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Abstract
This paper seeks to accomplish four objectives. The first is to examine the historical
development of AVU; an information technology (IT) distance learning project initiated by
the World Bank in Kenya and now in over thirty sub-Saharan African countries. The second
is to evaluate access, efficiency and equity implications of the World Bank's education
policies in Africa with special attention to Kenya. The third is to critically examine the
success and failures of the AVU as a crossborder delivery method of higher education. The
fourth is to provide a model for design and successful delivery of international virtual
learning programmes. To achieve these objectives a critical analysis of relevant literature
was conducted. The literature search included computerized search of accessible and
available material on A AVU and distance education in Africa, manual search of existing
literature, and communication with key subject matter experts to locate published and
unpublished studies. The results of the study show that AVU's design and implementation in
Africa was flawed like many other World Bank education projects. While distance learning
should lower costs of higher education, this is not the case in Kenya. A model for design and
successful delivery of online partnership programmes is recommended.
Introduction

The integrated world characterized by globalization that African countries find themselves
in, is being driven by knowledge and ideas. A country's or an institution's capacity to take
advantage of the knowledge economy depends on how quickly it can adjust its capacity t improve

over and specifically in Africa must spearhead the knowledge acquisition and dissemination
processes. The institutions must innovatively market their programmes within and across
Africa (Kiamba, 2003; Nafukho, 2004; Nafukho & Wawire, 2004).
For Africa to successfully compete in the global economy, crossborder education
provided through virtual learning requires a new model of partnership in distance education.
Knight (2004:4) observed, "While academic mobility and education exchange across borders
has long been a central feature of higher education, it is only during the last ten to fifteen
years that education has been thought of as a commodity or services to be traded on a
commercial basis across borders." This new dimension of education is made possible
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through advancement in information and communication technologies (ICTs). It is a truism
that the accelerated pace of technological development has made access to knowledge and its
dissemination across borders a crucial requirement for participation in the global economy
(Yoshimura, 2004). Increased investment in education and research has been made possible
by the advancement in ICTs. World Bank (2000: 33) provides examples that support this
view:
1. World over, the rate at which scientific papers are published has doubled in the past
two decades. For instance, in China, Hong Kong, Singapore, South Korea and
Taiwan, the publication rate has more than doubled in the past decade. The number
of academic journals is now doubling roughly every five years with new titles
reflecting increasingly narrow specialties.
2. In both industrial and developing countries, the number of patent applications has
increased steadily. For example, in 1996 residents of Brazil, India and the United
States filed 42, 66, and 71 percent more patent applications respectively than in
1986.
3. Knowledge revolution has been driven mainly by the use of personal computers and
the Internet. By 1996, Industrial countries had about 20 times as many personal
computers per capita as middle income countries (224 versus 12 per 1,000 people
and more than 100 times as many Internet hosts (203 versus approximately 2 per
10,000 people.
As shown above, current developments in technology have an extra ordinary
potential for transforming education to meet the growing need for customized, on-demand
learning. "These include the convergence of computing, communication and document
management technologies and the pervasiveness of computer networks - the Internet in
particular" (Hamalainen, et al., 1996:284). The possibility of on-demand, on-line learning
has become a reality and the Web is now causing educators from pre-school to graduate
school to re-think the very nature of teaching, learning, and schooling (Owston, 1997). In the
literature the terms online learning, web-based instruction, and e-learning are used
interchangeably (Nafukho and Park, 2004). Online learning environments can be of three
types namely; using the web as a supplement to face-to face instruction, using the web in a
mixed mode with face-to-face instruction and using the web-based instruction instead of
face-to-face instruction (Berge, Collins & Dougherty, 2000). As noted, "The online
environments of the third type are referred to in the literature as web-based instruction,
virtual learning, online learning and e-learning" Mishra (2002:493). The Web can be
technically defined as "A client/server information service based on Hyper Text Transfer
Protocol" (Bostock, 1997, p.226). Universities in Africa must therefore recognize the
educational value of the Internet for teaching and learning purposes.
The importance of computers and Internet in higher education in Kenya like in other
countries of the world is noted, "As the world undergoes rapid social and technological
changes, more focus is turning to open learning and distance education as the system likely
to characterize the 21st century" (Waihenya, 1998, p. 19). Quoting the then director of
UNESCO, Waihenya (1998) observed that if schooling is to provide the level of learning
provision needed for the next century, it has to be implemented with a new set of structures,
home based education, open schools and distance learning through the Internet.
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This paper examines the operation of the AVU that was first launched by the World
Bank in Kenya in 1998. On the timely introduction of AVU, it is noted, "The African Virtual
University (AVU) has stepped onto the stage when tremendous changes are taking place in
the global economy amidst huge quantities of knowledge and the divergence in growth and
capabilities between Africa and the rest of the world" (Juma, 2004:207). The author argues
that the AVU business model of operation is flawed and suggests a practical distance
learning developmental model for crossborder education.
Method
The main method employed in this study was a critical analysis of relevant literature. The
literature search included three main steps:
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was routed via fiber optics, ISDN lines, or satellite to an uplink in Washington, DC, which
then beamed it via satellite to centers of learning in Africa (Amutabi and Oketch, 2003). To
ensure interaction, students were able to communicate with instructors using standard phone
lines. For example, a student in one AVU learning center in Kenya was able ask questions to
an instructor in the US (AVU, 1997, 2003). Currently the project utilizes e-learning as an
instructional technology in addition to the other modes of instruction.
History of AVU in Kenya
The AVU project was first launched in Kenya at Kenyatta University in April 1998. The
distance education project comprises of a network of Internet facilities that use a multimedia
(blended) approach to teaching and learning. Unlike asynchronous instruction, which does
not require teachers and students to have person-to-person direct interaction at the same time
or place, the AVU mode of instruction includes the use of pre-recorded lectures transmitted
by satellite and viewed on a television screen (synchronous). The lectures are supplemented
with lecture guidelines posted online, textbooks, power point handouts and continuous
communication between the instructors and the students via e-mail. Some of the respected
universities partnering with Kenyan institutions include, Colorado State University, the
University of Massachusetts, New Jersey University Institute of Technology and the
University of Galway in Ireland (Amutabi & Oketch, 2003; World Bank, 2002).
AVU's Development Objectives
The aim of introducing the AVU project in Kenya like in the other African countries was to
tap into new information technologies as a strategy to make higher education more cost
effective and accessible especially in the science and business disciplines (World Bank,
2002). The AVU project as noted by Juma (2004:207-208) was guided by the following
developmental objectives:
a) To increase access to tertiary and continuing education in Africa by reaching large
numbers of students and professionals in multiple sites simultaneously;
b) To improve the quality of education by tapping global academic resources and by
offering training to academics in African universities;
c) To prepare teaching materials for delivery through the AVU network;
d) To contribute to bridging the digital divide by improving connectivity in the AVU
learning centers and host universities;
e) To help in reducing the brain drain by offering an attractive alternative to studying
abroad-quality education of international standards and with international
accreditation at an affordable cost; and
f) By offering skills training and upgrading for professionals and contributing to
improving skills of the labor force, the AVU was to serve as a catalyst for new
investments and economic development;
g) To build the capacity of African tertiary education institutions and their faculty for
better management, financial sustainability, and extension of their reach through
delivery of distance education.
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While these objectives looked sound, the operation of AVU has not fulfilled all these
objectives, as it will be discussed later in this paper. AVU's development strategy was
divided into three phases: Pilot phase (1997-1999) was named the "proof-of-concept" stage.
The stage involved the use of expertise, funding, and facilities of the World Bank with
support from Vice-Chancellors from participating African universities. Phase two (19992002) aimed at the establishment of 31 AVU learning centers at partner universities in 17
African countries (9 Anglophone, 7 Francophone and 1 Lusophone). Juma (2004) noted that
this stage also involved creation of more partnerships, training 23,000 African students in
journalism, business studies, computer science, and languages. Phase three (2002-2007)
aimed at expanding learning centers to 150 centers in 50 African countries; introduction of
bachelors degree programmes in computer science and business studies and establishment of
AVU's communication infrastructure in Nairobi, Kenya (AVU, 1997; Juma 2004). While
this phase sounds very ambitious, the reality of the situation shows that AVU's initial model
was done without the required buy-in from the host institutions. This has led to several
problems in the operation of the virtual learning project. Data in Table 1 show the African
countries and institutions participating in AVU have increased in number.
The third phase of AVU witnessed the introduction of degree programmes. For
example, AVU has signed contracts with Australia's Royal Melbourne Institute of
Technology and the University of Dar-es-Salaam to experiment with a degree programme in
Computer Science (AVU, 2002).
As shown in Table 1, of the 31 countries currently participating in AVU
programmes, Kenya has the largest number of institutions (5), followed by Ghana with four
universities.
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Table 1. AVU Institutions from Africa
Country
Benin
Burkina Faso
Burundi
Burundi
Ethiopia
Ghana
Ghana
Ghana
Ghana
Kenya
Kenya
Kenya
Kenya
Kenya
Mauritania
Mozambique
Namibia
Niger
Nigeria
Rwanda
Rwanda
Senegal
Senegal
South Africa
Tanzania
Tanzania
Uganda
Uganda
Uganda
Zimbabwe
Zimbabwe
Zimbabwe

AVU Institution
University of Benin
University of Ouagadougou
Universite' Notre Dome
Chambre de Commerce
Addis Ababa University
University of Ghana
University of Cape Coast
University of Science and Technology
Ghana Institute of Administration
Egerton University
Kenyatta University
BITC Institute
Moi University
Maseno University
University of Nouakchott
Eduardo Mondlane University
University of Namibia
University of Moumouny
Obafemi Owolowo University
National University of Rwanda
Kigali Institute of Science and Technology
University of Cheikh Anta Diop
University of St. Louis
Technikon University
Open University of Tanzania
University of Dar es Salaam
Makerere University
Kyambogo Polytechnic
Nkozi Uganda Martyrs University
National University of Science and Technology
(NUST)
Open University of Zimbabwe
University of Zimbabwe

Language Category
Francophone
Francophone
Francophone
Francophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Francophone
Lusophone
Anglophone
Francophone
Anglophone
Francophone
Francophone
Francophone
Francophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone
Anglophone

SOURCE: Compiled by the Author

World Bank Education Policies in Africa
The core mission of the World Bank is to assist countries worldwide to reduce poverty by
focusing on the institutional, structural and social aspects of development (World Bank,
2001). African countries have been compelled to take advice provided by the World Bank in
order to receive financial assistance (Eicher, 1984; World Bank, 2001). While the World
Bank has played a major role in determining the operation of universities in Africa, many
questions exist regarding the success of its higher education policies in Africa. As noted,
"The Bank's association with the AVU has raised a lot of suspicion since the bank is the
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principal source of neo-liberal policy models imposed on developing countries often
presented as doctrinal truths" (Amutabi & Oketch, 2003:1).
Heyman (2003) and Samoff and Carrol (2004) provide a clear picture of the
operation of the World Bank in Africa with regard to higher education. For instance, during
the early 1960s, the World Bank's policy on higher education in Africa was to develop
manpower to replace the expatriates. This required allocation of significant financial
resources to universities. But, by the 1970s, the Bank's policy towards universities was
guided by the rate of return analysis which showed that expenditure by the governments on
"accommodation, meals, transport and stipend was a misdirection in the use of resources
(Samoff and Carrol, 2004:1). The main argument, which was misleading, was that society
derived higher social rates of return from investment in basic education and not university
education. African governments were therefore required to reduce expenditure on higher
education as a condition to get loans from the World Bank. This led to the deterioration in
the quality of programmes offered by several African universities. African universities are
faced with several challenges that need urgent attention especially from the governments, the
donor community, and academicians (Sawyerr, 2002). In the early 1990s students fees and
privatization was recommend as a financing strategy for African universities. In the late
1990s, the World Bank pointed out that no economic issue was more vital and more all
encompassing than knowledge. And that knowledge was quite simply the issue that would
determine whether developing countries caught up with or fell further behind nations with
advanced economies. It noted that knowledge was like light, weightless and intangible,
traveling easily world wide, enlightening the lives of people (World Bank, 1999).
In 2000, in a report entitled: Universities in developing countries: Peril and promise,
the Bank argues persuasively that universities are critical in the development of developing
countries hence the need for additional financial resources. As noted, "Higher education has
never been as important to the future of the developing world in this knowledge era as it is
right now" (World Bank, 2000:18). We see a major shift in the Bank's policies towards
universities in Africa. Interestingly, it is argued now that the social rates of return to
investment in higher education in developing countries are higher than the private rates of
return. Regarding Africa's position, it is observed, "African insistence on a holistic
perspective to the development of the education sector, and fascination with the knowledge
era combined to support another policy reversal" (Samoff & Carrol, 2004:1).
In summary, the World Bank policy in Africa has been found to be counter
productive. Since the 1960s to the present, the policy has shifted from manpower planning to
investment in human capital, efficiency and cost recovery, priority to basic education, and
importance of higher education. Africa's dilemma to the Bank's policy on higher education
is clearly stated by Hon. Mrs. Ann Therese Ndong-Jatta, Secretary for Education of the
Republic of the Gambia who observed:
Ar

11th AAU General Conference

344

benefited from primary, secondary and higher education . . . with the tremendous pressure
that came along with World Bank and IMF conditionalities, they lost the battle, and higher
education in Africa virtually went under. To this day, many countries have not been able to
recover from that onslaught on higher education. Some of our finest institutions have thus
almost been destroyed, thanks to the imposition of bad policies from partners who, in the
first place, came out professing to help us. What we received from them was the kiss of
death! (http://www.un.org/esa/coordination/ecosoc/hl2002/gambia.pdf).
World Bank's Higher Education Policies in Kenya
Given the number of financial problems experienced by the Kenyan education system in the
1980s, the World Bank advised the Kenyan government to institute reforms as a condition
for financial aid (Nafukho, 1996). As a condition to receive loans from the Bank, university
students enrolled in public universities were required to cost-share. In 1987, the Bank
published a policy study on education in sub-Saharan Africa, which focused on 'adjustment',
'revitalization', and 'selective expansion.' The success of each of these policies however
depended on sound management. In the case of the university education, public universities
were required to diversify the sources of funding for their programmes. With the
introduction of innovative income generating activities and a diversity of programmes,
Kenyan public universities have been very successful in raising additional revenue to
supplement government funding (Kiamba, 2003; Nafukho, 2004).
In 1991/92 academic year, based on the Bank's recommendation, university fees
were introduced by the public universities. In addition, the Pay as You Eat (PAYE) cafeteria
system was introduced. The book allowance that used to be given directly to the students
was sent to the university bookstores where students now directly collect their supplies. The
other adjustment was the establishment of the Higher Education Loans Board which
administers the student loans in collaboration with the commercial banks (Mwinzi, 2004;
Nafukho, 1996). As a condition to receive credit, public universities were required by the
World Bank during the 199/93 academic year to limit admission of first year students to a
maximum of 10, 000 students (7% of the qualified students). This led to the growth of
private universities and currently Kenya has 14 private universities and more are waiting to
be registered (Amutabi & Oketch, 2002; Chacha, 2002).
The situation depicted above shows that Kenya like many other African countries
has borrowed from the World Bank since 1964 until the late 1990s when it was denied aid
for not being able to fulfill the Bank's conditions. Despite the denial of loans until 2002
when a new government was elected, an examination of the data from the Bank's
Institutional database shows that Kenya was the largest borrower for higher education in
sub-Saharan Africa (Samof & Carrol, 2004). D'Souza (2001) noted that Kenya was one of
the countries in Africa that had a successful relationship with the Bank until early 1990s.
While Kenya had one public university, the University of Nairobi in 1970 by the
year 2000, the number of public universities had risen to seven with over 50,000 students
enrolled. The public universities became autonomous in the following order Moi University,
1982, Kenyatta University, 1985, Egerton University, 1987, Jomo Kenyatta University of
Agriculture and Technology 1993, and Maseno University, 2000. The rapid expansion of the
public universities led to a financial crisis in the operation of the universities.
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To illustrate the dependency syndrome of higher education institutions on the World
Bank, in 1990, the Kenya government approached the Bank for an emergency loan of $ 600
million (Kshs. 4.8 billion) for financing public universities. The emergency was occasioned
by a rapid expansion of public universities in Kenya in the 1980s (Eshiwani, 1993). The
second reason for the crisis in the financing of public universities in the 1990s was due to
double intake ordered by the then chancellor of all the public universities President Daniel
Arap Moi. While the $600 million was not granted, it is noted, "the largest single tertiary
education project the World Bank funded in sub-Saharan Africa was the Kenyan
Universities Investment Project (UIP) which cost $55 million (Samoff and Carrol, 2004:20).
The conditions for the provision of this credit included policy reforms ranging from finance,
management, and restructuring. The overall objective of the Bank's funding was to improve
quality of education offered, ensure financial availability, and sound management. Whether
theses objectives were achieved is subject to discussion. One may also ask whether the
Bank's relationship with the Kenya government has helped to transform the universities into
better institutions of higher learning or not? As noted, "Despite the apparently successful
implementation of conditionalties attached to World Bank education credits for Kenya,
might Kenya not have undertaken those reforms without World Bank pressure?"(Samoff and
Carrol, 2004:21). While this question does not have direct answers, this paper hopes to
address some of the issues in the section that follows.
Performance of the AVU Project in Kenya
The main objectives of AVU were noble. For instance, the success of AVU in Kenya should
lead to greater benefits for Kenyan scholars and students. Thus, the professors and students
participating in the AVU project have been able to access online journals, digital library
material, online lecture material, and subscribe to professional listservs. The students have
also participated in online discussion groups. Thus, interaction between Kenyan scholars and
other scholars from the rest of the world has led to some innovative research projects. While
the benefits from this kind of association take long to have impact, it is encouraging that the
collaboration between Kenyan universities and universities from other parts of the world
exists. The other example of the importance of AVU programme in Kenya is the high
number of students who showed interest in the AVU Kenyatta University project. As shown
in Table 2, a total of 15,158 students have been enrolled by AVU Kenyatta University
programme since its inception in 1997. It is interesting to note that this number is more than
the current enrollment of 13,000 traditional students. The certificate programme enrolled
45.6% (n=6,911) of the students. This was followed by 17.4% (n=2,634) pre-university
students. The numbers confirm the potential of virtual learning in Kenya. The fact that
Kenyatta University traditional students are also enrolled in the AVU programmes confirms
that distance learning cannot be easily ignored now and in the future.
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universities across Africa in collaboration with overseas universities in the US, Canada and
Europe (AVU, 2003). Thus, AVU a quasi-commercial entity that on the one hand requires
national character, yet on the other should be subject to distinct and more laissez-faire mode
of regulation.
Admission to the degree programmes is based on two procedures. First, the
applicant must meet the requirements for admission to the African universities. The
applicant must also meet the admissions requirements of the overseas universities in
partnership with the AVU. Thus, unlike other local degree programmes with clear admission
requirements and policies, the AVU degree programme is unique since it does not have its
own admission requirements. However, because the overseas institutions are the ones
granting the degree or diploma, there is an assumed quality control and accreditation. This
issue needs to be examined further especially when it comes to universities in Africa that use
external examiners system and those that do not use external examination systems.
The double operation nature of AVU is further complicated by the AVU's report
indicating that in the future, it will rely on the capabilities created locally among African
professors (Light, 1999). But, the AVU project in Kenya is not clear on the issue of capacity
building as a strategy to empower professors in Kenyan and by extension, African
Universities in the area of e-learning. The other flaw with the AVU concept is that higher
education systems and policies in Africa are treated as being uniform, which is not true.
While the AVU courses are in the areas of science, engineering and business at certificate
and bachelors' levels, the question still remains, is the AVU the answer to Africa's scientific,
technical, and business skills development?
Using the United States as an example, in order to improve technological literacy,
the Department of Education has a clear policy on the role of technology in education. The
department provides technology assistance to schools in a variety of ways so that teachers
will be ready to use and teach with technology (Department of Education, 1998).
Programmes such as: Technology Innovation Challenge Grants (TICG, 1997), Technology
Literacy Challenge Fund (TLCF, 1998), the Star School Program (Star, 1997) and 21st
Century Teachers have been implemented. Ministries of Education and universities in Africa
could learn some useful lessons from these technology-oriented programmes targeting
educators and learning institutions. The success of any online instruction must begin with a
clear policy and investment in capacity building especially training of teachers.
For Africa to participate as an equal and significant partner in the global economy, it
must invest in human resources. For investment in education to have impact, there is an
urgent need to pay attention to access, efficiency, and equity considerations of educational
investment. The use of ICTs by universities in Africa is aimed at ensuring access and
lowering the direct and indirect cost of higher education. But to achieve efficiency in the
provision of education through distance learning and to maintain quality, there is need to
examine the current operation of distance learning programmes such as the African Virtual
University (AVU) project. Education, unlike economic goods and services is a unique
commodity whose supply should not be purely driven by economic motives. Learning as an
intended outcome of education is a unique and complex service that aims at transforming
learners in many ways. As noted, "Universities, the traditional bastions of learning, whose
origins can be traced back into antiquity, surely understand what learning is, if anyone does"
(Hager, 2004:25).
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Table 2. Enrollment Pattern of AVU Programmes at Kenyatta University
Programme
Certificate
Regular (KU)
Pre-university
Teachers
Seminars
Total

Number Enrolled
6,911
631
2,634
2,565
2,417
15,158

Percent
45.6%
4.2%
17.4%
16.9%
15.9%
100.0%

Source: Juma, M. N. 2004. African virtual university (AVU): Challenges and
prospects. In M. A. Beebe, K. M. Kouakou, B. O. Oyeyinka, and M. Rao
(Eds). Africa Dot Edu. New Delhi: Tata McGraw-Hill Publishing Company
Limited. P. 223.

Amutabi and Oketch (2003) observed that the greatest advantage of the AVU project to
Kenya is the project's aim of preserving Africa's rare collections through scanning and
digitization of material from Kenya. The promotion of online publishing of the works
written by African Kenyan scholars is another significant contribution to African
scholarship. It supports the whole notion of crossborder education. While the advantages of
the AVU are clear, like all other World Bank policies in Africa, the project has been faced
with
enyamany
ows problems.
tn. of the otrigiall suitsp fr Tj1.709 Tw0.163 Tc( th) Tj0 Tc(e) Tj20787 Tc0.040 Tw( A
Several scholars have questioned the success of the AVU project in Kenya. For
instance Amutabi and Oketch (2003) question the rational, relevance, accessibility,
affordability and sustainability of the project. The success of any distance learning
programme requires appropriate curriculum development processes guided by a clear
educational
policy. Education is a very important investment that requires sound planning
yers
and not mere experiments with the learners. Amutabi and Oketch Tc( th) Tj0 Tc(e) Tj2h40
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Several scholars have argued that the IMF and World Bank education policies in
Africa led to serious problems experienced by the universities (Amutabi and Oketch, 2003;
Mbaku, 1999; Mkandawire and Soludo, 1999). This observation raises important issues
related to access, efficiency and equity concerns of the Bank's AVU project in Kenya. In the
case of the AVU project, Juma (2004:211) noted that the 'proof-of-concept' stage made the
following achievements: establishment of 34 sites in 17 sub-Saharan countries; delivery in
excess of 3,000 hours of instructional programmes sourced from leading universities in the
North and in Europe; enrollment of over 23,000 students in its semester long courses;
enrollment of close to 2,500 professionals in executive business seminars; provision of 1,000
PCs to learning centers; setting up of a network of 45,000 e-mail account holders and a
digital library of more than 1,000 journals and participation of over 40% for women in
AVU's pre-university courses.
Juma observes further that based on the success of the pilot phase, vice chancellors
and rectors of participating African institutions agreed to proceed to the operational phase of
the AVU. They emphasized that the phase needed to focus on the following issues:
"establishment of the AVU as a sustainable independent organization under African
leadership; increased participation of African academics and professionals in content
development and delivery; expansion of the program to include full undergraduate degree
programmes in computer science, computer engineering and electrical engineering; and
strengthening of capacity at participating institutions to participate more effectively in the
network (Internet connectivity, laboratory facilities and digital library)" (Juma, 2004:211).
In the case of Kenya, the introduction of the AVU project by the World Bank meant
to address the issue of access. In distance education, accessibility is one of the key issues
that must be addressed when choosing the mode of instruction (Hinton, 1998). Regarding the
AVU project, while the project provided for the necessary equipment, however, the
telecommunication infrastructure in Kenya is so limited with regard to using the technology
for instruction purposes (Amutabi & Oketch, 2003). Besides the necessary ICT
infrastructure, the cost of telephone, software and Internet is very high in Kenya. The Bank
should have focused on the provision of infrastructure and capacity building in terms of
training the local instructors in the use of technology for e-learning. Instead, the project
focused on offering certificate computer literacy classes to the students. The other major
limitation of AVU with regard to accessibility is the fact that the five institutions (Egerton
University, Kenyatta University, BITC Institute, Moi University and Maseno University)
currently participating in the AVU project are mainly located in the urban areas. This
disadvantages many students who live in the rural areas without access to Internet and
telephone facilities and have interest in e-learning. This works against one of the main aims
of distance education - ensuring access. For virtual learning in Kenya to promote access in
higher education, there is an urgent need to establish telecenters equipped with computers,
Internet access facilities and state of the art learning laboratories.
Efficiency in the operation of the AVU project can be looked at internally. The term
internal efficiency with regard to the AVU project can be looked at in three different ways.
In the first place, its meaning is related to the instruction process. The combination of
resources (human, time, technology, financial etc.) to produce outputs such as graduates with
scientific, science and business skills. This quantitative relationship between inputs and
outputs is referred to as 'technical efficiency'. While AVU is supposed to use modern
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technology to lower the cost of education, this is not the case with the Kenyan project which
is very expensive when compared to the programmes offered locally. The World Bank as the
main sponsor of the AVU programmes in Kenya should be interested in the combination of
inputs and outputs that produces the maximum output at the least cost. This is referred to as
'economic efficiency'. An increase in economic efficiency occurs when the same output is
produced at the lower cost (Ngware & Nafukho, 2002). Where the desired output of AVU
programme is a qualified graduate produced on time without dropping out as planned, then
the programme can be considered to have achieved 'allocative efficiency'. Therefore, the
AVU programme in Kenya should be considered to be have achieved allocative efficiency if
the set objectives are being achieved. But, as noted by Amutabi and Oketch (2003), the
annual cost of an AVU course offered at Kenyatta University was very high compared to the
traditional courses. In 2002, Kenyatta University charged between US$3,200 and US$3,500
(Kshs. 240,000 and Kshs. 262,500) per semester, meaning that annually the cost of an AVU
course was about US$6,400 (Kshs.480,000) which is almost double the fee charged for
regular/ordinary programmes. Data in Table 3 show clearly that the current operation of
AVU works against the concept of access. Instead of using technology to lower the cost of
education, the opposite is happening.

Table 3. Fees Charged by the African Virtual University (AVU) in Kenya
University
AVU Kenyatta University
AVU Egerton University
University of Nairobi
Kenyatta University regular
Jomo Kenyatta University of
Agriculture and Technology
regular

Cost in Kshs.*
240,000 - 262,500
240,000 - 262,500
140,000
140,000
140,000

Cost in US
$3,200 per
$3,200 per
$2,000 per
$2,000 per
$2,000 per

Dollars $**
semester
semester
year
year
year

SOURCE: Adapted from Amutabi, M. N. and Oketch, M.O. 2003. Experimenting in distance
education: The African Virtual University (AVU) and the paradox of the World Bank in
Kenya. International Journal of' Educational Development, 23(1), 66.
* Fees may have changed by 2004, ** the conversion rate was $1 = Kshs. 75, currently
$ 1 = Kshs. 82

The data shown in Table 3 show that AVU programmes in Kenya are meant for the rich.
This works against the access and equity concepts.
Equity in the provision of education refers to fairness - giving every individual an
equal opportunity to participate in the programmes being offered through AVU. While
initially AVU seemed to have achieved its stated objectives the second and third phases of
the project have been faced with problems. As noted, "AVU was overwhelmed with
responding to the educational needs of universities and private learning centers across
multiple functions: selecting of curricular focus; sourcing class content; delivering the
content over a proprietary satellite network; and handling the administration associated with
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the enterprise" (Juma, 2004:214). These issues should have been addressed during the
programme design stages.
The other problems experienced by AVU included the difficulty associated with the
end-to-end approach employed by AVU. Given the lack of initial buy-in and ownership of
participating African universities, AVU was perceived as being a competitor to the
participating universities. In fact, Kenyatta University at one time severed links with AVU.
In addition, AVU lacked financial resources; operational capabilities, and local technical
expertise. These problems led to the World Bank to commission a strategic review of AVU's
operation.
Amutabi and Oketch (2003) enumerate several disadvantages of the AVU project in
Kenya. One of the main problems started with AVU having been perceived by some scholars
as merely enhancing the global hegemony of the North in the globalization matrix. As noted
"the fact that the hardware, software and learning packages come from universities in the
North enhances the validity of these suspicions and fears" (Amutabi and Oketch, 2003:69).
They also observed further that the same World Bank that had called for a reduction in
government spending on higher education in Africa was introducing a very expensive virtual
learning programme. The other disadvantage of AVU in Kenya was the fact that courses
were developed in the North and only offered to students in Kenya with limited input from
professors based in Kenya. As mentioned earlier, this was a major flaw of the AVU project.
The AVU programme also failed to address the barriers to e-learning such as the learners'
personal dispositions, learning style, instructional barriers, organizational barriers, content
suitability, and technological barriers which must be addressed if e-learning has to be
successful (Mungania, 2003). Nowhere in the literature is it mentioned how AVU
programmes plan to reach out to the average income earners and students with disabilities.
This is a major flaw with regard to access and equity for students with special learning
needs.
Amutabi and Oketch (2003) further observe that the AVU virtual learning project in
Kenya created islands of excellence, the so called "Ivory Towers" that policy makers are
working to remove from the minds of Kenyans when it comes to universities and their roles
in society. The problems experienced confirmed the experimental nature of the AVU project
in Kenya. But, as observed earlier in the paper, education is a very important investment that
its implementation should be done with care and following a sound model.
Examples of Virtual Learning Failures
While the AVU project has experienced many problems, it is important to point out that
even universities in other parties of the world are faced with difficulties when implementing
e-learning programmes. For example, Brabazon (2002) argues that the level of failure in the
North associated with e-learning is very high. In her book entitled: Digital Hemlock: Internet
Education and the Poisoning of Teaching and published in Australia she reports that in 2000,
US $483 million was spent on companies building online materials for the educational
market. By 2002 the amount spent on building online material for commercial purposes
reduced to US $17 million. A major reason advanced for the failure of organizations making
e-learning material was the profit motive. But as noted in the introduction of this paper,
educational provision should not be purely be based on profit maximization.
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Brabazon (2002) provides examples of universities that have experienced problems
with virtual learning. For example, Columbia University spent more than $ 25 million
building a suite of online classes. When the time for implementation came, the university
discovered that prospective students were not prepared to pay for the courses. Currently the
courses are offered free, as samples for customers. New York University spent $25 million
to develop online courses which only attracted 500 students. The university has closed its
Internet based learning system. The University of California closed down its online division.
While the London School of Economics does not charge for its e-learning courses and only
uses them to promote traditional learning environments. Brabazon noted that education
should not be commercialized without paying attention to the whole purpose of education.
Working and earning a degree should not be equated to shopping online. As educators we
must pay attention to these findings. While the Internet is a great tool for learning purposes,
the design and successful delivery of online courses and programmes requires sound
planning by educational professionals. The section that follows provides a model that has
been used successfully to design and deliver partnership online programmes involving
several institutions of higher learning. The challenge to use this model becomes more
important when designing programmes for international collaboration. Information in Table
4 shows examples of AVU failures in Kenya.

Table 4. AVU Project Failures in Kenya
AVU Project Objectives

Evidence of
achievement

Evidence of Failure*

To increase access to tertiary education

Enrolled 15,158
students

Very expensive courses, double
the cost of traditional
programmes, faced with
barriers to e-learning.
Objective partially achieved in
phase 1

Five Kenyan
institutions
participating in
the project
To improve the quality of education by tapping
global academic resources and by offering training
to academics in African universities

Access digital
library
Sharing of ideas

No research showing quality
has improved, no African
leadership in phase one,
Limited or no training offered
to local academics, no initial
buy-in, unhealthy competition
with host institutions, strained
relations, objective not
achieved

To prepare teaching materials for delivery through
the AVU network

Material from
outside Africa

Limited local participation in
the preparation of material.
Objective yet to be achieved

To contribute to bridging the digital divide by
improving connectivity in the AVU learning centers
and host universities

Connectivity for
students
enrolled in the
programme

Digital divide wide between
students and faculty,
connectivity problem, not able
to meet the demand for
courses,
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achieved
To help in reducing the brain drain by offering an
attractive alternative to studying abroad-quality
education of international standards and with
international accreditation at an affordable cost

Enrolled the
rich students

Brain drain has increased

By offering skills training and upgrading for
professionals and contributing to improving skills of
the labor force, the AVU was to serve as a catalyst
for new investments and economic development

2,417 seminars
since 1997

No empirical evidence of
AVU's role as a catalyst for
new investments and
economic development in
Kenya. Objective yet to be
achieved

To build the capacity of African tertiary education
institutions and their faculty for better management,
financial sustainability, and extension of their reach
through delivery of distance education

Offered min 31
sites in 17
African
countries

2,565 teachers
trained

Cost of AVU programmes not
affordable, objective not
achieved

Faced with financial pro-0ith
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Figure 1. Distance Learning Developmental Model for Crossborder Education
(DLMCE)

10. Advising Services

11. Programme Evaluation
1. Needs Assessment

9. Programme

2. Programme
Design

8. Marketing &
Recruitment

3. Curriculum
Design

7. Staffing &
Scheduling

4. Delivery
6. Partnership
Developmen

Svstem Design

5. Programme Approval

Source: Adapted from Hinton, B. E. (1998). Developing a Baccalaureate for working adults. Paper
presented during the AHRD Annual Research Conference. Chicago, IL

As shown in Figure 1, the design of distance learning programmes for crossborder
education should begin with step one - needs assessment. In this step potential and current
students, leading educators who are subject matter experts in the institutions and countries
involved, and selected educational administrators (e.g. vice chancellors, deans, department
heads, instructors) should be interviewed. The purpose of the interviews should be to
identify what the subject matter experts perceive as physical, human, educational and
financial resources required for design and successful delivery of a distance learning
programme across the borders. This should be followed by a survey of professionals in the
fields to be studied. In this case, science, computer and business studies. The key disciplines
that AVU focuses on.
Step two - degree design should involve a task force of faculty in the participating
universities in the continents involved - Africa, Europe and US. The role of this task force
should be to use the needs assessment results to design a distance learning programmes that
aim at ensuring academic rigor while accommodating the needs of learners. The core
competencies that learners need should be identified and build into the courses. The
relevance of the courses and programmes to the host countries should be examined.
Step three - Curriculum Design should be conducted based on the needs assessment
results. The curriculum should be designed to reflect the core skills identified by subject
matter experts and prospective employers. In the case of AVU the skills could include:
computer skills, presentation skills, business skills, coaching skills, organizational skills,
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negotiation skills, adult learning, industry understanding, project management skills,
electronic system skills and digital library skills. Provisions to continuously review the
programmes should be made.
Step four - Delivery System Design will involve building the infrastructure
necessary to deliver the courses. The stage should address issues pertaining to experts
required to deliver the courses. Both international and local experts should be involved in the
teaching. The technical resources required to support the delivery of online courses should
be recruited or trained. Resources such as compressed video-studios, satellite dishes, Online
Learning Management Systems (such as Black Board or WebCT), servers, Internet facilities,
computers, printers, and e-mail facilities. The stage should involve training local experts
who can train other educators. This is the only way that the progamme can be made
sustainable.
Step five - Programme approval requires approval of the distance-learning
programme at the department, college and the university levels through the university Board
of Trustees in the case of the US or University Councils in the case of Kenya. In the case of
AVU, this important stage was omitted. Since the programmes may be delivered worldwide
then the respective ministries of education in the countries concerned should be involved.
Step six — Partnership Development is required in order to deliver the programme
without having the programme perceived as competing other programmes among
participating universities. It is important that close partnerships be developed and maintained
with all the institutions involved. A win-win relationship between the international
universities and the host institutions must be established. Some of the critical issues to be
addressed in this stage may include location of host sites with the necessary technology for
distance learning, willingness to invite the international university to deliver the programme
from the country, openness to building genuine partnership and support.
Formal
Memorandum of Understandings (MOU) will need to be negotiated between the institutions
involved. The MOU should serve as a guiding document, describing the details of the
partnership and the responsibilities of each institution.
Step Seven - Staffing and Scheduling involves selection of faculty with experience
in delivering distance education courses. This stage also involves training faculty with no
skills or experience with e-learning. Technical staff has to be recruited or trained among all
the institutions involved. Because of the time differences and the nature of the students
enrolled in the programme, flexible scheduling has to be employed.
Step Eight - Marketing and recruitment should involve faculty members speaking at
professional organizational meetings, newspaper advertisements and distribution of flyers.
Enrollment packets containing guidelines for admissions to the programmes and programme
requirements, and application forms have to be disseminated to prospective students. The
web sites of the universities involved should contain information of the distance learning
programmes with clear course and programme objectives. The cost of the programmes
should be specified and rationalized based on access, efficiency and equity objectives.
Step Nine - Program Delivery will involve programme coordination, student
registration and class scheduling. Technical staff should assist with the mechanics of
delivering instruction via technology. If skills are lacking, training should be offered for the
involved staff and faculty assisting with delivery.
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Step Ten - Advising services must be included. Since initially some of the
instructors may be based in international universities, students must have local advisers. This
is extremely crucial if the admissions policies from institutions abroad are used.
Step Eleven - Evaluation is as important as the needs assessment that was conducted
before programme design and delivery. Both internal and external evaluators should be
involved in the formative and summative evaluations of the progamme. The evaluation
should focus on the traditional output measures for example how many collaborating
institutions were involved, how many courses were offered, how many students enrolled in
the courses, who taught the courses and the like. Evaluation should also seek to establish the
relevance of the course content? How do the students compare to those enrolled in
traditional learning programmes? What is the content of the course material of the professors
who have been involved in virtual learning? The summative evaluation should use
longitudinal studies to provide key quantitative data and assess periodically every aspect of
the virtual learning programmes.
Some of the key questions to be addressed may include: What aspects of the elearning programme were most beneficial? Should programmes be modified, expanded or
created? What additional resources are required? What challenges face both learners and
instructors? The summative evaluation should focus on the traditional output measures for
example how many collaborating institutions were involved, how many courses were
offered, how many students enrolled in the courses, who taught the courses and the like.
Evaluation should also seek to establish what if any are the impacts of the programme? How
many current professors created and taught new courses? The findings from the evaluation
should be analyzed and shared in workshops, conference meetings and, submitted for
publication in relevant journals. To popularize distance learning, the evaluation stage may
also require a monthly online newsletter, post dates on the web sites of the institutions
involved and informational releases to employers, progamme sponsors, students and other
stakeholders. This stage should also involve evaluating various stakeholders on a continual
basis.
The Distance Learning Developmental Model for Crossborder Education is
recommended because AVU's updated model misses out on these important steps - needs
assessment, programme design, curriculum design, delivery system design, programme
approval, partnership development, staffing and scheduling, marketing and recruitment,
programme delivery, advising services, and programme evaluation. Since the AVU
programme is already in existence, not all the steps suggested may be required.

Conclusion
The concept of virtual learning if appropriately applied in Africa could be of great benefit to
the universities and the students alike. However, AVU's haphazard implementation in Kenya
confirms the usual flaws of the World Bank education policies. In order to avoid the same
mistakes, the World Bank and all other organizations engaged in crossborder education need
to remember that:
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Policy makers in the developing countries may be poor, but they are not unintelligent.
Genuine assistance in areas that are as critical to the survival of society as are human
resources must be guided by the knowledge and collective aspirations of the indigenous
people and their chosen policy

Conference Paper -

Fredrick Muyia

Nafukho

357

Brabazon, T. 2002. Digital hemlock: Internet education and the poisoning of teaching. Sydney:
University of New South Wales.
Department of Education (1998). Office of Educational Technology. Viewed July 30, 2004,
http://www.ed.gov/Technology/pillar4. html.
D'Souza, A. C. 2001. Reforming university finance in sub-Saharan Africa: A case study of Kenya,"
Stanford, CA: PhD Dissertation, Stanford University.
Eicher, J. C. (1984). Educational costing and financing in Developing Countries: Focus
on Sub-Saharan Africa (Staff Working Paper No. 655). Washington DC: World Bank.
Eshiwani, G.S. 1993. Education in Kenya since Independence. East African Educational Publishers
(EAEP). Nairobi.
Gravenir, F. Q. 2002. 'The Expansion of University Programs and Problems of Under- and OverSupply of Skilled Manpower in Kenya: An Overview' paper given at the Illinois University
International Symposium on African Universities in the twenty first century, UrbanaChampaign, Illinois, 25-27, April.
Hager, P. 2004. Lifelong learning in the workplace: Challenges and issues. Journal of Workplace
Learning, 16, (1/2), 22-32..
Hamalainen, M., Whinston, A.B., and Vishik, S. 1996. Electronic markets for learning: Education
brokerage on the Internet. Communications of the ACN, 39, (6), 51-58.

358

11th

AAU

General Conference

Mungania, P. (2003). The seven e-learning barriers facing employees. Viewed 12 October 2004
http://www.masie.com/researchgrarits/#study
Mwinzi, D. 2004. "The impact of cost-sharing on the living conditions of students in Kenyan public
universities: The case of Nairobi and Moi universities." In P. T. Zeleza & A. Olukoshi
(Eds.), African Universities in the Twenty First Century. (pp.140-156) Pretoria: University of
South Africa Press.
Nafukho, F. M. 2004. The market model of financing state universities in Kenya: Some innovative
lessons. In P. T. Zeleza & A. Olukoshi (Eds.), African Universities in the Twenty First
Century. (pp.126-139) Pretoria: University of South Africa Press.
Nafukho, F. M. and Park, O. D. 2004. Essential tips for planning and development of online courses. In
D. Christopher and S. Jaderstrom (Eds.). E-World: Virtual learning, Collaborative
Environments, and future technologies (pp.209-222). Reston, VA: National Business
Education Association.
Nafukho, F. M. 2002. 'The Market Model of Financing State Universities in Africa: Some Innovative
Lessons from Kenya' paper given at the Illinois University International Symposium on
African Universities in the twenty first century, Urbana-Champaign, Illinois, 25-21, April.
Nafukho, F. M. 2001. A Comparison of the Efficiency and Equity Implications of University Loan
Programs in the United States of America and in Kenya. Journal of Third World Studies,
XVIII, 2, 187-207.
Nafukho, F.M. 1998. The role of Universities in Africa in the knowledge explosion Era. Proceedings
of the 15 th Annual meeting Association of Third World Studies Inc. Central Connecticut State
University. Hartford, Connecticut U.S.A. October, pp. 80-86.
Nafukho, F. M. (1999). The Role of Universities in promoting cooperation between social and pure
scientists for human development in Kenya. Journal of Third World Studies XVI, 1, 87-100.
Nafukho, F. M. 1996 'Structural Adjustment Programs and The Emergence Of Entrepreneurial
Activities Among Moi University Students.' Journal Of Eastern African Research &
Development, 26, 79-90.
Nafukho, F. M. (1994) "Education through Self-Help: The Case for Kenyan University Students with
the Introduction of University Fees Payment" Journal of Eastern African Research And
Development, 24, 42-53.
Nafukho F. M., and Wawire N. H. W (2004) "Developing Entrepreneurial Universities in Africa". In C.
Momanyi and N. H. W. Wawire (Eds.). Disparities in Science, Technology, Environment,
HIV/AIDS and Education. (pp. 196-203). Nairobi: Association of Third World Studies- Kenya
Chapter.
Ngware, M. W. and Nafukho, F. M. 2002. The quality and utilization of technical education trainers
in Kenya. Journal of Industrial Teacher Education, 39, 2, 44-57.
Nyaigoti-Chacha, C. 2002 'Public Universities, Private Funding: The Challenge in East Africa', paper
presented at the Illinois University International Symposium on African Universities in the
twenty first century, Urbana-Champaign, Illinois, 25-27, April.
Oketch, M.O. and Amutabi, M. 2002. Privatization of higher education in Kenya: Prospects and
problems. Paper presented at the Illinois University International Symposium on African
Universities in the twenty first century, Urbana-Champaign, Illinois, 25-27, April.

Conference Paper -

Fredrick Muyia

Nafukho

359

Owston, R. 1997. The World Wide Web: A technology to enhance teaching and learning?
Educational Researcher, 26 2:27-33.
Rogers, E.M. 2003. Diffusion of innovations (5th ed.). New York: Free Press.
Samoff, J., and Bidemi Carrol, B. 2004. Conditions, coalitions, and influence: The World Bank and
higher education in Africa. Paper presented at the Annual Conference of the Comparative
and International Education Society. Salt Lake City, March 8-12 2004.
Sawyerr, A. 2002. Challenges facing higher education in Africa: Selected issues. Paper presented at
African Studies Association 45 th Annual Meeting. Viewed 18 October 2004
http://www.aau.org/english/docurnents/asa-challenges.pdd glish/doryerr,,

