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PARr I

'lhis section of the report serves as introduction and backgrcAmd.

Chapter I defines the ~lem and sets the parameters of the study.

Although many basic terms are routinely used in educational parlance

there seems to be no consensus on the terms t meanings. Q1apter II

defines education terns relevant to this study am provides the

definitioos to be used tht:OU9hoot the report.



I.

Real1..zation of t."le f'!t'itical importance of women in developnent

efforts has resulted in major sbifts in develq:roent policies am

strategies within the past five years. Governmental, nongovern

mental ani pr ivate volunteu:y organizations have lately acknowledged

the pivotal role of women in developnent efforts, and are currently

initiat.i.~ projects and/or supplementin;J current ones with special

'NOlDen IS canponents. Efforts range fran IUd.imentary, base-line

data collection studies, to appendaged womenos cauponents in 00

going projects, to canprehensive training programs targeted and

geared specifically to women.

Agencies and experts are klentifyinq a large number of project

possibilities - am through the identificatiooprocess are un

cover.iBJ a deplorable lack of hard data al wmerl. '!be hard data

that are available indicate that educatioo is, a major cauponent

of the developnent process. A1~nost invariably, new women in

developnent (WID) programs have all educational thrust, whether

through upgrading w/or expansion of the fotmal education system or

through a non-focnal education progran provid in;l vocational training

and job skills in areas suCh as agr icultural extension, family plan

ning, population assistance am cottage industry developnent.

But, education, the hope and panacea of devel~'1t at decade

,ago, has yielded disappoint.in3 results. Formal education programs

are not living up to the expectations held out for them since early

in the developnent exper ience. Individual post-education economic

proouctivity is rarely as great as anticipated. Thousands of school
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leavers relapse into illiteracy as soon as a year after

oanpletion or termination of studies. Increasing school

age populations and escalating costs require continually

higher percentages of national budgets to be spen~ on formal

education.

Given the severity and magnitude of the education

problems, the general disaffection \'Iith the quality of

learning that formal systems have provided., and the

clear impossibility of reaching the vast majority of the

ru~al poor through formal education mechanisms, many

planners have called for an increase in short-term pro

grams that will provide basic literacy, numeracyand job

skills without the costs and time investment required by

formal education. But non-formal programs, many of them

conceived partly in response to the formal education crisis,

often are plagued by problems, too. Problems such as lack

of status and lack of specific linkages to available employ

~ent oppo~unities frequently' emerge.

And in the midst of the education disarray comes

attention to the hitherto ignored variable: women in

development. Despite the adage, educate a waoan and you

educate a nation, nearly two thirds of the world's one,
billion illiterates are wanen. Wanen in the developing

world have been systematically discriminated against in

education in access to schooling at all levels, number of



years educated, vocational counsell.rJ.;J am entry opportunities

for many professions. Female illiteracy reaC'"hes as high as
2

93 percent in sane Atr iean am Asian countries.

Clearly this pattern of discrimination and unequal

access has to change if art[ attempt is to be made for

integrated developnent involVing the silent half of the

population in the developin';} nations. Over 30 percent of
3

rural families in LOC's are female-headed households. Evi-

dence indicates that female literacy .IS a major factor in

controll.inJ ~"JPU1ation growth: arri maternal influence is a
4

critical variabl3 in literacy retention.

The question that concerns developnent practitioners and

education specialists ls the .best mode for reachi.n:j large

numbers of women. The non-formal system offers short-term,

flexible, inexpensive trainiIl;J7 however, formal education has

years of tradition and prestige behirxi it. The power of the

formal syst~ is based in its ability to bestow prestige and

econanic power through the system of accred itation.. The power

and status imbuement of credentials is hard to overestimate.

AIxi while sane planners advocate the "quick" solution of

non-formal programs for women, others cite the fact that the

major ity of women who have been integrated into industr ia!,

professional and manager ia! positions in market econanies,

and virtually all women who have assumed notable national

positions of influence an:i power, have been educated through
S

the formal system.
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In brief t the problem can be sta.ted as follows: g1ven

limited resource:~ and canpeting priorities, how can planners

and politicians best spend limited education allocations to

assure the greatest benefits to wanen in terms of increased

incanes, greater control over their own lives and more in-

fluence in carmunityand familial decision-mald.ng.

Where do the educ..~tion dollars do the most good? Which
. .

type or mix of education is more functional to provide the

cognitive and vocational skills to empower wanen; for through

their newfoWld power, women will insure their own integration

into developnent efforts.

This project, Order #AID/otr-147-78-14, examines the

above questions by analyzing the current situation of wanen

in develop1?dent in terms of education to ascertain whether

formal or non-formal educa':tion has the greater functionality

to accelerate women's integration into development activities.

The project wal:l divided into five phases.

Phase I. Phase I identified AID, interagency and inter
national o!"ganiZation personnel particularly
concerned with the issue of female education
in developing nations; identified studies andl
or AID projects, including those projects
implemented by international and private
agencies, dealing with women and education;
investigated the possibility of a task force
or a series of meetings to discuss current
issues of wanen and education in LDC' s; and
suggested a strategy of action for the AID/WID
office to impact on US/AID projects with a
wanen and/or education canponent.
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Pt.~se II. Phase II examined the relative functionality
of both formal and non-formal programs and the
long-range implications of each1 assessed, in
so far as infoanation permitted, the status of
educat.ion for wanen in selected AID recipient
countriesf and analyzed recent and. current AID
programs with an education CCJIIPOI1ent to ascer
tain the percentage of female participation in
eacb.

Phase III. Phase III involved developBent. of pol icy reccm
menaations inconjunetlon witb the revislm of
the Agency's education policy paper ~ and deve
lq:ment of prograumatic recarmendation to be
implemented in conjunction witbthe new education
policy directives.

Phase IV. PbaseIV analyzeatbe p:>litical context in .mich
educational change. l1tUSt occur; .identified obstacles
to widescale, systemicoverbaulof LDC•educati.oo1
examined the' i.s$ue of political. sensitivities of
education.wifJl..special emphasis on the ·eonstra.i.ntS
ana restraints on wanen.

Phase V.. Phase V exam.i.ned ,.using avaiIable materials, the
history· aD:) pr~ress in the. edueotiat o~. rUJ;al
girls aDi young women'. in· the. D..S .. frau colon.i.a1
tUAeS.to WOrld ·war· I, witbspec:ial estrphasis on
f~e .teacher train.i:ng am. the education of
girls in one room country ·schools; ~.' canpared
those findings to the situation of fema.les in
toc·s to determine the applicability of. the U..S.
ItX:Idel .in deve10pnertt education for females.

This paper represents the final canpenditD. of the ivarious

Pla.ses of the study. Copies of the full texts of thE! five t;f!ases

are available frem the AID Office of women in Developnent.

I am IDi)St; grateful for the as., istance and COdperation of

numerous AID officlala who went out of their waJl to obtain

documents and pursue contacts for me. Several officers of-

ferred detailed criticisms of earlier drafts a.oo many of thei.r

cooments were invaluable.. My sincere thanks to all of them.
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Of course tile burden of all errors of fact or inter

pretation are mine alone, and I CtCCept full responsibility

for them.

•



II.

Interviewa, conferences, professional meetings, as well

as journal articles, reflect that there is no agreement 00

basic terms in the developnent educatiat field. Educators,

scholars am develqment practitioners mayor may not mean

the S/'1De thiBls when they speak of education, am the variety

of meanings grow as ale discusses Jll)re specifie tenns such as

nm-formal educat ion or informal learnirg. Consequently, it is

useftl1 to set forth this study's operational definitions at the

outset.

Formal education is here defined as structured programs of

institutional learnin; through caupleticn of progressively more

cauplex levels. Formal education takes place in school, at

regularly scheduled tlmes, with specifie:l curr icultm. It

usually involves group interaction with an identifiable leader,

the teacher. UPOn canpletioo of studies, a student obtains a

degree, certifying that he or she has canpleted the prescribed

courses am acquired certain canpetencies in a given field of

study.

Formal ooucation encanpasses a wide scope of learning

activities including the traditional pr imary grades, secondary

schools with academic, vocational and technical tracks, 'as well

as ccmnercial and secretarial courses. Formal education also

includes higher education: universities, professional schools

for stooies in law, medicine, engineerirJ3, as well as agricul

tural schools and teachers colleges.
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Nat-formal educatiat is a structured progran of leamiRJ

in a non-institutional, non-scbool setting, usually within the

participant's imnediate environment, in which the content is

specific to tbe participant' s occupation am/or lifestyle.

Nat-formal programs have evolved partially in response to

the overwhelming problems of formal education, and partly to fill

a need, ~ially in rural a=eas, to offer occupational arxi job

skills to relieve unemployment and rural poverty.. Nat-formal

programs generally can be quickly assembled ani usually can

utilize available ccmnunity resources. They are geared directly

to the leamir¥1 needs of the student participants, relatively

inexpensive (not requiring elaborate infrastructure and costly

mater ials) am resp::>nsive to the needs of client populations.

Non-formal programs do not confer degrees, although sane roore

elaborate programs may grant certificates upon canpletion.

The var iety of non-formal programs is as great as that

of formal programs. Man¥ human resources developnent programs

have an educational canponent,1 especially in cgriculture, health

arx.\ nutr ition projects. In addition, many integrated rural

developnent programs include ;a major education project, which

invariably has an adult education or out-of-school education

canponent ..

Informal education involves the casual, unstructured

learning that the individual continually exper iences, especially

during the formative years of youth. For instance, most
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wanen learn to cook informally; not by organized, structured

lessons, but through casual, cor.tinuous observation o~ their

mothers or the female(s) in thejr hanes who execute that

particular household chore. Eighteenth and nineteenth century

apprenticeship in the U.S. o~~ers another example o~ informal

learning, as apprentices literally watched their masters'

every move. The essence of informal education is learning

through observation and imitation, rather than structured

lessons and pre-set curriculum.

Int"ormal education by definition does not involve

structured programs; therefore, it is not included in this

study. It is defined because the two terms, informal and

noo-formal, tend to be used interchangeably. nli.s study

discusses non-formal education and that is the term that will

be used.

Distinctions between non-formal and formal education also

tend to becane blurred in actual projects. For instance, a

distance learning program highly dependent on radio and follow-

up discussion groups may be viewed as formal becau~\; of the

curriculum and weekly reviewldiscussion sessions, but the project

could also be considereel non-formal because it is not teacher

dependent, nor heaVily routinized; moreover, it confers no degrees,

nor is it a part of a progressively more complex system of education.
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Functional ity is another key concept in the study. Func

tionality is usefulness. For our purpose it means a structured,.

organized educational activity, formal or nat-formal, teaching

new cognitive and/or manipulative skills that increase the

individual's ability to operate in her environment. This in

creased ability to function may be operationalized socially

through role modelin] or servin;} as a catalyst for greater female

school and/or non-formal program enrollment: econanically through

new skills which enable a \\O'ilan to generate and/or augment

incane: politically through increased participation in eivic

organizations, the political party systan and/or electicn to

national office: and denographically through family-planning

and child-spacing decisions.

Fran the outset, we must also del ineate the vary ing learning

needs of different female age groups. For this analysis, girls

and \\lOllten will be divided into three age groups: six to 14 years

old; 14 to 25 years old; an:i 26-40 years old. Six to 14 years

of age are the formative years; 14 to 2.5 are the years of es

tablishment - years in which the typical LOC female may get mar

ried {usually while still in her teens}, have children, enter the

labor market ard establish occupational involvement, frequently

in household or agricultural anployment; 25 to 40 are years of

consolidation in which the decisions am initial advancement of

the 14 to 25 years are cemented. After 40 years of age, the'

typical rural LDC woman does not seek participatlm in a formal
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or nal-focMl_,~ucatialprogran. Ber personal econanic

situation, social constraints am, perhaps, health problems

may impede her participation.

Mindful of these definitions and distinctions, this

report examines ard canpares the roles of formal and nat-formal

education programs in increasing a woman's ability to function.

more effectively in ber society.

As many examples as possible are drawn frau nine AID

recipient countries in an attempt to coordinate these fird

ings with other projects within the AID/WID office. '!be nine

comtr ies are Bangladesh, Indonesia, Afghanistan, Morocco,

Nicaragua, Janaica, tlg;)er Volta, Liberia and Tanzania.
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This sectiat of the study examines the histoty of U. S.

education al'd schooling in colonial Africa in an attempt to gain

historic perspective en wanen am education. O1ronologieally, we

will move fran nineteenth century ADler iea am the rise of the can

man school, to the Afr lean colonial per lad, a twentieth centuty

political tilenanenon. C1apters III am IV will focus respectively

on female education in. nineteenth century Amer lea am the rise of

the CaIIIKm school. Olapter V will discuss the colonial education

legacy, usl.rq Airiea as a regional example.
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III.

The United States has one of the highest literacy rates

in the world and an educat1.onal system that is the pride

of the democracy.. Belie{c in the effectiveness of education

as a major vehicle of uplal'd mobil ity staJxis as a hallmark

of its social and polit~lcal ideology. Moreover, Americans

feel that education is al major key to developnent and

that the AIDer lean educati,onal exper ienee .is worth trans

mitting to the deVeloping world.

we will examine the applicability of the U. s. educational

experience to wanenls educaticn in the new nations by exploring

selected aspects of U. S. (educational history. 'n1e perIod under

consideratioo is 1750 to li1l8, although-the.. invest.igatlcn focuses

on the per lod fran 1850 to 1918 t the fotmative years that wit

nessed aIXi shaped the growtb of public educatloo in the U. 5.,

a transformation all the llJ)rt' remarkable in a nation that initlally

perceived educatlat as a pr ivate, individual responsibility.

several parallels exist between the u.s. of the late nine

teenth century am the developing l~rld of the latter decades

of the twentieth century.. The U.s. \\'as a new nat ion in the late

eighteenth century world of emergin;J nation-states, as the LOCI s

are newcaners in the twentieth century \t,\1rld of. industr ial

states. Both haj educational antecedents h'1 the Eur10pean tra

dition, in the case of the u.s. through cultural heritage,

am in the case of the developin1 nations through colonialisn.

Also, in the per iod under consideration both (:ducational systems

are embryonic; in the u.s. fran the seventeenth through the



m.id-nineteenth century, educatiYn was the responsibility of

the var ious states al"d handled in a var iety of ways depend ing

on the predaninant settler her itage, geographic reg ioo within

the U.S., relative wealth of eatmUnities, and agricultural

or industrial econanic base. LOC syst,aIDS, often fashionEd fran

oolonlal bases, have less than 20 years exper ienee, am simil

arly struqgle to overCaDe regional differences.

Of course a major difference is in perceptions of the

role of education. The rise of the carmon school - free,

coeducational, basic education for white AIDer ican children

of every social class - was at that time unparalleled in

the world. '!he school was perceived as the real melting

pot Nathan Glazer descr ibed 75 years later, as it molded the

children of immigrants ar¥i Yankees, arban factory workers

and rural farmers into Amer ieans. The LOCI s, Ql the other

hand, exist in a time when basic public education is perceiv

ed as a basic human right am citizens view access to education

as a right and need that should be a first priority of new

governments.

Atrerican education was as diverse as the people who

settled the "new lam, n however, the general educational philo

sophy and tenets of the various groups were very similar.

All of the early colonists shared the concem of preserving

and maintaining European cul ture and manners in a new land.

Failin;J to perceive Indian cultures as civilization, colonists

talked at great length about establishing schools as a defense
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against cultural barreness ..

The desire to emulate E'm"Opean upper classes, while

simultaneously creating a more dmocratic society shaped sub-

sequent events. The novel ~~?"t(~?ent of a democracy in which
fI

all men bad a voioe in dec:tsi~ necessitated an informed

electorate, albeit exclusively ot· propertied gentlemen. The

theoretical and ideological underpinnings of this new democracy

logically demanded that educatloral opportunities be expanded

beyond the upper class to the middle class of landed gentry so

that all voters could be capable of mald.ng rational decisions.

Fran the earliest years of nationh(~, goverment and

education were necessarily allied. In fa,at'l by 1787 the North

west Ordinance required that each township allocate a square

mile for a school, and each state also had to allocate land

for an academy or institution of higher learning.

Where were wanen during the founding and expansion of the

nation? They were right beside the men, although female educa-

tiona! opportunities always lagged behind those offered males.

In the seventeenth and eighteenth centuries 'I education

in the colonies reflected the educational modes of the European

coamunities fran which the settlers came. Females were to

attend to household responsibilities and church duties. Women,

like children, were to be seen and not bC!ard. In church

to question doctrine was heresy. Ann Hutchinson, a strong-
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minded wanan who dared interpret the word of Goo for herself,

was sunmarily tried am banished fran the Massachusetts Bay

Colony in 1636.

In the new nation, the European nni~ of sex segregated

educatim remaine:i the pattern for the upper clases, while

lower class wanen ~r ienced a gradual, but steady increase

in educational opportunity. In eighteenth century New Englam,

approximately S5 percent of women were functional ill iterates

as indicated by their inability to sign their names to their
1

own wills; OOwever, by 1860 the female ill iteracy rate in
2

New Englam hai plt.mmeted to 5.4 percent.

The nineteenth century was a time of giant rstr ides forward

in female education for all social classes, especially educatioo at

the pr imary level. Many young women attended dame schools.

Particularly prevalent in New Englarxi, but popular nationwide,

the schools were private establishments run by women, usually

widows arx1 spinsters, that taught young girls basic literacy

and numeracy am any other special ized skills that the dame

might have. Frequently the dames were barely more than literate

themselves, and often the other skills taught were those learned

informally by watchiD.:J the proprietress canplete her housekeeping
3

chores such as cooki1'Xj, sew~ am kitchen gardenin;}.

~ile sane upper class young ladies matriculated to the dame

schools, the major ley of girls receiv iIJ1 any education obtained

it from the town schools. Between 1850 and 1860, 92.8 and 91.5

percent respectively of all sttXients were public school pupils,
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4
although there were regional variations in private school attendanoe.

The status and curriculum of female education also varied by region

New England was in the forefront of education both in percentage of scho

age youngsters in school and low illiteracy rates.. In the vanguard of

female education as well, Netl'l!ngland was the site at the nation's first

girla' high school, established at Worcester, Ha&!achu..~4tts in 1824.

In the South, upper olass girls were usually educated by

private tutors, while lower class white girls had the fewest

educational opportunities of any group of white females within

the nation. In 1860, when the rest of the nation had lowered the

female illiteracy rate to an average of 7.0 percent, female

illiteracy in the South was '8.9 percent, reaching 20.0 percent
5

in the central southern states. (The correlation between high female

illiteracy and low econauic developnent of the South holds special

signi.ficance for the L.DC's, as as it seems to indicate a relationship

between female Iitera~y and econemic developnent.)

For upper class southern young ladies, as in the case of would-be

southern gentlemen, emphasis was placed on non-academic accanplishmente:

viewed as essential for participation in southern society. Southern

girls were much more likely to be proficient at needlepoint t embroidery

and French than their sisters in the rest of the nation.

In the West, pragmatism carried over into the schools in terms of

pupil ccmposition and SUbject matter. Class stratification was less

rigid and there were fewer private schools, although some did exist. ThE

overwhelming majority of female students matriculated at co-educatior.al

town schools. Pioneer wanen and girls or all classes had no time to



Table 1: Literacy Rates and Rate of Manufacturing
by Regions in the U.S., 1860

"lieglon f"'Ete f1Iilte Average Riiiiiber AiiiiilirV'iIii
Hales Females of Laborers of Products

New England 96.1 94.6 391,836 .$468,599,287

Middle Atlantic 95.6 93.5 546,243 802,338,392

North Central 94.4 90.8 209,909 384,606,530
a a

South Central 88.0 80.0 110,721 155,531,281

Sou.th Atlantic 87.9 82.2

Sour-ces: Maris A. Vinovskis and Richard M. Bernard, "Beyond catharine
Beecher: Female Education in the Antebellum Period," in
~: Journal of Women in Culture and Socie~, Vol. III,
~ (1918), p. 261; and""Francis G. \&'Iet"t, EConomic HistOry
of the United States (New York: Barnes and N061e,
~55), p. 88. •

a
Combined figure for both South Central and South

Atlantic states••

Note that in terms of annual value of products manufactured and

in the number of laborers employed, the southern states, both central

and Atlantic, ranked far behind the rest of the nation. Literacy

rates for white females also fell significantly below the rates of

the rest of the country. If" manufacturers and industry tend to

graVitate toward areas with a high literacy rate, as evidence seems

to indicate, then inceased investment in basic education as an

incentive and attraction to potential investors is an appropriate

strategy for toe LDC's.
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et1P1aSize R:mance Jalguages and needlework: they needed courses in

English granmar, mathematics~ geography and scientific principles

directly applicable to their fraltier cirCUl'll'lStances.

ApprOximately 50 peramt of American white females be

tween £ive and 19 were attending school in 1860 If ·the over
6

wheJ.mi.nq majority, 91.1 perC2Ilt, in public sdlools.

But school was no bed of roses for the girls. Male superin

tendents and principals believed that there \¥ere limits to

a useful and suitable educaticn for a girl, namely to be

a better wife, mother, sister - helpnate - to an educated

man. Bafever, male administrators were very careful to distinguish

between apprc.priate female education that ultimately was t.o serve

young nen, 51d over-stimulatioo of the same young men by

close proximity to the young ladies. Sinoe <XISt oonstraints

neoessitated that female educatiat occur in the same building

as male tutelage, the male educators came up with sate imagina""",

tive sdlenes to separate the sexes.

Ingenious sdledu.1es were arranged. Often gir,Is would attend

classes fran six to eight o'cJ.odt in the morning before the boys

arrived, eX' they '«>Uld attend later in the afternoon, after the

bcfs had departed. If the two sexes were forced to attend school

during the same hours, often efforts were made to separate the
7

two groups by a waist high waJl or SC.i!'e other permanent division.

Failing a crncrete barrier, students would usually te separ~ted

by sex with the fireplace as the divider. In sum divisions, the

boys and girls frequently sat back to back.



-21-

As the century wore on, the efforts at artificial separa

tiQ"l waned, especially at the elementary level. Nevertheless,

oo-educatiooal play and fratemizatim were strictly discnJraged.

Extra-curriadar activity time pr:esented a major danger period.

Many educators were firmly <XI\vinced that ex>-educatiooal play was

intellectually and rrorally damaging. In most sdlools, it was

strictly forbidden. Dire oonsequenQ!S befell the transgressor
8

with punishments such as the belOfrl:

1. Ibjs and girls playing together: 4 lashes

2. Girls going to boys' play places: 2 lashes

3. Boys going to girls' play places: 3 lashes
9

4. Boys misbehaving tc:vard girls: 10 lashes

The Qlrriculum was also different for the two sexes. '!he aims

of educating young men were twofold: infomed citizenship and train-

ing for livelihcod. <il the other hand, young girls were trained to

be helpnates. Female curriculum was more likely to emphasize danestic

science and hane-oriented occupatioos. With the exceptioo of a very

few educators, mostly upperclass females therrselves, no one really

thooght that the educatiQ"l of young wanen was as important as

that of young men. '!he brains of wanen were thought to be smaller

that those of Ilen. wanan' s place was still primarily in the

hane.

Proof? She could not vote; was likely to be married by the age

of 16; and needed post-primary education for very little purpcse, acoord-

ing to the dominant beliefs of the time. Consequently, if one had to
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decide who, am:::ln9 several dlildren, would attend sdlool, a daughter

would not necessarily be a priority candidate.

'!he presenC2 of growinq nUDDers of female teadlers provided

a nudl needed alternative view for young watEn of their self-
•

worth and qtialS. 'nlroughout the nineteenth century, grcwing

nlJliJers of wanen entered the teaching professiat, althoogh invariably

at the primary leve1. Ct1e reasm for the female presence was the

fact that they did not denBnd the salaries of nale teadlers in

either the public or private sector. Another was the belief,

pq>ularized by Henry Barnard and Horace Mann, that wcmen were

"naturallylll better teachers of young children than men. EklUally

important, while men had other etrployment optiats during the pr0

sperous years of the century, wanen welcaued an opportunity to

expand their enployment optioos fran dat'estic, agriQlltural or

factory work and IOOVe into the white oollar arena.

The history of female educatioo fran oolonial times through

the rise of the a:JlllllCfi school nDVed in fits and spurts. Cul-

turall¥ l:ound to Europe, and intellectually respcnsive to the needs

of American males, by the late nineteenth century, female education

was also attuned to natiooal econcmic demands. '!he growth of the

factory syst'311 and the demand. for educated laborers consolidated

earlier female gains. Co-edualtialCll primary sdlools were entrenched,

providing o:mnon education for the Itk\SS of middle and lower

class youth by teadling amnon subjects and a:mnon values to the

ovenmelming majority of American boys and girls.
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Two additional factors had major' significance in assuring

that wanen were able to achieve as much as they did in edu

cation: compulsory education laws and coeducatiot'.,

By mid-century, enrollments and access to educational opportunity

for wcmen became significant ~1.th the passage of canpulsory education

laws. Again, Massachusetts lead the way.. In 1852 Massachusetts insti

tuted canpulsory education for bot-n sexes for children between eight

and 14 years of' age. The youth had to attend sdhbol at least six conse

cutive weeks and a minimum of 12 weeks in a given calendar year.

The caning of canpulsory education really marks the beginning

of an era in female educa.tion& CcDpulsory education meant tt2at

it was against the law to keep your daughter at hane working

on the farm all year • In Massachusetts:t followed rapidly by

large numbers of other states, God-fearing, law-abiding Christians

did not want the taint of civil disobedience to bring them

shame - so daughters went to school.

The second hal ]mark in female adv.cation was its coeduca

tional nature. The coeducational aspect ot American ccmnon

schools is rarely recognized for the phenomenon it was. The

European tradition on which so much of early colonial education

was based, did not support co-education.. In nineteenth century

America, a nation in which wanen were initially barred from

participation in the greatest social movement of the time,

the abolition movement, and were generally belieYed to

be intellectually inferior to men -- girls still managed to

attend the same schools and sit in the same classes as boys.
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By 1822 the U. S. Ccmni.ssioo Oil Educatim reported that

virtually all Ameriam public el.enentary educatial was 00
10

e...::.tcatiatal. Primary educatial was the beginning and end of

formal educatioo for most American children of the nineteenth

century, so for all intents and purpcses, white Ameriam boys

and girls had the same teachers and w~ the same currio.tl\Jll

in the sane cl.asSrcblD at; the same time.

'!here was, seemingly, no widescale oppasitioo to primary

cceducatioo fran the earliest days of the public schools.

Widespread belief prevailed that girls, as well as boys, RUSt

be literate and receive the same rudimentary education.

Marl¥ possible t:eaSCIlS can D:! foond for: this easy accept

ance of a revoluntiooaty principle unique at that time in

educatimal P'lilos(~y.. Perhaps as. upper class waren sudl

as EDIna Willard, catherine Beedler and Mary Lyons foOJSed

attential 0'1 female educatial (though primarily for upperclass

wanen), male attitudes tOorlard female educaticn softened sane-

what. Probably me of the IlDSt~t reasoos for the acCEpt-

ance of CDeduatioo was the cost of separate schools. It costs

twiaa as nuch to subsidize two school facilities in a locaticn

in whidl ooe could aCCQlllKXlate student needs.

The need for educated factory workers 1..'1 the North and

skilled agriOlltural and nat-formal rural workers in the west

alSo may have enoouraged female ooeducaticn. Finally, all of

the preC2ding reasons were reinforCEd by the ideological prag-

matism of nineteenth century America.
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In essenoe r it seemed that cost factors, innate pragma-

cism, ea:nanic demands and lack of CXXlSc:ious sexual prejudice

in education all contributed to and encn.u:aged (X)education.

When queried by the U. s. CcmnissiQl Ql EducatiQl Ql the

reasalS for cceducation, the responses reflected the ccn

fluenoe of factcrs that enabled OJeducatiQl to bea::me a fixture
11

of American public school education:

It is t,t.@ natural arrangement tMt. boys and girls should
be together in school as they are iIi the family.

ECDlcmy is the chief reasal. To cbtain the same excel
lence in grading and instructial would require a nuch
larger teacher fora! were the sexes ~parated.

'!here is no ~ciable difference in the mental capacity
of tDys and girls during public school life.

An'erican views of female intellectual capacities and female

rights to educatim had a::me a long, long way.



IV.

'!be cxmtal scbool came into its own arouund 1850. A a:n

vergence of nouementsand social forces resulted in a a:>alition

of businessmen, social reformers, abolitionists, and labor

leaders all worki.ng tCllard refoan and overhaul of the eduea.

tiQ1al systems of the various states.

'1be amDOh school, as the emerging institutial aune to

be called, was free, <Deduaatia1al, and often rural. The school

a::ncentrated at the educatial of youth between £1ve and 14 years

of age. As stated above, two major goals girded the system:

1) education for citizenship, so that men <XIIl]d a:mstitute

an infor:med electorate; and 2) educatioo to provide jobs skills

and the ability to earn a livelihood.

Throughout the nineteenth C2ntut:y the facilities were

rud1Dentar:y. Literally one large roan with slat benches and

dirt floors, heated by a massive fire which as often as not

bellaEd Sl't'ldte through the entire roan rather than warm air,

frequently lacking panes for the crude windows, the learning facil

ities were makeshift, rarely providing <Dmfortable environ-

ments CD'lducive to learning.

Generally, before 1850, the sdlools were supported by

tam taxes assessed on the basis of prq:erty or bald issues,

depending 00 the legislatioo of individual states. State funding

of educatial was a radical departure fran any educatioo philoso

phy existing at the ti.rre. In the mid-nineteenth century many

Americans still believed that the individual family should

- 26 -
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finance its children's educatioo unless the family was ate of

paupers. '!his belief was l1'Bnifest~ through the rate bill,

a bill which determined the amount charged a family for ead1

child in school, Ollculated by the nUlb!r of days spent at

sdlool during a given academic year.. Virtually, a tuiticm.

dlarge per :pupil, the rate bill made a parent think twice about

sending all of his dlildren to school for the entire year.

Girls, of oourse, suffered l'DCSt: ur¥3er this system. Parents

reasooed that a boy had to make a living; therefore it was na:'e

impa:tant to send him to school to get "SCI'le learnin'.·

Poor families were e~ted fran paying the rate bill.

HQiever, the bill was discriminatory against the poor, for

to have ale'S rate bill waived, ale had to publicallydecl.are

one's poverty. '!bus in Puritan ethnie-(X)nScious nine~lflth

century lillerica, many families preferred to keep theirdlildren

at hane and illiterate rather than p.Jblically adalcwledge their

poverty.

The eduoatiooal reform movement of nti.d-oentury challenged

the form of sUPfOrt to public educatic:n and gradually individual

states assumed coterminous respa1Sibility with local a::mnuni.ties

for financing o:amm schools. As states began to offer funds

to local a::mnuni.ties for public educatiat, a::mnuni.ties began

to take a stra1ger interest in public schools. Increased lOOnies

plus the gradual abolitioo of the rate bills, persuaded many

families to send their dlildren to free <DtDtUl sdlools.



'!he a:lmDCJl1 sd'lcx:>l usually offered an eight year oourse of

st~ with the educatiO'lal cycle divided into a three year primary

section, a three year interrrediate phase and a two year cxmp1etion

phase. '!he a.trriQ11um enphasized basic skills at the primary

level. English, graumar and mathematics fOLlted the basis of the

O1rri01!l.I1l. GeograPlY was the next additioo, and science CDJrSe5

were irltroduced as knowledge of scientific principles and their

applicability emerged, especially in the frootier areas.

'!be COlllDl school was well named. Not ally was it estab-

lished for the a:umon dlild with the goal of teadling carmon values,

the students all used the scnool's ate <UilrLXl room. In additioo to

sex divisicns, if J;a5Sible, grade distinctialS were made also,i.lSually

by makeshift rows. 'l'he. smallest children were seated al shor't

benches in the £root of the roan, closest to the teacher and lebe fire.

Older children sat progressively further fran the froot, with

senior scholars sitting against the badt wall.

Given suen physical facilities and close CDIltact, pedagogy

had to ~ adaptive. 'lbe open classroan and tutorials in whidl

older cnildren team younger ones are not twentieth C2ntury

innovatiQ"ls. senior pupils were often required to help younger

students learn to read. Upper classnen corrected arit:hItetic,

explained scientific principles and generally assisted with

the eduC3tioo of the young.

The close quarters and relative isolatioo of rural sdlools,

made them especially adept at utilizing o::rnmunity resour~s.

The Midwest and Western wilderness and prairie forned a natural
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learning laboratory. School teachers made varying use of the

cw:xtunities aCCX%ding to their own backgrounds and teaching

strategies.

Through all of the fads and experiments that have d1ar-.

acterized American educatiQl over three CSlturies, the public

school has teen the roost radical and the lOOSt enduring.

It is also the educatic:mal institutioo IOOSt relevant to the

developing wor1d.

several parallels cx:m:: easily to mind. In the pericxi of

establishIrent, 1850 to 1918, these sdlool were established in

predani.nantly rural areas in which ally a small percentage of the

adult populatim was literate. Literacy usually preceeded the

ItCVe to an urban area. '!he de~1C9in9 world is ovet:Whelmingly

rural and, similarly, a small perCEntage of the adult populatiQ"l

is literate. ~r, evidenoa indicates that literacy in the

LOC's also often tends to encourage rural to urban migratioo.

'!he schOol facility of one large room, the one roan

school hoose, is similar to schools in many developing

nations. Often when schools are built with separate class

roans, q;Jen venting for air m::wenent cirQ1lates sound as

well as air, and audibility fran ate classrcx:m to another

is quite clear. Consequently, the teacher is faCEd with a

de facto ate roan school house with a large open classroan.

CurriaJll.m cx::mtparisons yield fu..-rther similarities between

the U.S. rural amnon school and the rural sdlool in the
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developing world. Teachers in one-room school houses taught

basic skills for two main reasons. First, the state of know

ledge was not nearly as advanced. In most instances drilling

in English and mathematics with a smattering of' geography

and science was all that the teacher was capable of teaching.

Second, basic skills education was appropriate and necessary

for survival and upward mobility in the era of westward expan

sion. While curriculum in the formal ~chools in the- developing

world tends to be diffuse with a bewJ..ldering array of subjects

in which the basic skills often are lost, often the non-formal

programs are sim1 Jar to those of the cODIIlOn school, for frequent

ly non-formal projects stress basic literacy and numeracy sk1lls.
'''iti

Wanen' s roles in education are also similar. Women were

often teachers in the camnon schools, in some states and
12

territories they canprised over 60 percent of the teachers.

Similarly, iI~ many developing countries, the majority of pri

mary school teaching staffs are female. For instance, 77 percent

of Philippines primary teachers are wanen, while Benin females
13

form 70 percent of the primary school teaching forces.

In the nineteenth and early twentieth centuries, ~erican

wanen were more desirable than men as teachers because they

would work for less pay and were more acquiescent to the

requests and demands of parents and local school boards. In

one New England town, while a female was paid from $1.50

to two dollars per week, plus board, a male in the same coumunity
14

received $23.00 per month, or approximately $5.85 per week.
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S1milar disparities exist around the world, particularly in

LDC's in which the economic needs of wanen are often considered

less significant than those of men.

Educational reformers such as Henry Barnard and Horace Mann

strongly influenced by Prussian models of education, were convinced

that wanen were, by nature, better teachers and were especially art-

ful in achieving close rapport with young children. S:Jmj]ar attitudes

exist today, especially in the Moslem world. Moroccan teachers find

their occupation "particularly suitable" because in the school situation
15

"wanen are in contact only with other wanen or with children."

The enduring faith that education is critical to the per

petuation of the democracy among Americans, is matched by an

equally ardent belief among leaders of developing nations that

education is basic to democracy and a. prerequisite to econanic

takeoff. New nations cane into being with the cry of universal

education. Conferences fran Bandung to Addis Ababa have re-af-

firmed a primary camnitment to education - education,

first and foremost. Moreover, UNESCO and other international

humanitarian and voluntary agencies all proclaim the importance

of Iiteracy and numeracy, while oiting education as a basic

human right. In an age when all nations claim to be democratic,

one quickly understands how education becanes a necessity t.o perpe-

tuate the democratic or would-be democratic state.

Of course there are significant differences between the

cammon schools of nineteenth century America and the public

schools of twentieth century developing nations. Pedagogically,
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our knowledge of the world is so vast that a:ntinuing an:ri

O1lum stl.dy is ~tive so that we knaI nrxe about the

process by whim d:1ildren and young adults leam. Politicslly,

the gap between rid'! and poor countries has widened CD'lSiderably.

With the revolutioo of risin] expectations and the need to

telesmpe social d1ange, ccuntries do not have the luxury

of experimentatioo in education.

Caupeting demands fa: limited funds cx:xrpel establ.i.stment

of deve10prent prioritles. Fducatioo can be assured a significant

portioo of deve.loJ;ltent furos oo1y if it produces tangible social

benefits and social rates of return equal to these rea1·ized

fran inves1::1'l1art.:s in other sectors.

Moreov'"er, in the u. S. a natiooal <::a:1Sensus for universal,

free primary educatioo famed in the nineteenth amtury. In

many LOCIS, a similar CD"lC2nsus does not exist, for the middle

class often has a vested interest in restricting learning

opportunities so that it can a:ntinue to enjoy the privileged

status that derives fran education.



'!he relationship between educatim and politics is

partiQ1lar ly sensitive in the developing natioos. a:luCDtim

was a pillar of oolmial government, both in theory and

actuality, as well as a central factor in the nat.ic::malist

rrrJVe1'nents that preO!eded independence••
Mast ex>1alial authorities pursued educatim for their am

short te:r:m ends of educating lower and middle .level manpower.

The ramificatims of educatioo - partiw.larly the fact that a

literate persoo can choose his or her own sources of informa-

ticn - did oot fit into the o:nscious policies of the British,

French or 8!lgians exO!pt in isolated instanoes. By and large,

ooJ.onial powers pursued haphazard, praeJDatic educatioo policies.

In Africa, these policies ranged fran the indirect rule

of the British, manifested in missimary oontrolled educaticn,

to Frendl policy which was anticlerical and, tedL."'1ically,

state a::ntrolled, although a high perCEntage of colonial educa-

tion in Frend1-speaking Africa was missionary supportedo '!he

British struggled for an all encnnpassing theory until the

Dual Mandate of I:Drd Lugard, and the Frendl vacillated fran

assimilatioo to associaticn; harever, a few generalizations

can still be made about colonial educatioo activites in Africa.

First, the ~oe of educaticn really energed retro-

spectively. In their attenticn to satisfactim of irrItEdiate

needs, ncne of the major colonial pcwers had adequate manpa-rer

or leisure time to oontemplate the ultimate outcnnes of

eduQ!ting indigenous perscns.
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Second, the turning point that proved to be colonlal

powers' undoing was their sponsorship of indigenous males to

pursue higher education in the various metropoles.

Upon their return, the newly educated African men felt

that they should be given responsibilities to represent their

own people. 'nley argued that educated Africans could and

should speak for the illiterate masses. Herbert Macaulay,

casely Hayford, H. C. Bankole-Bright, and E. F. Small were

only a few of the early educated middle class who protested

the narrow confines of their upward mobility. They protested

vigorously, but "properly" and legally. After several years

of protest in the early decades of the twentieth century, the

the first generation educated elite was outmanuevered by an

alliance of the colonial powers, traditional chiefs and

other indigenous author!ties.

The second generation of educated Africans, those who

returned during the late interwar period and after World War

II, were not as legalistic as their educated forebearers.

They did not believe Gasely Hayford's admonition, "Above
16

all we must be constitutional!" This second generation of

educated Africans perceived the subtle gradations of status,

understood influence and power, and quickly realized that

they would never achieve true equality under colonial govern-

menta with final authority in Europe.



llhe se<D'ld generatioo. elite reached this understanding

through educaticn.. aiucatim was the key.. Once a persat

<X>U1d read, he or she oculd read anything- Fducatioo brought

literacy and a means of ItBSS a:mnuni.caticn. a3uc:atiQ'l brought

political sOfbistication, knowledge of organizing tactics,

reinforoenent fran the experienoes of others expressing

similar protests.

Third, edualtiQ'l doaied oolooialism: World War II

hastened its demise. '!he political aw'areness of the power of

Iiterat,y - enoouraged through daily newssheets , letters ana1g

natiooalists, etc. - was heightened by Afriams who fought overseas

during World War II am saw the inpJrtanc:e of the written word as a

exmnunicatioos tool. For these Africans edumtim was also knorIledge

of outside forces and different roodes of living. Moreover, the re

serve and awe of colonial masters was obliterated Q'l the battlefield ..

When the secald generatioo elite returned fran World

War II and realized the futility of agitatioo within the

colonial framework they were willing to challenge the system.

Educatial., more than any other single factor, brought Africans

to the oonclusion that they had to fight for independence.

The llBjority of African leaders who lead the struggle were highly

educated: Nkrumah had studied at Lincoln University and the taldon

Sdlool of ECXJ'1anics, 5enghor had taught in a French tmiversity. Balewa,

Azikiwe, Nyerere were all well educated in the western traditicn.

Eduation brought full understanding of freely flung 'NOrds sum as
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freedom!? equality, nation, arx:1 independence. Fducation provided

the oonoeptual franework for political strategies that led to inde

pendenO!!.. Educatim enabled natiooalists to negotiate with their

superiors and transfccm the superior/subordinate relatimship to one

of equa.lity.

Rarely were wauen involved in the high echela1s of the

natiooalist nDVeJDeIlts. 'Ibis is quite understandable; education

is critiall to dis<1"Jntent and few waren ~e educated in

oolooial Africa. some of the natiooalist leaders understoXl

the pcwer of waTen and involved females in the independence

ncvements fran the beginning- sekou Toure and Kwame Nkrumah

were two west African lecsders who saw' early the potential

inpJrtanae of African w::men in nationalist politics. Nkrumah,

who found filUm of his support anD'!9 the lower classes, often

attributed his eventual success to the streD1 support offered

him by Gold Coast market watEn. Similarly, 5ekou Toure owed a

great debt to the illiterate rural waren who s~rted his cause.

Indeed, 'lbure has aVOtled that female aid was o:itical in the

fateful 1958 referendU'l\ in whien Guinea was the ally <Dlony

of Frendl West Africa to vote to reject mentership in the oonfed-

eration of French west African states, a choice whidl lead to in1ne
17

diate independence for the cx>lony within the same year.

Waren were important in the nat.ia"lalist mvement in

several countries, usually nations with a radical socialist

bent. Although illiterate, rrany of these wanen wal electien
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to natiaal assefit)lies and legislatures.. Madame Bebe of

Tanzania was a favorite M..P .. of the Dar-es-salaam Daily

Standard. Madame Sekou Toure, praninently featured in the

Guinean papers and visible at a variety of posters, exhorted

waven to work shoo.lder to shwlder in developnent efforts ..

Unfortunately, after the first three to five years of i.nde

pendenCl!, the exhilaratioo and euP'loria wore off and the need

for substantive expertise became more apparent. Corruptial was

rife in several new African natioos. Many of the female

natiamlist ItDVe1'tEnt leaders who had I:::ea:me active in natiooal

politics were toppled with various purges to end c:x>rruptim or

defeated in ensuing eleetiQ'ls. Madame Bebe, for exanpJe, lost

her stature and her M.P. status in the Tanzanian Olltural

revolutim of 1969-1970.

Thus ~,aIen lost power in two ways during the late 1960' s.

First, caught in oorruptial and bribery scandals, they lost their

political pcwer. 5ecr.nd, in the serious business of natiatal

integration and institutial building they did not have the

requisite skills because they ladted appropriate educatioo.

Interestingly, Mozambique, the radi cal farner Portuguese

colony which attained its independence in 1975, is also finding it

diffiC1llt to maintain waren in decisicrt-making pa;itioos within

party cells. unlike African 'Nallen of a decade ago. Mozambiquan

WCl'tEn are fighting their gradual ostracism through appeals to

the central government and party councils. In several instances local

decisiau; have been reversed and walen re-instated in policy
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positioos at the local leve1.

E'lents and attitudes of cola1ial pcJIIers determined

that males had access to western education, and for the

most part, wanen did not. Fducatim was critical in raising

awareness of the inp:ssibility of equality under

oolalial rule. Men <X)Uld analyze CDlatial situaticns,

<X'DDlllnicate their oonclusions to other men in similar paii

tims, and organize natiooalist 1lO1eIlents to work to end

oolatial danination. Wooen often provided the ltUlc:b l'leeded

ranks to swell nllDbers, oot their roles were supfXXO Live.

They were not <D1CEptualizers, initiators, a- organizers.

In the new states, after early participation, regardless

of natiooalist JIDVeItent participatioo, walen us:~lly retreat

ed to supportive roles and left institutional E-~litics to men.

Waren were further disadvanta~~ by the new neO!ssity for

Iiterate manpower and pr.c.iessional expsrtise, both of whidl

were in short supply cmcng females.



Part IIr

Leaders of new natialS came to independence with the fervent

belief that educatim was a prerequisite to eccnani.c develc:pnent and

socialltO:1emizatim. Twenty-five years later, educatim and its

benefits are bein9 J:e-aSSessed thra:tghQ1t the deve1q)ing world.

This sectim of the study provides an overview of focnal and

noo-fomal educa.tioo and disOJ.SSeS the status of wanen and edu

catim. Clapter VI sketches sane of the current programs of fotmal

education, then disOlSSes the role of literacy in noo-fotmal pro

grams, an issue curmntly being debated by grafiD3 m.unbers of

educators. O1apter VII documents the access and cpportunities avail

able to walen in both fonnal and ncn-fonnal educatiat programs.



VI.

Re'ceni: studies by the World Bank and other internatialal insti

tutiQ'lS have famd that formal educatiQl is often discriminatory, in

efficient and ineffective. Jam Si.Duals of the WOrld Bank argues that

develqx!r8 and poli<:.y maket'S must re-examine the basic ass~ions un

derlyinq educatiaaal priorities and policies, for analysis has proved
1

these very assarptions questiooable at best, untrue at worst.

For instancs, the cxmncnly held belief of the synergistic

relatiamhip of educatim andenployment is often dispJ:O'Jed. Contrary

to asS\JIl)ticn, sc::t1cx>l.i.ng does not guarantee increased individual.
2

productivity. Furt:her:Dore, an aciied grade or level--mor:e sc:nooling
3

does not by itself increase the productivity of the individual worker.

Another cxmncnly held assumptiQ'l is that educatim is the route

to upward IOObility and wealth. Evet:y mother strives for education

for her dlildren so that they can achieve a quality of life superior

to her own. Si.nua1s found that, to the exmt,rary, educatim does not

enhance dlances of up#ard Itl:t>ility for everyooe. It is the middle

and upper class dlildren to whan the benefits of upiard IOObility

acx:r:ue: the middle class dlildren who attain more years of schooling
4

and then have access to high paying, white oollar jobs. In school,

poor dliJdren learn a social hierardly that mirrors society, and

their low status within that hierachy. Often, the poor students,.

because of ea:nanic ar-ad environmental pressures, fail. 'Ibis failure,

usually internalized and exaccerabted by parental disar;pointment and/or
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5
ptmi.shment, often becnlles a self-fulfilling pra,;necy.

It is also carmonly thought that education leads to lOOre

derroc:ratic tenets and astralger sense of individual political

efficacy. sae findings dispute that belief. A Tunisian

study revealed that the more years of se<Xl'tdat:y schooling CD! has,

the IOOre likely that ale will be politically apathetic and/or
6

alientated fran the ruli.nc.:J party. Q1 the other hand, an Indian

sttxiy fcund that the more years of schooling an individual attained,

the mare oonservative he or she became, as ITeasured by her will-
7

ingness to support military takeovers and undeJrDc:ratic regimes.

Thus, many of our asSunpt.ialS about the synergistic relatiQ'lShip

of education and eIlt'loyment, the potency of educatioo as a means of

\lP'1ard IlDbility, and the irrportanoe of educatioo as a dem:x:ratizing

agent have been severely dlallenged ..

In additioo to educatiooal assunptioos being challenged, the

&=erfor:manoe of formal educa.tioo has also a::me under close scrutiny and

been found wanting. Retention of literacy, nl1llE!racy and basic oogni-

tive skills is depressingly low; in a followup study one to two years

after <ntpletioo of a two to three year adult basic educaticn <Durse

in Tunisia, 80 f'eroent of the participants had returned to illit-
8

eraqr. In an 1968 study in India, formal school leavers with six

years of sd:loo!ing has lost 20 peramt of their skills, while parti

cipants in six years of 1iteracy classes had a literacy las:PE! rate
9

rate of 45 percent. Sd:lools are also carmonly t2lieved to be import-

ant agents of socialization, instilling appropriate attitudes
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tOrlard enployment and encn.u::aginq acceptance of modern attitW!es

as opp::sed to traditiooal aleS. However, the evidence is mixed

on sdlools' effectiveness in the attitudinal dlange arena.

Reynolds suggests that attitudes CXXlSooant. with naintenance of

traditiooal sod.ety may be developed sinulltaenously with, or in
10

lieu of, modern attit\Xles.

In short, the formal educaticn system, as aJrrently a:n

stituted, is of questiooab.le effectiveness and highly inefficent.

In reSpalSe tro the high a::>sts, delayed benefits, and general inabi

Iity of preStent systems to expand further without causing severe

ecmanic dis.1ocatia1S in other sectors, a new alternative was

needed. cne answer has been na'l-formal educaticn programs.

'!he Literacy Issue in Non-FoITnal Programs

Non-formal programs fulfill an important educatiooal need

for LOC lXlPulatia1S beymd the reach of formal prograrrs. At their

best, they provide ccgnitive and manipulative skills directly re

lated to the individual in his envirammt. Ncx1-formal programs, a

key element in rural develq;:ment projects, are attracting more and

more attenticn as a cost effective, relevant alternative with

visible results in the short run.

Probably the Q'le element in non-formal educatiO'l programs

most debated is literacy education and its necessity or non-necessity
-.

to non-formal program SUCCESS. Argunents continue t::::etween literacy

education prcponents who advocate universal literacy as a moral

right and intellectual facilitator and other developers who maintain
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that signi.ficant pr:bgress is possible without literacy.

Pro literacy suppcrters -cite studies that indicate that

adult literacy programs lead to expansicm of areas of individual

<XXloern fran the village to the wider universe of naticnal

issues: instill attitudes of noiernity; increase resped: for

and app:t:eciatim of eduaI:tim; and encourage RDre active
II

cnnnunity and political participation. Literacy, in the

advocates' views, is an inportant tool for deve.1cpnent.

others argue that literacy may be important, but it is

not. inperative. '!bese educators and planners point to projects

in which participants have been able to develq> their own goals

and identify their own learning priorities. In many projects

inaDe generatioo skills are a first priority, while literacy
12

asstJnes a lower rank. '!hose questiooing the necessity of

literacy go on to cite low retentioo rates in rural areas

(largely tecause of a lade of naterials to read), and questioo

the ccst benefits of the whole literae:t teaming/retention

process.

Three argmnents will be disaJSsed here: 1) the role of

literacy in a pre-literate society: 2) litera,¥, retentim and

cost benefits; and 3) nal-fornal program disc:riminatioo against

illiterates.

Shortliege points out that being illiterate in a soci

ety that is predaninantly illiterate does not have the same social

stigma as that attadled to being illiterate in a prepcnderantly



13
Iiterate society. What this argument fails to consider is

the relatively disadvantaged place of women in terms of ed.uca-

tiona! atta1nm.ents. One definition of disadvantaged is

stunted or mi.n1mi.zed options; and women, supposedly the most

disadvantaged group within LDC's, the poorest of the poor,

need every means possible to maxi mi ze their options. Litera

cy in a predominantly non-literate society, if it can be

retained, provides status and expands options. Literacy

can be a first step in increasing self-esteem, establishing

contact with a wider world and assuming control over one's own

sources of information.

The second argument often heard is that 1iteracy is not

relevant or necessary in the rural subsistence existence. More-

over, rural neo-literates lapse back into illiteracy more quick-

ly than their urban counterparts, apparently due to the ab-

sence of newspapers and other reading and printed materials on
14

which to practice their skills. The argument is valid. How-

ever, virtually every study on cognitive skills retention, as

well as attitudinal studies on schooling and modernization,

'identifies the critical role that mothers play in success or

failure of a child's education.

In a study of retention rates of Tunisian males, home

environment and supervision of homework by mother was cited as a
15

significant variable involved in retention of literacy skills.

A study of the impact of secondary school on attitudes of m0

dernity in Ghana found that students with literate mothers were
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16
highly over-represented in the total school pcpulation, lead-

ing cne to a:nclude that educatial was a high priority for those

roothers and families. Research in Liberia revealed that 98

percent of literate nDthers had fEm!lle offspring in scnool at

lQier ages, acnieving higher grade lavels that the natiooal
17

norm.

Literate ttDthers make formal educa.tim roore CDSt efficent.

However, rural waren are not likely to be literate. In Morocco,

the illiteracy rate for all wcnen is 86 percent: fer rural WODen
18

it is a staggering 98 percent. Moroca::> is not atypical; the

rates of female illiteracy, like those of mles, are signifi-

cantly higher in rural areas, precisely the areas, it would a~

pear, that the IOOSt enoouragement and role IOCldeling is needed

to support female students.

we are caught in a dilenma between the questiooable

relevance and necessity of rural literacy when balanCEd against

oost, utility and effectiveness, versus the clear Coon to rural

sttrlents in having literate mothers and the hane environment that

their literacy helps shape.

The third disQ1Ssial. issue is whether literacy should be

a pre-CD'1dition for partici.patioo in many non-formal programs.

Experience has shown that literates and those with sate formal

education bad<ground adlieve and benefit more fran nal-formal

programs than non-literates and these without sd1oo1 experience ..

In examination of projected female-specific and fernale-oriented
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programs, literacy would appear extremely beneficial, if not

mandatory. '!he Nicaraguan Rural Wa'nen Leadership Project in

which~ will be trained for leadership and credit manage

ment is a case in point. 1hose identified for training must

have pre-existing literacy and nuneracy skills to fully benefit

fran the pr:opased training, specially in a project with a bank

ing/credit eatp:Xlent. '!he project state11lent goes at to disOJSs

the training team that "will emerge with experience in assessing

training needs, develop~ a core course and follara'l tedmical

training in specific functialal areas. Training manuals will

be written, and linkages will be established between the rural

wanen's qr'OUpI and the Natiatal WcJnen' s DeveJ.optent Office in
19

the Ministry of tabor."

AnOther Nicaraguan project, the Natiooal Wanen's Develop

ment Project, has planned a large prcmotiat and a:mnunications

campaign that will reach the pcp1lace through radio, bulletins

and newspapers. "'!be Wc:men' s Office will serve as the voice of

Nicaraquan we:tten through a regular publicatial, through newspaper

articles, and radio, through reporting of researdl and events
20

involving waren. n It appears that both of the above cited

projects plan to make extensive use of print media; a form of

o:mnunicaticn that CDlStitutes a discriminaticn in favor of

literate females, fot" literates a1OO1'1g the target audience will

be able to maximize utility and benefits of the programs in at

least ooe way that is not open to non-literate potential
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participants and/or beneficiaries - through the written word.

The Nicaraguan cases a:xne to the essence of the problem:

to maximize benefits fran the program requires literac..y, but

literacy as a pre-cxnditioo to participatioo is discriminatory.



VII.

Having disOJSSed wrrent dissatisfaetiat with the fot1l1al

educaticn systens of developing countries and the algoing dia-

logue anDl9 nQl-fomal educaticn specialists, we nat examine the

role of wcmen in edualtial.

Wanen have not been a part of the mainstmam of edualtimal

activity anywhere in the develq;>ing world. An estimated 65
21

percent of the \1llOrld's illiterates ate wcmen. WcJnen and girls

ale less likely to enter school in the fiISt plaC9 and lTDre like

ly to dl:q) oot because of social and eccnani.c pressures.

In the developing world, wanen do not have equal access to

formal educatiat at any level fran primar:y schCX)l throogh higher

edlcatiali the same inequality of access appears to be true of

non-focnal programs as well.

Female enrollments in LOC's do not care close to parity

with male enrol.J.nen't~ figures. Althcugh the number of females in

primary schools has risen significantly in all of the develq>:ing

areas, girls attend school fran one half to one tenth as fre-
22

quently as males of similar ages. In a rcugh division into

developed and developing natialS, in LDC's girls are more likely

to be sdlool drcpa.1ts than boys. For every 37 boys that drqJPed

oot of school in 1960, 49 girls left school; for every 40 male
23

drcpa1ts in 1970, 46 girls left sd'lool.

In access to vocati01al and technical educatial, females are,

again, underrepresented. A UNESCO report on female education and

1.0
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Table 2. Nati.a1al Illiteracy Rates and Female Illiterac..y
Rates in selected Countries

Nation TotalIll- Male Illi- ~e llliteracy:
iliteracy (%) teracy (%) 'lbtal Rural

% %

Afghanistan 93.6 88.0 99.0 n.a.

Bangladesh 78.4 66.6 91.3 92.3

Irmnesia 61.0 47.2 73.9 n.a.

Jamaica 18.1 21.4 15.2 n.a.

Nicaragua 42.5 42.0 42.9 67.0

Brazil 33.8 30.6 46.9 57.3

co1.<::Jntlia 19.2 18.0 20.2 36.8

M:>rocco 78.6 66.4 90.2 98.7

Liberia 91. 1 86.1 95.8 97.0

United Rep.
of Tanzania 71.9 57.3 85.1 n.a.

Upper Volta 98.5 98.0 99.0 n.a.

Source: UNESCO Statistical Yearbook, 1976. Paris: Unesco
Press, 1978) , pp. 43-56.
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training noted, "marked by a far-reaching numerical and sect

oral imbalance, the opportunities open to girls in technical and

vocational education are still far from equal to those enjoyed
24

by boys. n M:>reover, girls are usually enrolled at the non-

supervisory worker training level, rather than at the managerial

technician one; cOl15equently, they are trapped 1L low skills

jobs and are not candidates for advanced training for positions
25

requiring higher levels ot education and expertise.

There are other similar d~ facto discriminations against

women in education. For instance, the percentage of educational

expenditures allocated for higher education is invariably many

times higher than that allotted for primary school. In Uganda,

for example, in 19n for every 47'0 shillings spent for primary

education, 57,560 were spent for higher education. In the same

year, for every 24 dinars spent on primary education in Tunisia,
26

986 dinars were spent in higher education.

Female enrollments are in inverse proportion to the

amounts spent. Indonesia reflects the decreasing female enroll-

ments as one moves up the educ~tion ladder". Females comprise 46

percent of primary enrollment~3, but by un1versity level, females

ar0 only ?'q p~r-~'Jtr:t of enrollments, while nales move from 54 per-

. ~Juents to 71 percent of university enroll-

; ~~~ females underrepresented in first and

. oJ, ~.r,t -::;hey also receive a proportionately smaller

~~hare r:t unj,JJel'sity monies, due to their even smaller numbers
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at the higher levels.

The university, however, is not only the 1nat1tut1on on

which the largest portion of the education budget is spent, it is

often the place where critical developnent decisions are made.

Institutional capacity-building is a continual thrust at most LDC

universities. Univercity students are tapped as researchers,

field assistants, and teaching assistants in the developnent and

(xecution of in-country research projects. Females who dropped

out after primary school have lost twice: first, they have lost

the opportunity to acquire sophisticated cognitive skills, and

second, t;hey have missed an opportunity to expand their employ

ment and social options.

Why and how did women f s education reach this dismal state?

The reasons for discrimination against females are varied and

far-reaching, ranging from parents' distrust of the unknwown~ e.g..

school, to vehement denial of the necessi.tyof education for wo

men. In many LDC' s, parents are relucta,nt to invest in a girl's

education because her major role is still viewed as one of nur

turing children and remaining in the ,traditional sector of soci

ety. r-t>reover, in many societies the monetary return on parents

investment in their daughter'S education will be enjoyed by her

spouse, not the family that sacriftced and faced tha derision of

friends and neighbors to send her to school.

Other reasons involve the fear of the changes in girls that

education might bring. A young girl may become "sassY''' or "frisky'i
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or "think that she's better than her family." Another fear,

this me based at fact;., is that the girl may see her optioos

expanded by I'OO\7ing away fran her parents and hane, usually

to an urban area. A tielated social axlStraint is the lade

of separate residenc:efac:i.lities for females at boarding schools.

Pamnts will not send their daughters to sd100ls that cannot

guarantee that alltural norms of sex segregatioo will be main

tained.

Even if ate had answers to the questiau; and fears of

parents, there is still the problem of sdlool cogts. Many

natialS cannot provide free tmiversal primary educ:atiat

a.",d school fees are expensive. When schooling is tuition

free, t:xJoks and uniforms, transportatia1 and school related

expenses still add up to a hefty Stml. FurtherIIKX"e, a daughter

in school may be a double loss; not ally is her educatioo

costly, her household and/or field woz.'k oontributiat to the

family is also lost. It seems that oosts, iamily circumst.anCEs

and cultural expectations all oonspire to limit the number

of female sdlool pla<ES available and to dampen demand for

increased female enrollment.

In <Dlcnial Afri 03, ruling European pcwers reinforced

existing sex differentiatiQ'1 by discriminating against females

in educatim throughout the <Dlonial era. '!he extent of dis

crimination varied fran one CDlonial power to another, but

educatiooal opportunities for waren were few, far between and

almost invariably the prerogative of the colonized upper class ..
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Tab~e 3. ES't1mated Female Em"ollmeD:ta by Leve~ ot Education tor Major
Regions of the WorJ.d

e on Year Total
Year 1 OOO's

Africa 1960 7,663 36 7,125 37 506 29 32 18
1965 1l,20~ ?:l 10,247 39 893 29 6~ 20
1970 1;,136 39 13,~ ~ 1,541 3J. lOB 23
1974 19,9ll 40 17,163 41 2,552- 34 196 25 .

Asia 1~ 42,364 37 33,m 39 8,794- 33 529 24
1965 56,833 38 4;~O82 40 12,758 33 993 28
1970 71,520 ~q 53,'112· 41 16,330 34- 1,607 29.... .,

1914 83,570 39 61,3.1.7 41. 20.,~35 35 2,ll9 31

Lati.:l 1960 14,926 48 12,835 48 1,920 47 171 30
America 1965 2O,2g'f 48 16,720 49 3!J2.79 48 298 33

1970 27,206 48 2].,398 49 5,227 48 581 35
19'74 33,823 48 27,079 49 5,221 48 1,21.8 39

Oceania 1960 1,465 47 1,054 4d 381 48 .30 28
1965 1,n5 41 1,1.49 47 ;17 47 49 30
19-;"0 1,983 47 1,265 47 641 48 77 34
~974 2,1.38 47 1,273 4.7 138 48 126 38

Sot:ree: TmESCO statistical ~Cearbook, 1976, pp. 98-99.

This table d.emons'trates that although the number of female en

rol.'rnents has increased a.t all levels of educa-tioc. from 1960 to 19r4,

feme' es ecntinue to comprise d.eereuing percen:tages of total enroll-

metres as the leveJ. of education rises.
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Table 2 indicates sex dif'ferentials in formal school enrollments

for French west Africa between 1922 and 1945.

Table 2: School Enrollment by sex in French West Africa
.

Year

1922
1938
1945

Female
Enrollments

1,000
6,529

21,355

F.'!tlmated
Total

25,000
56,852

110,951

Source: Suret-canale, Jean. Colonialism in French West Africa.
Paris: Moutton, 1960, p.45 ..
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Figures for any area of oolcnial Africa would ba am

parable. '!he small nllOOer of \OII!n who were educated were so

pt'ivileged through the prestige of the family, the persont.11 whim

of an "enlightened father lC or as a protegee of a fexward-thinking

colcmiaJ. ~n. lllsiaally, oolooial officials \tJere eduC3t.inq

Africans for 1a.t:x:JrI.ers and low level skilled workers. '!he prevailing

a1ltural IOOreS, both European and African, indicated that \«Den

would not be the fil7St perSQlS to enter the roodern seetot·, an

attitooe perpetuated by oolcnial governors and officials who as-

slIDed that leaders and potential l.alx:»::ers were men. ~over,

wanen were undependable wor.kers because of the possibility and

high incidena! of pregananqy. Also, an underlying pride artalg

African males caused them te) resent African wanen dealing

directly with the oolonizers; this feeling also limited opportuni-

t.ies for interaction.

In the 1945 to 1960 peri<Xi of natiooalist sentiment, the

nunber of girls and wcmen educated did not increase dramatically.

In 1960, the year of independence for many African states,

girls and 'WCJneIl a:mprised 37 percent of primary level,

28 percent of secxndary level and 25 percent of higher education
28

stt.lients. Since 1960, the situatioo has improved, roth in

African and worldwide. Developing countries roved fran 46 percent

of school age populatioos in school in 1960 to 62 percent
29

of school age populations total enrollment in 1975. Although

fenale enrollment rates are rising rapidly, major disparities

between male and female enrollment rates still exist. '!he
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difference or gap between the percentages of male and female

emoJ.J.ment and the differences in absolute number

disparities at all levels have narrowed. Table 5 indicates

increases and changes. fmn 1960 through 1975.

Table 5·

Percentages of Female Enrollment in Africa by Level of EducatiCXl
fran 1960 through 1975

Year

1960
1965
1975

Pri.mal:y
revel

37
39
41

29
29
34

18
20
26

Soorce: I:eve~t of 5cbool Enrollment: ~rld and Regional
Stat:.sti.cal Trends and ~ectiOns, 1960-2000.
UNESCO, EDiBIEia:m'IN'l'ED~74;Ref. 2., Tables 4 and 17.

Despite the increases in eMOllments, the OJrrent ed1cation

outlook: for girls and \Cm!!l is bleak. Nowhere in sub-Saharan

Africa do fanale enrollment rates at arl!l level of education equal

male em:ollment rates. And although total enrollment rose f:ran 1965

to 1975, boys enrollment increased by 9.7 million, while girls in-
30

creased !:¥ 8.0 million. '!he percentage increase may have been

larger for girls, t:ut in absolute numbers, female enrollments still

lag behind those of males.
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M:;)reover, these disparities will increase in the decade

fran 1975 t.hr:cugh 1985 accord,ing to tlNESCX> projections. Girls

in West Africa an::J Middle Africa will oontin\le to suffer sane

of the 10M!St em::olJ.ment rates .found.~ .... in .the entire

\\Orld at all levels 10£ educatil~n.3]~

Access to school placement - "gett1nq in" - is just part

of the problem. Althotr;Jh She cleared the first hUJ.'dle,

adnission, seven year old Baindu, a ii!st African school girl,

will find it difficult to conti.nwe her edJcation. '!he

difficulty will 9toW with each passing year. '!be~t ard

wastage rates for~ are usually thI:ee to foor ti.mefl as

high for lOIEm as for boys.32 Girls are the first to be

asked to leave school if there is & financial squeeze in the

family. f.t)reover, they usually achieve lower grades than boys

for a variety of possible reasons. First, in nest cultures

they are oot spared their household choa!S because of school

attendance: they are usually physically tired. Second, the self

fulfilling prophecy is at ~~. Teachers expect thfi:!m to achieve

less than I::qrs, they in tum internalize this sub-epectation,

and do, indeed, perform below capacity .. Since promotion is based

on mastery as indicated !:¥ test SCX)reS in ncst. l~rican nations,

girls are often asked to repeat a grade.

Even if Baindu manages to overcane problems of access,

fatigue, and lowered expectations, and manages to reach

secondary school, she mJst noW' fight the education system



- 59 -

in tracking. lJbst girls are tracked in liberal arts as qposed

to the hard sciences, cxmnereial and clerical skills ccurses as

opposed to irdlstrial training ones ..

VOcational and technical training pmgJ:aJlS present more

obltacles to Baindl. Statistically her chances of getti.ng in

to a vocatiCXlal or technical programs are ale in eight.

Education officers rarely encourage females to enter vocational

skills training prograns. '!hese males argue that it is useless

to train \tJOIIell in vocatiooal skills because 1'X) one will hire

them cile to cultural considerations. Although response to

this aJ:gUment mst be ceuntry-specific, srplayers when

presented with qualified w:l1en in usually tight labor markets,

have invariably accepted the fanales in nations as diverse

as ~rocco and Liberia.

'!he vocational am technical school biases becane rrore clear

when one looks at access and enrollment figures. Until the mid

1970' s, girls 'Ere actually prevented from participating in

, --, chn'cal du ' 'al' 33vocat~ou,"w" and te 1. e cat~on programs m seve~ natlons.

If Baindu has opted for a professional career, chances

are 8 aut of 10 that she will be a teacher. However, she

cannot teach at just artf level. Usually she will becane a

primary school teacher. Although w::men oorrprise the bulk of

the prima:ty school teaching force in many nations, for exarrple,

Brazil, Daharey and the Philippines, 34 w:>men rarely becane
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principals. Data fran around the world oonfirms that wanen are

discriminated against in administrative and decisiaHnaking jobs

in education. In a U.Stl saJll)le of 400 vocatiooal school dired:-
35

ors, males held 93 percent of the tcp administrative posts.

In the Philippines, while 77 percent of primary school teachers

are female, 22 percent of principals are waren, 57 peramt of

sea::ndaJ:Y school teachers are female, rot cnly 12 percent of
36

seeatdary scnoo1 principals are wcmen.

Wanen are discriminated against in formal educaticn in

access, enrollments, ccunseling, jec options and praootions.

But what of the adult wanen whol have no opticn for the fexmal

system,.

Ncn-formal programs for waxen Clf£er a way cut of t."le

dilemma. 'lhe ratiooale usuaJloly states~ since wanen have been

discriminated against in acc.ess to educatiooal ~tunities,

aEtJensatory program should team them much needed skills

that will facilitate their entrance into the IOOdern, market

eq:nomy and generally help to inte;Jrate wanen into develq:ment

af~ivities. Sinm they have been the vietirrs of discr:iminatia"1,

they should be tracked in great nUJllbers into <DlP!nsatory and

remedial programs.

I t nay be that non-formal programs offer wanen the best

QR?Ortunities for literacy training and skills developtEnt,

but discriminatioo exists in non-formal educatioo as well.

~les do not enjoy equal acoess to non-fotmal programs. In
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many LOC' s, wanen amtinue to perform the bulk of agrialltural

and dalestic work while men at.tend classes to learn about labor-

saving devices. Men ars identified as participants to learn

about new agricultural machinery, oooperatives and, nmt inport

ant, credit and banking ...

'!he pattern of sex-defined programs in which wc:men learned

health and hygiene has been transforned: now women learn hand

crafts and hairdressing and simiJar low-paying jobs. Meanwhile,

men CXI1tinue to acquire new skills in agriwltural pt'oduction,

o:mrerci.al and industrial expertise, new ~ledge about c.DJper

atives and credit.

one c;Jlal of noo-formal educaticn has been equalizatial of

q>portunity, but in many aases, non-formal proqramni.ng has been

used to further exaccerbate existing inequaliti(~s of <:g;XX'tunities

and access for wcmen. '!his discriminatioo has ranged fran out

right ignoring of wanen, to streaming them into male-perC2ived

apprcpriate training - invariably hane e<:Dnanics.'lhe nal-forma.l

program of the Chilalo AgriOlltural Developnent Unit, an Ethiopian

integrated rural agriOlltural developnent project, included waren

in its training program, b.1t ooly for hane ecx:nani c:s extensioo
37

work or as assistant extensial agents. Simiarly, in Korea

wcmen were included in agricultural developnent programs ally as

spouses of male participants and provided hale e<:Dnanic:s classes
38

exclUsively.

These disparities of oontent point up a fXEsible danger of
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non-fornal educatiat programs, a dual track system in which '-'lO

men are tracked into hane-oriented training courses that do not

offer them <:rIrp:titive market eCDllany joo skills, while males

learn market ea:nat!{ skills and enjoy attendant higher incx:me

and earning power.

EvidenC2 of this disparity has begun to appear. wanen are

entering the monetized eccnani.c sector in devel~ing nations in

record numbers. But they are the pq;>ulatioo most likely to ba

unenp1o'}ed, underetrployed and 0'\ the bottan of the wage scale.

In Brazil wanen rose fran 16.78 percent to 20.47 pera!nt of

the labor force between 1960 and 1970, while their peramtage of

natia1al ine:ate rose fran 10.94 pera!nt in 1960 to 13.49 pera!nt
39

in 1970. In other words, 20.48 percent of the 1.ab;)r forC2 earned

ooly 13.49 percent of national incane. Moreover, although both

sexes shQled average incnne increases of over 38 percent, in act.·-

ual fact, males averaged 306 cruzeiros per month, while wanen nade

186 cruzeiros Q1 average per Ita1th. 'lhese Warld Bank. o:::rrpilations

corroborate a similar finding by Glaura de Miranda that Brazilian we-

men earn me third the wages and salaries of simi larly errployE~ men
40

per annum. 'lhese figures deIlOlStrate that Brazilian waten exper-

ience more unemployment, work for less lOOney, and receive lower

wages for similiar work than do their male oohorts.

In Liberia the dual system in whidl r.-.anen are the eoonanic

lIDdf.!rclass, seems to be entrenched. '!he major oC01patiooal

grc.>Up, acc::ording to the 1974 Indicative Manpower Plan, is Fanrers,
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Fishermen, Hunters, Loggers and Related Workers; the group

ccmprised 68.2 percent of the work force in 1972 and is

projected to comprise 58.2 percent in 1982. Feuale parti

cipation in non-formal programs related to this sector is
41

less than 5 percent. '!he second largest sectoral occu-

pation in the 1982 projections in Clerical and sales Worke~,
42

who are expected to form 12.2 percent of the work force.

One would think that this is a natural market economy entry

point for females, especially with the tradition of the West

African market lIEmmi es. However, the urbanized market store

owners and managers want literate sales persons, and with a

female illiteracy rate of 93 percent, few Liberian women can

meet the literacy criterion.

Perhaps the most flagrant and best known dualism occurs

in rural areas in agricultural training programs in which

women's meager access to training programs in no way roeflects

the overwhelming percentage of time that they spend in agricul-

tural labor. Particularly in Latin America, an abundance of

evidence has revealed that women generally spend a great deal
43

more time in agricultural pursuits than previously realized.

In fact, worldwide female agricultural input has been under-

counted, while conversely, their representation in non-formal

programs which teach innovative techniques, introduce credit

management practices and facilitate participant contact with

the modern world, has been very limited.
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'Ihese non-formal programs have tertiary spinoffs. 'nley

provide participants with exposure to new ideas and often

establish initial a:ntacts with urban officials for rural

residents, even if it is ally through the extensial worker.

1bese ideas and cxntact5 often translate into inter-personal

o:mmJrl..icatioos skills that are useful in political settings.

W=mm's projects, oriented toward incorporating traditiooal skills

and cushicning the i:npact of social dlange, often do a disser

vice b".t flot fc.X'cing wanen to interact rrore in the 100dem world.

So far, this report has painted a bleak picture of wanen

and education in the developing world. Formal education has

provided disat=POinting returns; non-fomal programs have discri

rniniated a.gainst females1 wcmen have not enjoyed equal access to

i;lfTY kind of edu.catiooal opportunity. we now t1:Y to put these

issues into progranmatic perspeetive by examining the functional

ity of forrral and non-formal educaticn programs.



PART IV

~ and more developnent practitioners realize that

deve.1opnent efforts are doatr;d if 50 percent of the pcpr

latioo remains excluded. In the a.trrent atmesphere of

educatialal re-assessment and d'lange, it is especially

awropriate in regard to waneJl,. to find oot wha:t has worked

and what has oot worked, what has been funeticnal in behalf

of females and what has been dysfunctional,.

Ftmcti.cnality was eP.rlier defined as a structw:ed,

organized educatiatal activity, formal or nat-formal that

increases the individual1 s ability to operate in her envirat

mente

This seetial examines three types of eduC3tial funetiQ'l

ality: social, econani.c and derrcgraphic. Ead'l one is analyzed

for formal and non-formal educatial. rrhe sectim ccncludes with

a surmary of the various functionalities and dysfunctionalities.



VIII.

Soc:f;al Functionalit,I

The social impact of education 1s the impact most vehemently

discussed and moot difficult to evaluate objectively. Discussion

of the social spinoffs and benefits of education allow educators,

developers anil lay persons to set forth their dreams for humanity

in ringing terms. Social goals of education can discuss moral

rights, maximization of individual potential and enhancement of'

democratic values. Such lofty thoughts make it increasingly

dit'f1cult to objectively assess how education is or is not

meeting its objectives.

The social impact of education will be assessed by three

criteria: ( 1) the social multiplier effect which investigates

the question of how female education has worked to make more

wanen aware of the importance of education and expanded their

demand for and a.ccess to education; (2) the role model effect,

which asks if the educated female has served as a role model

for other females, encouraging them to attain similar achieve

ment(5); (3) change agentlcatalyst effect, which analyzes whether

female education has been able to encourage and hasten social

change and whether the educated female has been able to ameliorate

the effects of encroaching modernity on other women.

A social multip11er effect means that one educated wanen serves

as impetus for other girls and women to become educated a'ld that her

example is multiplied and each one of the multiplied example is,
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in turn, re-mult1plied. In other words, i~ the opportunity

fer education is present, are females encouraged to use that

opportunity. Nadia Youssef carmented on a catmOnly heard Moroc

can argument that famili.es will not allow young girls to take

advantage o~ educational opportunities that do exist, for it is

improper for young girls to go too far away frail familial infiu-

uencej this kind of action may damage a young lady's character
1

and reduce her chances of marriageability. Yousse~ maintained

that this curtural r-etention argument was invalid in the modern

socio-aconemic milieu in which inccme fran all f~amily members

was important, if not critical to survival.

Education as a social multiplier a.l.so stands in direct

opposition to that Moroccan view. The presence of educated

wanen encourages other wcmen to take advantage o~ educational

opportunities, if available. One at the most canpelling examples

of the potency of the multlplier effect is the pivotal role

mothers play in the education at their offspring. In the study

of urban Liberian wanen mentioned previously, a full 98 percent

of literate Monrovian women surveyed had their female offspring

in school at earlier age, achieving higher grade levels than
2

the norm for Liberia or sub-saharan African nations in a dramatic

example of the social multiplier at work. Literate mothers had

increased, or multiplied, the number of girls in school. In the

same study, a similar survey of non-literate mothers revealed
3

less than 40 percent of their female offspring in school.
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We1s t s study of Ghanaian secondary school students, also

previously cited, indicated that pupils with mothers with some

level of education were highly over-represented in the student

population. While 6 percent o~ Ghanaian females in the general

population had obtained any forE! education, 58 percent ot the

lJ1!others ot the students in Weists sample had attained at least
4

primary education.

Sane anecdotal evidenoe indicates that the presence of a

single educated woman may not be sufficient to initiate the

multiplier effect. A zairean Ph. D. fran Harvard rooalled her

age cohorts laughing at her and teasing her during vacations as

the only girl in the village being sent away to school, It may

be that a critical mass or certain percentage of cohorts

participating in an educational activity with visible proof of

the benefits of education is necessary to encourage local demand

for education.

If a critical mass and tangible proof of the benefits of

education are necessary, non-formal education may be more func

tional than formal, for the benefits are more quickly visible.

Several ongoing AID projects might provide interesting data with

which to test the hypothesis~ The Thai sericulture project in

which benefits appear only after the project has been operational

for one year, may proVide pertinent data with which to test the

hypothesis.

..
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At present, we can ally amclude that if expansim of

educatialal oppcrt.unity is a social good, roth facnal and

nori-formal educatioo achieve a social multiplier inpact and
~

are socia.lly functia'1al.

Educatiat's utility as a role model is another test of •

its social funct.icmallty. In DUm of the developing world,

educatial brings status, and a female invariably achieves
.

higher status with education. '!be greater the rate of female

illiteracy in the <XII1lIUt1ity, the greater the literate female's

status and elevatioo as a role roodel.

In additioo, role m:dels also provide support to female

stlXlents when societal constraints ~rate against their CXI'l-

timled educatial. '!he support offered by role I'lI:Xiels becanes

eSPecially i.np:>rtant in the IOOre traditional devel~ing nations

whose persPectives 00 appropriate roles for; walen have not been

changed by modernizing forces.

Teachers are a a:mrLal role model, and school girl crushes

often help determine future oCOJPatiooal choices aIOOng female

stlXients. A latgitudinal study of northern Nigerian female

students revealed that students who ncdeled themselves after

their female teachers wet:'e trore likely to CDlplete sdlool, had

higher labor force participatioo rates and experienced a greater .~~,

frequency of integratioo into the market ea:nany, than the majority

of those students who had roodeled themselves after traditional

persOlS and/or family rrembers. '!he traditiooally oriented students
5

also were likely to have remained in purdah.
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As a change agent, education of females has been

particularly visible and effective. High prof11e, educated

females, as the purveyors of social change, have been able

to cushion the effects of modernity on other wanen.

The Bangladeshi National Wanen t s Developuent Academy

is uti11zing this principle of the female as change agent/

catalyst for social change by recruiting women from rural

are,as for training and then having the wcmen return to the

same areas as teachers. Since rural Bangladesh is predClDi

nantly Muslim, wanen will be used exclusively as teachers and
6

extension workers. In that way, wanen familiar with specific

local sub-cultures will be able to introduce new ideas and

methods into the various local female cammmities.

The success of female family planning workers also tes

tifies to the potential of wanen as catalysts for change.

Whether trained through the formal system or through a

non-formal population program with an ed'-~ation component,

female family planning workers have had demonstrated successes.

In most LDC's, for a variety of reasons including highly

structured and highly differentiated sex roles, females feel

most canfortable talking to other females. This fact was

dramatically demonstrated in the Perdita Huston follow-up of
7

the development/popula,tion assistance film, Marigoli. In the

film, a young Kenyan male interviews wcmen from another Village

of his ethnic group, asking them questions about their motivations
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and reservations mgarding fertility. In the Perdita Hustcn

follow-up, wanen gave dramatically diffemnt t'espa1Ses to a

fetlBle investigator.

Liberian Minister of Agricultum, Flomnoe Chencwyeth,

eotJodies the social functiamlity of for:mal education, serving

as a tole model, cbange agent, and throogh her positiat,

stinulating the soci.a.l 1lI1ltiplier inp.1ct. Minister Cl1ena.ryeth

has instituted a new seed distributicn pt09ram <:pm to all

Liberian farmers. Wcmen, who perfor.m apptoXimately 80 perO!nt

of the agrialltuml WOJ:k in Liberia, am the Dalt active

acceptom of the new free seeds. A spinoff of the distribution

project is the sale of the agriall.tural su::plus to local super

IDatket chains - a cash benefit that is enCQ1ragiD:] and increasing
8

female faanem maJ:ket eccnauy participation.

Fran the above disQISSicn, ale can ccnclude that both formal

and non-foanal educatial aL'e socially useful and functional;

hcwever, fornal educatioo ~rts certain advantages that, can-

paratively, increase its funetiooality. Poenal education induces

the social nultiplier effect withItl.1dl greater frequency, perhaps

because of its etrphasis al literacy. '!'he formal system holds,

as a prima:cy goal, the teaching of literacy and other cognitive

skills; skills which ate in and of themselves, status syrcOOls.

Fonnal sc:hcols embody a status and legitimacy that nQ'l-formal
(

programs have not yet aa:}Uited; therefore, the non-for:mal pro-

grams are not capable of inducing the sane role nmel iIrpaet.
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Also, being a catalyst for social c.hange inplies a degree of

legitimacy and authority that the fotmal system ocnfers oore

easily than the ncn-fotmal system.

on the plus side for nm-fcmnal educaticrt, its benefits

are 1001:9 inmediately visible and results of participaticn are..
uenifested mther quickly, withoot the years of delay that often

ace:atpany foanal educaticn participa~on.
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Eccnanic Funetiooality

The goals of virtually every educatiooal activity include:

1) incmase in actual knowledget and 2) developnent of C'XX]rlitive

and manipulative skills, which will, in tum, enhance int..iividual

well-being, often measuJ:ed by increases in petSalal inCXlfte and

natiaml productivity. '!he questicn beiB} asked oore and mre

frequently is the extent of the telationship amcng education,

ina:me and ptoductivity. Indeed, the ecalanic functiatality of

educatial is one of the bases of the current re-assessment of

ed1catim. Deve1qJers are questialing whether investment in

other sectom may be more ccst/ben~.ficial than increased invest

nent. in educaticn.

Several tests of eccnanic functiatality exist; the tht::ee

to be utilized here include cost/benefit analysis; rate of

e1tP1oyment upm CCl'fPletioo or terminatim of training or scnool

ing; and the relationship of female jcb and skills training to

labor maJ:ket needs.. In additiQ1 to the specific assessments,

other trends related to the ecooanics of educatioo are noted:

fil:St, sex segregated labor marltets, and seccnd, the possibility

of a dualism in nm-fonnal educatim projects, wheJ:eby wcmen are

tracked into low skills jci>s in the secx:ndary labor force, while

men are trained for J:elatively high wage jabs with pranotion

possibilities in the primaxy labor force.
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sex 5egregated Iabor Market

When walEn are trained for specific altegories of jcbs and/

or streamed into partio l)ar training programs, these oCQIPCltions

often tend to bea::me identified as wanen's wcrk. '!his identifi-

catim may have two negative outcx:mes: 1) a sex segregrated labor

maJ:ket: and 2) depteSSed wages in the specific industry or ocOlpa

tion so identified. Both of these cxnditions depress female wages,

thereby defeating ale of the major benefits of edualtiQ'l-increased

incrme. A sex segregated labor market is dysfunctional, as are

training and professiooal OOurse5 or schools that feed into such

a system.

Examples of this type of edualtiooal dysfunctialality abound,

partiallarly in the service professions of teaching and nursing.

For exarrple, 90 percent of primary school teachers in Paraguay are
9

female, making primary educatial a field that is virtually for

wanen ally. In Malaysia, the majority of female students who fail

qualifying exams for prestigious academic seCDndary schools are

strearred into teachers colleges, severely limiting the quality of

new teachers in terms of skills level and pedagogical strategies.

FurtherIOOre, primary sd'lool teaching becanes identified with mini

mally qualified individuals, thereby weakening support for salary
10

increases and software investment.

Similar cases of sex SegregatiOl are found in non-formal

projects, partimlarly handicra'ft programs. Traditionally one

of the few eoonanic outlets avai lable to wanen, many informal
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household handicraft operatioos were transformed into nat

fOCBl pro::JlOamB in the initial stages of interest in wanen

in developoent. 'D1e underlyirq idea was sound, involvin;J good

use of amamity resouroeS1 hOfe'Ver, many of the projramB a:n

tinue to teach skills with limited marketability,. little trans

ferability and a futum of ecx:IlCinic a.olesamce__ Pew men are

going to enter the handicraft trades due to a.Jltural CXX1Straints

and .1cM wages. Meanwhile, wanen ~a stuck in a sex segregated,

low wage industry with litte prospects for :iJrmediate transfer into

training and/or enp10yment with greater ina:rne generating potential.

M:lroCCD offers a case to support the point.. Q\ly recently

have f!b:'Occan planners and POliticians realized that the e<UlCll¥

cannot absorb hundreds of illiterate and semi-literate wanen

trained in ncn-essential trades such as persmal hygiene and

beauty skills. 'Dle new AID initiatives in noo-formal education

for wc:aen hopefully will alleviate a situatial in 'Which the ~is

on "female apprc:::priate," sex segregated training has resulted in. eoonanic
II

eccnanic dysfunctiooality and unemployment.

Duali.L1l arXi Labor fbroe Participatial

'Dlere are dangers of dualism within the labor market in

both formal and Ilal-formal educatioo. In formal educatioo

programs, the dualisms often aJ:P!ar IOOre subtly. fbr instan~,

the majority of professialal wanen worldwide are teachers and

nurses. However, if we examine teaching as a professioo IOOre

closely, we see that waten are ooncentrated in the primary
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teaching level.. As one moves from primary levels through

university teaching, the maher of wcmen decreases signi-

ficantly. In Brazil, for instance, 90 percent of primary

school teachers are female t 34 percent of secondary level
12

teachers, and 21 percent of university faculty. Nor do

wanen achieve administrative posts in education proportionate

to their professional j"'Wolvement in the field. Few wanen

achieve principalships and even less attain decision-mald.ng

posts within ministries of education. Table 6 indicates levels

of female participation fran primary level through university

in selected developing nation, and points up the dualism. In

this case, it is not only a question of status, but a matter of

incane as well. Principals, administrators and university

professors generally earn more money and experience greater job

satisfactions.

Non-formal programs may reflect or establish a dualism in

the labor market, too. '!bere appears to be a four part, sequenced

pattern in non-formal program attempts to integrate women into

the labor market. The pattern is particularly clear in Morocco,

but apparent in other LOC' s as well. The first step is organizing

the traditional handicraft skills of wanen. The second step is

expansion of the range of female skills to include hygiene,

hairdressing and personal service skills. The third step is

incorporation of cc:mmercial sector skills such as typing, childcare

and dressmaking. In the fourth step t governments begin to actively
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~able 6: Females 1.0. the 'fe_chi ng Protessi= by Level.s
1.0. Se~ec:ted AID Red:pi.en't Na"tions

couatr.r Secoad IUf"tJ Hi.;her Ed:u.ca'tion
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78 ~ ..( 4.9

5~s: Pa.i:ric:La. L. McGn:tn, The U11f4-l1ished ..4..ss'1m:lIcen't: iaual
Ed.uCai:1on tor fNomen, !liorld:watch Pa.~ 7 ('l'iasi:1i.o..gton,
D.C., J~ 1.976), Tab.le 4, p. 34; and. U.3. Sta.tistical
YeSZ'book, 1976.



seek .ways to meaningfully integrate wanen. into natiooal eceno

miea, l1S'Jally thr:ough carpetitive industtj,al and camercial

training plXqralllS.

The prcj)lem is that wanen u..c:ually end up in the low

paying jcbs of Steps one thtWgh 'lln:ee, 'withcnt the pranotion

opportunities and reJatively higher wages fa.uxi in n<n''''Sex

segmgated or male daninated fields of Step Foor. More.over,

~n do not have access to the Step Four programs because of

the lack of fWldamental jd:> skills or educatiooal credentials

requisite to participatioo.

In Morocco, Walen were initially involved in handicraft

programs I.nlder the aegis of two govemment-sponsored organi-

zatialS, the OUVOir CentJ:es and the Foyers Feminins. '!he

programs were subsequently expanded to include the persaal

services indust!:Y and then further expanded to teadl CQllllercial

skills. Hcwever, in the CUtilercial skills programs, wat1el"l were

limited to certain ccurses and QlrriOlla. While ccmnercial

training programs in typing, shorthand, and bookkeeping ~came

female exclusive, the other ccmnercial training program, ac-
13

coonting, was predaninantly male. Acca.mting generally offers

higher inCXllE, higher status and greater ptQ1lOtial cptialS than

typing, shorthand and bookkeeping.

The Moroccan situatial vividly dettK>nstrates the :telaticn-

ship of OJltural contraints to training and the resultant sex

segregatim and dualism within the labor force. Custan
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still obviates against female participaticn in certain profes

SialS and against C2rtain integrated learning situatims. 'the

AID-spalsored, prqx:sed Industrial and <:amnercial Job Training

for Waren Project attenpts to solve the dilemna by providing

the sex segregated leaming enviraunent that many developers and

many Moroccans - both men and wcmen - maintain that QJStan

demands, while attenptinJ training in nat-traditional fields

that hold prospects of irrmediate enployability and advancement

O{¥Xtunities based at merit. '!he project, to be operated

under the auspices of the Ministry of Labor, will fOQJS Q1 job

skills for young wcmen with incr.mplete formal education

(althOlgh nine years of formal educatim is the prerequisite

for entry into areas of specialized industrial training in

drafting, electricity and electralic:s) by establishing a new

Vocational Training center for wanen that will parallel a male
14

prototype wrrently in operation.

The danger is that the trades into which wanen enter in

large m:lllbers will again be perceived as WOllen ooly occupations.

Programs that differentiate and discriminate by sex are generally

eoonanically dysfunctional to wanen, usually keeping them at the

lower end of the wage scale in non-decisioo-making, D status

jobs in whid:1 there is little opportunity for professi,oral grc::wth

or advancement. Realizing the potential dysfunetiooality of this

labor market dualism, econanic planners should target a certain

perC2ntage, preferably close to 50, of females as a desirable
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participation figure for any given industry. With equal

access and equal. pay, this type of planned integraticn by

sex might reduce sex based dualism in the labor mar.ket.

Having discussed sex segregated labor markets and

~lism in the labor force, we nOA examine the ea::nanic

functimality of female educaticn through three other cri

teria: ina:me differentials, rates of return, and enploy

ment opticns.

Inoane

An educatiooal activity is ea::nanically functiQ'1al if

it increases incane. Formal educa.ticn offers greater life

'tine earninqs than Ilal-formal educatim. '!he IOOte formal

educatioo a wanan obtains, the greater her lifetine earnings

are likely to be. WoDen who ~lete seCXl'ldary school gene

rally achieve higher ina::mes than these who drcpx1t or who

never attend sd'lool. '!be few WODen who attain higher edUQ1-

tion in LDC's have greater lifetime earnings than seccndary

sdlool graduates. '!he direct correlatioo between amount of

education and higher ina:me is clear: the lOOre formal education
15

a woman achieves, the greater her projected lifetime earnings.

Again, the critical variable seems to be literacy '!his

is understandable, for a 1iter:.lte persal has IOOre cognitive

skills and will generally find new employment rrore quicKly

than an illiterate. Indian seo:ndary s<11001 graduates achieved

average earnings 8 tines the na'tiooal :Per capita inc::x:ne, while



- 82-

Ugandan secondary school canpleters f'..arn 20 times the average

per capita incane. Brazilian university graduates' incanes
16

average 16 times that of illiterates.

Non-formal programs may lead to rapid increases in inCaDe

init.ially, but subsequent increases are not on a par with !D

ere"ents projected for formal workers. A Monrovian tie-dye

~voperative of ten wanen averaged $2500 gross per month in

-each of the cooperative's first three months in operation;

however, revenue~ gradually decreased to about $1000 gross per
... _-~ ..

month, although the latter amount, when divided into ten monthly
17

net wages, was still above the national average monthly wage.

Rates of Return Analysis

The second criterion for econanic functionality is rate

of return for educational investment. Analysis has shown that

in LDC's, education has greater private rates of return than

social ones, and that the highest rates of return within
18

formal education accrue to the pr~y school graduate.

Like most investigations, the majority or empirical studies

on which rates of return analysis are based used all male

samples. Those studies that have inclUded a female sub-sample

indicate that they, too, benefit most from primary education.

However, Blaugh, in stUdying rates of return on education in

Thailand, found that wanen earn less at each age and at each
19

level of education than canparable male cohorts. Moreover,

wanen show slightly lower private rates of return. Ironically,
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the social oosts of eduoatim were not as high for wanen as

they were fa: men, llBinly beallJSe alee out of school the

females do not earn as much1 therefore, it is cheaper to
20

keep a girl in school than a boy.

Altha.tgh thetehave been sale female specific studies,

more rates of return analysas based al female samples are

needed, for wcuen may shQf greater social rates of return,

especially given the marked influence as mothers they have
21

al the educatioo of their offspring.

Applicatim of rate of return analysis to noo-fa:mal

~ams in r-tJroca) revealed striking oota:DeS. 'Ihe findings

are based m results of field work using a ~le of 1600

IttroCf::an male fulltime employees. Q1e of the most significant

findings is the fact that at no point did illiterates achieve
22

til~ earnings of pri."Il8~ iJr sea:ndar:y school graduates. '!his

finding is a .paierful argument. t.o retain literaO] ~ents

in non-formal programs. Othel:Wise, one is curtailing lncx:ma

grcwth, whidl is ant.ithet.ical to the whole ratimale of non

formal education. en a more encouraging note, Psacharopoulos

founi that. there is a point at which experience starts to serve

the same functioo as schooling, usually between the ninth and
23

tenth year. At that point of experience and/or training,

internal rates of return are very clc:se to the schooling rate

of return. Consequently, Psad1aropoulos concluded, if budgetary

or other CDnStraints preclude expansioo of the forne.l education
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systEm, non-formal tra1n1ng may be able to meet vocational
24

education objectives.

!!ployment

The third criterion by which to examine econanic f\mc

tionallty is labor force participation after canpletion or

termination of education, whether it is formal or non-formal.

In general, formal school graduates have experienced a period.

of unemployment before being able to obtain a first job. The

period between school leaving and first employment has lengthened

considerably in many develQping nations, a trend that will pro

bably continue as formal systems graduate increasingly greater
25

numbers of oanpleters than the econamy can absorb.

Given the small percentage of wanen canpleting secondary

school or university in the developing world, the time lag

between school leaving and employment may be muc..'" smaller t if

such a gap exists at all. This high employability of educated

women may be due to several reasons. The female graduate is

more likely to have parents with higher education and socio-

economi(~ status than her male counterpart - parents who may

hold influential positiona and/or work in a profession in

whi(~h they can aid their daughter in her job search.

Secondly, due to the formerly discussed sex segregated

labor market, wanen are likely to be trained in the service

professions as teachers and nurses. Wanen canpriae two

thirds of all teachers in the developing world, and most of
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the remaining thir:d am oumes. W<Den are 70 percent of the

primary teachers in Benin, 67 percent of teachers in the

Phillipines, 72 percent of the teachers in COsta Rica, and 90
27

peramt of the teac:hiDJ training college students in Brazil.

Similarly, 61 percent of Ghanaian dumes am fEmlle7 12 percent

of casta- Rican mmes;: 76 percent of 'lbai numes and 100 percent
28

of U.A.R. ntlmes am waten. Sinoe wcmen in these p:rofessiQ'lS

knQf their q>tions and am generally awam of their range of

enployment qttia1S, it appears that they may not be t1!qUimd to

undergo the qr;eat hunt for the first job.

Third, mther than be unerrployed, the female gra.d1ate may

cpt for unde~loyment: the oollege graduate who assumes a job

as a secretat:y is an instance. Fourth, with the new enphasis m

integrating wallen into develc:pnent, them may be special sectors

and quotas in the labor marltet r:eserved exclusively for wanen.

'!his is currently the case in Bangladesh where 10 percent of
29

existing civil service slots am reserved for wanen. In a 1974

analysis of pte-eensus figures for Moorovia, CNer 90 percent of

waren who had <::atpleted eighth grade wem enp10yed in the marltet

e<Xl'1at¥. Virtually evety wanan with a university degree was
30 -

enplOJbd.

In short, female enployment for those who have eatpleted

their education seems not to be a prd:)lem. For waren in the

tcp educa.tiOl percentiles, educatioo, in ter:ms of enployability

and e..~loynent options, is functiooal.
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Unemployment becanes a problem when wanen are dropouts

from the formal system. In Morocco, one of the greatest

employment problems 18 illiterate and semi-literate wanen

seeld.ng employment. Unemployed wanen actively loold.ng for

work totaled 21 percent in 1971, contrasted with only 2

percent in 1960. One of the three factors supposedly con

tributing to the upsurge in unemployment bas been education.

Among those wanen actually seeking work, 53 percent have had

four years or more of' education; 17 percent have had more than
31

eight years of school. This is a case of formal education

dysfunctionallty. Those WaDen with four years or more of

education are still illiterate, while those with eight years or

more of schooling may be literate but have trouble maintaining

their literacy. Moreover f they hold unrealistic beliefs about

the jobs that they will be able to find. '!bese wanen represent

a waste of resources and their dropping out merely raises further

the cost of primary education. Even the non-formal programs

currently being proposed by local ministries and AID will not

include the 53 percent with four years or more of schooling.

Most options of the proposed Industrial and Commercial Job

Training for Wanen Project require at least nine years of

formal education.

These women may well be the Moroccan hard-core unemployed.

Although they could traditionally gain employment as danestics,

the rise in urban migration has escalated the qualifications for
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dcmestic work, and younger girls, 27.3 percent under 15

years old, who have canpleted primary school, are canpeting

with the semi-literate and illiterate school leavers for
32

jobs. Fortunately, one of the non-formal programs AID is

currently proposing for FY 80 aims to work with -the Foyers

Fem1n1ns to reach just this semi-literate illiterate popu

lation.

Labor force participation and employment options for

wanen with non-formal education experiences are mixed.

Non-formal programs are, ideally, geared to provide job

training and skills that will aid in finding jobs that

currently exist. '!he programs should be based on current

emp.loyment needs and labor market assessment.

Non-formal programs are econaD1cally functional if

they provide two services: 1) teach job skills that may

be quickly and actively utilized in the market economy;

and 2) offer training that can interface with advances in

intermediate technology by providing periodic opportunities

for upgrading skills in consonance with changing labor

market demands.

An example of an apparently functional non-formal

program is the Pre-School Expansion for Children of Low

Income Families, a project being implemented by Fe y

Alegria (Faith and Hope) in Managua, Nicaragua as atwo-

part project which will run pre-schools for poor Nicaraguan



-- 88 --

youth who are educationally disadvantaged in an educational

system that demands initial literacy berore entering the

formal primary system. The second phase of the project in

volves the design, production and distribution of pre-school

educational toys made by low 1ncane adults who are trainees

in Fe y Alegria-sponsored worlc.shops. !he workshops ofter an

opportunity to learn a marketable sldll and retain one's own

literacy sk1lls through continued opportunities to utilize

one's abilities to read and calculate, due to the close
33

proximity to printed. materials.

To sllrmnarize the discussion of econaU.c functionality,

this analysis has suggested that two overriding issues causing

econanic dysftmctionalisn are the sex-segregated labor market

and a dual labor market resulting fran unequal access to train

ing programs. Examination of specific criteria of incane, rates

of private and social return, and employment options, seemed

to suggest that formal education was more functional in all

three areas.

Non-formal programs are also functional in raising incane,

but ineane in lifetime earnings will still not reach that of

the formally educated person.

Employability depends on rigorous in-country assessment

of the labor needs and subsequent program design to meet those

needs. A majol' stumbling block are the semi-literates who are

the underclass of the labor market. Non-fOrmal programs can

have their greatest impact on that group.
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DemC9rapilic Functionality

TwO major issues facing the developing natiCJ1S are mml

to ut'ban migratien and rapid pq;ulatien increases. Education,

both formal and nat-formal, inpinges en both deIoographic ttends.

we will fit'St examine the r:elatiooship of educatioo to rural

urban migratim, and then examine the impact of ed1catial al

fertility.

Calwnticnal wisdan and a nultitude of eupirical studies

sUJgest that foanal educatioo leads to tural migratim to urban
34

areas. several factors are offered as explanatial. Ole reasal

is the lack of ~rtunity to utilize newly leamed cognitive

skills in the tUml areas, and the knowledge that the skills can

be used in another enviraurent, one which also offers increased

access to media and infocnatioo. Rural school leavers may

justifiably ask, "NO\7 that I knQt1 how to read, what am I going
35

. to read? II coanbs and Ahmed suggest.

A seccnd reasm for migra.tim to urban areas is wider

cpportunities for wage enployment in the rnatket eCQ'lat¥' offered

in cities. Villagers leam of the wages, telatively high in

CCJlt?arison with IUral mcane, and tend to view waqe labour

purchasing poler in terns of manufactuted goods (which cost

more in the village under any circumstances) rather than in
36

tems of food CX)Sts which are usually uruoonetized en the

Village leve1.

,
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Although the appeal of relatively high wage eI11?loyn-ent

attracts Ben to the cities throughout the developing world,.

the wage e<XX1atlY does not luxe wanen in all regions. BoSIerup

points out that there seems t,o be a relatiooship between high

female e<XXlaUic participatial through agriQ1ltural productivity

in rural a:ceas and the decisicn to migrate. Wc:IIen, who are major

participants in agrimltural activities and, therefore, e<XXlO-

mically active, are less likely to migrate. O'1e reasoo for the

relatively lOtI female urban migratiQ'l rates in Africa and Asia

is that the labor of young 'W"ClII!n is needed for childcare and

light household tasks so that their nwX.hers· tim can be freed

for work in the fields. In Latin America and the Near East,

areas in which \fQ'De!1 have been ea:nani.cally active i'rl agriQ.1ltural

productivity, rut even mxe active in danestic activities of

food processing, cooking and c:hildcare, the labor of yC";ung girls

has not always been a necessity, and often yamg females were en
37

ccuraged to migrate to towns and cities to find wage employrrent ..

It fNOUld appear that there is also a relatiooship between

agrialltural productivity and educatioo that is, in turn,

related to migraticn. In the areas of ITOSt intensive female

involvement in agriOllture, we find the lowest ~rcentages of

sdlool enrollments. In Africa 65.2 percent of the female school

age populatioo are enrolled in school, and wcmen supply 60 to
38

90 percent of agriOJ.ltural labor. At the other end of the

spectrum, Latin American waren are involved in agriCJltural
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produetial at an average rate of 40 percent, while school enroll-
39

ment for females averages 88.2 percent of school age population.,

'Jhe chart en the followinq page indicates the reJatimship of school

enrollments to agria.1J.tural .1abor for four regions of the dewloping

world.. In short, the high percentage of educated females found in

areas of relatively low female agricnltural involvement, tends to

enc:n.trage these females to migrate to urban areas, for there are

fewer employment apporttmities and wBlJS to utilize the skills learned

in school in the rural envirament.

A third reaacn fer female migraticn is familial. If a wanan's

husband or father· has migrated to the city, but remained CXJl'IIlitted

to his family, he has three major optia1S. He may send back ItD'ley

to help support the rural household, he may send for his family, or he

may save his nmey and lock fa:ward to the time of his return to the

rural hane. Family migrations ocCJr frequently in Wiitercial industry

intensive natialS such as the SOutheast Asian naticns of 'lbailand and

Burma or in nations with high female employnent in danestic service, such

as men of Latin America and the Near East. In such situatia1S, a male

head of household may opt to ItJ:)ve his family to the urban area since his

wife's potential inCCl1li! will, to sane extent, replace her rural (often

lln<XlUllted) urmc,netized a:mtributicn as danestic worKer and focx1 processor.

A foorth reasal for migraticn is the opportunity for further

education.. In most developing areas, tedmical and vocational

sdlools, as well as the university(ies) are located in or near

urban areas. However, oontinuance of educatiQ1 is an essentially
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male reason for urban migration, since female enrollment rates

are very Jr.Jtll at the level of university or t:ec:hnical/vocatiooal

education.

Finally, wanen may migrate because the rural enviraunent

is stultifying and their workloads are too overwhelming. White

ford, in a study of wanen and migraticn in COlati)ia, famd that

sex roles were SO clcsely defined that wanen vi~' miqratioo as

a saviour and a wel<Xlle esa!lpe. In Whiteford's words, "Migratioo
40

is liberating. II

Extraordinarily heavy workloads may also encourage wanen to

leave their rural hates. Palmer found that the average worXing day

of waten" in Haryana State, India was 15 to 16.5 hours. Females' direct
41

<Xntributioo to agriallture was 50 percent. Many WClten decide

to migrate to escape the interminable drugery that sane find in

rural existence.

There are, then, a variety of reasOlS for female migratial

to urban areas, and educatim is ooly one of them. But there are

are several ways in whidl educatioo can impact upcn the decisioo.

First, as previously stated, the rural educated wanen has

little appor:tunity to practice and retain her learned oognitive

skills in the rural envira'U'llent. 'nle ability to read has cp!ned

a wider world and she may be anxious to see it.. sensing that she

may have wider options to exercise than her illiterate sister,

she may believe that she can obtain wage employnent in an urban
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area because of her literacy.

seCDld, we have seen that if she is educated, she is not

likely to be e<::al.allically active in the rural area. She may as

well migrate to the city, for: she has nothing to gain by staying

in her village.

Non-for:mal ~ograms as 'Well as cxntribute to urban migratim

if a \iiCI'DaIl trained in a village-based, nm-formal proqram feels

that her new skill will enable her to find E!lt1?loyment in an urban

area. 'Ibis may OCa.Ir pa.rtirolarly in areas with a traditiat of

female involvement in a::muerci.al and industrial activities such

as Southeast Asia.

The funetiamlity of educatial in these instances depends

on the attitude of the government teward urbanization. If the

governnent is attenpting to discourage rural to urban migratial,

then formal education. is dysftmetiooal. Nat-formal education

can be either functiooal or dysfunctiooal, depending upcn the

COlt1Pleters I post-program aetioos.. One solution to this dys

functiooality is to increase and upgrade rural ~loyment op

pJrtunities a1'\d to iIrprove the quaIity of rural life. Ole mea

sure of deIOOqratilic functiooality is the ability of the educa

tional system or the non-formal program to enable the individual

to achieve roore within her present environment.

'!he Bangladesh National wanen I s I2velq:.ment Academy project denDn

strates ale effort to iIrprove the rural envtranrent. 'Ihrough training,

the project is attempting to ream rural women to encourage new nu-
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tritional practices, present innovative focXl processing' ted:1

niques, and introduce the ernoept of selling surplus crops for
, 42

cash earnings. '!bese are all inprovenents that will make

rm:.al life mre a:mfortable, and, at the same time, increase

the walen's eoonanic paxIuctivity.

Many developers, Ba3erup and ~-s, argue that utbanizatioo.

is the wave of the future and virtuaJ..ly inevitable. A high

degree of urbanizatioo invariably has been a a::nditioo of eoo

nanic developnent. Ncn-fa::mal programs ool11d be extremely bene

cial in this type of situatioo in their ability to iItpart utili

sable job skills to waoen in urban areas so that they tRay nue

fully a:ntrib.lte to the develophent proO!Ss.

Many suCtEssful noo-formal educatioo. programs that have

not resulted in a degree of urban migratia'l have been in the

agri01ltural sector and have emphasized agriOllturalproductivity
43

rather than literacy.. Ole might hypothesize that a literacy

cDIlIponent in noo-formal projects EmCD.lrages .migration. If, how

ever, literacy is de-ettphasized or rertDved, we arebadt to the

problem of extraordinarily high illiteracy for rural ~n and

the negative implicatialS that sum illiteracy has for the

educational attairments of YOt.ln9 girls and wanen.

This situaticn presents a real CDnflict: a literacy a:m

ponent in a project may be dysfunctional in that literacy may

enCDurage urban migratioo; yet it appears socially fWlctional

for wanen, rural as well as urban, to be literate.
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'1b sU'Cllllarize, educatioo does appear to be a critical

variable in enc:x.>ura.~Jing migratioo for wanens Blployment 0p-

portunities and level of eCXl'lallic activit.:\' within the rural

setting are al,so iDportant to young wcmen.. Q1e. c::cnsideratioo

which makes educatial functiooalor dysfunetiooal is govern

mental poliqr toward urbanizatial.

Biucatioo and Fertil!!:y

The second denDqraphic factor that we care examining in

relation to education is fertility. '!he oox:relatioo between
44

educatioo and dea::eased fertility has been well-doouented.

St1.dies bave sham that labor forae participatioo also cor
45

relates with decline in fertility. Both formal and ncn-

fomel educatim, by teaching marketable skills, enoourage·

fertility declines and populatioo stability.

Nal-formal projects geared to wanen have often integrated

population assistance oomponents into programs in other sectors.

The Bangladesh National wanen's Developnent AC3demy noted:

Since increased education and econanic productivity
of \t1Cl'Oen have O!en shewn to OX'telate closely with
declines in fertility, the educational benefits and
skills training al~owing increased eoonani c partici.
pation should oon'b,::,ibute to a reduced population
growth rate.46

The paper goes at to cite a goal of the project as "acaeptanae
47

of the small family norm."

Virtually all of the AID populatioo assistance programs

have an educatialal ~rlt, whether it is in actual profess-
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ional or paraprofessional preparation such as the trainirx.l of

parcmedics and auxilaries in oontraO!ptiQ\ and family plaming,

or tt'aining of rrtidwives, or sex educa.t.i.oo in schools.

programs are dysfunctional if the mechanics of birth oontrolare

imperfectly <:1:' inCd1:rectly1eatned, since misapplicatim of birth

CC)lltrol may l:esult in in~aseaferti.lity.



XI.

Q::Il'plr~al between formal and noo-fOl."DBl aducatioo has

shc::Ml that both can be ftmctiooal at a given time in a given

situation1 hCMever, both kinds of educatioo can also be dye

functiooal as well..

severa~ prcblems with the for:mal system shooJd be pointed

out as danger signals that will detract frau the positi'tJeS of

formal educatim.

On the positive side, formal educatim gets initial high

marks in its ability to teach c:r:;)gnitive and manipulative skills.

In rate of retum analysis (a measure of tIle net benefi~ of

educatioo), primaz:y educatioo brings greater private returns

than any other type of educatial. we am safely asS\lte that

primary education also has the greatest functiooality for

females. First, it offers literaq[ and numera<.y, enabling ate

to chcose ale' s own souroes of informatial and to expand the

range of variables in individual decisioo-making. seCDlld, pri-

mary educaticn brings cx:mtact with the w~~~r world. 'lhird,

it is helpful in any other type of educatiooal undertaking

and, as previously stated, studies indicate that persons with

any scnooling do better in non-formal programs than persalS
49

who have had no schooling.

Another pa;itive factor in formal educatioo is its broadening

of opportunities of civic participatioo within one's a:rmu.mity and

the greater polity. ~formal programs can also expand a WOtan' s
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cally mlated to her cxmnunity and not easily transferable to a

wider arena. ttbe difference is the" level at which ate can pu'ti.

cipate. ']he perscn with fa.:mal a:edentials is likely to be able

to participate at a higher level of e<:D1ClDi.c and political soph

isticatim than the persm who has just exmpleted a noo-formal

program. Any of the na\-formal progra1lB for waren can be taken

as an exanple. In the Nal-Fornal Educatial for waren Program

in lttrocco, it is ::.he wanen with years of formal training who

aJ:e scneduled to receive further training as lID'lotriaas. If we

talk about acoess and participaticn options maximized, we are

usually talking about greater ftmctimality accruu,g to formal

education.

There are negative aspects as well as pceitive functiQlS

associated with formal educatioo. In mcst LDC's, the formal system

of organized learning is the legacy of the colonial era. 'lhese

embryonic systems were not meant to educate masses of people and

tcXfay these old systems have been expanded beyood their capacities

to absorb stooents. Declining age structure, fast-grc:wing school

age populatim and public demand for more school places pressures

the average roc to allocate an average 18 to 24 perCEnt per anm.m
SO

of the natialal budget to fa:mal educatim.

Currently, to a large extent fot:mal education is still

dysfunetiooal in its emphasis on general liberal arts skills

that are not relevant to urban or rural life in the developing
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natialS. Even when nE:W nations revise their wrria1.lar materials

to reflect their natiooal heritages, they often dlanqe the con

tent, but not the structure of the curriculum. A student in an·

aaldemic program still follows a liberal arts CC\h.~e with his-

tory, language arts, math, science and fine arts - courses that

are, f~r the It'CSt part, irrelevant to her future in the develop-

ing world ..

Focnal systel1'B have been dysfunctiooal also in their terr

dency to instill attitudes t".hclt belittle and eschew manual

lator. Many students feel that a school diplaDa makes n:enual

labor of any kind beneath their dignity and refuse jots involving

blue a:>llar work, thereby prolcnqing their terms between school

and e.1Uploy.ment.- In effect, their employment selectivity reduces

their lifetime eamings and <XXltributes to eCXXlanic dislomtialS.

Another dysfunetiooality of the formal system has .been

dual tracking in which girls are counseled into "female appropri-

ate" fields sudl as the arts and humanities and hate ecxnanics,

while toys are channeled into programs in which they learn math,

scienCE and tedmologiaal expertise neCEssary for dealing with

appropriate technologies.-

A major dysfunctiooality of formal educatim is its

potential to establi..cm and exaccerbate distinctions between

educated and tmeducated waren. MadaIre Kitty Labouet, an

Ivorian librarian, called the educated/non-educated gulf
51

"the heart of the matter. II '!he question is hew do fonnally



educated wanen bridge the gulf to help illiterate ccuntrywaoen.

It fcxmal educaticn encxrorageselii:.ist tendencies and does not.

provide· mechanisms to assure interactions between literates

and illiterates, advantaged and disadvantaqed, then it is

dysfunetiooal. •

we IlOfI tum to examinatim of sate of the positive and

negative aspects of nm-formal education. Non-formal education

programs are generally nore flexible than for::mal systems and do

not suffer fran many of the structural defects and hidebound

traditicns found in many formal systems. Non-formal programs,

often devel~ as short term responses to iJmlediate problems,

usually have more pragmatic goals than formal prOgrams.
;

Since nal-formal aJrriQlla vary with the subject being

stooled, sane of the more innovative teaming strategies cur-

rently being tried are found in noo-formal modes. '!he use of

<XJni.cs, fi.lms and other media, especially radio, in innovative

techniques that reflect oonoem with the cultural mileu and

inCDrporate traditiCl1al ways of educating persa'lS can be found

in sate nat-formal programs. (1.he next step, develqm!nt of

currialla specifically geared to waren, is an undertaking under

<:X.>I'1Sideration and currently proposed for the Moroccan Non-Formal

EduCBticn for: waten Project.)

There are, h~ever, dysfunetiCl1alities associated with non-

formal programs. First, non-formal programs, like formal ones,

generally suffer fran a lack of equal access for walen, and tend



- 102 -

to track waren into "female appropriate" programs. '!be chart al

page 62 lists women's responsibilities ,as a percentage of total

ea:nanic t:espalSibilities, and CXI'ltrasts those percentages

to accsss to nat-formal programs. '1he Ecxnanic canmi.ssion

for Africa found that in Africa, in agriatlture, a sector in

whim wanen perfa:m up to 80 peramt of the labor, waren have

access to ally 15 percent of nat-formal educatioo slots;

whereas in hane eccnanios, a rra1e-perceived female danain in

whid! in actuality, wcmen perform 70 to 100 pera!nt of the labor,
52

they had access to 100 percent of the seats '. 'Ibis kind of

arbitrary aa:ess is grossly dysfunctiooal and oounterproduetive

to integrating l«Jllen into all aspects of de~~!q')ing eccnani.es.

A sea:nd dysfunctiooality is the poor quality and/or

inexperienced male teachers who often teach wanen. In Morocco,

evaluators found that teachers of wanen in technical courses

\Ere, themselves, recent graduates of similar programs. Al-

though these male teadlers were textbook cnnpetent, they
53

could not provide hands-oo guidance. 'lbe possible negative

CCJ'lSequenc:es of this type of instructicn are not diffiCl1t

to envision. Wcrnen, upcn canpletion of the course, may be em-

played, <DIy to be founj lacking in a::rtain skills necessary

to successfully accanplish the job, and, consequently, stigma

tized as inc::ntp!tent.

A third dysfunetialality occurs if the noo-formal pro-

gram for ~n does not include a basic educatioo cnrrponent.
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Having explored the argunents for and against literacy at

great length, en balanc2, it would seem that literacy is the

key to greater partic:ipatim in daily <:Dl1lm.1nity affairs and

greater upward mobility. Moreover, entry into many non-formal

programs is by .)"!petitive exams. In these instanC2S waneD. are

at a clear disadvantage and cannot even be considered for entry

if they are illiterate. Since wcmen are the poorest of the poor

and the JOOSt disadvantaged secJUeI1t of many societies, and we

know that literacy provides a socio-ecx.nan:ic boost for the

hoosehold in terns of in<Dte, exercises a mult;iplier effect Q1

sdlool age children, and works to maximize ~ions for further

training, it is inportant to include a literacy cx:up:J'lent in a

female oriented noo-formal program if at all possible.



PARt' V

So far we have explored the history of u.s. education

and colonial African edualtiat as it related to waten:

exa.mined the state of no:lern education, both formal and non

formal for WC11I!ll: and analyzed the fune:tiaality of for:mal.

and nal-formal pt'OgraULS as they i.rEq?aet upon LDC girls and
./

wanen.

Hc::wever, educatiooal: d'lange does not take plaC2

in isolation. 1'he political envirament poses constraints

that can fad.1i tate or hinder wanen IS proqress tcward

equal educatiooal opper tunity. 'Ibis seetial explares sane

of these et:XJStraints and speQllates about possible

outcanes of a major investment in female education. Qloe

again, z-~~ Africa is the regioo explored in depth.

O1apter XII examines several !X)litical axicms and

their relatiatShip to waren ana educatioo, focusing en the

··1'ivotal role of the middle c.Lass. ChaPter XIII analyzes

the daily business of educatioo and disCJSses wanen' s tan

gential role in the operatioos aspe~..s of education in LDC~s.

Chapter XIV hypXhesizes about the pcssible oonsequenms of

significant female involvement at all levels of education.



XII.

Educ:atioo is a political activity. In any natioo limited

amounts of lIDley and· htDan resources are available for allocatiat

to eduasticn and hlJDan re&OUrQ!S development activities. '!he

determinatiCXl of who <jets what aJ'OOW'1t of l1D1ey for which

educatimal activity involves political decisioos. Allocaticn

dloioes between iI'le' - and wcmen, children and adults, formal

and ncn-formal programs will advantage sane segments of the

population and disadvantage others.

The political natUl:e of educaticn is heightened and

deepened because educators have built-in biases based cn their

own persmal experiences. To reject too much of ooe's persmal

educatiooal experienQ! for innovatiat and exper:i.1!ental changes

is to reject an integral part of ate's self. Most persQ"lS

with developnent experience can SWliOl forth a memory of an

LOC educa.tim official who calStantly lamented the alrrent

state of student kncrwledge and skills while reca.lli.ng his

own school days of high quality (usually oola1ial) teachers

and dedicated students. 'Ibis official and hundreds of others

like him have a tendency to fund and support projects that

reflect the traditional, inflexible, elitist formal systems

under which they were educated.

_ 1 ('\c.: _
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~r, no matter what ene's academic training, there

is a pr:opeusity to <XIlSider cneself knowledgeable about educa

tioo because one has underg~ it. Curiously, this {Xlenanenon

dOes not carry over into other professirnal areas. Few people

cmsider" themselves lawyers after beinJ involved in litigation.

or mechanics after a s~le car repair~ SiImtlarly individual

educatioo does not make ooe an educator, a crncept "lay

educators" find hard to aCCJ!pt. In short, tbese educatiat

experts through persatal experience make it diffi01lt for

professiooal educators to act decisively to i,nproue programs

without the enaJ'lt)ranoes of emotiat and nostalgia.

One hardly needs to ad:! that the overwhelming majority

of the educators of whan we speak are male, for the majority

of LOC \«llI!n have not been a part of the educa,ted~ chasen few

and, CXIlSeqUeJ1tly, they are not part of the educatiat decisicn

making apparatus. In the "developing world, wanen have been

disadvantaged - physically, eoonanically, socially and eduea

timally. Wcmen have suffered discriminatioo in educatim in

terms of access, enrollments and tradting.

wanenhave been Q'l the periphery. Often they lack basic

literacy and n.unmeracy skills as well as the p:>litical organi

zatimal skills neoessary to effectively c:cmpetE! for scarce

resources. '!hey sanetimes fail to see the relat.ionship amalg

educatim, I;X)litics and developnent.
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Fducation is a political instrument. It was used t¥ the

colonial powers, the nation.list lea...~ and the nation t::uilders

in newr states. Now it is bei.nq utilv&ed by p::6t i.mependenc:e

regims \Iti1o have cxme to power premising deJa'X:raCY, stability

and equality. Each natial has a ruling elite charged with

using available resourdeS for the betterment of the ruled.

Education i.s one of tfrse. resourdeS in very limited S1JH)ly that

leaders are mandated to use for the public good.

Ed1cation is a pa.1erful, lindted caralooity at the service of

the ruling elite, a <Xilm:XJity providing decisia1-makers with many

options in its use. tihile (Xl the one f.and, cost exnstraints llBke

it necessary to res'b:ict access and ~rtunities to education,

on the other hand, ed1cation, pq>ularly viewed as a panacea

for underdeveloptent, is thea1e promise of the nationalist

IIOVement rrast diffieult for leaders to abandon.

Decisioo.-makers work in a framework configured 1:¥ several

political realities. A few are disCUSSed bP-low in terms of

their iJrplications for wonen.

1. Education, is usually danirated am apportioned t¥ the

middle class. '!'he middle class, St*!i.ng no benefits to itself

in e~ansion of access to ed1cati anal cwortunities, safeguards

education options for its membecs while simultaneously attenpt

irg to limit rapid expansion of edlcation to the lcwer classes.
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'!bis limitation strategy means that middle class~ who

have historicallyenjoyeci access to educational opportunities,

can <XI'ltinue to do so. Most ed1cat:.iorlal systems have been

successful in co-o;tIaI the educated middle class wanen to W)tX

within the existing socio-educatia'18l. network am maintain

belief in ed1cation as a middle class prerogative, rather than

a universal right.

sane of these middle class and UA;)er class w:men will ~re

conflicting values and lO!ralties. In the new age of female

CCI'1SCiousness, loyalty to sisterhood, and awareneSS· ,of

the stark realities of female rural poverty, many ~. are

protesting against t:he very systems that spawned then·. In

Nicaragua, for instanee,ooe of the pri:nmy (~iti.on groups

to the Soama regime is lead by a 27 ~aro.Ld, university

educated female philc)Sq)her. She has, in turn, united other

urban ed1cated women who have reportedly joined With uned-

ucated rural women to fOml a strong alliance militantly
1

opposed to the existir19 regime.

2. '!he middle class is the main bene.ficiary in any eciJcation

endeavor or reform. Opper classes have trclditionally sent· their

children to be ed1cated in Eln:ope or the united States. It

is the middle classes that K.eerAly appreciate t.~ potency of

ed1cation as a vehicle of upward ncbility. M.:::>reover, nest

fundamental change is rP..ally i.mplemented by the middle class.
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3. The issue of female educational opportunities is ~

potentially volatile one.. The important factor here 1..~ the

extent of female active participation in the nationalist effort,

for activism makes women a voice that must be reckoned with.

lhese independence activists were quite often illiterate market

women. One other major source of rank and file supporters

was voluntary associations. Many of the associations' members

were intensely involved in nationalist activities and nation

building efforts twenty years ago, and are no longer actively in

volved in politics. In most cases the women were not effectively

integrated into post-independencE' governments. ThoflC.! that were

elected to legislatures and national assemblies were often

casualties of corruption and scandals, such as M:1dame Babe of

Tanzania. Education decision-makers would do well to note the

potential alliance of current educated females and earlier

activists.

Important to policymakers is the fact that the daughters

of these former ~ctivists are now young women. These daughters

are likely to have had the 'benefits of education that their

mothers may have missed. Upwardly mobile through education,

and aware of their mothers' contributions, this new generation of

educated females has feet in both camps and might successfully

align the illiterate, activist market marrmies camp with the middle

class females who have modern skills and strong academic backgrounds.

This is powerful alliance could probably topple many regimes.



As early as 1929, the mar.ket \t4DIIIm rioted in Lagos am forced

radical changes in British administration of ttte oolony. It is

difficult to estimate tm lX'tential strength of an ed1cated am
activist female alliance.

Politicians were pmviously able to camt (Xl fEmale sup(OOrt

because they were a neglected and underestimated force. Moreover,

they were often illiterate, malleable and dependent at literate

males for their information. If access to educatiooal facilities

becares easier for them, they can assume responsibility for their

own sources of information and be in a position to hold male

politicians and leaders aaxxmtable for what they say. In s1x>rt,

increasing female educatiooal eJPtJOrtunities may~ to the

detriment of current officials, aodinq a certain support base

and replacing it with the careful scrutiny and concise questions

that literacy may bring to politically active w:men.

4. Expansion of educational cpportunity becares a matter of

risktaki.nq .. 'Ibe question is posed as follows: do politicians want

to risk offending sane constituencies to enpower others. several

constraints '«.)~ .::~t expansion of female educational q;portunity.

First, there is no guarantee that the expansion of educational

cpportunity will coincide with e~ansion of the E!tployment base

and economic capacity to absorb the newly educated. Current

CCI'lStituencies with a vested interest in naintaining the status quo

argue that one is merely increasing the number of qualified

persons carpeting for scarce jobs by educating more women..
,



OnE!DPloyed school lea.vers are politically volatile largely

because of their unmet expectaticms and frustratiQ'U3 with

a systeru that cannot acealloodate them. '!hey are a tl'x>rn in

the side of m:st regimes in the LOC Ws. Politicians have a

vested jLnterest in keeping them appeased, and thus expansiQ'l

of female ed1cational ~rtunity is not an attraetl.ve option.

SecDnd, one runs the risk of offending thr.. middle class

which is not interested in sharing its socio-ecorx:mdc optia1S

or milic!U. Offending the middle class is a major risk that few

politicians want to take. With the international agency eupha

sis on basic hmtan needs and reaching the poorest 40 percent of

populrtions, the middle class is often ignoz:ed. 'Ihe poor are

not paferful. '!bey cannot articulate their needs, wants or

grievances with the sq>histication of the middle class.. '!be

poor do not carmand the well~ized political support of the

urban middle class. '!he middle class clearly perceives the rela

tionship between pc:wer, reform and the ballot 00x and is likely

to vote in large numbers. '!he tendency, then, is to assuage

the middle class and go slow on education reform, while prmlrid

ing other services to the rural poor and the poorest 40 perc:ent.

Expansion of ed.lcational opportunities for girls betweEm

6 aIXi 14 might be ltDre politically acceptable, for all Parents

hcpe that their children will surpass them. Education is still

perceived as the major road to upward ltDbility (although Wbrld

Bank ea:>nanists and others argue that this is not necessarily
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the case) SIJ a .:iecision to increase access would be likely to

have the SUR;X)r:t of parents. But the politicians rrust be

C""4reful that other issues do not intrude and obfuscate the

educatim issue. Primary level school age populaticns

cannot vote, but their parents can. If the linkage between

specific 1,X)1iticians and increased educatiooal opportunities

can be clearly made, then the choice is attractive. Never

theless, there is a significant risk factor involved.

5. Vbnen, like minorities and other disadvantaged

groups, will gain access to a given system - in this case,

the educational system - when the system has been denuded

of p:wer and inpact, and has been left as an ineffectual

shell., Middle class males have enjoyed the benefits of the

educatiooal system, and, as the affluent youth in LOCI s,

have been the beneficiaries of educational inoovations and

improvenents.

Curiously, growing disaffection with LDC education

systems has crescendoed just as LDC 'WOmen have clanDred

for rrcre access artd equality of educational opportunity.

Now that the disadvantaged demand access to education, the

problems suddenly rrailifested are legim. Rates of return

analyses indicate that education does not offer higher social

rates of retum when corrpared with equal investIrent in other

sectors; cost effectiveness and cognitive skills developrent.

effectiveness are in doubtt there is uncertainty over the
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relationship of edJ.catial am higher WJrker productivity.

Inevitably, the social oost:s of previcus err:c as in poli<:.y

and inplementation will be borne by the currently dis

advantaged: girls, wanen and the rural poor.

6. Non-formal ptograus, a ~ry solution to the

problem of rising' expectatioos amid euployment scarcity, may

be a political savioor far the regime in paler, tilt it will

nerely exacerbate class and economic cleavages in the future.

several problems surface as soon as one begins to examine

non-fonnal programs fran a political perspective. First, nc:n

fa:mal pmgrarns will enc.ourage the bD track dta! ed1catia1

system in which status,. prestige and hiclher inCXl'le will accme.- - - .~-~- -- .- . "-- ---_.- -- " .. ~ - -<.- - - ...---_.....
to th~se who have gone -~~the-ftjrmaI system. Persons who

participate in nOll-formal programs may have job skills that will,__>0--... _

enable them to engage in i.ncane generating activities, tnt

the positions that nc:n-formal gradlates will assume will oot

offer salaries, pt:alDtion opportunities or status similar to

tlx>se to be famd in pcsitions available to persons with

formal education credentials.

5eoonu v mch of the foreign aid tralies provided for

nonfonnal. programs targeted to the rural poot is actually

allocated for training ~rs and instructors. Usually,

these instructors are middle class persoos with required

focnal edication credentials.

'!be irony is that l'1Q'\-fonnal education, which is pri-

narily ai.ned at di.sadv'...ntaged rural poor and waren, often



further entrenches them in their second class status.

In the battle of increasing educational expendi~

in the face of the aforementiooed conflicts, political

leaders and educatiaJ. decisioo-makers mmt tread warily.

One solution is to loodly proclaim tIv..e regime IS ccmnit:ment

to educati.at and expansioo of educat~ional qpJrtunities,

decry the lack of funds to aetualize the eJPansion objee

t:ives and continue to operate the educatimal facilities

as usual. A second option is to publicize new ed1cation

innovatiats and, . in a flurry of activity, actually change

very little. In option be, those advocating change are

mllified, the middle class, which is the support of

the regime, is satisfied.

A third option is to really attE!It'Pt to restructure

the educational structure so' that disadvanta<jed groups,

nanely wonen and the rural poor, have q:portunities of

increased access to educational opportunities, in progl:ams

that provide rigorous cognitive skills iD.d. )nar!te~_ e~~~__:m-=
ployment opp:>rtunities within the national economic oontext.

For the nat-revoluntionary regimes with which AID deals

in large part, options one and tw:> are tenpting. 'Ibe losers

un:ier these options cu:e the iOW19 Pf:rsons in the educational

system. Option three, the haniest to inplement, also involves

the greatest risks. itlereas school children caMOt vote am
illiterates can often bG swayed to vote in the interest of

the e"isting regime, rile middle class can and will exercise

its power at the ballot box independently.
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Politics t--.mneates the Dlsiness and eoonani.cs of ed1ca

tion fJ:all ministries to ~~chers. This sectiat examines the

myriad ways in which politics intrudes upon the leaminq

objectives of education. ret us begin at the tcp, as do elites

in UX:'s, with the ministries of ~cation.

No educatiooal administrative decision is withcut poli

tical undertones. In the t«>rld of severely limited ~ts in

which as III1Ch as 20 percent of developnent expenditure is

allocated to edJcation., ed1cation. provides livelihood for

many Persons. Although many 'OII!n earn their livings as teach

ers, especially in tt2 primary levels, taren are oot well re

presented in the higher escheloos of education decisiaHnakinq.

IJ.b!ria is a rare· exception to male dcmi.nance in ed1cation..

~ hold three top administrative posts within the Ministry of

Education.: Directo!: of Curriculum and 'DaxtJxx»ts, is the post

held by Dr. A. n:>ris Banks Henries, wife of Speaker of the

House of Reprsentat:..ves Henries, the man fran whom nuch of

her pc:Mer derives: Dr. Bertha Banker A.za.n9o, is Assistant

lo'inister for Besearch: and Dr. Azango t S deputy, Josephine

Badio, is a U. S. trained curriculum specialist, whose hus-

band is a county superintendent, the equivalent of an Ameri-

can state governor.

l-t>reover, the dlU3hter of Liberian President William R.

Tolbert, Olristine Tolbert Norman, runs the only bookstore in

town that stocks necessary primary and secondary school text-



books. Mrs. Norman also sits at the Ministry of Educatioo's

textbook advisory amnittee whim rewEiRends or disapproyes

all goverrment schools' required txtJ::)odc,s. 'D!xtbook ordering,

provisioo for Ma'lrOvia and outlying governnent operated sdlools,

r~ns into hlW1dreds of thousands of dollars per annJ'IIl.

Mrs. Henries' books are directly antithetl.cal to the

aJrl!:eIlt I,i berian polltical intentiQ'l of tmificatiQ'l aIIOlg

Aneri\.."Q-Liberians and indigenous peoples. Her 5=ivics for Liber

ian Schools, required readirg for all eigth grade students,

begins by citing the hardships of the settlers when they firs·t

encountet:ed the indigenous "savages." Mrs .. Henries admits that

the book. needs revisioo and has been planning to do so since

1974. Liberians officials privately CXl1llent that the book

is reaetiooary. However, due to the pogitioo of her husband,

Bcnorable Richard Henries, Speaker of the House of Representa

tives, her severest critics are silent in Ministry of Educatioo

meetings an·j disOJSsions.

Strm9 and opiniooated as these waren are, they ONe

their paNer to the reputations an6 positions of their hus

bands. Although the se<Dndary edlelons of the Ministry of

Education are staffed by WCXMm with professiooal and advanced

degrees, the highest eot:rridors of poier remain exclusively

male. No tNaDan, however ~ll qualified, has ever been Minister

of Educatioo.
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'Ihe exception to this male daninance is Dr. Mary

Antoinette Brown Sherman, President of the University of

Liberia. A COmell university Ph.D., Dr. Shennan has falgbt

consistently to place university education above {X)liticsc>

In 1976 she resigned as Dean of ~J1ers C'Dllege based a1

the Board of Trustees' denial of her request for sabbatical

leave. 'lhe BoaJ:d of Trustees leS at that time cham~!d by the

Vice President of the nation, Honorable James Greene .. Dr.

Sherman's request was denied at tangential issues which evad-

ed the real question of her support of unorthodox faculty

points of view and the rights of free speech in a university

environment.

After an aI:lsena! of a.tn.lt ale I\'D1th, she was asked back

to the university as Vice President for Academic Affairs.

'!he university president, with wtan she had fooght so bitter

ly, was appointed Minister of Education. '!he incumbent minister

cooveniently resigned to run for the national legislature.

Since 1976 Dr. Sherman has been elevated to the presidency

of the University of Liberia, with the aR?roval of virtually

all the faculty and strong support f:z:an the stooents. At a

March 1978 convocation, the students presented Dr. Sheman

with a symtolic swxd so that she could rid the university

of its enemies of free eJPression, wipe CNay inferiority am

mediocrity, and restore the atItDsphere of free and independent
2 -

thinking.



'!be ex.anple of Dr. Sherman is rare in the annals of

\«Den in higher education. Few women have achieved suffi

cient stature and respect to do battle with the university

hierarchy, the natiooal administration, national leaders of

the rank of pxesident, vice president and speaker of the fb1Se

of Representatives, am win. Dr. Sherman emerges as an example

of the social functiooality of fa:mal ed1catioo. She serves as

a role JDX1el and catalyst to encoorage other t«rIen to l"ea:rne

ed1cated am aid in the developnent efforts of their nati.a1s.

Her path will oot be easy to follOi. Education, in its

daily ~rations aspects, is male daninated territory, especi

ally in the develcping world. NJmen are rarely included.

'tt! new turn to discussion of variQ1S aspects of the

education system - fran school site selection to curriOJ

lum refom to the ranifications of decentralization -- and

examine the i.npact or lack. of i.rrpact of w:men.

In most African nations, sc:hool site selection is

theoretically based on numbers of school age pc:pulation per

square mile or within a given radius of tm proposed location.

f.t)re often than not, however, location is based on the poli

tical~E!2.~. 'nle spinoff patronage jobs associated

with a l:A1ilding project are a source of prestige and power

to the politician wOO is pcwerful ernJ9h to bring this kind

of social infrastructural developnent to his district.

~nen are virtually excluded in this basic political

patronage on three counts. First females are rarely legislators



who can lobby for targeted sci'lc:x)l (X)IlSt:n1ction sites. Seoom,

virtually nowhere in the develcping \«)rld does ate find feuBle

CD'ltractors bidding on sd:1oo1 cn'lStruction projects. '!hird,

'Walen are seldan famd in the policy-makinq ranks of edua

tiona! adninistratioo.

Access to edJ.cational OA?Ortunity is very often based at

the presence of a sc,txx)l in ate' S CM1 or a nearby <DIIIUI1ity.

Political cxmsideration in sd1oo1 site selection takes the.

question of access of girls to formal education facilities

totally oot of their hands and oot of the hands of their

pal.~ts. Decisions on school placement are made by male poli

ticans based on the political exigencies of the situation.

If girls can benefit, so be it -- bJ.t they are no <rAe'S pri

mar.y ooncern. ~liticians are not: accountable if rates of

female enrollment do not increase rapidly sinply because of

lack of facilities in high density female pcp1lation sites.

Teacher certification also has a political di.men.sion for

:f'~es~ t'or- the ma..jeri-ey of women- in education teach at .the

pr1m.8.ry level, and do not have .four years of ec>l~~ge. Many

were educated at rural-t~~h~;-tnbTt ilK 1l1s'ti~~;;-;;-~mal

OJrrent thinking azoong education sp:!Cialists advises that

teachers should have foor years of college experience aoo be-

cane certified. ~ile this is an adnirable goal, it stigmatizes

r,anen and once lll'X'a they are on the bottan of the totem lX)le.

'!his uncertified status will diminish prc::rootion and salary



increments far them.

Sclxx>l cur.ricu.1l.D:n also involvee the :interactial of

politics and educational decisioo--maki.nq. OJrricullD devel

opnent is big business as new nations try to move 2II1ay flail

the colatial models and develop curricula nme relevant to

nation-tuilding. In 1965 students in Korh,ogo, mral Ivory

coast, were usi.J:¥J French history and social studies books

which began with the classic statement of all Gaul's division

into th1:ee parts. NcA stooents in Korhcgc) are using Ivorian

text1:xJoks with aa:e local relevance. 'Ihe developuent am pr0

duction of new materials is an expensive undertaki.nq and a

lucrative c::a1tract for the French firm( s) involved. w:.nen

are rarely authoritative historians or social. scientists,

therefore the new imigenoos curricular naterials nay still

overlook wanen and their national contributions. In analysis

of social studies materials in Liberia from 1974 to 1978,

~ were still illustrated doing traditional jobs. All

of the active, vital mc:xiem sector jobs (with the exception

of primatY school teaching) \Ere illustrated with male figures.

Traditional jobs, such as pcmlding yarroS, making cassava and

can:ying water \\Jere illustrated with females.

Illustrations in text1:xJoks and other curricular materials

use males in ItCSt photographs and drawings. Approximately 75
3

percent of figures in American textbook illustrations are male.

A similar percentage of male daninated illustrations ~ar

in 7~st African textbooks. (While the llCSt blatantly biased
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American materials are either being revised or discarded,

the lag tin'e for American pmdu~d texts to reach African

natiam and their internal debates about the relate import

ana! of sex-bias-free materials versus mre copies of older

texts, wil.l take fran t:,w:) to five years.)

This kind of discriminatic:n is very subtle. It builds

Ii case that WOllen do not involve th.e.'1'Selves with interaction

with ncdern society to the extent that men do. Wclnen are re

tiring: nen are aggressive. Men explore: worren harbor and

maintain. Men are better at nath and nllDbers, learn new

languages ItDre quickly, and read with better c:x>nt't'ehension.

These images, perpetuated and reinforced by textbook images,

do, in fact, become truth. Male students in three public high

schools in Mcm:ovia were view by their teachers are I'!Dre

curious, mre aggressive, ncre diligent pupils in ~rk

preparatioo than their fenale classmates. Higb:<ar soores on
4

standardized test.s corroborated the teachers' impressions.

Textb:x>k in'ages help to establish and then reinforce a self

fulfilling prophecy of ferrale inferiority. Text.book att.itudes

and illustratioos are subtle manifestatioos of biases, but

nDre insidious because of their subletry0

Curriculum innovations and textJ:::ook chmlges run into 0b

stacles from sevard! sources.. Textbook committee rrembers may

have favorite texts from their school days. Bookstore owners,

often having stockpiled for two years in advance, are adanant



matter hew culturally i1nlevant am sexually biased thte

book, so that they do ooit lose Italey.

Decentralization of ed1catioo is often recc:mnended

to make educat.ion I'ID're cost effective and l'fI:)re re1eval'd:

to loca.l ne!ds. It is usually q:posed by ed1cation minist:1:y

off': (;iaL'3~ it is puttinq educational c1ecisi.at-maJci.ng

in the hams of nmeducators, often illiterate vi.l.laqers.

Decentralization '4Olld also diminish ministr.y power and

possibly eliminate sane jobs.

AIthough any ~lr!h d.ecisionr'" would have to be ccuntry

~ific" by and la~le decentralizaticn \1JOUld oot necessarily

aid \OtIm.. IDeal psrsons COOsen to be responsible for ed1cation

would bt..' likely to· be Den. ltlral areas tend to be nDre parochial

1:h;;-..r; w:bnn areas am acx:eptance by local authorities of the

iIrportance of female education may be difficult to achieve.

Bural persons are usually the purveyors of the old creed

and the last people to accept new ideas. Education for 'I4OI'fEn

in many LIX: rural areas is viewed as a waste of scarce re5OUl."ceS.

Moreover, education for wonen may encourage urban migration

which rural parents in three out of fcur developing rer~J.ons

do oot sUPfOrt. Also i.n'p:)rtant is thE: widespread conviction

that 'WOmen make better wives if they are oot over-educated.

Education has generally meant female demand for a voice in

child-bearing decisions am this, teo, may discourage local

authori ties fran actively seeking to increase the number of

girls in school.
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'!'he strongest advocates of increased female eci1cation

are likely to be found in urban ministries of government.

'!he situation is similar to that of many minorities in the

viii-ted States. '!he feci.:ta1 government became the stroil';e5t

ally of Black Americans am other minorities.· Similarly, in

the developing' \'liOrld, national legislatures aM capital l0

cated lU"- -listries am making decisions that will alter female

lives. Educated females who fa:m the main lobbies for female

activists are also fomd in the cities, and it may be diffi-

cult for~ toO identify female spokespersons and/or-male

advocates on the vi.J.lage level. A Tanzanian female M.P. re

called that 1975 Tanzanian legislatial calling for 50 percent

female enrollment in all 'lanzanian secondary schools encount-

ered enforce:ne.'tlt difficulties in several rural arealJ. However,

the force of the central govel.~~nt <X:II'Pelled carpliance. s.. .
When final authority rests with an unfamiliar official

in a distant city, it is often easier for the local inspector

or other official to do his job. In classic displacement,

he or she can shift the responsiblity for implementation of

the l~~: i.e, the Tanzanian equal enrollment law, back to the

central government, arguing that he is merely a hireling, an

i..nplementor of national policy.

Politics am ed.1cation are integrally intertwined. Every

aspect of education fran s:.:hool oonstruction to certification

to decentralization to instruction is pulled into the skein.

This section has touched on a few current issues in the hope of

further highlighting the CXllplexity of the relationship.



XIV.

Why should women be educated? Why should more women be

literate? First, it may be politically wise. In nations in

which women were a significat force in the dr1ve toward inde

pendence, they may feel that educational opportunities are their

due. This is certainly the case in Ghana. Nkrumah, significant

ly aided by the market women of Accra and other feuale volun"ary

associations of the Gold Coast, was canpelled to consider women

in his post-independence developuent programs.

Even if the mothers were not educated, they wanted edu

cational opportunities for their children. It was for future

generations and their opportunities that mothers fought. Ghana-

ians valued education and used it as a major criterion on which

to elect their leaders. After independence, Nkrumah had no choice

but to integrate women into the new government and institutions.

Second, developnent efforts are hampered by an illiterate

population a An illiterate popJlation is a dependent population.

Literacy helps in storage and retrieval of information and

comprehension of new concepts. Indian studies have shown that
7

literate farmers usually produce higher yields per acre.

Third, the evidence seems to indicate that there is a re

lationship between increased education and decreased fertility,

although recent Indonesian data casts doubt on the relationship
8

for that particular country. Most developing nations are acutely

aware of the pressues of increasing population, even if they



proclaim a pronatalist attitude., fer edIcation ~itt1res

are oontinualy risinq to merely keep pace with increasing

school age populations.

Perhaps it is easier to talk about: the ocnsequences of rot

educatinq w::men. If we retain the status quo, ed1cational

q;p>rtunities will CD\tinue to accrue to the middle classes.

sane women will be educated in the formal system that offers

~ial am eoonam.c DdJility, status, political and personal

rewards. ~t lower class wmm who gain any access at all to

ed1cational q:portunties will find them through the nat-formal

system of training and jcb-ski.lls programs. 'lbese jobs will

train them to be hairdressers, dr:essnakers, and artisans -

jobs witho.tt: power, prestige or pratrJtion possibilities - or

bookkeepers, secretaries and similar clerical am CCltltercial

sector skills - jobs that support male decisiat-makers. Non

foJ:Illa1 programs will not teach skills tbat will enable their

graduates to eatpete with professionals and managers. Political

leaders do not generally have to ~rry that dressmakers, artisans

and secretaries will beoane radicalized theorists ready to over

~ the regime.

'!'he chasm between nrstly urban educated w:>man and pre

dominantly rural illiterate \tiOmen will continue to gr~.

Urban \olJOJten, exposed to ItDre stinuli, having greater access to

limited educational opportunities and oore access to market

eoonany enployment, will grow further am further CNay fran
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their rural sisters wtD are illiterate, unsophisticated ard

confronted with different problems. As women's perceived needs

am interests diver:ge na:e widely, so will their associations ..

It may be that urban educated \Q'EI1 will ally t:hemselves

with existing, male-daldnated political struc1:U1';es and voluntary

associatiaw rather than contirue to strike alliances with

distant, illiterate rural lOII!I1 with 4ifferent interests am

preoccupations. '!his, of course, w:;)u!d t«rk to the advantage of

political leaders am is aoother unspoken m:gument for oot ex

panding female educational access.

'!he coosequences for eJPanding ed1cational OR;)Ortunities

for wanen to equal those of Den are hard to foretell in the

developing world. several possible c:::au1eqUences seem plausible.

EklUal educational cg;x:>rt:unities will B)St certainly result

in econanic re-adjustment as \\O'len begin to participate rrcre

fully in national develcpnent. OJrrently, nest weaen with 001

lege ed1cations in the developing ~r1d ar:e errployed full time

in the market ecorany.

The often heard male fear tha'\: w::men will take over their

jobs and leave male heads of hOUseholds unettployed is i11

famded. First, worren head ~roxi.rnately one third of house

holds in LOC' s, so they need enployment equally as much as

nale heads of hoosehold. Seoond, an educated pool of ~rkers

is usually a lure for new industry and an incentive for invest

ment. Investment means na:e jobs.



'!he real danger is that~ will leave school, be

the last hUed because of sex biases and ~ jobs for which

they are <Nerqualified, creating a situatioo in which w:men

foen the txlttan of the ~d.c pyramid -the secretaries,

typists ~ clerks wID SLRXJrt the rarified apex of male

decis~al-IDakers•

Another ecxmaai.c readjustment steIIIni.n:J :f1:an an increas-

inqlyeducated female populace \tJOUld be the diffusial of

female·· ecxmaai.c paler a'Mly nan nerket llBItIIti.es am into the

wider political arena. SUch a developnent might also signal

a significant ecxmaai.c alliance as these formidable~

begin to choose literate girls and llJOlIIm to oarp1te their

earnings, \tJOrk as their accountants and 11O'litor their invest

ments rather than hire lQU'lg nen wi.th literacy and numerac.y

skills.

sate social dislocations may erupt if theN:!stem lI'Cdel

has any relevance. As ~beqin to eam llDre 11DnE!y, they

will necessarily want a greatar share in fanilial decision

makinq. In several cases in Liberia, ~~ whose i.ncanes rose

dramatically because of their enployment,encountered conflict

over llDnetary matters in their. marriages. In a women's tie dye

cooperative, three of the ten original partners fNerel divorced

within one year of project startup. In all three ca,se5 the hus-.

bands reportedly stated that their wives \Ere too indeperident.
9
.

It would seem likely that~ with literacy skills

~uld also begin to make oore decisons individually and



participate in familia] decisions. They would also exp-,::td

their sources of information both through their literacy

and through casual job interactions. Thus the potential.

for oonfliot within families would be inoreased.

Soc1al benefits would accrue to families with educated

mothers. First o~ all, children with literate mothers stand

a higher chance of at;tend1ng school. A study or pt)nrov1an li

terate women indicated that 98 percent of literate women bad

their daughters in school. Moreover, their daughters were
10

achieving higher grade levels at earlier ages ~ A study

of Tun1s1cm males and cofU11t1VA sills retention indicated

that: f.dJ;~ env~ and~ supuvisicn of~

were significant variables in literae;y;'numeracy retention.ll

Olild health and family ~tion alsc iD{)mve when the

nether of the family is P.ducated. Consequently, owr time,

female ed1ea:t.i.a1 might significantly lower health a:sts.

Finally, nmt of the evidence indicates that the lDXQ

ed1cation a wouen has, the fewer c:bi.ldren she is likely tc

have. Alt:hough 1:he correlation is clear with the exception of

Indonesia, a causal relatiauihip has-~:et to be established.

However, it seems logical that the acre options a 'GII!n has,

the :D:Z'e she Jcmws atD.1t quality of life for chiJ.dren versus

quantity of d4ildJ:en. '!'he mre she mews about mate...-.onal and

child health care, the ncre willing she will be to lim!t

family size.
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Perhaps the TlDSt challenging consequence of education

will be the changing interaetioo am:ng waren. Although the

options are many, one hopes for a merger of urban and rural

wanen. liJpefully, wc:men may perceive their COl'IIlDllality

and problems as \O'Ren qua women as m:>re i.Irq;x>rtant than

sectoral differences.



PARr VI

In the past sectim we have assessed the interactiQ'l of

wanen in developnent and eduCBtim both historically and in

CCI1t.eJlpJrary societies. Having examined the situaticn and having

seen the nagnitude of the prd)lem of female integratim, we

now tum to the questim of what can developers and LDC officials

do to rapidly alleviate the worst aspects of the female under

education prOOlem"

This sectim offers reuxdtendatioos for actialS to attadt

the p-coblem. Q1apter XV presents a tililosophical raticnale

for educatim interventialS and offers general rec:x:maendatiatS.

Clapter XVI develops a pro;Jratnmatic re<X:lt1l'leldatim of a proto

type ate-rcxm school. Cl1apter XVII suggests a WID office

strategy to inpict en other Agency bureaus and sections. Chapter

XVIII disQ.1SSes further meetings and research to continue the

exploratioo of the relationship of edualtion to wanen in

develop'nent.



xv.

Women are not in the forefront of development activities

anywhere in the developing world. But recently planners have

realized that it will be difficult to meet development object

tives without first integrating the pre91.ously forgotten half

of the population.

Education stands as one of the most critical sectors

through which countries have traditionally achieved modernity.

Russia, China and Cuba are the most recent examples of a

pattern which indicates that there is a correlation between

education, increased GNP and general econanic development.

In all three of these countries, the wanen were educated right

beside the men. In the U.3., the major model of development for

the world, women had reached a 90 percent literacy rate by 1860.

In all of the rapidly modernized nations, twentieth century

primary education included women as well as men in equal number.

Acknowledgement of i~he importance of female education

and its necessity for develoIJllent has not won universal ac

ceptance in the developing world. Males and females in

the LDC's often have different perceptions about the role

of women and their involvement in the modernizing process.

Iran is a current example of this disagreement over appro

priate female roles. '!be shah's efforts to modernize and

secularize women were one of the major factors cementing op-
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position against him. Behind the Iranian conflict lie

differencea in perceived ways that a nation-state should

modernize, and women's roles captures a significant portion

of the attention and debate.

Sokoto, northern Nigeria, offers another example of

a L1ajor difference in perceptions of appropriate female

roll'S. In th18 Islamic strong hold, male perceptions of

a good Islamic wife and those of western-educated Islamic

women themselves are in direct contrast. When asked why they

ranked a primary school teacher at the top of a list of

admirable carmunity role models, while the chief's wife was

at the bottom, the educated women replied that the teacher

could effect commtmity change, while the chief's wife "is

shut in, and has no power to do anything positive, only
1

grumble, and hope her!!!! [sic] will do something." Sig-

nificantly, in the same study, male respondents l"anked the

chief's wife at the top and the primary school teacher rated
2

last place - the bottom.

OUr responsibility as an assistance-granting nation

places us in a moral quandary. One the one hand, it is cultu

rally chauvinistic to become involved in another culture's major

differences in perceptions and in attempts to alter ideas and

beliefs held by people for thousands of years. On the other

hand, development is an integrated process, and some cultural

interventions may be necessary if an assistance project is

to succeed.
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one sector in which these interventia1S are neCES

sary is education. Determinatia'l of the type- of project

that will produce maximize pasitive benefits depends, to a

great extent, a'l the a1ltural mileu of the project locale.

Educaticn is so sensitive precisely because it iItpacts

on 1alg held beliefs. Q1e. cannot assess its gains in clearmt

evaluatialS such as in the health sector in which ate am

measure infant ncrtality declines, or in agriallture projects

in which an evaluator am doa:anent increased ;crop yie lOs. Fdu

caticn is slow and painful and psychologically wrendling. It

is sensitive 1:Ecause it <XI'lftalts loog-held beliefs with indis

putable facts. It offers new and unanfortable ways of

view-ing the wet'ld. It brings nerJ faces and persa'lalities

with strange ways, or old faces and personalities return to

the village drastically altered.

Eduaaticn is discrmforting and unsettling on the one

hand, yet on the other hand, it offers litera·cy and numeracy,

skills which can lead to greater in<:XllE generaticn, increased

health care, lower infant mortality, and a whole range of

modern servi<ES.

And so the questioo is not whether to intervene, but the

best methcd of intervention. Now that the realizaticn of the

importance of wanen has cane to the fore, what special programs

and interventions will be most effective. In education, this

a:mas a-..m to essentially a formal or non-formal interventioo.
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This study has examined whidl type of educatiooal inter

ventioos will be roore effective for wcmen in the LOC's, formal or

nm-formal a'1eS. 'lbis sectioo offers recculoondatiatS for futum

AID projects dealing with educatial and~ in developnent.

Educatioo does not exist in a vaa.nI'D. Nowhere has

this proved l\'Dre true than the develq>ing world. If educa

ticnal programs, formal and nal-fa:mal, could be isolated

fran their envircmnents, one would probably find that functioo

ality and dysfunctia'iality occurred program by program. In

the OOI'Ip.lexities of the real world, however, each program

must be examined in its own social, eCDlatdc and political

CXX'ltexts. Several observations can be made in light of the

above state11'ent.

First, ItDSt developing natioos are o::mni.tted to the formal

system for prestige, historical tradition, political/ideolog

ical ideals, and a variety of other CDUntt:y-specific reasoos.

roc a::mmitment to formal educatioo can be measured by the vast

sums of ncney allocated to it year after year. In most

developing nations, an average of 20 percent of all developrent

expenditures are allocated to educatioo..

'!he formal system provides status and oonfers p::Y«er:

formal credentials CErtainly help one gain influence and

access to the decision-making echelQ'l of the political process.

In essence, if ooe wants to be influential and powerful 

bea::me educated. Join the Old Boy Network to gain oontacts

and influence.
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Sea:nd, non-formal programs tend not to serve elites.

Nm-fa:mal programs deal with the disadvantaged majority en

the lower levels of the wage eCDnany if they have Ina.11aged

to break cut of tbe subsistence syndrare: persalS without mum
education, little material wealth, and little hope of escaping

t.~e J?CM!rty' cycle without a timely intervential by an outside

authority, be that authority their own govenmment, US/AID

or an intematiasal relief agene-y such as the Red Cross.

'!bird, until the mid-1970' s, waren were really a forgotten

element in developtent. Noli developers and waten are in a

great rush to challenge the ma.le daninatim of the develq:>inq

world; to rectify er:rors and redress insidious discriminatiQ'lS.

HCMever, all of the recent activity involves only a small

percentage of LOC walen. The winds of change have not yet

r;enetrated rural Jamaiaa and upcountry Zaire. To waren in

most parts of the developing world, change canes slowly and

millioos a:ntinue to toil at age old tasks without hope for

change wit.~in their lifetinEs. But these waren have hopes

for their children. It is in their children that they

see their tamorraws.

Foorth, 'He cannot make the mistake of trany well-intent

ioned planners of the past and lump all roc wcmen into an

undifferentiated mass. Different ages groups of wanen

have different educational needs. Needs also vary betw'een

urban and rural waren. '!hus, there are several distinct

groups to oonsider in recuilluendations en WID and education.



Re<X:liiuendatia'lS

1. Six to 14 year old girls shoold be enoouraqed to enter

formal sdlool by broadening the access of girls and wcmen to

the farnal system.

FraIl this staiy's earlier assessments (Phases II, III

and IV) t' forma~ credentials are mandatory if wanen are to gain

entty into the decisiaHnaking proa!ss. The oveIWheJming im

portanaa of credentials in the warld of decision-making demands

a clearcut policy decisim: a a:mnitment to expansioo of

educatiooal opp:>rtunities for six through 14 year old girIs

within the formal educatim system so that girls and young

w::Jnen have access to 50 peraant of ex~ting elaoes in primary

arXI secondary sdlools.

The inprtanoe of formal educatiat in terms of

increased ineane, enhanced feelings of self worth, potentially

lowered fertility, and expanded socio-econanic optioos have

been well doc::unented.. Harder to document are the intangible

perquisites and fringes of friendship; the internalized

understanding of large bureacracies; the discipline estab-

lished by rrerely appearing in the same place at the sane

time everI day. 'Ibis generalized socializaticn and. the

cognitive and manipulative skills developed in formal class-

roan settings are collectively important enough for girls

to share with boys in equal numbers ..

~..J.though experimental educatioo programs sud:1 as dis-
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tance learning centers am widespread use of media instruction

have met with notable success in experimental forms, educators

am decision-makers have yet to accept persons who have ac

quired skills in this manner as the intellectual or social

equals of perscrJS who have obtained their education through

the formal system. While it is too early to have empirical

documentation, one may hypothesize that caupleters of these

programs may still find sane social and econanic options closed

to then. Until the experimental programs achieve the same

status as the formal system, every effort should be made to

concentrate on female parity of enrollments in the formal

primary and secondary levels.

2. Outstanding female primary school graduates should be

identified and encouraged, with scholarship aid if necessary,

to continue their education.

Ybile therli! is general agreement with the overall

goal of basic primary education for yoUl'J3 people between the

ages of six and 14 years, it is important that a percentage

of girls and the poor, the traditionally disadvantaged, receive

more than basic education. Generally, prestigious, elite primary

and secondary schools in toe' s largely have catered to male

populations. One goal of the new AID education policy should

be to redress this male imbalance and aim for parity of access

for girls to existing places within currently operating formal

primary and secondary schools.



Strategy for inp.l.enenting this cbjeetive involve first,

identificatiat of the outstanding schools. Qle criteriat by

which to determine ex~llence would be test scores. '!he seCDld

step would be breakdown of the student body by sex. If the

school is sex integrated, then efforts 11IJSt be taken to expand

the enrollment of young wanen until they a:xuprise half of the

stldent body. If the outstanding ScDoo!s are sex segregated,

then the highest ranked female schools should be a:mpared

with the highest ranked male ScDoo!s in terms of test scores,

aJrriallum, quality and nature of guidance oounseling, and lmi-

versity and/or euployment plaQ!Ilent after graduatial. '!bird,

if any areas are found in which female schools are notably

inferior, expert technical assistance should be made available

on a short--term basis.

3 .. AID recipient countries shoold be enoouraged to enact

:.egislation requiring parity of access to educaticn by sex by

a SPecified target date ..

Although very few natials still have legal barriers

to female formal education, social oonstraints still cbviate

against female partici.patiat.. For instance, ale reasm for

lew female university attendance in Afghanistan has been the

lack of separate dormitory facilities at the university in
3

in Kabul. Another social CDnStraint in many Islamic natialS

has been the restriction against girls being taught by men.

A third reasal, a::mnon throughout the developing warld, is
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based in the notioo that when girIs marry, they will not be

the primary wage eamers in most families:- therefore, their

educatioo is of seandary iJrprtance.

Legis.latim provides <XIloerned girls and wanen with

official support when faced with reallcitrant persons who re-

iterate old lliOLlIESe An exanple is Tanzania, the East African

natioo that enacted legislatim requiring 50 percent female

enrollnent in all seandary schools. '!he Tanzanian legislatioo,

enacted in direct response to Internatiooal wanen· s Year, was

passed in 1975.

Knoiledge that the governuent is oonoerned and <D1Siders

female educatioo a priority will spread quidtly to the pcp.tlaoe:

in the Tanzanian case, enhancing and boosting the self-esteem

and political participatioo of wanen. Although ale cannot dOClJJDent

cause/effect relatialShips, the nll'Dber of waten in the Tanzanian

parliament has risen to 22 of 230 M.P. IS; wanen hold 10 out

of a total 40 seats on the Natialal ExeOltive Council, the

highest poli~ing organ of TANU, the ally political party.

All of these wanen, as well as two female cabinet IEmbers
4

and a ~iooal camnissioner, have formal credentials.

4. Females 14 to 25 years of age should be enoouraged to

join non-formal program; to acquire jab skills and literacy.

Again, these Walen have potential social functiooality

as change agent.s and productive nembers of the labor force. '!his

is the group that is the critical target for interventioo, the
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swing group that can be upgraded relatively quickly. A nm

formal program that am intel:"!elle before these young wanen get

nBrried and have children is lOOSt effective. By providing

skills that may lead to enployment, theret7.i increasing the

yamq wanan's options for labor force participation, and

possibly delaying pregnanC!/, the program may have also

acted as a populatioo assistance interventiat as well.

A basic educatiat or literacy~t is essential

in wanen specific and wanen inclusive projects targeted to this

age group. In a world whim relies increasingly Q\ the '«itten

~ for caamunic:ation, retrieval and stora.ge of infa:mat~\on,

it is a definite disservice to limit these young wanen's abili

ties to funetioo in the increasingly 100dem world. l~er,

literac;r increases in<rlle, while illiterates ,,"irtually never

achieve the ina:mes of literate persoos.

5. Females 25 to 40 years of age should not be ignored, but

encouraged to enter a skills-oriented non-formal program.

For this group a basic educatioo exmpalent should be optiooal.

Familial responsibilities and social constraints may make literac..y

training a low priority with little direct relevanoe to their life

styles and enviraunents.

6. Ncn-formal programs should be fOOJSed al job skills

applicable in and relevant to country specific labor markets

and ea:nanic forecasts. ReO!!nt researdl by World Educaticn and
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others havelEound that nm-foana1 program participants, when

asked about their educatim priorities, invariably listed
5

ina:xne generatioo skills first. WCXIen as well as men face

the ptd)lems of ecxnanic hardship, and their inclusioo in te.le

vant skills a:mses is. essential...

Programs should move away fran ~is <Xl the four SiS:

hane ea:nanic:s, health, hygiene and hairdressing, to reflect

wanen's other respcr1Sibilities and tasks, ales upcn which

they may spend the majority of their time.

7 • Nal-formal pt:oc:JraIlLS should attertpt to employ as nany

indigenous female instructors as· p::JSsible.

Indigenous waten enhana! the social multiplier,

serve as role l'llX1els, and often ameliorate the unsettling

effects of rrcdernizatiat. Noting, hcwever t that professia1al

teachers often have trouble relating to less privileged peers,

partiQ1larly in the developing natims, pre-servioe a:>unse1ing

sessioos should be required to acquaint and sensitize the

female teadlers to possible attitudinal problems.

8. Because of past neglect, special caupensations may be

necessary to quickly upgrade female educatial, especially in wr-

riculum revision.

Naihere is tl.e pt.\St neglect as blatant and obvious

as in the alrt'i cula of tht~ new nations. Curri culun materials

shcnl.d be drastically revised, with a partial of the materials

geared specifically to females. Female examples should be utilized
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in teacbing areas of major female respalSibility, e.g. agricultural

manuals for use in Africa and Asia shoold incoqx>rate female

e~les to better reflect realities of labor divisiats.

AlthOUlh there has been ClXlSiderable disQJSSim of the

de\.~lopnent of currimll.lll IOOdes that are useful in a variety of

LOC settings with slight l'l'Cdificatioos in-ecuntry, the status

of wc.:rten varies radically fran CDUntl:Y to country - even within

different regioos of the same country - and the feasibility

of utilizing a standardized roode in waen-oriented progtams

should be carefuly investigated before at final decisioo is made.

Hcwever, final judgenent 00 that aspect of curriOllum reform

can await developnent of an actual prototype.

9 • FoJ..1.c:Jw-up mechanisms are necessary to re-inforce the

skills and a::noepts learned during a non-formal educatim pr()-c

gram and to reduce the chances of relapse into illiteracy and

non-nuneracy•

It is suggested that cne or two outstanding graduates

fran each program be identified and hired by the program to

undertake follarup studies of their former classmates. 'Ibis

post-program participatioo woold serve two purpcses: first, it

would reward high achievenent and exO!llence by guaranteeing

at least temporary enployment for outstanding graduates: seoondly,

it would probably enable critiail intervention by the nee-

graduate to aid any former participants en<DUntering difficulty

utilizing the skills learned in the program. '!his type of
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timely intervential. by a sympathetic oolleague qua change agent

CQ,lld aid program leavers when they initially enoounter diffi

culty, before the problem gets <XJupounded and bea:xnes unsol

vable.

10. '!he need to interface formal and I'lCI'l-formal programs

is critical for wcmen__

A 17 year old girl who has adlieved high ~tencies

in a neIl-fomBl program should have an opportunity to enter

the formal system, if her q;rt:ioos are to be truly maximized.

Similarly, the 17 year old smool 1eaver sboold have an oppcxtunity

to learn a marketable skill throogh a non-formal pto:Jtam and

th~by ootain her degree or certificate.

11. Although the non-formal system cannot and should not

imitate the fomBl system, the infrastructure of the formal

systenl may prove useful to project implementation. In the

Tanzanian. project of the Experi.Irental World Literacy Ptogranme, a

marked ircprovement in instructioo accanpanied project takeover

by the Ministry of Educatial £rem the Ministry of Agri Qllture

and Rural Developnent. 'Ibis dramatic i.mprovement was attributed

to the "ready-made, highly formalized organizatiooal infrastruc-

ture [of education} which operated at the local, regional and
6

national levels. n
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'lhe major p:t'03ralimatic rea::aliiendatiQ1 for new projects is

a new .look at the inexpensive c:ceducatiCllal model of the ate

roc:J\t school house. 'Ihe IOOdest, old-fashiated school represents

a viable IlIJde of increasing educatiooal effectiveness with

present re5aJra!S, for the ale rocm sdlool teadles us that

the I:ilysical facilities are not critical for sUca!ssful leaming

to take place.

Foor dlaraeteristics of the CDUlUJ school stand out as

partiQ11arly pertinent to educatial in the develq;ling world: 1)

the ruml nature of the majority of ale roan schools; 2) the

universality of <Xleducation; 3) the use of pedagogical innovatia'1S;

and 4) the a::IIpulsial factor in school attendance.

'!he rural nature of the one roan sdlool house house makes

it especially relevant, for the overwheJmin.g majority of third

world peoples live in rural areas that are either without schools

or servi<:Ed by a facility that is the equivalent of the ale roan

sdtool. '!hey are plagued by the same problems that bedeviled

the American rural school: diffiwlty in attracting and retain

ing teachers; limited access to new teaching materials and techno

logy; and all~t - limited funds.

rrhe envirannents in whim learning takes pla<E are also

similar; ead'l holds a high percentage of illiterate adults who

believe that education is i..nTportant; hCM!ver, they are unable

to provide the supports that create an envit'a1Ilent oonduci.ve to



-~~, -

learning and supp:>rtive to student adlievement.

One of the first lesSQlS to be learned fran the ale roan

scnool mistresses and masters is that a teamer lIlJSt rely on

her or his am skills and ingenuity, while viewing her or his

enviraunent positively. 'lhe Afri.c:an Pr:i.miny Math serieS (APMS),

an AID-sponsored project developed by Fducatioo ceveloptent

center, and the West African Primary Math Project, an outgrarth

of APMS, tx>th encouraged teachers to use a:mnon materials

easily obtainable within the local envirament. Ordinary sub

stances such as sand, leaves and sticks were used in new w;qs to

team basic skills. Fran these teaming strategies, teacners

were able to apply the ideas to their own enviroonents.

'!he seccnd aspect of the c::x:rmoon scnool directly awlicable

to the developing world is its CDeducatimal nature. DisOJSsed

earlier as an unheralded phenaoenoo in the u.s. in its am time,

CX)E!ducaticn and its ~ct is of critical i.npJrtance to girls

and young 'NClllen in IDe' s. Coeducatial assures that the same

curriwlum is available to both nen and waoon (although females

at levels beyond the a::mnon school must be watchful so that they

are not tracked into a traditiooally female course in the class

ics, humanities and/or fine arts). coeducatioo increases the

likelihood of female l:enefits fran curriQ.llum innovatiQ"1s and

new courses, for quality education has traditionally gravitated

tOriard male student populatiQ1S.

C~ucaticn also creates a more realistic social environ-
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ment that enc:nJrages the breakdam of stereotypes.. Men see

that femles am be equally intelligent and WCIIen leam that

lien are fallible ..

CoeducatiQ'l certainly augments admi ssicns possibilities

to the Old Boy Network. Often Qa'ltacts really seazoe a job, "

especially in the developing wat:ld where the edu.cated, by mere

fact of their small n\J1lber, fom an elite. A name and the

right rewtuendatioo are often all important. A wauan is f'dld1

toore likely to a~ire the a:ntacts or at least be acquainted

with deci.sial.-ma..iters if she attended the sane scnools. Moreover,

she will have had the opportmity to see the Old Boy Network

i:n actial.. Such expasure begins with primary educatim at an

age at whidl children are malleable, before stereotypes are

i rooclad.

In t..'1e third applicable aspect of the a:mnon schools, peda

gogical innovation, the tedmique of special significance is the

utilizatioo of older children to teach younger dlildren. A

ti.me-hooored tedmiqt:e born of neoessity and desperaticn (too

few teachers and teo much boredom in older students), the tedl-

nique has proved a very successful teaming med'lanism. In a

study of British school dliJ.dren, roth tutors and tutees bene
7

fited. Each group adlieved higher test scores than did oohorts

who did not have the tutorial experience. '!he old adage that

one really learns as one teaches is truly applicable here.

Since one of the major problems in LDC education is reten-
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tion of both litemcy and nmneracy, the tedmique should be of

benefit in the ar:ea of cognitive deve.lcpnent 1:¥ providing llX>re

cwortunities for students to practice their cognitive skills

in a neani.ngful way.

Childten teaching children is a technique usej~ul in the

affective danain as well. By enCOlragm; students to help others,

it deve.1q)s by demt:.nstmtiat, the value of sharing for the bene

f it of the COIlIDa'l good.

Pedagogically samd, it demands closer attenticn to a'lgoing

lessalS. Students are very calceJ:ned with "getting it right" so

that they can, in tum, "teach it right." In Liberian classroaQS,

attention levels inet:eased noticeably and the quality of questions

rose significantly when university seniors tL...u.ized that they l'

'2'
WCllld, in turn, be teaching certain concepts to underclassmen.

Project Innotech, an AID-SpalSomd project in Inda1esia ~

the Philippines, and its spinoff, IMPAcr, utilize the strategy

on the cx:mtUnity level. In the Indonesian program, literate

school children teach parents as well as yomger dlildren,
3 q

thereby diffusing their knOAledge to even greater numbers.

The fwrth aspect of the o.s. <XJm\Q'l scho:>l mat is relevant

to the LDC's is its CCIlpllsol:Y nature. '!his aspect of formal

educatim in the developing world is a politically sensitive

issue. It is diffiOllt to require sd'1ool at.tendanoe by all

children when there are not adequat.e places to accamrwate the

yamgsters if univet'Sal canpliance coold be adl1eved.. Moreover,
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tim, fer, as previously stated, IrCSt natims already allocate

an average of 20 percent of their develqm.mt budgets to eduea

tim, an incredibly hi~ ancunt for poor nat-iens to invest in a

single sector..

Hcwever, the a::mpulsory natum of primary scnooling is a

major key to increasing the number of girls who have access to

educatial.. PTArents cannot argue that girls are needed for dates

tic dlores, ncr can they discriminate and send boys to school

w~ile girls remain at hare to maintain the farm and/or household

if the law demands that~ gi.rls between the ages of six and

14 years of age attend sdlool.,

Ccmpulsory educatial is also beneficial to the state as

well as the individual.. A lcng-term investment, it fosters a

broad based literate populaticn in the next generatiQl.

Emphasis on the one roan school at the primary level and

its potential lew <DSts might help solve sate of the roonetary

problems associated with a:mpulsory education. Moreover, a

foOJS on the cne room sdlool a:l'lcept also oorrespa;.ds TA1ith the

new Agency ~asis 00 basic primaty education as opposed to

higher educatioo. AID risk mJnies for experimental projects

could create a prototyI;e roode.l with Ii ttle major expenditure,

by utilizing an existing structure. An AID-spcnsored education

project in Colanbia has begun along these lines and follow-up

of this m:del would t:e xrost useful.



XVIr.

After analyzing the status of roc wanen in terms of eduea.

tim and educaticnal developnent, the questioo becxmes ale of

determining the best strategy for increased AID/l'ltD office

impact to inp1eIlent the above mcamendatioos. 'Ibis chapter

addresses this strategy prcblem and oFof;ers a step-by-step plan

of actim.

Although in organizatiooal tentE, the Bureau for PrQ3l:alU and

Policy COOrdinatiQ'l (FPC) and the Bureau for Developnent Support

(a;S) have equal weight and have similar direct access to the

AID administrator for final arbitratioo of pollOJ oonflict.s, in

fact, PPC sits in the pivotal policy-making pcsitiQi for two

reasoos. First, PPC has access to mre data through the PPC

mandate to d;)tain informatioo fran all divisioos within the

Bureau as well as data fran each of the regional bureaus. More

data neans more informatial 00. which to base decisialS.

In terms of impact strategy, first and most importantly 1

the WID office should maximize its input through PPC. More

specifically, the WID offiCE should establish direct CDntact

and clear liaisQ'l with the OffiCE of Hunan ResourCES, Po1ic.y

Developoont and Program ~view (PPC/HR/PDPR).

Efforts should also be made to establish a working re la

tionship with the three major offiCES of 008 involved with ed\l->

catia1: 1) Offioo of Educatioo and Human Resoura!s; 2) Office

of International Training; 3) Office of Rural Develq;ment and

- l4q -



D:!velq;ment Administration.

A relatiatship with the Office of Educatim and Human

Resoorces is especially i.np)rtant because that office repre

sents a nucleus of educatiooal planning for both foz:mal and noo

formal programs. A liaisoo is needed to enCQlrage special

attentim to fenale participatim to the fullest extent pcssi

ble, partimlarly to expansioo of the data base en female access

to educa.t.im and the inpact en females of new school calStruc

ticn.

Liaiscn with the regiooal bu:teaus is also inportant, especi

ally in teImS of projects that can be identified fran the incep

tim for lalg-teen evaluatim.

The follcwing foor point strategy has evolved during this

project's exploratioo of the Agency and its educatioo programs.

The suggestims below foen a strategy for increased WID offiC2

iIrpact on AID educatioo policies.

1) As socn as pcssib1e, the WID director shoold hire an

education specialist who can systematically and thorooghly

review eadl oo-going project in the Off ice of Educa.tioo. and

Human Resoorces (E/HR) and assess its irrplications for waren.

2) The WID office shoold use its pcsiticn 00. the Agency

Coordinating eatmittee on Educatioo to assure access to each

educatial projec:t in its initial project paper stage, tefore it

starts throogh the formal approval system.

3) When f.easible, AID missicn directors shmld be asked to
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asC2rtain data on. the status of wanen specific and wcmen inclu

sive educatiCX1 projects, and training programs with an educatiat

~t $uch as pt""~.laticn assistance, health educatioc, and

aqria.1J.tural extensial, in an effort similar to the study a:n

ducted in the WID office al waEn and agriculture in Africa.

4) Althcugh many of the offia!s inplementing educatim

projects do not have statistical data and/or evaluatory informa

tim al projects, other divisiQ'\S and bureaus <D'1O!rned with

educatim have developed tabular infocnaticn ~cifically ad

dressing various educaticn issues. A syste!natic effort to

obtain aJPies of all AgenCf reports, charts and doCU'ilents on

waren and educaticn would certainly strengthen the WID data

base and provide CXXlcrete, in-house informaticn en which to

base project suggestiQ'lS.



One of the aims of the study was investigatiat of intel.'est

in and feasibility of an in1:er-agenC/ task foroe at wanen in

develqment rJnd educati:on.. Virtually all of the peasQ"JS inter

'tiewed expmssed scme mservatiQ1S aixut tau forces. Four

r:easatS _~ wiiIQ1ly repeated. Fi:r::st, there are too many

existing task forces investigating a bewildering variety of

tcpics. seccnd, task forces tend to temain at the theoretical

level. '!here exist enoogh theories aba.tt educatim and develop-

ment: what is nef.ded am practical solutiors to cperaticms cmd

prcgramuatic pJ:fb!ems. Perscns L~rviewed wem wary of getting

bogged dam. in academic disQ.JSSia1S of the merits of vanOJS

research nethaf101ogies and, a:nsequently, inability to tead'1

ccnclusions, particularly abaJ.t causal telationships. '!bird,

tas.'< forces are too time-<:a1SUll\ing, usually blanketing the

participant with several xeroxed papE!m which he or sbe never

reads. Fourth, task forces, like organizatialS and bu:t:eaucra-

cies, t.end to perpetuate themselves and never phase cut; there

is no tem:i.natial and no closure.

The alternative SU9Cjestim of a series of IlI!eting at WID

and educatioo. met with men nJ:)te favorable response. PetScns

interviewed suggested a I'1JJDt)er of safegucu:es to make a rreeting

• ~.f= ct'ser1.eS more e",-,-e ~ve. First.. the meet:in;~ shwld be a.i.IIed at

operatiaas level p~le.1'lS. ~ain, the overabmdanoe of theories

was mentioned. 5ecood, participants i,n<rlited shalld be employed

_ 1'32 -
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at the cperations, field experienCE echelon, rather t.han the

agency dimct:.crs and/or organizatim heads level., 'third,

previous field experienQ! shaUd be an absolute requirenent

for partici.patim.

Therefore, it is rea::mnended that the AID/WID OffiC2 initi

ate a series of meetings at the i.nt:aet of education at the inte

gratiat of waren into deve1oI;:ment efforts. '!be meetings will

have three major objectives:

1. To identify and establish a network of organizatialS
and persamel specifically interested ll"l the theoret
ical and progranmatic inplicatialS of both formal
and noo-formal educatioo for 'IlJCIDel"l in developnent;

2. To establish a clearinghouse in which problems and
trends in educatiat can be analyzed for policy impli
catiau; for WID and oot:relative strategies developed
where appropriate;

3. To provide a forum for problem-solving in a oonfi
dential atrnasiX1ere in wilid'1 the experiences of other
eduaitiat specialists can provide: fresh insights
and new perspectives in disOJSsions of CJrrent project
problems.

The neetings should te scheduled over a pericxi of one year,

beginnir..g in April 1979 and ending in March 1980. Six to eight

treeting shwJrl l:e sdleduled, each focusing en a separate issue

of WID and education. SlJ:jgested meeting duraticn is four hours,

or cne half of a workday, to allCM adequate time for disQ1Ssioo

of the topic, as well as meaningful exchange al OJttent issues and

ideas.

The agenda for each neeting should include: 1) sul:stantive

discussion of a pre-determined topic; 2) <Dunents at particular



issues of WID and education; 3) a problem-solving session in

which participants could discuss problems encountered in 00

going projects. 'lbe problem-solving sessions would be off

the-reoord to encourage a free exchange of infotmatioo without

fear of repercussions to agencies or persons in attendance.

Participants should be drawn ft:an those organizatioos

identified as havi.ng a specific pz:ograJmtatic interest in WID

and educatioo. Participants should include professiooal educa

tors with field experience, develq;;mmt planners am social

scientists ft:an a variety of Cj:)vertu[lnental and non-goverrn;~ntal

agencies and institutions. S{X)ecial efforts must be made to

insure a mix of both formal and ron-for:tnal educatim special

ists.

Chart: 3 lists U.S. governmental departments and agencies,

international and multilateral organizations and PVO's identi

fied as having a specific interest in the relatioo.ship of

~n in developnent and education. '!he najority of participants

would probably b! female, since most of the persons identified

and interviewed were ~n, as were their further references.

To achieve rraximum effectiveness, participatioo should be

limited to 20 persons per neeting.

Each of the projected six meetings would be structured

around a specific education~D topic. A suggested list of

topics might include the following:
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NAHE OF FIELD EXPERIENCE fIELD EXPERIENCE ON~GOING PROJ~rs CO~ -mOOJW....ING fUNDING
ORGANIZATION IN WID PROGRAJ4S Itl EDUCA'l'ION SUITABLE FOR EVALtJA'l'ION roSSIDILITIES souncES-

Academy for Educa
tloual Developmen Yea 'tea Yea Yel AID, otherl

African-American Program under
Institute Development 'tes Yea Yes AID, Ford ronne

tion, others
Overseas Educatiol
FWld of the League
of WOnlen Voters yes Yea Y.I Yel AID, other.

Research Inatitut<
Oil Immigration &Ill smithsonian .
Ethnic St.udies No No No - No Institution

.'omen at the Cen~

ter, Univ. of
No Yel"hus, Amherst Yes Yea Undetemned

World E,}ucation Yes Yea Y"I No AID. ottlerl

ACTIOIh Peace
Corpa Yes Yes Undetermlned No U.8. Govt.

U.S. Dept. of
Ilealtil, Education No U.S. Govt.
aud We!fare No No No

u.S. De!lt. of
NoLabor . Yea No Yel U.8. Govt•

.'orld B"nk Yel Yea
I Yea No Not Applicable

UDDP Yea Yea Yel No NOt Applicable.
HI-mSCO Yes Yel Yea No Not Applicable

UN/I\fD, Secre- Yes No No No Not AppUc••ble
tariat

CHART 1
"'~'11.__ ..L_"_1 .t ~ ~ ~~ ..__ ........ .1_.1.. .£..1 " __ .1 ~,~A .... _L. "a __ .L.~ • .. L.I ~ ... .a..*-__ .. ~ .~Jl. ~..L il __ • _

I, l ~•.



Meeting I

Meeting II

- 1.55-

Toward an AID/WID Education Policy:
OisQJSsioo and Ccmnentaries

'!he Agency's new educatim poliOi paper
paper has highlighted oona!rn about educaticn
and disassions have begtm Q'l iJq;)lementa-
tim strategies.

The AID/WID Office, having determined
that educatioo was a priority area, could
fOOlS disa:assioo at the initial meeting al

the general Agency educatioo policy and
specific WID/educatial strategies that can
plement the new policy.

Integt:atial and Increasing Access of Females
to FotIoal Fducatial

The positive benefits of formal educatial
for wanen have been well-doamented in previoos
phases of this st\X3y. Developtent planners must
now ask what are the best means for integrating
girls and young wanen into the fOtmal system.
What is the optimun age for formal system entry;
at what age does the oostjbenefit ratiCJl make
formal schooling an unrealistic e<Xl'lanic under-
tak " ?mg.

These kinds of questims would form the
basis of the substantive agenda for Meeting II.

Meeting III '!he Role of Noo-Formal Educatioo in the Inte
gratioo of W'aDen in Developnent

There are over 500 million illiterate
TNanen in the world who do not and will not have
access to formal educatioo, yet to survive, many
of these wanen must leave subsistence existence
and enter market eo::nanies.

Formal systems clearly cannot aCCUidlcdate
all of these wanen7 other means IlllSt be tried.
Non-formal programs are a highly reCUIUtended
alternative. Meeting III would disQJSs the oosts,
benefits and limits of non-formal programs.

Meeting IV Accreditation and Credentials

'!he major draw-back to non-formal programs
lies in the programs' inability to guarantee the



• Meeting V

Meeting VI

the ecu:ning capability and socio-ea:nanic
status that formal programs am. tbe
problem of credentials is especially ~
ant to WCl'fen, for they rely Q'l farnal creden
tials to acquire aca:ss to deci.sim-making
power en evety level - fran the hane to
the cnmamity to the natiooal legislatw:e.

~lementarityand Integratim of PbImal
and Nm-Forml Programs

'It.te carplementarity of fomal and non
formal programs has beo:rne increasingly appar
ent as l'IIXe and rrore participants find market
ea:many employment after ~leti.ng na1-formal
programs. Research has sham that persms
with sane formal educatiQ'l perform better in
ncn-for:mal programs than per5Q1S with no fODDal
educatiQ1 background, 4/ suppar; ling the need for
integrating the two types of programs.

~r, a prci:)lem with sate nal-formal
programs is training that pr;epares participants
for dead-end jobs. 'lhere should be a neenanisn't
whereby an outstandinq nc:rt-for:mal program. gradu
ate has cptions to exntinue her training/educa
tim. An interface between for:nal and non
fotmal systems would allGf wcmen options limited
only bf their abilities. The possibilities of
suen interface require further examination.

Frlucation and the Mass/Elite Gap

An emerging problem is the socio-e<XlnOlllic
distance that educatioo puts between urban,
educated wanen who are well integrated
into the market eccnany and their rural,
agria.tlturalist sisters who are usually
illiterate and stagnating at the subsis-
tence level. Distrust and disdain for rural
females often accnteanies formal educatiat.

Effective mechanisms for approaching the
prd.:)lem and strategies for <X'Jping with it war
rant serious attention.

Other pcssible tcpics include curriculum revisioo, the use

the media in education, and the role of the family in literacy

and ntJneracy retentioo. Final decisioos would be based 01 the



- ~57-

at the needs and interests of the FaID/WID office and the

meeting participants.



PARr VII

'!his final section of the report summarizes the major findings of the

variOls phases of the study and concludes with saae final observaticms on the

current relationship of education and~ in developoent efforts.
II



XIX.

This five I;i1ase stlXly was amnissiated to examine both fomal

ani na'l-forIlB~educatioo in the deve1cping world to determine

which type of educaticn is c::x::mparative1y nm:e functiaml for the

rapid integraticn of wanen into deve1or;m:mt efforts.

Phase I identified A.I.D. persame1, other u.s. govern

IlP.ntal agencies and internatiooal organizations ccncerned

with issues of wanen in deve10pnent and its re.latioo to educatioo.

'!he investigatioo ooncluded that there was a great deal of in

terest in the subject, but IIIJSt program offiaars in most organi

zatioos were too busy with dalily l."'espor1Sibilties to devote

serious ansideratim to the policy implioatioos and social

ramificatims of educational accessibility, enrol1.nYants,

tradting and dualism. 1he major reca:mendatim was a series

of meetings with participants fnJl'l representative govetnmental

agencies and PVO's to further explore the dynamics and re.latioo

ship of education, both formal and non-formal, to wanen in

developrent.

Phase II analyzed the ~ative funCl.:ia1alityof both

formal and non-formal education. It ooncluded that ~ative

funetiooality became blurred in actual programs.. Wcnen at dif

ferent stage~ in their lives had different leaming needs. In

the fornative years, the 6 through 14 age group, formal educa

tioo was deerred rrore useful, while girls over 14 years old

were held mre likely to b3nefit fraa non-formal training. '!he
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two types of educatiat canplement each other, and, if used in

tandem, seled:ively and appropriately, are a powerful force

for integrating war-:a..n into socio-e<Dnanic mainstreams of deve-

loping natialS.

Phase III ~ested policy and grogram rea:mnendatialS that

were develq:ed in artjunct:.iat with the new Education Policy Paper

also being reviewed at that time. Major rea:mnendatioos were·

1. Expansioo of placement of girls, ages six to 14, into formal
sd100l programs by assurinq their leqal act2ss to 50 percent
of existing sd100l places over a specified period of time.

2. Increase of access of females 14 to 25 years old to non
formal programs with a mandatory 1iterac.y a:BJPX1ent.

3 .. Availability of noo-fa:nal programs to wcmen 25 to 40 years old
with eq;ilasis 00 skills trainin;J to enable ina:me generatioo
activities and an C£!;iooal literac.y a:mpnenta

4. Program emphasis Ql the nr:xIel of the one rcxn schoolho.me,
particularly its ~ducatialal aspects whim is of major
social benefit to both boys and girls.

5. Major curriw.llm revisiQ'lS to replace sexual stereotypes and
to render the orriwlar content more relevant to females by
reflecting 'WQ1len' s true social and ea::nani c oontributialS to
their so,cieties ..

6 .. Interface of formal a.'1d non-formal programs so that outstand
ing graduates or OCI!'I1pleters of one t'SfPe of educa.tiooal pro
gram may be I;i1ased into the other' laterally, without the
disincentive of again beginning fran basics.

Pl'lave IV analyzedooucatiooal change in the I;Olitics.l

aJntext. It noted that. educatioo and politi cs are Ll1.tegrally

related.. Fducaticn is a limited cormodity, usually CDntrolled

by the middle class. '!he prospects of the middle class

voluntarily expanding access to large mnbers of ~n through

the farnal 5ystem are very slim. HOtt1ever, the possibility
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exists of an alliance among educated, urban women, illi-

terate rural ~..n, and deposed female political activists.

Such an alliance might pose a powerful challenge to the

existing regime; and oonsequently, women may be able to agitate

for increased access by threat of massive organized opposition.

Basically, however, they must try to gain access to the formal

structure, even if at a slow, incremental pace, and beware of

efforts to track the majority of young girls and women into nan

formal programs.

Phase V queried the relevance of the U..S. common school

model to LDC education of females.. It concluded that there are

several parallels between the U.S .. of the nineteenth century and

the LDe's of the post-industrial era. The U..S. experience,

particular1y in the common school, was applicable.. Four

aspects of the common school that seemed particularly relevant

were: 1) l"'Ura1 or sma] 1 town location which necessitated

a curriculum which de-emphasized the classics for a basic

skills and science orientation; 2) the co-educational nature

of the schools which allowed girls in the same classroom as boys,

while they received the same instruction and learned to compete

and interact with boys; 3) use of pedagogical innovation in

which older children taught younger children, a technique that

was of enormous benefit to both; and 4) compulsory educ-

ation for both boys and girls which made it unlawful for

parents or guardians to discriminate against girls by keeping

them at home to help with household and/or farm chores while



boys attended schoolo

The final report has integrated the findings of the dUferent phases

of the study and t on that basis, offered recoumendations and conclusions.

D1e final report, d1v1ded into six parts, is sunmarized below.

PART I •

Part I provided def1n1tions and terms of reference. ForDBl education

was defined as a structured system of institutional learning that becanes

progress!vely more complex as a student advances through the system. De

grees are confe~red upon completion of various levels with demonstrated

competencies. Non-formal education was described as a structured program

of learning of limited duration with iD:mediatelyattainable goals related

to the participant's life style and/or occupational prospects. Non-formal

programs often take place outside of a school and do not result in degrees.

PART II

Part II began with a retrospective view of American educational

history to ascertain what, if any, relevance the American experience has

for the developing world. The discussion focused on U.S. female education

and the American cOlIIrJOn school, established and consolidated between 1830

and 1900.

The significance of the U.S. model is its indication that female

education is beneficial to national development. The period of massiva

economic expansion in this country" coinoided with a. rapid growth of

publicly supported co-education and the widespread literacy of American

mainstream (non-minority) women. Industrial leaders, economists and

businessmen realized that it is better to have literate workers than non-

literate employees. It was more cost effective as well, especially with



the introduction of the factory system, for the written word is a quick,

convenient way of transmitting instructions to large numbers of persons

with an inherent information retrieval mechanj sm.

The U.S. model also demonstrates that literate women contribute to

to national developnent through their labor force participation as well

as through familial roles of molding attitudinal development in ch.ildren.

Signif'1~tly, che American south, with the highest female illiteracy

rate in the the United States and less overall emphasis on basic educa

tion was also the least developed area of the nation.

A further rationale for investment in education is the importance

clf an informed electorate. Initially the U..S. edU(~ted its citizens so

that its male citizens might be wiser, more lmowledgeable voters.

This coDlllitment naturally carried over to women when they achieved

the vote. In the modern world of ostensibly democratic states,

women have achieved the vote in 117 countries. It is in the best

interest of these states that women who might exercise this right

make decisions based on their own 1nf~rmation and conclusions

rather than be swayed by the opinions or demagoguery of others.

The history of female education in the U.S. and the rise of the

common school were contrasted with the female educational experience

under colonialism t particularly the colonial situation in sub

saharan Africa.

Women were always on the periphery of the African colonial

situation. In concert with prevailing European attitudes toward

women, African females WE r-e relegated to non-status by bei.ng vir

tually ignored. African women were not integrated into the socio-



econanic mainstream and education of females was·, at best, a very

minor consideration.

The primary goal of colonial education was the fulfillment of

colonial labor requirements at low to middle level manpower needs.

Colonies were administered on a pragmatic, ad hoc basis and so were

the educational facilities. 'Ihe powers, pre-occupied with iDmediate

exigencies, failed to foresee the longrange implications of a cadre

of educated Africans.

By the time a second generation of educated Africans had bee/n

exposed to the metropolitan e:.tperience, they realized that they would

never achieve equality with Europeans unde~ colonial rule. Educa

tion and the thwarted upward mobility ot the educated Africans really

precipitated the nationalist movements.

several foresighted nationalists involved women in the various

drives for independence. Nkrumah, Sekou Toure and Nyerere were

among the leaders who realized that wanen were an untapped resource

whose numbers could increase the ranks of their supporters and

whose monies could swe~l their coffers through the powerful, wealthy

market mammi es of Lagos, Accra and other African cities $ Women were

co-opted for the movement and several assumed positions in the new

independent states' governments. However, within flve years, in

most in.stances, women found themselves on the periphery of power

and decision-making. Two main reasons hastened their decline.

First, many or the initial post-independence governments were OCt;"-

ruption riddled. When the deals and double deals were exposed, many

female politicians lost their positions, both appointed and/or



elected. Second, it quickly became clear that many women did not

have the requisite ski 1Ls to hold high level jobs and contribute

to national development.

PART ill-
The next section of the report addressed the question of exactly

why women were not educationally prepared and the extent of their

U1~der education. Qlapter VI presented an overview of the current

status of formal and non-formal education. Education, the panacea

of development a decade ago, is in disarray. Formal education has

been found cost inefficient and of questionable effectiveness in

achieving its social goals of equal i~.ation of access and its cogni

tive goals of mental and manipulative skills learning.

In non-formal education, the assessment centered on the current

debate about the necessity of a literacy component in non-formal pro

grams. Those arguing against the necessity of Iiteracy point to the

fac:t that there is no social stigma attached to illiteracy in a pre-

literate society; that literacy is often lost for want of opportunity

to practice the skill; that non-retention inflates the cost of

literacy training; and that there is a danger of non-formal programs

being discriminatory if they require a literacy component.

Literacy advocates, on t~le other hand, assert that literacy is an

important tool of upward mobility and social status, especially in a

pre-literate society. The literacy lapse argument was met by the find

ings in several studies that mothers play a critical role in the

success or failure of a child's education. The presence of a literate

mother significantly increases the likelihood that a child will attend



school and succeed in the endeavor. '!be discrimination argument was

. countered by the knowledge that experience has shown that literates

and those with some formal education background, perform better and

and benefit more fran non-formal programs than do illiterates.

For a variety of reasons, from status to attitudes toward educa 

tion of offsprings, the report advocated continued and renewed emphasis

on female literacy.

A detailed examination of female education, especially access and

enrollments, followed in Chapter VII. Historically, women have experienc

systeDBtic discr1mi nation in education in terms of access, enrollments

and career guidance. In post-colonial nations women had been discimi

nated against in education since the arrival of the Europeans. In sub

saharan Africa a girl' s chances of education were only one ninth those

of a boy. In 1918 the situation had changed worldwide, but girls'

chances of school enrollment were still considerably lower than those

of boys. In no region of the developing world are the enrollment rates

of girls equal or close to equal to those of boys. Girls are the last

chosen and the first to be forced to drop out if their sponsors run into

financial difficulty.

Discrimination in access and enrollments is only the tip of the

the iceberg. Girls are tracked into certain "female appropriate"

courses and dissuaded fran technical or vocational school application.

Prior to 1910, girls were actually banned from technical and vocation

al schools in some nations. If a young woman manages t,o overcome

these obstacles and attain professional status, within the academicI

education community, her battles are still not over. She may teach,
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but rarely at the university level. She is more likely -:0 become a

primary school teacher, but rarely a school principal.

Discrimination against women carries over to non-formal programs

as well. Women do not have equal access to programs that offer non

traditional skills. Women are trained in the !.DC 4 H's: health, hand

crafts, heme economics and ha.1rdressing - traditiorally female

spheres in which the opportunity to learn transferable skills leading

to options in the modern market econauy are very scarce. Tracking and

discrimination in non-formal programs may lead to a pyramidal socio

economic structure in which wanen provide the unskilled and semi-sk1lled

support services of the pyramid's base while men perform the skilled

jobs and control decision-making at the apex.

PART IV

Part IV of the report dealt with the main question: the compara

tive functionality of formal and non-formal education projects for

women. Three indices were used: social functionality, economic func

tionality and demographic functionality.

In analyzing social functionality, the social multiplier effect,

role modeling, and the change agent/catalyst function were analyzed for

formal and non-formal education. Formal education outdistanced rIon-form

al programs in social usefulness. Formal education stimulated t,he sociaJ

multiplier effect with much greater frequency, perhaps because :schools

embody a status and legitimacy that non-formal programs have not yet

acquired. Virtually all female role models, primarily teachers:, but in

cluding other women in high visibility positions, had obtained formal

education and thereby l"e-inforced the formal school as an instlr:-ument of



upward mobil i ty. Non-formal efforts probably can excel in the change

agent/catalyst function, for its benefits are more iJm:Dediately visible

and the results of participation can be quickly translated into practi

cal, everyday terms.

In econcm1c fUnctionality as well,. formal education seems more

beneficial. Formal education provides greater lifetime earnings than

non-formal education. Rate of return analyses show greater private

and social rates of return for formal education, although non-formal

catches up between ten and twelve years into one's employment cycle.

Women who complete secondary school seem to be fully employable; however,

female primary school dropouts have the highest unemployment rate of

any group of job seekers in many LOC's.

Non-formal programs are also economically functional it they provide

training and job skills that can be utilized in the market econaay.

However, many non-formal programs re-inforce a dualism that tracks women

into traditionally female jobs and teaches men the transferable and/or

management skills needed for rapid promotion. (Formal programs are also

dysfunctional when t.hey overtrack girls into liberal arts, home econo

mics and other fields in which there are li.m1te1 employment openings

and not great '.;ransferability of skills.)

Non-formal programs are most functional economically if they pro

vide two services: 1) teach job skills that may be quickly and actively

utilized in the market economy; and 2) offer training that can interface

with advances in technology. They are socially useful in aiding the

bulk of illiterate and semi-literate girls and women that the formal

system simply cannot accommodate.
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Demographic functionality was the last area to be examined. We saw

that formal education often leads to urban migration, while non-formal

program participation mayor may not result in a move to the city. If

urbanization is viewed by a g1ven government as an acceptable phenaJlenon,

then both formal and non-formal education are demographioally t\mct1om~•.

However, if governments desire to retard urbanization, then non-formal.

programs that can quickly and dramatically improve the quality of rural

life as well as provide job SKills are the desired intervention.

The relationships between education increases and fertility decline,

and female labor force participation and fertility decline were both

cited and the conclusion reached that .any education program was functional

that contributed to increased lmowledge and acceptance of family planning

services.

The major conclusion of the comparative functionality analysis was

that both types of education had a role to play in increasing female

access to educational opportunity. The type of program should be dependelJ

on the population to be addressed.

PART V

Having assessed educational opportunity and benefits for women, the

report then turned to the political environment in which any educational

change would take place. Again, the regional focal point was sub-Saharan

Africa.

The major conclusion was that the prospects for change within the

foreseeable future are small. Education is a political instrument, en-

trusted to the ruling regime to use for the benefit and development of

the people. "The people" usually translates to the middle class. Poli-
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ticians are loathe to tamper too vigorously with the education system,

for they realize that education is the monopoly of the middle class,

and an unspoken understanding between the middle class and political

leaders prohibits decision-makers frail tilting toward radical educa

tional innovation.

In the case of offering greater opportunities for women within

the educational system, the problem. is slightly different and other

factors come into play. Offering increased educational opportunities to

women will disadvantage some men. Moreover, an 111iterat~ population

cannot hold its leaders accountable to the same extent that a literate

populace can. Literate women will demand more information, follow

arguments more closely, and present more challenges to politicians

than will illiterate women. Currently, male literacy rates in almost

every country in the developing world are significantly higher than

those of women, so the problem is self-evident. How do political lead

ers, if they are willing, overcome literate male resistance to being

a non-priority, even in the name of redressing preVious imbalances?

A possibility even more sobering to politicians is an alliance of

educated women and the retired female activists of the nationalist

period.

In the final analysis, the politics of education comes down to

risk taking. Do political leaders want to risk expansion of educational

opportunities for girls, given the fact that it may mean disadvantaging

some males and SUbjecting themselves to vulnerability and potential chal

lenge by an education/activist women's alliance.



PART VI

Part VI presented recarmendat10ns and strategies for their 1m

plemefition. '!he major recOlllDendation was the strong encouragement

of formal education for females from six through 14 years of age.

'!he formal system, especially in primary education, has positive
•

private and social rates of return, offers wider options tor em-

ployment with greater lifetime earnings than non-formal programs.

Formally educated wanen can .,and do serve as change agents and van

guards to advance the cause of women. Also, the social multi-

plier effect of formal education is demonstrably greater than that of

non-formal programs.

Non-formal programs seem to be the only realistic means by which

the learning needs of the over 14 years of age female population can

be met. However, forual programs should be carefully categorized by

age so that skills appropriate to the ecnomic and social needs of the

target population can be taught.

Young wanen, 14 to 25 years, form a distinct group with learning needs

related to the transition from a single girl to a married woman, prob-

ably with children. Literacy skills are extraordinarily important to this

group, especially those young women who will make the transition from hane

based cottnge industries to market economy employment. The 14 to 25 year

old group holds the hoPe for true integration of women in developnent.

Their mature years ahead of them)' these young women can be trained as a

skilled work force, as well as sensitized to family planning and child-

spacing services.

Women from 25 to 40 years may have had their children, and, in many
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cases are ready to combine household duties with outside of home employ

ment. rmphasis in programs for this age group should be on job skill s

and intermediate technology training. Literacy and numeracy skills may

be offered, but not mandatory. However, basic education refresher courses

should be an integral part of every program that has literate women to aid

them in retention of literacy and numeracy skills.

Eleven recOJllDe11dations emerged from the stUdy:

1. Six to 14 year old girls should be encouraged to enter formal
school by broadening the access of g1r15 and women to the formal system.

2. Outstanding female primary school graduates should be iden
tified and encouraged, with scholarship aid if necessary, to continue
their education.

3. AID recipient countries should be encouraged to enact legisla
tion requiring parity of access to education by sex by a specif1ced
target date.

4. Females 14 to 25 years of age should be encouraged to join a non
formal progr-am to acquire job skills and literacy.

5. Females 25 to 40 years of age should not be ignored, but encour
aged to e~~ter a sk11ls-oriented non-formal program.

6. Non-formal programs should be focused on job skills applicable
in and relevant to country spec1fj~ labor markets and economic forecasts.

7. Non-formal programs should attempt to employ as many indigenous
females instructors as possible to enhance to the social multiplier,
serve as role models and ameliorate the unsettling effects of moderni
zation.

8. Because of past neglect, special compensations may be
necessary to quickly upgrade female education, especially in terms
of curriculum revision.

9. Follow-up mechanisms are necessary to rc~inforce the skills
and concepts learned during a non-formal education program and to
reduce the chances of relapse into illiteracy and non-numeracy.

10. The need to interface formal and non-formal programs is
critical for women so that outstanding non-formal program completers
can have an opportunity for further education in the formal system.
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li. Complementarity of formal and non-formal programs
should be further investigated. For instance, often the acfm:i.n...
!strativa structure of the formal system can aid in the
effective implementation of non-formal programs. Other
examples of complementarity should be evaluated.

ONCLUSION-
Women are rarely on the cutting edge of decision-making in any

nation of the developing world, and the prospects are dim for their

immediate entry into the highest echelons of decision-making. Women

will move into the mainstream in small, incremental steps. It will

be a long process.

One strategy for assuring entry involves identification of the

elements and abilities decision-makers believe important and working

toward acquiring as many of these elements and abilities as possible.

Decision-makers inevitably respect three things: money, power, and

education. A review of world leaders quickly indicates that women

hold no political power. On the economic fringes, with low wages and

low skills, the chances for LDC women acquiring significant wealth

individually or collectivcely are minimal. The way open to women is

through the vehicle of education.

Why should women be educated? In addition to the philosophical

arguments of education as a basic htnnan need and the unanimous

agreement that education is a basic human right, there are several

concret~ reasons for educating women. First, development efforts

are hamper'ed by an illiterate population. Ample evidence from the

major developed and rapidly developing nations demonstrate that

there is a relationship between levels of educational attainment

and economic development. second, to educate males and not educate
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females is costly and counter-productive. Hmy studies have

demonstrated that educational attainments of mothers and mothers'

supervision of homework are critical variables to students' educa-

tional achievements and retention of literacy. Third, evidence

indicates that there is a relationship between increased education

and decreased fertility.. Fourth, it is politically advisable to

educate women.. Dashed hopes and delayed dreams have a way of

festering and erupting. When women perceive their options as

being inexorably limited, they will demand expansion of their

opportunities and hold those leaders who restricted their options
.' ,

accountable.

The effectiveness, utility and functionality of the educa'tional

mode d~pends on individual country circumstances, and often, individual

regions within the specific country. An effective instrument to accel-

erate the integration of women into development efforts in Morocco may

be culturally inappropriate in Indonesia. The female animation rurale

of Senegal could be irrelevant in highly urbanized Jamaica. Therefore,

each nation must chart a course for itself, remembering that upgrading

of soci-economic conditions and achievement of development goals will

proceed much faster if the total population 15 involved.
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