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Introduction 

Higher education institutions in South Africa currently face a range of fundamental challenges 
arising from complex changing circumstances. Significant shifts in global relations during the 
last decades have fundamentally altered transnational social, political and economic relations 
and, in turn, have begun to have a major impact upon higher education. Under the influence 
of globalisation and new forms of partnership with industry, new knowledge traditions have 
emerged, leading to significant changes in the production, dissemination and evaluation of 
knowledge. The simultaneous response to these global changes and to the political 
transformation in South Africa has led to the imperative to frame macro-economic policy 
goals which provide both for increased global competitiveness and for meeting basic needs. 

Within the fundamental reconstruction of higher education in South Africa, South Africa's 
eleven Historically Black Universities1 (HBUs) face the double challenge of detaching 
themselves from their Apartheid past and redefining their mission and function



6. What alternatives are there within higher education to the "market university" and what 
does this alternative entail conceptually and epistemologically? 

7. What possible contribution could the HBUs make towards this alternative? 
8. What organisational changes and institutional re-orientations are necessary for the HBUs 

to contribute in this way? 

These questions are addressed in sequence in the paper. They are large and broad ones, and 
the purpose is not to provide definitive and coherent answers, but much more modestly, to 
highlight a number of important considerations. The argument which follows first draws out 
a number of distinct but related tensions underlying globalisation, South Africa's emerging 
economic development policy and the emerging higher education framework. It then examines 
the implications of globalisation for the HBUs in the light of the findings of a major study on 
the HBUs recently completed at the Education Policy Unit at the University of the Western 
Cape. The final part of the paper focuses on some speculative ideas about implications for 
universities and knowledge production of pursuing both global competitiveness and 
redistributive development as complementary aspects of an economic development strategy. 
This is premised on an active state role and on partnerships between higher education, non­
governmental organisations (NGOs) and small enterprise and gives substance to the idea of 
the "development university" as opposed to the "market university" and to a possible unique 
role which the HBUs might play in this regard - if the preconditions of quality, relevance and 
effective organisational change can be successfully implemented and accomplished. A 
complementary development path, it is argued, must be grounded in the critical social tradition 
and a critique of the global agenda which identifies its contradictions. We turn our attention 
now to the first question, which focuses on the ideological underpinnings of the current 
international economic and political imperatives and the tensions underlying these. 

Tensions underlying globalisation 

Globalisation, the process of intensified transnational economic and social relations leading to 
complex socio-economic changes, is widely seen to be the outcome of doctrines aimed at 
serving the hegemonic interests of world capitalism (Smyth 1995; Chomsky 1997; Kraak 
1997; Orr 1997). Following the prescriptions of the neo-liberal consensus, nations are urged 
to adopt structural adjustments which create conditions conducive to unprotected trade, the 
free flow of capital (to ensure the repatriation of profits) and to speculative short-term 
investments. This entails restraining state control of the economy and state spending and the 
pursuit of export-led policies. Failure to follow these injunctions purportedly leads to loss of 
competitiveness in the global market. 

Critiques of neo-liberal doctrines have identified fundamental tensions and contradictions 
underlying them. These have implications for determining South Africa's macro-economic 
policy and, in turn, for current and future higher education policy and serve as the point of 
departure in formulating a critical complementary alternative. 

Firstly, neo-liberal globalisation involves increasing determination of national economic 
policy by transnational corporations (TNCs) and therefore the decline of national sovereignty 
for host nations as they progressively become subject to such policies (Smyth 1995). 
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Secondly, and related to this, these structural adjustment strategies are aimed at creating local 
economic conditions which maximise transnational company profits as opposed to the basic 
needs of the majority within the host nation. By their very nature, these corporations enjoy 
autonomy and remain politically and socially unaccountable to anyone but their own ruling 
interests. This typically leads directly to a dual internal economy, consisting of the resource-
rich export-oriented minority sector into which investments are poured, and the other sector 
serving the home market of the majority who are increasingly marginalised and become 
irrelevant to the production process and consumption (Smyth 1995: 44). It has long been 
recognised that redistributive policies aimed at meeting basic domestic needs are in 
fundamental conflict with demands for a political and economic climate conducive to private 
investment (Chomsky 1997). Much of the global capital flow involves short-term speculative 
investment which is often diametrically opposed to national long-term interests and economic 
development, particularly if there is a redistributive agenda. 

Thirdly, Chomsky (1997) asserts that the underlying notion of the free market is something of 
a myth. Economic growth - for example in the East Asian emerging economies - occurred 
precisely where the orthodoxy of neo-liberal market principles was subverted, where the state-
controlled capital flight and assured greater equity and where protectionism was retained. 
Without state intervention, growth occurred, but equity was compromised as there was 
minimal distribution of wealth. 

Fourthly, and leading from this, an elaborate historical double standard has persisted regarding 
the myth of the free market. Those countries advocating these principles have never, and still 
do not apply them reflexively. Chomsky argues that Britain and the USA turned to liberal 
international policies only once their dominance in world markets was assured. Prior to this 
various forms of market interference by the state (such as protectionism) were practised. 

This leads us to the second question: what are the broad implications of this view of 
globalisation and its inherent tensions for South Africa's macro-economic and higher 
education policy? 

It can be seen that these tensions are being replicated in both the new political economy and 
emerging macro-economic policy, and, in turn, in current higher education policy formulation. 
These derive ultimately from the "dual, but integrated" structure of South African society 
shaped by Apartheid and largely determined along racial lines: namely, the combination of a 
relatively advanced political, economic and social order linked to a relatively under-developed 
one, upon which the former has depended in many critical ways for its existence and 
reproduction (Wolpe 1995). Characteristic of this dual society is the extreme disparity between 
the powerful rich minority and the poor majority. This tension manifests in the aspirations to 
pursue two development paths inherent in South Africa's emerging macro-economic policy: 

1. the export-led high-tech competitive engagement in the global informational economy 
(what I term the global development path, premised on redistribution through growth and 
the other structural adjustment features) and linked to the government's Growth, 
Employment and Redistribution (GEAR) strategy; and 
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2. the meeting of the basic needs of the majority of the population (what I term the 
redistributive development path, premised on growth through redistribution) and linked to 
the framework and goals of the Reconstruction and Development Programme (RDP). 

Underlying these tensions, in turn, is that between equity and development. Having 
distinguished between redistributive and global development, it can be seen that the tension 
between equity and the latter is heightened. The arguments set out earlier assert clearly that 
globalisation benefits the TNCs as opposed to the host nation and benefits the few. It obstructs 
and rejects redistribution as unconducive to its own interests and as obstructive to growth. 

While there is constant rhetorical commitment to the RDP goals of meeting basic needs, not 
only have there been delivery problems, but deep contradictions have also emerged in the 
formulation and implementation of macro-economic and fiscal policy measures. To name a 
few: while offering relief to the low income groups, the proportional tax burden has 
increasingly shifted from companies to individuals. While the privatisation of state enterprises 
provides for the injection of huge capital fors  n ofpara(suj
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complementary alternative to the seemingly inevitable thrust towards a world order based on 
the neo-liberal consensus? It is beyond my scope (and expertise) here to begin to explicate 
how these should or could be effectively balanced and I restrict myself to drawing out some 
comments which are relevant to higher education. 

In pursuing a "settlement", there are two clear lessons for South Africa which arise from the 
critiques of neo-liberalism set out above. Firstly, the identification of tensions and 
contradictions and the arguments underlying the critiques are just cause to question the 
uncritical acceptance of the orthodoxy of the neo-liberal consensus, however beneficial its 
advantages may appear, and to pursue a complementary global and redistributive development 
path. These critiques must form the basis of arriving at a "settlement" which entails 
simultaneously following a global and a redistributive development path. These issues are 
discussed further below. 

Secondly, given the critical interpretation of the nature of globalisation outlined above, there 
is a justified role for state intervention not only towards the principal aims of redistribution, 
namely equity and redress, but also to ensure growth and development. However, assuming a 
strong state role implies exercising strong political will in the face of the seemingly 
overwhelming forcefulness of the neo-liberal consensus. It also entails fashioning an internal 
redistributive development path which avoids the pitfalls of bureaucracy and authoritarianism 
and which attempts to transcend the overt contradictions between the global and the 
redistributive elements. In turn, this approach necessitates creating a framework for the 
effective contribution of higher education towards redistributive development. Some 
consideration of what the central features of this might be are outlined in the final section of 
the paper. 

More broadly, as Wolpe (1996) argues, one weakness of the globalisation debate is that it tends 
to assume an unproblematic and uniform universal process. Instead, it is mediated by national 
structural and institutional particularities. To this it can be added that South Africa, given its 
long history of progressive, left-leaning political opposition and the strength of the developed 
component of its socio-economic infrastructure and its role as a regional power, offers 
promising prospects to counter the global neo-liberal consensus, if the conditions set out 
above can be met. 

The next section addresses the impact of globalisation on tensions within higher education 
policy formation. 

Higher education policy in South Africa 

Emerging higher education policy in South Africa is characterised by the tensions in the wider 
national and international economic and political imperatives. Globalisation impacts in a 
number of ways on higher education, particularly in relation to new epistemological and 
organisational forms of knowledge production and dissemination and in relation to role of the 
state (Orr 1997; Kraak 1997; Scott 1997). In essence, the wider implications of the market 
university are: 
1. changes in the form, focus and dissemination of knowledge involving: 
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• the commodification of knowledge and the shift towards "Mode 2" knowledge2 

• research increasingly funded by non-statutory, private commissioned sources 
• new forms of quality and evaluation, including performance indicators 
• the emphasis on science and technology fields rather than non-commercialisable research 
• technology transfer through business-university research partnerships, consortia and 

specialist units, leading to proprietary intellectual rights 
• the fragmentation of teaching and research 

2. changes in the control and governance of higher education, involving: 
• increasing corporate influence and the changing role of the state in relation to higher 

education 
• alternative funding sources - bidding for state funding and contracts on the basis of 

institutional competition, entrepreneurialism and managerialism. 

Within the reconstruction of higher education in South Africa, the shape and size of the 
proposed programme-based



from closed knowledge systems bounded by traditional disciplinary interests to more open 
systems "which are dynamically interactive with broader social interests, 'consumer' or 
'client' demand and outside processes of knowledge generation." While a careful reading of 
the NCHE document showed a concern for social transformation, the dominant discourse is 
clearly influenced by the notion of the "market" university and the "Mode 2" knowledge 
which this entails. 

The Draft White Paper on Higher Education, by contrast, indicated a clear tipping of the 
balance towards globalisation concerns. The NCHE report and the Green Paper retained a 
fairly consistent concern for redress and equity, institutional capacity-building and 
transformation within the notion of the co-ordinated national higher education development 
plan. However, the Draft White Paper marginalised many of these issues and focuses 
unequivocally on globalisation in articulating the challenges, vision and principles of higher 
education. This represented an alarming shift to the right and the uncritical acceptance of the 
globalisation agenda and the sidelining of the main concerns of the RDP. The central role of 
the national three-year rolling plan was shifted towards the individual institutions, who were 
seen to hold responsibility for developing their own three-year rolling plans (including 
identifying their own equity goals) on the basis of their interpretation of two key elements of 
the market, namely student demand estimates and long-range labour market "signals". The 
Draft White Paper revealed a narrow, economistic notion of development which underpins its 
notion of goal-oriented and performance-related funding. The document showed an overriding 
concern for and uncritical genuflection towards globalisation, and reduced the national 
planning process and the function of performance indicators (and thereby the goals of equity 
and redistributive development) to the competitive bidding of autonomous individual 
institutions for public funding evaluated on narrow efficiency-related criteria. Much critical 
concern was expressed about these shifts - not only about their substantive departure from the 
NCHE and the Green Paper in crucial ways, but also in relation to the political process by 
which the White Paper was written. It appears that the Higher Education Branch of the 
Department of Education, widely acknowledged to be lacking in resources and capacity, 
engaged the services of international consultants sympathetic to the tenets of globalisation 
who played major roles in shaping the document. This effectively negated the consultative 
process (however flawed it was) which accompanied the formulation of the NCHE report and 
the Green Paper and allowed the free hand of external consultants to incorporate recognisably 
neo-liberal elements into the Draft White Paper. 

The final White Paper apparently involved a eleventh-hour progressive editorial intervention 
which rectified most of these concerns and showed numerous references to and a nuanced and 
balanced consideration of both global and redistributive priorities. This was highlighted up 
front in the document. The opening paragraph charges higher education with the responsibility 
of laying the foundations "for the development of a learning society which can stimulate, 
direct and mobilise the creative and intellectual energies of all the people towards meeting the 
challenge of reconstruction and development" (Department of Education 1997: 7). Likewise, 
the purposes of higher education in the context of contemporary South Africa must "contribute 
to and support the process of societal transformation outlined in the RDP, with its compelling 
vision of people-driven development leading to the building of a better quality of life for all". 
It must also "provide the labour market, in a knowledge-driven and knowledge dependent 

125 



society, with the ever-changing high-level competencies and expertise necessary for the 
growth and prosperity of a modern economy" (ibid). Higher education "must provide 
education and training to develop the skills and innovations necessary for national 
development and successful participation in the global economy" and must be "restructured to 
face the challenges of globalisation" (Department of Education 1997: 9). 

All three key higher education policy documents



phenomenon. Secondly and more importantly, we should be wary of the kind of meek 
compliance on the part of the academic community with which these proposals were initially 
met. Thirdly, the substance of the



the comparatively better schooling and the political profile of the constituencies of these two 
institutions set them clearly apart from the rural African HBUs. A third group comprises the 
special purpose institutions of Medunsa and Vista University. 

Despite differences between the HBUs, they clearly share general characteristics which 
distinguish them from the HWUs. The following is a summarised account of the findings of 
the Education Policy Unit (EPU) study which have a bearing on understanding the impact of 
globalisation and the development of the "market" university upon the HBUs3. These key 
features all dispose the HBUs very poorly in relation to their possible function as "market" 
universities and accordingly key aspects of institutional transformation and development are 
necessary. 

A number of characteristic features of the HBUs presented obvious obstacles to the formation 
of partnerships with the private sector which are the hallmark of the "market" university. The 
HBUs' capacity to engage in market-related research was hindered by: a) the concentration of 
enrolments in the non-Science fields, in teaching-related subjects and at the undergraduate and 
lower qualifications levels; b) the relatively low research capacity and culture emanating from, 
among other things, huge numbers of underprepared students and staff attitudes to teaching 
and research; c) the comparatively underqualified and junior staff complement and a generally 
poor quality of teaching; d) problems relating to institutional capacity, infrastructure, and 
support for research; e) their reduced capacity to attract alternative funding sources; and f) 
their location constituted a formidable obstacle to creating linkages to the corporate sphere, to 
developing a conducive academic ethos and therefore to recruiting and retaining quality staff 
and students. 

However daunting the overall picture may be, the demonstrated and potential strengths of the 
various HBUs and the differences between them should be constantly borne in mind. 
Likewise, the relatively small-scale but strategically highly significant advances in 
community-based teaching and research programmes provide important windows of 
opportunity, both in relation to global and redistributive development, in the redefinition of the 
HBUs' institutional mission. 

Optimistic views on the contribution of universities to local development run the risk of 
uncritically assuming that higher education contributes automatically towards resolving 
complex regional problems. Providing appropriately trained graduates and the conduct of 
relevant research are, of course, important means towards community upliftment. However, 
the link between higher education and development is a complex one, and caution must be 
exercised in making automatic assumptions about the potential of the HBUs in this area. 

In considering these issues, the final section of the paper by no means attempts to capture this 
complexity. Instead, it offers no more than some considerations of how the current debate on 
globalisation and its features may inform the notion of the "development" university which 
could play a similar role in relation to redistributive development as the "market" university 
does in relation to global development. In so doing, it addresses the final three questions raised 
at the outset, dealing with the alternatives to the "market" university, the role that the HBUs 
might play in this, and the organisational changes necessary to accomplish this. 
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Challenging and complementing the market university: 
towards an understanding of the "development university" 

As argued previously, South Africa's future development path must of necessity pursue a 
complementary route inclusive of both global and redistributive development. The key issue 
is to critique the constraints and opportunities inherent in both in order to minimise the 
contradictions between them. This section of the paper outlines some of the features that 
following a complementary path might entail. What sort of arrangements and linkages can be 
envisaged for higher education institutions if they are to contribute effectively to redistributive 
development? The intention here is not to provide an account of what a redistributive 
development path comprises, but simply to draw out somewhat speculatively, some of the 
possible conceptual and epistemological features of the ways in which universities (and 
especially the HBUs) might contribute to such development. Drawing on the characterisations 
and critiques of globalisation and new forms of knowledge production outlined in this paper, 
the following considerations emerge: 

The role of the state, rather than the market 
The main engine for redistributive development programmes would be the state as opposed to 
the market. This would be linked to appropriate, broader state strategic interventions to create 
conducive economic and fiscal conditions, such as initiating large-scale public works 
programmes and supporting development-oriented enterprise and employment strategies. 
Needless to say, necessary conditions for this are the political will and organisational capacity 
to plan and deliver such programmes. They would involve a high degree of co-ordination 
between public sector departments and other participants. Chomsky, quoting frr
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social crime and the spread of Aids." This application of knowledge is reflected in higher 
education teaching, research and consultancy programmes in key social policy areas (Kraak 
1997: 10). Again, the HBUs, through their location and focus on community-oriented 
programmes could become important role-players, particularly in the fields of health, social 
science and education. Collaborative partnerships with other regional, national and 
international higher education institutions could form part of this strategy. 

Trans-disciplinary technology transfer 
Epistemologically, the production of knowledge for redistributive development would involve 
a similar sort of technology transfer as has been developed between the university and the 
corporate sphere. As Orr points out, "Knowledge generation per se does not automatically 
improve economic growth and the concept of technology transfer has therefore been 
introduced to remedy this situation" (Orr 1997: 13). In this case it would involve the transfer 
of research findings from the university to development programmes and (as it does in relation 
to the commercialisation of knowledge) would involve largely the application of available 
knowledge along with new research. Such knowledge production is largely multi- and trans-
disciplinary in nature in order to accommodate the social complexities it addresses. 

Mode 2 knowledge production and the integration of teaching, research 
and outreach 
Such knowledge would largely be "Mode 2" in nature. This implies that the production and 
dissemination of knowledge no longer forms part of a linear process from theoretical work 
within relatively closed, traditionally bounded disciplines (Scott 1997: 34). Instead, the social 
context interpenetrates the process of production and dissemination of the knowledge, in much 
the same way that the market does in relation to commercialised knowledge. In relation to 
redistributive development, the integration (rather than the separation) of teaching, research 
and outreach programmes in such fields as health, education and social science lend 
themselves to this kind of application. Development-oriented human resource and skills 
development are centrally important. 

As Kraak contends, most accounts of Mode 2 knowledge production tend to relate it 
exclusively to new research practices, thereby ignoring the importance of teaching and the 
"massification of professional experts, who in their locales of employment, enable the socially 
distributed character of 'Mode 2' knowledge to materialise". This applies as much to social 
development-oriented knowledge as to commercialised knowledge. Similarly, Kraak points 
out that these accounts wrongly assume that Mode 2 knowledge supplants traditionally 
conceived basic and applied knowledge. Instead, Mode 1 science is the "necessary training 
ground for the development of 'Mode 2' capabilities." The significance of the latter lies not in 
displacing Mode 1 knowledge, but "with the rich cross-fertilisation it brings to bear between 
different disciplinary knowledge and between formal and tacit knowledge in multiple contexts 
of application" (Kraak 1997: 8). 

Social application-driven programme-based knowledge 
Like commercialised knowledge, development-oriented knowledge production is also driven 
by its application - in this case social needs. The case cited earlier of Occupational Therapy is 
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a good example: the agenda for teaching, research outreach programmes arises from 
community needs. In this way, the accountability of Mode 2 knowledge can also be applied to 
society as a whole and not just market forces. The new forms of quality assessment and 
measurement of research associated with Mode 2 knowledge relate to its social rather than 
commercial relevance. As Kraak shows, the programme-based approach to recurrent, 
continuing and professional teaching provide the basis for the "incorporation of more 
communitarian and work-based knowledge competencies". The new emphasis on 
programmes renders higher education knowledge "more responsive to contemporary societal 
and economic needs and provides for the radical reworking of the intellectual culture of higher 
education, away from elite and insular institutions toward more open and responsive systems 
of teaching and learning (Kraak 1997: 10). 

Some of the examples cited above of innovative community-oriented programmes in the HBUs 
provide models for this. In addition, Kraak's understanding of "tacit" knowledge can be applied 
in this context and further informs the epistemological foundations of development-oriented 
Mode 2 knowledge. To the extent that academics are situated in and exposed to social and 
community realities, they too have tacit knowledge of those contexts beyond the bounds of the 
ivory tower of the traditional academic disciplines. In this way, they assimilate Mode 1 basic and 
applied knowledge into Mode 2 knowledge. The tacit knowledge which HBUs (and community-
oriented programmes in the HWUs) have developed within their rural locality and communities 
and regarding underdeveloped students may provide unique opportunities in this regard. 

In conclusion, we address the final question: in the light of the above considerations and recent 
higher education policy developments, what organisational changes and institutional re­
orientations are necessary for the HBUs to contribute in this way? 

It should be recalled that highlighting the difficulties facing the HBUs in meeting the demands 
of the "market" university, does not imply either that this becomes the exclusive domain of the 
HWUs. To avoid stratification on these grounds, both groups of universities should provide 
programmes directed towards both global and redistributive development. 

The redefinition of the institutional missions and functions of the HBUs and HWUs in this 
regard will, according to the White Paper, be negotiated within the evolving co-ordinated, 
national programme-based planning process. This is premised on a diversified range of higher 
and further education institutions offering a wide variety of programmes and qualification 
types necessary to accommodate the increasingly diversified traditional and non-traditional 
student body and to fuel both globally oriented and reconstructive economic and social 
development. The negotiations around the new allocation of programmes will be complex and 
no doubt eagerly contested. Not all institutions can or should develop graduate programmes 
and research in a wide range of disciplines. Institutions will have to identify niche teaching 
and research programmes within specialised centres of quality, geared to the needs of regional 
and national development, to the variety of student needs and to their demonstrated actual and 
potential capacity. Regional collaboration and co-ordination with other higher and further 
education institutions will be encouraged, possibly through establishing satellite campuses and 
institutional mergers. This variegated institutional landscape will thus provide both 
internationally competitive teaching and research programmes, as well as quality 
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undergraduate programmes which remains an important task, especially in widening student 
access and mobility routes. 

Institutions undertaking the latter role as well as the redistributive/reconstructive development 
role, remain vulnerable to perceptions of inferior status. Given South Africa's demographic 
realities, the location of most HBUs means that they will continue to emphasise the 
undergraduate teaching of black, mainly disadvantaged students. Redressing past inequalities 
in these HBUs is therefore not simply a matter of deracializing them or enhancing their status 
through developing graduate programmes and research based on the research university 
model. Put differently, within a diversified system, redress cannot be achieved through the 
elimination of difference and the pursuit of a strict notion of equality. Instead, the critical issue 
is improving the quality (defined as fitness to purpose and excellence) and relevance (defined 
in terms of orientation to societal needs) of HBU programmes within the new diversification 
of institutional function, and through this, the enhancement of their status6. Teaching 
underprepared undergraduates no longer needs be equated with historical disadvantage. In the 
new diversified system, the notions of differentiation and disadvantage can and must be 
detached. HBUs will make their rightful contribution towards both the reduction of 
inequalities and national development by offering quality programmes where they are most 
sorely needed. Indeed, as indicated, they may be able to play a unique role in the production 
and dissemination of knowledge for redistributive development. 

To achieve this, quality promotion, capacity-building and institutional effectiveness and 
efficiency are key goals. In the light of the prevailing institutional conditions and construction 
of meaning among HBU faculty, institutional change is a complex process. This is likely to 
generate much resistance. Institutional transformation must address the intricacies of 
organisational culture and change and in particular, staff, student and curriculum development 
and the building of managerial capacity in the HBUs. These constitute the immediate 
challenges to the HBUs in seizing the opportunities before them to fulfil their newly 
contextualised purpose, in attaining external effectiveness by contributing to both global and 
redistributive development. 



Postscript 

The notion of the development university and the potential role played by the HBUs within 
this, opens the possibility of approaching the Africanisation debate with a fresh perspective. It 
was suggested earlier that external effectiveness is the result of quality and relevance and 
consists in the contribution towards the (social, cultural and economic) development of the 
nation. To achieve external effectiveness, the research and teaching agenda must thus be 
situated in and set by the prevailing context - which should, in the new democracy, 
increasingly be defined in terms of both global and basic development needs (assuming the 
achievement of a complementary balance here). This agenda is therefore intrinsically African 
in its nature. The closer the fit between newly developed curricula and societal economic and 
cultural needs, the more "African" these will be. Africanisation, therefore, may be more 
fruitfully and less contentiously defined in inclusive development terms, rather than in 
exclusive cultural terms. This is not to deny that the key issues of power, influence and 
dominant discourses persist in the determination of priorities and the critical balance between 
global and basic concerns in economic and educational policy and that these must be critically 
challenged. 

Linked to these considerations, Scott raises interesting questions as to whether accepting these 
critical positions constitutes an alternative (particularly African) cultural or knowledge 
tradition. These are complex issues and cannot be pursued here. Suffice it to say that pursuing 
both global and redistributive development and drawing simultaneously from traditional 
western Mode 1 knowledge (without necessarily adopting its implicit modernity) as well as 
from the alternative, diverse, hermeneutic and tacit knowledge traditions, does represent a 
unique possibility. The integration of social and technical, global and local, mainstream and 
alternative knowledge traditions within the African context could constitute a "new" African 
epistemological culture, based not on a nostalgic atavism towards pre-technical purity, but on 
a characteristic eclectic blend of modern and traditional cultures, oriented towards 
development concerns. 
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Endnotes 
 
1. These are: a) The University of Bophuthatswana (since renamed the University of the 
Northwest; b) The University of Durban-Westville (UDW); c) The University of Fort Hare; d) 
The Medical University of South Africa (Medunsa); e) The University of the North, main branch 
at Turfloop; f) The University of the North, Qwa Qwa branch; g) The University of Transkei; h) 
The University of Venda; i) Vista University; j) The University of the Western Cape (UWC); k) 
The University of Zululand. The term "historically black" is used to signify that for historical 
reasons, student enrolments in these universities were predominantly black (i.e. African, coloured 
and Indian). The currently preferred term is "historically disadvantaged". 
 
2. The production and dissemination of knowledge embedded in the social or market context, 
rather than through the traditional linear process emanating from theoretical work within closed 
bounded disciplines and then applied. This is discussed further in the last section of the paper. 
 
3. These observations and subsequent ones relating to the HBUs in this paper are derived from 
the findings of a recently completed major research project conducted by the Education Policy 
Unit at the University of the Western Cape (EPU 1997). As part of the study, primary quantitative 
and qualitative data was collected and analysed. The latter was derived from interviews during 
1992 with institutional leaders and a representative sample of academic staff comprising 257 
interviewees. 
 
4. These are: the Universities of Bophudiatswana, Fort Hare, the North, Qwa Qwa Transkei, 
Venda, Zululand. 
 
5. A fuller account of this can be found in Subotzky, 1997. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 




