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Abstract 

Quality assurance has been identified as a proactive way to help improve 

the relevance, efficiency and effectiveness of an institution [Knight, 2001) 

and the kind of graduates that a university produces depends on the 

content of the education and also the structure of the degrees (Ajayi, 

et al, 1996). What institutions do to ascertain quality turns out to be 

the most important and effective of all the quality efforts and initiatives; 

suggesting that institutions with high quality are likely to survive in a 

market environment where market forces adjudicate on matters of quality 

and those institutions with poor quality are threatened with extinction 

(Michael, 2004). While quality assurance can be measured from a number 

of perspectives, this paper only looks at programme delivery benchmarks 

from the perspective of students. The paper derives its results from a 

correlation study conducted at Uganda Management Institute. From the 

sample size of 1111 students at Uganda Management institute for the 

period covered, a sample size of 294 and of these 279 students returned 

the survey instrument, (a response rate of 94.5%). Using a 5-likert-scale 

survey instrument, which had a reliability coefficient of 0.974, the study 

found a very statistically significant relationship between programme 
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delivery benchmarks and outcomes-based education. Suggestions for 

policy and practice are presented. The results compare well with existing 

literature. 

1 . I n t r o d u c t i o n 

Quality is an issue that cannot be avoided in education at present (Botha, 

2002]. The role of the students and the institutional commitment to 

offer programmes with an appeal to a variety of conceptual, technical, 

and behavioural skills demanded of the 2 1 s t century student who is an 

adult learner, is top on the agenda of policy makers, researchers and 

academics in both developed and developing countries. This papers, derived 

from a study conducted among the students to examine the relationship 

between programme quality assurance systems and outcome based 

education at Uganda Management institute. The world over, the increasing 

interest and involvement of students in quality enhancement has been 

supported because: - (13 Students are the largest group within any higher 

educational institution (HEI, and therefore are the main stakeholders who 

have a much stronger voice than any other stakeholders;(2) Students 

are quite well informed, committed, participative, motivated and curious, 

and this provides for valuable contributions;(3) The several dimensions 

of student participation often surpass the four walls of the institution 

and other academic frontiers, following the trend that induces or obliges 

the institutions to open up to the society; and C4] of late the world over, 

there is a wide and positive att i tude towards increased student influence 

in higher education governance including the role of student activism in 

social changes. 

As elsewhere in the world, the quest for quality has always been a priority 

in higher education in Africa. Until recently, however, tension between 

political pressure to expand access and the desire by academics in HEIs 

to maintain quality did not allow a healthy culture of quality to evolve. 

Changes in quality assurance mechanisms over the years were driven 

by factors such as rapid enrolment growth to meet increasing social 

demand, significantly decreased public funding of higher education amidst 
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documented; albeit with mixed responses. OBE has been practiced in 

many countries with mixed stories of success and failure around the 

world. Countries that have implemented the tenets of outcomes based 

education in their curricula usually face problems in mass education 

similar to those of Uganda but it cannot be concluded that its system 

is universally accepted among different countries that have adopted the 

model (Watkins 1997: 165). 

OBE system originated in the USA where educationists in the USA 

realized that its schooling system was producing too few high performing 

maths, science and technology learners and that basic literacy was falling 

(Watkins 1997: 166). As each state in the USA, to a significant degree 

implements its own educational system, some states did not consider 

OBE, while other states rejected, modified or accepted OBE as the norm. 

Maryland, for example, a state that has consistently supported reform, 

is one of the many states that has adopted the OBE approach, and 

subsequently has demonstrated significant progress in student learning 

(Manno 1995a: 720 - 721). Meanwhile, Botha, (2002:364) writing from 

a South African context contends that the concept of outcomes-based 

education began with a common sense idea, namely that the quality of 

education should be judged by focusing on learner outcomes or results. 

This means that OBE is primarily concerned with focusing on what 

learners actually learn, and how m s u r p t e  i nr a s o m d 

t a n o u c a v n t e s  sndard21).T h i s c o n c e p t rement a i f e p t from  theradicationalli . e )  w h e r e w 
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According to the principles of outcomes-based education [DoE 1996: 7) 

such gauges tell us little about the quality of education and about what 

learners actually learn in the classroom. It is such a gap that this study 

has tried to minimize by providing empirical evidence on what learners 

perceive as quality parameters essential for attainment of their learning 

outcomes in the context of management development institutes. 

2. Background 

Uganda Management Institute (UMI) is the national centre for training, 

research and consultancy in the field of management and administration. 

The Institute began training operations in 1968 under the name Uganda 

Institute of Public Administration. This followed from manpower requirements 

and surveys carried out from 1964 with assistance of the British and 

American governments. In the initial years the Institute was mandated to 

conduct intensive in-service training to quickly develop a cadre of Africans 

to assume higher responsibilities consequent upon the attainment of 

independence. In the early 1970s, the Institute got affiliated to Makerere 

University under which arrangements it offered postgraduate diplomas in 

Public Administration as well as Business Management. 

Whereas the Institute of Public Administration operated as a Department 

of the Ministry of Public service, this status changed with the enactment of 

the Uganda Management Institute Statute of 1992. The Statute conferred 

an agency status to the Institute with a great degree of autonomy under 

a Governing Board. The programmes of the Institute were expanded and 

student intake increased. By 1999 the Institute was offering a Masters 

Degree in Management Studies besides six postgraduate diplomas, 

certificate courses and short courses. The Statute was repealed when 

UMI was brought under the Universities and Other Tertiary Institutions 

Act, 2001. The Institute, mandate as defined in the Act and carried over 

from the Statute is to promote sustainable development through: 

1 Imparting professional skills and knowledge. 

2 Providing management training, consultancy and research 

services. 
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3 Conducting examinations and granting certificates, diplomas, 

degrees and other awards, and 

4 Providing documentation and information services on 

administrative, management, scientific and technical matters. 

Currently, the institute has tremendously expanded its operations by 

introducing a variety of programmes; largely based on the flexible modular 

approach that was introduced in 2000. There are several evening 

programmes, weekend programmes and two outreach centres have 

been opened in Mbarara distr ict in Western Uganda and Gulu district 

in Northern Uganda. Consequently, there has been a massification of 

student numbers and this could affect the hitherto quality offered by 

the institute in a negative direction unless a specific quality assurance 

system is instituted at all levels of the strategic, tactical and operational 

nature. 

The increased enrolment reflects the introduction of weekend programmes 

as well as the outreach centre programmes at Mbarara. With the 

increase in enrolment, a quality assurance system and the need to 

ensure achievement of learning outcomes are a matter of necessity. As 

suggested in the literature, concern about the quality of higher education 

in Africa is on the rise and it comes at a time of growing recognition of 

the potentially powerful role of tert iary education for growth, and it is a 

natural response to public perception that educational quality is being 

compromised (Materu, 2007). Many factors are changing the relationship 

between higher education institutions and their students: students are 

now older; more mature and have full lives beyond their involvement in higher 

education. Their needs are far different and today's student population 

wants convenience, a standardized curriculum and good value for their 

money. Students have become customers for which higher educational 

institutions must compete [Taylor, Brites, Correia, Farhangmehr, Ferria, 

de Lourdes Machado, Sarrico & Jose Sa (2008). 

Consequently, there has to be a shift in emphasis from traditional teaching 

to emerging methods like problem based learning (PBL) ; largely triggered 
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by the changing external environment that is the global workplace, for 

which institutions are preparing their students (Creedy & Hand, 1995; 

Yeo, 2005). Learning is seen to be most effective when learners are actively 

involved and learn in a context where knowledge is to be used for a specific 

purpose as opposed to traditional spoon-feeding rote learning (Walker et 

al, 1996). Purposeful learning linked to predetermined objectives with the 

aim of ensuring that the process of knowledge acquisition is effective and 

efficient (Wee, 2004; Enger, et al, 2002) is increasingly being promoted. 

Little is available in the literature on what African countries are doing to 

regulate and improve higher education quality, what it takes to implement 

this initiative, what has been the impact, and what the priorities for 

capacity building are. This study was conceived to contribute to a deeper 

understanding of the relationships between quality assurance system and 

attainment of learner outcomes in the context of tert iary education. 

3. Purpose of the Study 

The purpose of the study was to assess, using the project management 

approach, the extent to which programme quality assurance system 

contributes to outcome based education (OBE) at Uganda Management 

Institute as a selected case study. The question for the study was: 

RSQ: To what extent does programme quality assurance benchmarks 

contribute to outcomes based education at Uganda Management 

Institute? 

Which was tested against the alternative hypothesis: 

RH: Programme quality assurance system significantly contributes to 

outcomes-based education at Uganda Management Institute 

4. Methodology 

The study was interested in establishing; in quantitative terms, the 

relationship between programme quality assurance benchmarks and 

outcomes based education and the correlation design was seen as the most 

appropriate to execute these tasks. Correlation research is sometimes 

treated as a type of descriptive research and a correlation study describes 
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in quantitative terms the degree to which variables are related (Amin, 

2005]. According to Sekaran (2003], when the researcher is interested 

in delineating the important variables associated with the problem, the 

study is then a correlation study. This was the case in this study since 

programme quality assurance benchmarks had different dimensions and 

the researcher was interested in understanding which of these dimensions 

had the greatest association with outcome based education dimensions. 

The study used a self-administered questionnaire (supplemented by 

documentary analysis] to collect data from respondents. To find out 

the views of students on the relationship between programme quality 

assurance benchmarks and outcome-based education, the programme 

quality assurance benchmarks (3 variables] of Outcome Based Education 

measures solicited respondents opinions using a five-likert point scale 

(5 = strongly agree, 4 = agree, 3 = Undecided, 2=disagree and 1 =strongly 

disagree]. 

Data was analyzed taking into account the unit of analysis and four levels 

of measurements. To apply the correlation and inferential statistical 

techniques factor and reliability analyses were f irst computed and 

emerging results examined. Factor analysis as a generic term for a 

family of statistical techniques concerned with the reduction of a set of 

observable variables in terms of a small number of latent factors is heavily 

relied on in testing the various hypotheses postulated in the study; and 

using its output, the researchers then used multiple regression analyses 

to asses the degree to which the independent variables explained the 

variations in the dependent variables. Descriptive techniques mainly in the 

form of means and standard deviations were also used. Reliability results 

for the variables under measure included: (1] Programme delivery quality 

benchmark (alpha = 0.696], (2] Course/Teaching approaches (alpha = 0.927], 

(3]Equitable treatment of students(alpha = 0.895], (4) Responsibility 

for own learning (alpha = 0.897], (5]investigation competences(alpha = 

0.854],(6] assessment methods (alpha = 0.84], (7] Course organization 

(alpha = 0.835],(8] facilitator's interest in students (alpha = 0.743] and 

(9] Recognition of student's views(alpha=0.664]. 
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Results 

The section presents the gender distribution of the study respondents, the 

level of programme offered by the respondents, their employment status, 

mode of study by respondents, as well as their discipline of specialization 

as well as the empirical results. A self-administered questionnaire that 

included a section on the demographic characteristics of respondents 

was administered.The survey comprised of 279 respondents and of these 

144(51.6%) were males compared to 135(48.4%) who were females. 

These data are presented in table 1 . 

Table 1. Demographic description of the sample by gender (N = 279) 
Gender category 

Male 

Female 

Total 

Frequency (f] 

144 

135 

279 

Percentage (%) 

51.6% 

48.4% 

100.0% 

The emergent results on the gender distribution are suggestive of the 

gender gaps in the education of 'boys' and 'girls' but are also an indication 

of the deliberate strategies that have been taken to improve the education 

of females in Uganda. The gender distribution will later be assessed to 

ascertain whether there is a significant difference in the responses for 

females and males on the critical independent and dependent variables. 

The respondents level of programme offering indicated that 265(95.0%) 

were pursuing their postgraduate qualifications at Uganda Management 

Institute compared to only 8(2.9%] who were pursuing their ordinary 

diploma programmes and 4(1.4%) masters level and only 2 (0.7%) who 

claimed they were offering bachelors programmes although the institute 

does not offer such qualifications. This response suggests that there 

could have been some bachelors students who were using the Institute 

facilities at the time the survey instrument was administered or the 

response is just defective. Alternatively, some postgraduate students 

could have responded that they had bachelor's degree since they had not 

yet obtained the postgraduate diploma. The summary programme level 

data is presented in table 2 
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Table 2. Demographic characteristics of respondents by level of 
programme (N = 279) 

Level of programme 

Masters programme Level 

Postgraduate Diploma level 

Bachelors level 

Ordinary Diploma level 

Frequency 
4 

265 

2 

8 

Percentage (°/o) 

1.4% 

95.0% 

0.7% 

2.9% 
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Table 4. Demographic characteristics of the sample by mode of delivery 

(N = 279) 
Mode 

Evening mode 

Weekend [Main Campus] 

Weekend [Mbarara) 

Day 

Total 

frequency (f) 

148 

68 

60 

3 
279 

Percentage (°/o) 

53.0 

24.4 

21.5 

1.1 

100.0% 

The subject of specialization of the study respondents was divided into 

the following groups: 59[21.1%) were specializing in human resources 

management, 24[8.6%) specialized in public administration and 

management, 115[41.2%) specialized in project management, 15[5.4%) 

in business management, 4[1.4%) in urban governance and management, 

49(17.6%) in procurement and supply chain management, 4[1.4%) 

in records management, 4[1.4%) in information management, and the 

sample had 5 (1.8) who specialized in financial management . These data 

are summarized in table 5. 

Table 5. Demographic characteristics of the sample by subject of 

specialization N=279 
Discipline of specialization 

Human resource management 

Public Administration and Management 

Project Planning and Management 

Business Management 

Urban Governance and Management 

Procurement and Supply Chain Mgt 

Records Management 

Information Management 

Financial Management 

Total 

Frequency (f) 

59 

24 

115 

15 
4 

49 

4 

4 

5 
279 

Percentage (°/o) 
21.1 

8.6 

41.2 

5.4 

1.4 

17.6 

1.4 

1.4 

1.8 

100% 

Three variables loaded on the second principle component and were used 

to measure programme delivery quality benchmarks. The items and their 
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factor loadings were:-the institution offers programme consistent with 

its goals (0.732], the institution communicates its goals to all students 

effectively (0.712) and the institution offers a wide range of programmes 

with flexibility (0.590). The data for the means, standard deviations 

and percentage of respondents who strongly disagreed/disagreed are 

presented in table 6 

Table 6. Descriptive results for programme delivery benchmarks and QBE 
Item 
Institution: 
Offers programmes consistent 
to its goals 
Communicates its goals 
to all students 
Offers a wide range of 
programmes 

Scale: 5=strongly agree, 4=agree, 2 

M 

4.06 

3.70 

3.96 
undecided 

SD 

.798 

1.037 

.938 

N 

279 

279 

279 
ted, 2=disagree, 

°/o Strongly Disagree/ 
disagree 

5.1 

17.9 

9.3 
1 =strongly disagree 

On the basis of the 5-likert scale the mean score ranged from 3. 96-

A.OB and was above the average. The above analysis indicates that the 

participants were most satisfied with the programmes offered by the 

institution, which were consistent with its goals. Students were as well 

as the institution offering a wide range of programmes with a high degree 

of flexibility. An area that was identified as needing attention is the need to 

make improvements in the extent to which the institution communicates 

its goals to the students. The mean of 'the means' for the three items 

was computed and then regressed against each of the six dimensions 

of OBE. The regression results for such computations returned results, 

which were statistically significant as summarized in table 7. 
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Table 7. Regression results for programme quality and QBE Dimensions 
Variables 

Course relevance 

Equitable treatment of students 

Investigative outcomes 

Assessment outcomes 

Course organization 

Responsibility for own learning 

R2 

0.133 

0.086 

0.040 

0.128 

0.150 

0.134 

Beta 

0.365 

0.294 

0.199 

0.358 

0.387 

0.366 

F 

42.555 

26.216 

11.466 

40.717 

48.697 

42.914 

Sig. 

0.000 

0.000 

0.001 

0.000 

0.000 

0.000 

Table 7 indicates that programme quality assurance benchmarks are likely 

to have a statistically significant effect on all the indicators of outcome-

based education. With the exception of investigation outcomes whose 

results are accepted at 95% confidence level (sig.0.001), the rest of the 

outcome based education indicators are acceptable at 99% confidence 

level [Sig.0.000). The table results indicates that, programme quality 

assurance systems will have the greatest effect on course organization 

(Beta = 0.387 or 38.7%,F = 48.697) and the least effect would be on 

investigative outcomes (Beta = 0.199 or 19.9%, F= 11.466). The rest of 

the dimensions have also significant results being explained by programme 

quality as can be seen from the beta and f-values in the above table. 

5. Discussion 

The study found that the three variables that loaded on this second 

principle component with their factor loadings were that (13 the institution 

offers programme consistent with its goals (0.732), (2) the institution 

communicates its goals to all students effectively (0.712) and [3) that the 

institution offers a wide range of programmes with flexibility (0.590). The 

main goal of a higher educational institution should be that of delivering [and 

continually enhancing) excellence in teaching and learning [Cornuel,2007). 

Students demand institutional quality in teaching, politicians and oversight 

agencies want assurances that educational institutions are contributing 

to some definition of public good, as well as complying with the laws and 

procedural regulations, donors and grant providers ask for proof that 

their contributions and investments have been well spent in terms of 
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their own agendas and priorities, and alumni want an assurance that the 

reputation of their alma mater is being advanced so that the value of their 

degree continues to grow (Kearns,1998). 

The respondents identified the need for flexibility in the delivery of 

programmes as an important measure of enhancing their capacity 

to learn better; a finding that is supported by the existing local and 

international literature. For example, globalization has been recognized 

as a leading cause of the changing nature of business (Dugal & Roy, 

2002] and various constituents with an interest in toady's institutions 

of higher education can be instrumental in bringing about the change 

that is mandated in toady's educational environment given the increasing 

pressure on these institutions to assure educational outcomes of value 

[Atkinson, 2001 , Brown, 2002). The findings on demand for flexibility in 

delivery of programmes is a useful finding of the study. Higher educational 

environment is increasingly changing and this calls for a responsive 

approach. To support this finding Cornuel,(2007]recently observed " the 

main goal of a higher education institution should be that of delivering (and 

continually enhancing] excellence in teaching and learning and combining 

the values of a liberal education with professional qualifications required 

in a global economy. With the proliferation of institutions offering higher 

education, it is fundamental that institutions employ the right strategies 

and resources that will allow them to achieve their ambitious goals, while 

remaining competitive in the evolving global market (p. 87 ] . " This is what 

Uganda's higher educational institutions are required to do in as far as 

the study findings are concerned. 

6. Conclusions and Recommendations 

This study concludes that Uganda Management Institute; and other higher 

educational institutions could immensely improve their programme quality 

by only concentrating on delivering programmes which are consistent with 

the institutions goals and strategic vision rather than delivering a variety 

of programmes for purposes of only raising their income levels. Institutions 

of higher learning which only concentrate on programmes consistent with 
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their goals are more likely to be of high quality standards than those which 

delivery all sorts of educational programmes. For example, the mission 

of Uganda Management Institute is to excel in developing sustainable 

management capacity with its goal being the desire to be a world- class 

management development institute. Thus, it should only concentrate on 

training in management disciplines as a way of improving the management 

capacity. Secondly, from the study results, it is not enough to deliver 

programmes consistent with an institution's. This has to go along with 

the deliberate efforts of the institution to communicate all its goals to 

the students so that they can be part of the goal during their stay at the 

institutions of higher learning. 

Thus, it is concluded from the study that communicating goals is a critical 

measure of quality likely to have a significant influence on the achievement 

of learning outcomes of the students. This is probably one of the critical 

challenges in higher educational institutions given the growing number of 

stakeholders and the influence of technology. Thirdly, in as far as programme 

delivery quality benchmarks are concerned, this study concludes on the 

basis of results obtained that flexibility in the delivery of programmes is 

an essential measure of programme quality that has a significant effect 

on outcome based learning. Other than delivering programmes consistent 

with the institutions' goals and communicating this goal to students, 

there is need for institutions to be flexible. Many institutions now have to 

offer programmes in a flexible mode including a shift from the traditional 

day programme delivery mode to the now increasingly popular evening 

delivering mode, through the weekend arrangement and online and distance 

learning programme. For example, Uganda Management Institute offers 

programmes at two regional centers; one in Western Uganda (Mbarara] 

and another in Northern Uganda (Gulu] in addition to the several weekend 

and evening programmes at the main campus. 

Overall, the study concludes that programme delivery assurance 

systems at Uganda Management Institute are significant predictors of 

outcome-based education. The three measures of programme quality 

have a statistically significant effect on all the dimensions of outcome-
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based education. They are likely to affect the relevance of the course by 

36.5%, but more so course organization by 38.7%, responsibility for own 

learning by 36.6%, assessment outcomes by 35.8%, equitable treatment 

of students by 29.4% and finally investigative outcomes by 19.9%. This 

therefore implies that programme delivery quality systems have the 

greatest impact on course organization measures of outcome-based 

education. The study therefore recommendstherefor th
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