved

difficult. University leadership has proved resistant to management and
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structufal reform. | Many institutional leaders (principals, rectors, vice-
chancellors) are erstwhile or existing academics upgraded or promoted on the
assumption that they inherently possess the necessary repertoire of
management skills and that intensive programmes of orientation or training
are not necessary.
Management according to Drucker (1970) is:
"... never concerned with restoring or maintaining
normality, because normality is a condition of
yesterday. The real task of management is that of re-
directing and re-focusing activities towards what are the
right economic readiness for today and tomorrow."
Management therefore, must be djfnamic in terms of instituting changes -
where necessary; decisive in the sense that policy issues must involve taking
some risks; and development by considering the future growth and
consequences of such growth. Studies show that those universities whose
senior managers had exceptional leadership and managerial skills, together
with established management processes, met the demands for change most
effectively.”
University institutions throughout the world are increasingly finding
that institutional effectiveness depends on the vision of those with managerial
responsibilities, and their ability to communicate that vision. This is reflected

in Keller's (1983) statement:

"Leadership is that intangible ability to touch people's
nerve endings and cause them to act.”
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However, because institutions are now typically operating with multiple

objectives and a complex network of interest groups, innate leadership skills,
even where they exist are unlikely to be effective if institutional managers
have not been exposed to a range of management experience earlier in their
careers, and management development programmes which aim to deliver
management skills, techniques and knowledge, which can be used to guide
and inform judgement and decisions.

Administration on the other hand tends to deal with routine aspects of
the organisation's activities and -in regulating and controlling functions.
(Clarke, 1985). Administration can therefore be considered to be as static as:
it seeks efficiency in maintaining the status quo; it is resistant to new ideas
and suggestions because of the fear of taking risks; and is more concerned
with implementation of decisions rather than actual decision-taking. Keller
(1985) also thinks that there is a difference between administration and
management when he says:

"... administration sees that things are done right,
management sees the right things are done. While
administration seeks efficiency in the present structure,
management strives for effectiveness through improved
structure.”
Universities need to adopt new management techniques if they have to
efficiently and effectively manage their programmes in the competitive
environment in which they operate, and the scarce resources at their disposal.
It is important to stress that as management capacity and capability narrow in

relation to escalating across-the-board management problems, the bleak

conterﬂporary context threatens an even bleaker future.
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4.5.3 | University Government

University management involves using carefully and wisely the limited
resources available to the university, in order to achieve its objectives. At the
institutional level universities have exhibited certain structures or organs by
which they are governed. These involve processes and people responsible for
the organisation of the university. It is the role of university managers to
organise, direct and control university activities. (Lockwood, 1985). There are
two groups of university managers: academic managers who are full-time
academics, but also carry out administrative responsibility and are therefore
éart—time administrators; secondly, central administration which consists of -
full-time professional administrators in various fields.

Practice around the world suggests that a university must have a
supreme organ which may be called Senate or Council or Regency. The Senate
is the Supreme organ for academic matters in most university institutions.
Council or Regency where it is created is the supreme organ for policy and
administration. A third university administration organ is the faculty or
college board which is a group of univers.ity academic departments in a
similar discipline. A department is the basic unit of university government.
A fourth constituent of the university government is the student body. The
students' community through their organisation or through their collegiate
nature becomes a force within university administration. A fifth organ of the
university governance is the chancellor who in most of the developing
countries is usually the head of state or government.

Kenya's experience in the development of university education is a

relatively short one. As stated earlier the experiences of other countries, mostly
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western have been influential in the setting up of the governance, structure

and policies at Kenyan universities. In consequence the governance of the
public universities also consists of a Chancellor, Councils,-Senates and Student
Organisations along the lines described above.
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