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EXECUTIVE SUMMARY

This is a summary assessment of the education sectcr in Senegal, prepared to assist
USAID/Senegal in designing its overall program for the coming five years.

The information presented here comes almost entirely from secondary sources published
by the Nationa! Ministry of Education, USAID/Senegal, the World Bank and other donors,
organizations and individuals, and trom interviews with people in these organizations.” We
spent onie week in Washington, D.C. in mid-August, 1990, reviewing documents, interviewing,
and formulating the assessment. Based on what information was available, we drafted a
preliminary report to USAID/Senegal during the last weeks of August, and spent the last two
weeks of September in Dakar, reviewing the draft report with the mission, collecting addition-
al information and completing che report.

In the first chapters, we describe the structures and programs of all significant formal and
nonformal education activities, the costs and financing of education, the relationship between
education and employment, education as an investment, and activities of other donors in the
education sector. In the concluding chapters, we identify »nd analyze the problems most ap-
parent in primary education and nonformal education programs in which basic skills are taught,
with particular emphasis on girls and women. Based on this analysis, we suggest eight options
for USAID to consider in planning its program.

The general rationale for this focus is that progress towards USAID/Senegal goals in the
domains of agriculture, health, population and an active market economy depend upon the
availability of Senegalese people with literacy, numeracy and other basic skills that are taught
in primary school and nonformal education programs.

Specific premises that influence our analysis and recommendations are:

(1) The attitudes, knowledge and skills that take form among young Senegalese between
the ages of 7 and 15 in the 1990s are critical for development efforts in the foreseeable
future.

The demographic pyramid of Senegal illustrates a predominance of young people in the
population, who are critical to the future of the country, because the perceptions and un-
derstandings developed in the formative years preceding marriage directly influence how
health, family and income-producing decisions will be made as adults. Insofar as the
amenability to reform makes it possible to affect such social, economic and cultural values
through the formal education system (at present overly academic in orientation), the sup-
port and appropriate reform of primary education becomes an efficient means for reach-

1 As our information comes largely from second-hand sources, many of which are dated,
and as time did not permit us to review many documents that would add dzpth to our
analysis but are not directly related to education and development, we caution readers
against using this report for any purposes other than that for which it is intended.
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ing this age group. In view of the current constraints on access to and quality of formal
primary schools that affect the impact of this system on the population, especially in rural
sectors, complementary nonformal educational strategies designed to reach this age
group become important.

(2) The adult performance in new roles associated with most development plans and
projects requires preparation, and to neglect early modeling and educational support for
expected change is to program for failure.

The tendency of many development interventions to underestimate human and cultural
factors, in particular the time and admixture of knowledge and attitudes needed to enable
and sustain change, is a major cause of disappointing results. In addition to this concep-
tual recognition of the type and the extent of human resources required for effective
development activities, appropriate training of trainers and development of materials
that engage-rather than merely instruct-adult learners are essential.

(3) Women play a critical role in the foundations of child, family and community develop-
ment, as well as in economic activities, and their literacy and basic educational level af-
fects the quality of their contributions.

Development activities in agriculture, health/population and income generation have
traditionally been oriented toward men and male-dominated institutional and bureaucratic
channels. Yet, in actuality, women make and influence decisions in these sectors. There is
compelling evidence that development gains is these areas are significantly furthered by
female literacy and schooling. Conversely, women's attitudes and perceptions that counter
such change can be decisive bottlenecks to attainment of development goals.

Major problems addressed in our analysis include:
(1) the irrelevance of primary schooling to Senegal’s development needs;
(2) the insufficient resources available to primary schools;

(3) the inadequate conceptual base and resources committed to most earlier attempts at
large-scale nonformal education programs;

(4) the lack of special attention paid to the educational needs of girls and women.

USAID/Senegal’s options for addressing these problems which we consider most worthy
of further examination are:
(1) in primary schooling:
¢ cooperation with other donors in persuading and supporting the government to
implement its 1984 reform measures;

e improvement of the quality of primary schooling through assistance to INEADE
and other channels in the areas of in-service school director and teacher support
and materials development;

e direct assistance to school/community groups to enhance community support of
primary schools and integration of schools into the community in order to im-
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prove the school’s role as a provider of basic education to children in the com-
munity.

(2) in nonformal education:
¢ improvement of the capacity of nonformal education trainers and facilitators;
e support for NGOs that have grassroots-level educational programs;
¢ development of materials for new literates in maternal languages.

(3) in girls’ and women’s education:

e support for increased access for girls to primary school and nonformal education
programs;

¢ adopt and promote non-formal education programs that have proven effective
for women’s literacy training and basic education;

¢ building adult education around early childhood concerns.



INTRODUCTION

This summary assessment of the education sector in Senegal is intended to help the
USAID/Senegal mission formulate its Country Program Strategic Plan for the next planning
period, 1992-97. The purposes of this report are:

e to describe the education sector, both its formal and nonformal aspects,

e to discuss constraints on development imposed by the current status of the education
sector, and

e to point out opportunities for USAID/Senegal to invest in the education sector in
order to help alleviate those constraints, and to bolster its own programs.

We look at options for investment in education through the lens of AID’s current develop-
ment goals and strategies. The first of these is USAID/Senegal’s goal to increase per capita
growth and food security through an orderly process of financial stabilization, structural reform
and project activities, and its specific objectives: to promote a dynamic market economy; to
increase cereals production, and to improve family health. The second goal is that of the
Development Fund for Africa, which targets the development of market economies and the
private sector, and is implemented through the various sector strategies, including education.
And the third is AID’s trend toward non-project assistance, which can help missions to promote
structural reforms and provide other opnortunities to assist nations in their economic and so-
cial development.

Approach and methodology

Although we present a summary description of education as an investment in develop-
ment,’ our primary focus is on the particular circumstances in the education sector in Senegal
and its relationship to USAID/Senegal’s goal and objectives.

Ip preparing the report, we have striven for brevity, and we refer readers interested in
particular matters to the more complete documentation that is available to the mission. Fo
this draft we have relied entirely on secondary sources--documents provided by
USAID/Senegal, the National Ministry of Education (MEN), non-governmental and other or-
ganizations, including donors, in Senegal, and AID/'Vashington, and interviews with officials
of those organizations and others in Dakar who are knowledgeable in various aspects of the
education sector. A complete list of people interviewed is appended.

Organizaticn of the report
The report is divided into the following sections:

Overview of the education sector
Formal school system
Nonformal education

Costs and financing of education
Donor activities



e Analysis of key problems and issues
e Options for USAID/Senegal investment

At the end of the sections on formal education, nonformal education, and costs and
financing of education, we discuss the constraints in those areas. After reviewing what other
donors are contributing to education and how the patterns of donor assistance may also con-
strain the effectiveness of education programs, we identify major problems of Senegal’s
education sector and analyze the constraints to educational development. Finally, based on
our analysis, we summarize what we see as potential opportunities for USAID/Senegal invest-
ment in education.



OVERVIEW OF EDUCATION IN SENEGAL

Generzal Description

The education sector in Senegal resembles that in other Francophone countries in West
Africa: most resources go into the formal school system; French is the language of instruction;
and schools at the post-primary level are heavily concentrated in urban areas. Nonformal
education programs operate on asmall scale in both urban and rural areas, and many students,
whether or not they attend formal schools, receive their religious education in Koranic schools.
Sencgal houses the University of Dakar, which is older and more prestigious than universities
in other Francophone countries, and a second university is about to open in S.int Louis.

The literacy rate in 1987 in Senegal is estimated at somewhere between 10 and 30 per-
cent, depending on how the term is defined and how people are counted. This compares
roughly with a 25 percent literacy rate throughout the Sahel, and a 50 percent rate throughout
Africa.

In its enrollment rates in primary, secondary and higher levels of education, Senegal also
falls above rates throughout the Sahel, but below those of Africa (Table 1).

Table 1: Enrollment in Senegal compared to that in the Sahel and Africa

PRIMARY SECONDARY HIGHER
SENEGAL 57% 14% 2.8%
SAHEL 52% 11% 1.8%
AFRICA 68% 30% 4.3%

Of those who attend primary school 40 percent are girls, of those who attend 2secondary
school 33 percent are girls, and of those who attend vocational school 27% are girls.“ The rate
of girls in urban areas who attend school is far higher than that of girls in rural areas.

Private schools are an increasingly important part of the education sector. Over half of
the pre-primary schools are private, and about half of the schools on the secondary and higher
levels are private. The government subsidizes private schools to a small extent, and qualifies
many of them to grant degrees recognized by the state.

History

While Senegal was still a coiony, and well into the 1960s, the French developed an educa-
tion system for the dual purposes of training an elite corps of Senegalese civil servants and of
teaching them the French language and culture. Although Senegal’s constitution states that
education is to be free, universal and compulsory, a lack of teachers and classrooms has made
this impossible. In 1969 the Government of Senegal introduced the first major reform of the



education system, generally intended to set realistic targets for universal education, to make
education "specifically African", and to train a technologically competent staff.> This reform,
however, was never effectively implemented.

In the mid-1970s the government began ¢ experiment with nonformal education as a
means of teaching basic skills (reading, writing and counting) to youth and adults in rural areas
who did not have access to the formal school system. Many of these programs were conducted
outside of the ministry of education. V/hile some of those that were heavily funded by donors
(mainly France and the World Bank) did not succeed, others continue on a small scale
throughout the country.

In the late 1970s dissatisfaction with schooling grew among several interested parties.
Recognizing the urgent need for its people to be able to read, write and count, and under pres-
sure from parents and others, the government organized for representatives of parents and
teachers, as well as of the government, the Etats generaux de l'enseignement. Participants in
that conference agreed that the curriculum should be more practical, that primary school in-
struction should be given in national languages, and that foreign teachers should be replaced
by Senegalese.

In 1984 the government instituted a major reform of the school system. The World Bank
took note of the proposed reforms, and two years later lent its weight to the reform and agreed
to help finance a sectoral adjustment that included specific strategies:

¢ Major structural changes: The school systemwould include three years of pre-primary
education, ten years of compulsory education in primary and lower secondary schools,
three years of upper secondary education, and higher education.

¢ Full enrollment of children ages 7-12 by 2000, and the expansion of secondary schools
to a level that would accommodate primary-school graduates: The government
would improve the efficiency of primary school by training cadres of assistant teachers
(paid at a lower rate) and introducing multi-grade classrooms in rural schools and
double shifts in urban schools. And, importantly, funds previously allocated to higher
education would be diverted to primary education.

o Major innovations in the content of education: Instruction would be given in national
languages, productive work would be integrated into the curriculum, and moral and
religious education would be given.

Current policies

The reforms put in place in 1984 still guide the policies of the education system, although
they have been implemented selectively and only to a minor extent. In particular, funds have
not been diverted from higher to primary levels to the degree prescribed in the reform, and
the resources put into the sector continue to be imbalanced in favor of higher education. The
section of this report on educational costs and financing, which follows, elaborates on the al-
location of resources.

The World Bank is now asking other donors to cooperate in pressing the government to
plan a subsequent reform. The current reform has concentrated on primary education; the
next reform will focus on post-primary education from a perspective of human resources



development. Plars are to be finalized by the summer of 1991. Since the considerable amount
of resources being ‘uvested in higher education now result in many unemployable graduates,
abjectives and plans for this subsector continue to evolve.



THE FORMAL SCHOOL SYSTEM

Organization

The Ministry of Education (MEN) dominates the formal school system. Founded in 1986
through the consolidation of three ministries, it is organized in 12 directorates, through which
most operations take place, a cabinet with oversight and liaison functions, and a general
secretariat, with administrative functions (see Annex). Although in theory the MEN is
decentralized, operating in departments and regions, in reality even minor decisions are made
in Dakar. Major decisions are enacted through national legislation, and are the product of
strong political pressures.

Units critical to the support of the entire system (which are being built up with World
Bank assistance) are:

¢ the Directorate of Studies, Human Resources and Planning (DERP), responsible for
educational planning, school mapping, and relations with external agencies, and

e the National Institute of Study and Action for the Development of Education
(INEADE), responsible for the development of curricula, in-service teacher training,
teaching materials, tests and student assessment measures.

Members of the cabinet have under their charge Arabic education, private education and
educational radio and television, seeming to indicate that these aspects of the system are not
at all integrated into the operation of the school system.

The inspectorate plays an important role in any French-based school system. To contrast
such a system with schooling in the U.S., where school boards and superintendents are ul-
timately accountable to students and their families, in Senegal, the inspectors and their staffs,
selected from among experienced teachers, are the deputies of the minister, and all authority
travels through them. Inspectors of elementary schools report to the Directorate of Elemen-
tary Education. Most inspectors are field based and, theoretically, work in a structure that
parallels that of the government administration. All departments and almost all arrondisse-
ments have at least one school inspector, whose job it is to visit the schools to evaluate their
compliance and performance. But in a country where a rural infrastructure and spare parts
are often missing, locally based inspectors do not play an active role, and as a consequence,
communication betweenr individual schools and their support system is weak.

The University of Dakar is administered under the authority of the MEN by the rector
and the University Assernbly, composed of government officials, teachers and student repre-
sentatives. Other institutes of higher education are headed by directors who are responsible
to the ministry under whose jurisdiction they operate.4

Administration and management. Like most institutions with French roots, the educa-
tion system in Senegal is highly centralized. In contrast to schools in the U.S., where local
districts contribute to their financial basis, hire teachers, set standards, and, to a large extent,
determine the curriculum and select textbooks, schools in: Senegal are the extremities of a
large central body, the Ministry of Education (MEN), which determines their budgets, their



staff and their curricula, and establishes the standards and examinations used to pass students
from one level to the next. The exceptions are private schools, including religious schools,
which are relatively autonomous, and training institutes on the secondary and higher levels
which are directed by other ministries.

The decision-making processes within the MEN aud its schools, appears to be cumber-
some and involve many levels of management and advisory committees. As an illustration,
the MEN was able to redeploy 400 primary school teachers who had been working in ad-
ministrative positions back into the classroom as part of a reform in 1984. This indicates how
thickly padded the administrative hierarchy has been.

Flow chart of the formal education system. Although the education system is composed
of only four general levels (pre-primary, primary, secondary and higher), the flow of students
through the system, and their (theoretical) options at each level are complex (see Flow Chart).

Pre-primary school serves children of ages 3-5; primary, ages 6-11; lower secondary, ages
12-14; upper secondary, ages 15-17, and higher, ages 18 and beyond. Many students, however,
repeat grades, so this breakdown represents only a rough accounting of where each age-group
(or cohort) sits in the system.

Pre-primary school is not a pre-requisite for primary school. The firsi diploma granted
is at the end of primary school (grade 6), and is required for entrance into lower secondary
school. Those with a diploma have four choices--assuming that they are in the vicinity of
operating schools with space available:

e lower secondary general school (four years)

e lower secondary tecbnical school (four years)
professional training leading to low-level civil service jobs
practical training,

Entrance exams must be passed before the first year of professional training and the
second year of lower secondary school; none isrequired for the practical training course, which
is generally found in rural areas and does not lead to a degree.

Students who complete professional training receive a certificate; those who complete
the fourth year of lower secondary school (grade 10), either general or technical, receive a
second diploma (brevet); and, under the same assuniptions, these students can continue with:

» upper secondary general school (3 years)

e upper secondary technical school (3 years)

e specialized training schools or colleges, including assistant teacher training col-
leges, that lead to mid-level civil service jobs. '

An entrance exam is required for specialized training, and a certificate is granted upon
graduation. Students who complete the third year of upper secondary school (grade 13)
receive a baccalaureate, and are eligible to enter:

e the university
e specialized training schools, including teacher training colleges, that lead to high-
level civil service and private sector jobs.



FLOW CHART OF THE SCHOOL SYSTEM
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Graduates of training schools receive certificates and are eligible to take entrance exams
for university degree programs. Those who go through the university’s courses can receive
degrees roughly equivalent to bachelor’s, master’s and doctor’s degrees: a license, a maitrise,
and a doctorat d’Etat.

Having described how the school system is intended to work, let us look at the actual
numbers of students who have been in the school system during the past 15 years, numbers of
teachers, enrollment rates, and the rates at which students pass through the system. We will
look at the years 1978, 1982, and 1987 to see what changes there have been over these inter-
vals. (We have not had access to comprehensive data for years subsequent to 1987).

Students and teachers. In Table 2° we see the numbers of students enrolled in primary
school and secondary school, and of those enrolled on these levels, the percent that are male
and female, and the percent that go to school in rural and in urban areas. We also see enroll-
ment rates for students on the primary, secondary and higher levels (although the data
available to us is incomplete in some of these areas). The numbers in the table illustrate that,
during the past 15 years, total enrollment of students on all levels has risen from approximate-
ly 437,000 in 1978 to 765,000 in 1987. The percent of the primary-schocl-age population who
attend school has risen from 40.9 percent in 1978 to 54.6 percent in 1987, and of the secon-
dary-school-age population from 10.2 percent in 1978 to 13.1 percent in 1987.

The ratio of male to female students has not changed much during those years; about 60
percent of students enrolled in school have been male (40 percent female), and about 60 per-
cent of those enrolled are in urban areas (40 percent rural).

In 1985 the ratio of students to teachers in primary school was 47:1 (61:1 in urban areas
and about 44:1 in rural areas). The student to teacher ratio in secondary school was about 27:1
on the lower level and 17:1 on the upper level (excluding teacher training colleges, where it
was about 7:1). Secondary school teachers--on the lower levzl--have come only recently to
rural schools, where, in 1984 there were no more than 74 secondary school teachers, and all
were in lower-level secondary schools. On the higher education level, the student to teacher
ratio is about 16:1. -

Measures of internal efficiency

The internal efficiency of a school system, or of a certain level of that system, is charac-
terized by a series of measurements that indicate what proportion of the school-age population
stays in school and graduates from school, and how long it takes for students to pass through
the system. The totally efficient school system would take in each year 100 percent of the age
7 cohort into the first grade of primary school, and graduate 100 percent of the age 19 cohort
from the final grade of secondary (or higher) school 12 years later, with no student ever having
repeated a grade. Even more important, no student would drop out of a totally efficient school.
The loss of students through drop-outs and repeaters is called "wastage".

In Senegal, although enrollment rates have increased, the efficiency of the system has not
changed much during this 15-year period (See Table 3). In 1981, it took an average of 8.1
years for a student to pass through the six-year primary school, and an average of 5.3 years to
pass through the four-year lower secondary school. Relative te other countries in Africa, these
wastage rates are not high. Neither dropout rates nor repetition rates appear to have changed
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dramatically during the past ten years. Their stability is a result of the absence of any stand-
ardized exam until the end of primary school. Policy allows a student to repeat a grade only
once, and it appears that most students flow through the primary school grades with relative
ease. It is only at the end of that time when they must pass an exam in order to continue to
secondary education.

Table 2: Description of Student Population: 1978, 1982, 1987

1978 1982 1987
STUDENTS 437211 586,866 765.400
272.433 352.544 466,607
MALE (62%) (62%) (61%)
164.778 316.322 298.793
FEMALE (38%) (38%) (39%)
459240
URBAN - hndad (60%)
) _ 306,160
RURAL - - 0
346,373 452.675 810,946
PRIMARY (79%) (80%) (80%)
78.468 99,705 136,373
SCHOOLING RATE
PRIMARY 40.9% 47.2% 54.6%
SECONDARY 10.2% 11% 13.1%
HIGHER 13.6%* 11.8%** -
*1980
*+1983
Pre-primary schooling

Pre-primary school is not compulsory, and, until recently, does not seem to have been a
high priority for the government. Well over half of the pre-primary schools are private, and
most are in urban areas, although many of the newer schools have been built in rural and sub-
urban areas. Of the approximately 10,000 students attending pre-primary school in 1986, 6,000
attendeq private schools and 4,000 attended public schools. Attendance in pre-primary
schools grew at a rate of ahout 11 percent between 1980 and 1988, the rate of growth being
higher in the public sector than in the private.
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Table 3: Measures of Internai Efficiency: 1978, 1982, 1987

1978 1982 1987

ENROLLMENT RATE

PRIMARY 4G.9% 47.2% 54.6%

SECONDARY 10.2% 11% 13.1%
DROPOUT RATE

PRIMARY 7% 7% 8%

SECONDARY 11.8% 10.6% 11.4%
REFECITION RATE

PRIMARY 16.4% | 17.2% 15.6%

SECONDARY 14.7% 19.8% 18.7%

The MEN has stated its intenticn of making this subsector more efficient by providing
one teacher to every 24 students rather than one to every 12--a ratio that makes pre-primary
education as expensive, per student, as university education.

Little information is available on the purpose, curriculum or quality of pre-primary
schools. The government’s interest in them, however, seems to be growing.

Primary schooling

Far more students are enrolled in primary school than in schools at any other level (pre-
primary, secondary, or higher), and since basic education (reading, writing, and counting)
became a high priority in the reform of 1984, the ratio of primary-school students to others
continues to increase. Qver 655,000 students were in primary school in 1989.8 As shown in
Table 2, the number of primary school students grew from 346,373 in 1978 to 643,477 in 1988.
The enrollmeat ratio grew from 40.9 percent to 54.6 percent during that time period.

Unfortunately, as we will discuss in more detail below, even though both the numbers of
those enrelied in primary schooi have been growing, as well as the enrollment ratio, the num-
bers of students about to enter primary school is growing so fast now that the enrollment ratio
will soon decline, unless the numbers of schools and teachers is dramatically increased within
the next few years.

Enrollment and urban/rural demographics. In Table 4, which shows gross primary-
school enrollment ratios by regions, we see that enrollment over the past 15 years, has been
highest in the urban Dakar region, where in 1988 nearly 90 percent of primary-school age stu-
dents were enrolled in school, and lowest in remote rural regions, such as Diourbel,
Tambacounda and Louga, where hardly more than 30 percent of primary-school age students
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are enrolled. Table S also illustrates, on the positive side, that growth rates outside of Dakar
have been higher than those in the Dakar region. Enrollment ratios in the Ziguinchor region
increased over 40 percent during that time, and in the Fatick and Kolda regions over 20 per-
cent. This phenomenon is partly due to the near saturation levels of urban enrollment.

Table 4: Primary School Enrollment Rates by Region: 1978, 1982, 1987

1978 1982 1987
SENEGAL 40.9% 47.2% 44.7%
(AVERAGE)
DAKAR 87.1% 90.1% 89.7%
ZIGUINCIIOR 60% 86.3% 102%
DIOURBEL 14.6% 21% 31%
SAINT LOUIS 39.5% 45.1% 46.2%
TAMBACOUNDA 20.6% 29% 31.3%
KAOLACK 22.6% 30.3% 40.4%
THEIS 30.9% 43.3% 56.1%
LOUGA 17.6% 20.8% 32.8%
FATICK 20.5% 33.3% 43.3%
KOLDA 25.2% 34% 45.4%

Zfficiency. The dropout rate of around 7 percent and the repeater rate of around 16 per-
cent during these years is somewhat better than the wastage rates in other countries in
Francophone Africa (though much worse than in Anglophone African).

Although 80 percent of recent cohorts who enter primary school reach the sixth grade,
only 40 percent of those who enter are allowed to 9Dass the exam that qualifies them to graduate
(receive a diploma)and enter secondary school.” This 80 percent figure is surprisingly high,
and we think it might be attributable to a policy of automatic promotion from one grade to the
next in primary school. But the fact that only 40 percent of those who enter primary school
receive their diploma is largely a function of the inaccessibility of secondary schools; the num-
ber of graduates is held down to that which can be accommodated in secondary school, because
a primary-school diploma qualifies one to enter that level.

In primary school, the dropout rate is higher for girls than for boys, yet the graduation
rate is also slightly higher for girls.1

The effects of the 1984 reform on primary schooling. Although the 1984 reform of the
school system contained structural readjustments of the entire system, its major thrust was
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toward primary education. On this level, the MEN planned a number of specific measures to
directly affect the accessibility and quality of primary education without greatly increasing its
cost.

Those measures which seem to have been implemented most successfully were taken to
improve children’s access to primary schooling by making more teachers available and by in-
creasing class sizes, thereby making more efficient use of teachers (although this measure
raises serious questions about the quality of education is large classes). The specific measures
taken to increase access were these:

o The ratio of associate teachers (who have one year of training) to teachers (who have
four) was increased from 1:1 to 4:1;

e 800 primary school teachers vho were holding administrative positions were put back
into the classroom;

e Mulitigrade classrooms were introduced (mainly in rural schools), helping to increase
the ratio of students to teachers;

e Double sessions were introduced (mainly in urban schools), helping to increase the
ratio of students to teachers and make more efficient use of physical plant.

e Teacher-training colleges, whose enrollment fell drastically in 1983, would take in and
graduate more teachers;

According to a MEN official, these measures resuited in greatly increased access:

The introduction of [double-session] teaching and multigrade classes, together with
the redeployment of teachers previously assigned to administrative duties, have
made it possible to increase the number of children enrolled in elementary schools
without adding resources. Out of 641,977 students enrolled in 1988, 56,862 were
able to come to school because of the [double session] system and 7,984 because of
multigrade classes.t

Another measure planned for increasing access (and also addressing the inequity in ac-
cess between rural and urban children) was to have more schools built in rural .areas, with
materials furnished by donors and labor by parents and community members. But in the pest
few years, several hundred rural scheols have had to close for lack of teachers.

Less successfully implemented have been the measures planned to increase the quality
of education. There were four:

e Practical training was to be introduced into the curriculum;

e Textbooks were to be written based on Senegalese rather than French experience,
published in Senegal and distributed to all students free of charge;

e Students were to be taught in their maternal languages during the first years;
e Religious training was to be introduced.

Practical training has been introduced in pilot projects in 25 classrooms during the past
few years, and these projects are to be extended during the next year to several classrooms in


http:classes.11

14

25 schools. They have been evaluated and judged to be successful. Textbooks in reading, writ-
ing and math on the first level have been published and distributed to almost all students, as
planned. Textbooks on the second level are in draft form.

Neither maternal languages nor religious training have been introduced, except for some
small-scale efforts in maternal language teaching in Dakar (where it is probably least needed).
Teaching is maternal languages, regardless of its pedagogical value, has political dimensions
in Senegal because all people do not have the same maternal language, and it is difficult to
offer instruction in some and not others. No attempt has been made to introduce religious
training, probably also because of the political ramifications of such an effort.

The office of the MEN charged with responsibility for implementing and svaluating all
of these measures is INEADE. INEADE has evaluated the effect of double shifts and found
that the quality of instruction has not deteriorated, but that neither teachers nor parents are
happy with the change--teachers because it increases their workload, and parents because it
shortens the amount of time each day their children are in school. INEADE has also found
the pilot projects in practical training to be effective. We have no other sources of informa-
tion on how the quality of education has changed in primary school as a result of practical
training.

A shortage of teachers is the greatest constraint on access to primary schooling. Progress
in the supply of trained teachers, however, is not so positive. The number of graduates from
elementary teacher training institutes peaked in 1981 at 631 teachers and 748 assistant
teachers. In Table 5, the severe drop in the supply of new teachers since Senegal’s economic
crisis in the early 1980s is illustrated.

Table 5: Teacher College Graduates: 1978-88

1978 1980 1982 1984 1986 1988

Of Institutes 281 411 530 180 173 98
(Teachers)

Of Centers 433 404 740 20 70 77
(Assistants)

The evidence from many countries (developed and developing) demonstrates the impor-
tance of well managed classrooms and schools, and of training and supporting staff in their
management responsibilities. INEADE has been responsible for providing in-service train-
ing to teachers, school directors and inspectors in respect to measures introduced by the
reform. For this, they have had some technical assistance from the French government, as
well as monetary aid from the World Bank. We do not have enough information to judge how
useful the in-service training provided by INEADE has been.
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Secondary schooling

The state of secondary schooling in Senegal is more complicated to review than that of
primary schooling in that:

e on the secondary level are several courses, each with its own objectives, curriculum
and demographics, which are sandwiched between the producis and constraints of
primary schooling on the one side, and the demands of both higher education and
manpower requirements on the other;

e although many new secondary schools were built in the late 1960s and early 1970, at
present the system on that level resembles more an imbalanced hodgepodge of
programs than an intelligible whole, and little up-to-date information onit is available.

The MEN, with major support from the World Bank and other donors, is expected to
launch its reform of post-primary schooling in 1991 or 1992,

Courses and demographics. As we indicated above in describing how students pass
through the school system, the secondary level is characterized by three different courses (or
tracks) spanning lower secondary (sometimes called middle) and upper secondary school. Stu-
dents in two of these courses, general and technical, are aiming toward a baccalaureate degree
and a university level education. Students in the third course, professicnal training, expect to
leave school with a diploma that terminates their education and qualifies them for civil ser-
vice jobs. Students can take this terminal professional training on either the lower or upper
level, qualifying for either lower or higher level civil service and private sector jobs, including
teaching.

In spite of the government’s long-expressed interest in making education relevant to
Senegal’s economy and society, and in providing manpower for various levels of jobs in both
the rural and urban sectors, the high prestige of the baccalaureate degree, and the pressure on
the MEN to make the courses leading to that degree more accessible to students, have resulted
in the continuous growth of the lycee system, at the expense of lower level practical training
schools, especially in rural areas. :

Since 1984, lower secondary schools have expanded into rural areas. By 1988, of the 231
public and private lower secondary schools (excluding practical training schools) in the
country, 11 were in rural areas, enrolling about 3,600 students and employing about 130
teachers. This enrollment is less than 5 percent of national enrollment, showing that most
rural students who want more than a primary school education must leave home for the city.
There are no upper secondary schools or teacher training institutes in rural areas.

This is not to say that practical training for rural youth has not been tried. Such a program
(Enseignement Moyen Pratique) was initiated, for example, in the 1970s, but it failed for several
reasons, not the least of which was parental and student lack of interest in a course that did
not lead to any kind of certificate.

Enrollment. Between 1965 and 1972, when the government expanded secondary and
higher education, the average annual rate of growth for lower secondary enrollment was about
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12 percent, and for upper secondary about 14 percent. Table 6 illustrates how the system has
expanded since 1978 by showing the number of graduates from each level.

Table 6: Secondary School Graduates: 1979, 1982, 1988

1979 1982 1988
STUDENTS

BREVET 3,607 7,174 14,334
PUBLIC 2,467 3,871 9,098
PRIVATE 1,140 3,303 5,236
BACCALAUREATE 3,632 2,136 3,910
PUBLIC 2,141 1,751 3,016
PRIVATE 1,491 385 894

We see that there has been a steady increase in the number of students graduating from
both public and private lower secondary schools, and that, after a dip in the mid-1980s, a small
increase in the number of upper secondary graduates, particularly from public schools.
Nonetheless, lower secondary enrollment is still limited to less than 12 percent of the eligible
population, and upper secondary to less than 5 percent.

Efficiency. To a large extent, the internal efficiency of the school system on the secon-
dary level is constrained by insufficient opportunities for students to pass to the next level. The
number of graduates each year from practical training courses is supposed to be determined
by the government’s estimate of how many employment opportunities will exist for those
graduares, and the number of lycee graduates is determined largely by the number of places
available in the faculties of the University and higher level training institutes. Following this
rationale down to the secondary level, the number of lower level graduates depends much on
space available in the upper levels. Thus:

e Although about 80 percent of primary school students reach grade 6, only about 40
percent are allowed to pass the exam which qualifies them for the diploma that will
allow them to enter lower secondary school;

o Although 75 percent of lower secondary students reach grade 10, only about 44
percent are qualified to enter the upper level;

e About 50 percent of those who finish the upper secondary course receive a degree
allowing them to cnter higher level courses.

Curricula, The curriculum of a secondary school varies from one course to the next.
Basic education skills are in principle still being taught to students through age 14. In addi-
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tion to those skills, general secondary education includes literature, languages, math and
science. Until the 1980s, classical languages were emphasized. Since then more attention has
been paid to African literature and culture, but French is still the language of instruction.
Technical secondary education concentrates more on math, science and technical training. Of
those students in the lycee courses, about 80 percent are in general and 20 percent in techni-
cal courses.

In 1966 the baccalaureate degree granted in Senegal was de-linked from the degree
granted in France and adjusted to Senegalese objectives and standards. One effect of this
change was to increase the success rate of students who took the "bac" exams from 3 percent
to almost 50 percent. 14 The success rate of those taking the exam for a brevet is about 32 per-

cent.

The curriculum of a practical or professional training school, on both the lower and upper
secondary levels, depends on the nature of its training objectives. Because these are in con-
tinual flux and are about to become a target of the next reform, we will not discuss particular
training schools. As we will discuss in a subsequent section, the external efficiency of the sys-
tem is extremely low; many students who complete training courses cannot find jobs.

Progress. In brief, while enrollments are growing in secondary schools, their importance
has taken a back seat to primary education in the government’s priorities since 1984. The
MEN has now begun to focus on post-primary education, and, with support from donors, will
soon begin some structural adjustments. In particular, the reforms will aim toward address-
ing the perceived mismatch between Senegal’s manpower needs and its unemployed school
leavers, and the potential unity in goals and activities among the education, training, family
planning and health sectors.

Private schooling: Primary and secondary

Private schools, which (except for Koranic schools) are mostly in urban areas, play an im-
portant role in Senegalese education. On each level, the percent of students in school who
were enrolled in private schools in 1985 is shown in Table 7.

Table 7: Percent of Total Enrollment that is in Private Schools

LEVEL OF SCHOOLING % IN
PRIVATE
SCHOOL
Pre-primary 60%
Primary 8.9%
Lower secondary general 35.3%

Lower secondary technical -

Upper secondary general 21%

Upper secondary technical 21.1%
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In total, about 94,000 students were enrolled in private schools that year.

Among non-Koranic private schools, about 70 percent of the primary schools are
Catholic, and most of the others are not religious. Similarly, about 35 percent of the lower
level secondary scheols are Catholic, as are about 60 percent of the upper level schools.

The MEN’s control over private schools is limited to the authority to qualify those schools
so that their students cansit for the national exams. Students in private schools who pass exams
receive state diplomas and are allowed to pass to successive levels of schooling, from primary
on through university, like public school students. Private school teachers are hired and paid
by the schools, the revenues of which come mainly from student fees and subsidies of religious
or other institutions.

The governmeni is supportive of private schools, and, to a small extent, subsidizes those
that are qualified to grant state diplomas. There is interest within the government and among
donors in boosting the private school sector as a means of cutting down government experdi-
tures on education. As we will discuss, data shows that private schools have much lower unit
costs, and that the rate of success on state exams is considerably higher among private school
students. Anecdotal evidence, however, indicates that in order to meet an increased demand
for private schooling, the class size in private schools is increasing, thus compromising the
quality of the instruction.

Iu addition 1o private schools that are Catholic, protestant or non-demoninational and
have a Western orientation, Islamic-oriented private schools have been increasing in number
in recent years. Many of these are traditional Koranic schools which exist throughout the
country.

In a traditional Koranic school the religious teacher and his students gather beneath a
tree or in a building, using whatever materials might exist. The curriculum consists of study-
ing the Koran in Arabic, and thus it encompasses reading and writing skills in Arabic. A
traditional Koranic school is similar in function to that of a Sunday school, Hebrew school or
other religious school in the U.S., except that for many children, especially in rural areas,
Koranic school is the only school they attend.

Particularly in rural areas, some parents prefer Koranic schools to public schools, because
they see the education as more relevant to their children’s lives.

While government primary schools have been losing students [in rural areas],
Koranic schools have experienced a dramatic increase in their enrollments: in 1979
they reported 49,291 students of whom 27,647 were boys and 21,644 girls. This total
represented a increase of 40 percent over the previous year. These schools are sup-
ported by parents, local religious leaders and Arab states. Therefore, even though
the governmeit indicates an interest in introducing elements of the national cur-
riculum within these schools...it would be politically difficult to impose key
components of the national curriculum in them. Koranic schools outnumber tradi-
tiona] schools by as much as ten to one in much of the countryside.1

Sorae traditional Koranic schools arguably provide practical education as well, in the
sense that students are charged with working in the fields of their teacher as a sort of payment
for their educaticn. In urban areas, where there is support from wealthier elements of the Is-
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lamic religion, including sources from outside of Senegal, some Islamic schools combine in-
struction in French with instruction in Arabic, and some include practical and vocational skills.
Some of these non-traditional schools (often called Franco-Arab schools) are accredited by
the MEN.

The MEN does not appear to subsidize Koranic schools.

Higher education

Institutions of higher education in Senegal ar¢ abundant and well supported. In 1989 they
included:"’

e The University of Dakar, its four faculties and six institutes (some are called institutes,
some centers and some schools)

e Six institutes (schools, centers) thiat are under the jurisdiction of the MEN;

e Ten or more institutes (schools, centers) that offer degrees but are under the
jurisdiction of other ministries.

These faculties and institutes are criticized on two grounds: First, in relation to the
economy of Senegal, graduates of higher education institutes cannot find jobs that use their
high-level knowledge and skills. Second, in relation to the efficiency of the whole education
system, institutes of higher education absorb a severely inequitable amount of available resour-
ces.

Universities. The University of Dakar was founded in 1957 as the French university of
Africa, and has become "one of the most prestigious and best equipped establishments of
higher education in Francophone West Africa."1® Following student strikes in 1968, the
University was detached in 1972 from the university system in France, and underwent some
reforms in its administration, including changes in the curricula, a greater voice for students
in making decisions about its policies and operations, and replacement of expatriate (mostly
French) teachers with Senegalese. The teaching staff at the university (and the other institutes
of higher education) shifted in composition between 1970 and 1986 from about 45 percent to
75 percent African. '

The University has four faculties: Law, Economics, Letters and Social Sciences, and
Sciences. The enrollment in each faculty in 1985 was between 2,000 and 4,000 students. In
each faculty, for every 1000 students that enter, less than 400 finish their degree.

In 1975, about 18 gercent of the University students were female, and of those, 11 per-
cent were Senegalese.1

In 1982 asecond university was built in Saint Louis, but has been idle until this Fall, when
it plans to open its doors. Although the President of Senegal is strongly supportive of the new
university, donor interest is only mild. The French and Italian governments appear to be giving
assistance, but others, including the Canadian government, are not interested in supporting
additional activitites in higher education.

Institutes. In addition to the professional training institutes on the lower secondary and
upper secondary levels, there are numerous professional training institutes on the higher level
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(see Tables 8 and 9). Each of these has been built to furnish certain perceived or actual needs
for high-level skills in the public and private sectors. Recently the trend has been more toward
private-sector manpower training, and institutes have been built to serve these needs. (See
the next section on nonformal education for more discussion of private sector training.)

Table 8: Institutes of the University

ACRONYM NAME (FRENCH) NAME (ENGLISH)

CESTI Centre des etudes de | Institute for
sciences techniques Information Science
de 1l'information

EBAD Ecole de ' School for
bibliothecaires, Librarians, File
archivistes et Clerks, and
documentalistes Documentation

Specialists

ENS Ecole normale Advanced Teacher
superieure Training College

ENSET Ecole normale Advanced Technical
superieure Teacher Training
d'ensiegnement College
technique

ENSUT Ecole nationale National Advanced
superieure de School of
technologie Technology

IFE Institut francais French Institute
pour les etudiants for Foreign
etrangers Students

EPT Ecole polytechnique ‘| Polytechnical
a Thies (engineering)

school in Thies

Each of these institutes has peaked and ebbed to some extent since opening in 1974.
Several of them have been heavily supported by foreign donors. The coordination of institutes
and between institutes and faculties at the university has never been strong. In 1989 another
reorganization of institutes was being proposed, so any inventory, such as the one from 1989
that we present here, is only a snapshot of an evolving system.

In addition to the institutes of the MEN, about a dozen institutes fall under the auspices
of other ministries, including the prominent CESAG (Centre d’etudes Africain superieures en
gestion, or African Center for the Study of Higher Management), the School of Fine Arts, the
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School of Architecture and Urban Planning, and the Center for Vocational Training and
Upgrading. Presumably, these institutes will also come under review during the forthcoming
reform of post-primary education.

Table 9: Institutes of the MEN (non-university)

ACRONYM NAME (FRENCH) NAME (ENGLI SH )

ENAES Ecole nationale des National School for
assistants sociaux Social Assistants
et des educateurs and Specialized
specialises Instructors

EISMV Ecole inter-etats Interregional
des sciences et School of
medicines Veterinary Sciences
veterinaires and Medicine

ENCR Ecole sociale des School for rural
cadres ruraux technicians

ENEA Ecole nationale National School of
d'economie appliquee | Applied Economics

INDR Institut national de | National College of
developpement rural Agriculture

INLA Institut national de | National Institute

‘ linguistique of Applied
appliquee Lingquistics

Teacher training colleges. Among the institutes of higher education and of upper secon-
dary education are the teacher training colleges. Most primary school teachers enter a
four-year course of study in a teacher-training college after completing the lower level of
secondary education. Those who complete the upper level (and receive a baccalaureate) take
a one-year training course at a higher teacher-training center. Assistant teachers take a one-
year coursz following completion of lower level secondary school.

Secondary school teachers must hold a baccalaureate. Thereafter they can take either
one, three or four years in an institute of higher education for teachers, and receive, respec-
tively, either a certificat, license, or maitrise.

This level of qualification required to teach secondary school represents high standards,
roughly equivalent to those in much of the U.S.

Teacher training colleges have been heavily supported by French technical assistance for
many years.
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Efficiency. In spite of the reputedly high quality of much of their faculty and curricula,
higher education institutes, particularly the University of Dakar, are characterized by low ef-
ficiency and high cost. Students receive generous subsidies, and are not discouraged from
prolonging their student years, sometimes moving from one course to ancther. During the
past decade, an annual average of only 20 percent to 25 percent of the students graduated, and
it took on average seven to twelve years to complete a four-year course.

In 1985, of the 11,800 students in higher education, 7,000 received financial assistance
from the government, and much of that assistance is for study abroad, the unit cost of which
is five times greater than that of a student at the university.21

The low ratio of students to teachers, which in principle adds to the quality of higher
education, also adds to its cost. In 1985, there were abcut 475 teachers in the University facul-
ties and another 244 in higher education institutes, plus 875 on the payroll in non-teaching
positions. This results in a ratio of 16 students per teacher, or seven students per staff person.
Teacher-training institutes in particular have recently had high student teacher ratios (7:1), as
the government’s curtailing of civil service employees pushed down the number of enrollees
in these colleges.

In sum, the higher education sector in Senegal is rich in resources, relative to the primary
and secondary sectors. The overriding imbalance in the formal school sector is between the
poverty of access and quality in primary schools and the extravagances evident in some aspects
of higher ed "<ation. The political pressure put on the government to maintain high subsidies
to university eduction oveipower those, including foreign donors, that lobby for a stronger
primary school system.

Constraints in the formal school system to development

As we will discuss in detail in a subsequent section, there is abundant evidence that educa-
tion plays a strong role in a nation’s economic development. Senegal, like all countries,
developing and developed, invests in education primarily through its formal school system.
Therefore, constraints on the effectiveness and efficiency of Senegal’s school system are also
constraints on the development of its economy.

As we have discussed, in the years after independence Senegal invested heavily in secon-
dary and higher education. But by the late 1970s it w5 clear that this policy had led to a school
system that was top-heavy: it met the desire of a narrow stream of elite to receive baccalaureate
degrees and even higher education, but did not begin to provide even a few years of schooling
to the urban and rural masses. Even now, though schools in urban areas have become more
accessible, most students who complete primary school in rural areas must move to a city to
enroll in secondary school.

The result has been a surplus--in terms of what the ¢conomy can support--of students
graduating from the university and institutes of higher education, and a dearth of people who
can read, write and count. The constraints on the school system are not on the higher levels,
but on the primary and lower secondary school levels. And these constraints are tightest on
girls and on those in the rural areas. In effect, in an economy dominated by agricultural produc-
tion, and in which women and girls are increasingly the producers, these same women and girls
receive the least schooling, and learn the least in basic skills and low level technical skills.
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NONFORMAL EDUCATION

Nonformal education (NFE) comprises those programs that are not certified by the
government to grant diplomas or degrees recognized in the formal school system. In this sec-
tion our discussion focuses on training, basic education and community education strategies
for out-of-school youth and adults; it excludes those professional training programs on the
secondary and higher levels of the formal system as well as informal education that occurs in
the process of growing up and living in Senegalese society. Nonformal education means dif-
ferent things to different people, and we will begin by briefly reviewing some of the different
concepts held.

Four concepts of noniormal education

Nonformal ¢ducation activities in Senegal have typically been governed by cne of two
concepts of development. One holds that development is constrained by inadequate perfor-
mance of tasks, and uses nonformal education to train people in specific skills related to
development as quickly as possible. The other holds that development is constrained by in-
dividuals not having enough basic education to function effectively in many tasks related to
development, and uses nonformal education to train people in a broader range of knowledge,
attitudes and skills, including literacy. Both approaches focus on the individual and his or her
role in the modern sector.

‘Two other concepts of development and the role of nonformal education, which appear
in some other countries, are less prominent in Senegal. One stresses social justice and libera-
tion, and approaches nonformal education in the light of consciousness-raising and
empowerment. The other emphasizes that development depends on social cohesion and par-
ticipation, and must build on, not be imposed on, grassroots cultures and resources. Within
this context, the formal education systems, fostered by former colonial governments, are
viewed as still promoting individualism, modern elitism, and a dependence on modern sector
employment and foreign resources. Nonformal education in this case is used as a part of com-
munity development efforts to reinforce traditional values of self reliance and sharing of
community resources.

In Senegal, where development priorities include agricultural productivity, population
control and family health, and a functioning market economy, it is not enough to simply teach
specific task skills. Adults, as well as youth, need at least the knowledge, attitudes and skills
associated with basic education--a necessary but not sufficient precondition for development.
It may be that, for sustained development, some elements of the community education and
the empowerment approaches are more crucial than at first meets the eye.

Profile of illiteracy in Senegal

An important constraint on development, and concern in nonformal education, is il-
literacy. Statistics on literacy rates can only be approximate at best, given variations in census
conditions, definitions of literacy and the languages considered (ability to read passages of the
Koran in Arabic is sometimes not counted as literacy). The illiteracy rate for those 15 years
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old and above, as exhibited this year at the International Literacy Year fair in Dakar, is sup-
posedly 56.6% for men and 75.9% for women.

In order to show how this constraint affects regions where USAID has agricultural, health
and other projects, the following illiteracy rates for 15-55 year olds, as exhibited at the same

fair, are given by region:

Dakar 43.8% Kaolack 75.0%
Ziguinchor 54.9% Thies 67.9%
St.Louis 74.9% Louga 83.2%
Diourbel 83.1% Fatick 75.6%
Tambacounda 83.2% Kolda 82.1%

Classifying nonformal education activities

Because nonformal education activities are not systematically organized, it is helpful to
discuss the activities going on in any one country by first classifying them. In other country
surveys of NFE conducted tiy AID, nonfermal education activities have been classified accord-
ing to organizing body (Table 10) and by principal content (Table 11).

Table 10: NFE According to Organizing Body

Governmental Organizations (Public Sector)

National-Level: Ministerial or Head of State’s Office
National-Level: Semi-Autonomous Organizations

Regional, District, State or Departmental T_cvel Organizations
City, Town or Village Level Organizations

Non-Governmental Organizations (Private Sector)

Agricultural Institution

Community Development Organizations
Trade and Crafts Organizations and Groups
Commercial or Industrial Organizations
Child Development Organizations
Women’s Organizations

Religious Organizations

Volunteer Organizations, Youth Groups
Other Organizations and Groups
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Table 11: NFE According to Principal Content

Agriculture

Animal husbandry
Community development
Cooperatives

Crafts

Factory and construction skills
Commercial, office & other work-related skills
Migrant education

Literacy

Numeracy

Basic education

Nutrition

Health, hygiene, & sanitation
Home economics

Recreation & sports

Cultural or religious education
Other

In discussing NFE in Senegal we will group examples under two general headings:

e Self-contained activities (training units such as literacy programs and basic education
centers), and

o Components of other activities (enterprises such as funded projects and community
development activities).

Within these two groups we will make distinctions based, first, on the organizing body (as
in Table 10); here we will distinguish between activities organized by (a) public, (b) private,
(c) donor and (d) community organizations.

Next, we will make distinctions based on the content (as in Table 11). In the interest of
simplicity, we will distinguish only between content areas of (a) vocational/technical educa-
tion, (b) literacy and adult basic education, and (c) community education.

Profile of NFE activities

It appears that a systematic national survey of NFE activities has never been conducted
in Senegal. At this writing, however, UNICEEF has one person doing a census of nonformal
education in Senegal, and tables showing a national pattern should be available by the end of
the year. While awaiting this report, the most recent documentation is on business and
management skills training programs in the private sector, and training for employment,22
which focus mainly on formal institutional structures in the Cap Vert/Dakar region. So even
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thougl. the profile presented here cannot be comprehensive, it does provide a sense of the
nonformal education sector in Senegal.

The most visible activities are typically organized by government or non-governmental
organizations, although some arise out of communities (traditional forms) and places of work
(modern forms).

During the 1980s, government programs have been organized under the Secretaire d'Etat
de la Promotion Humaine, formerly responsible to the Prime Minister but transferred in 1990
to the Ministry of the Interior. Programs have included Animation Rurale, practical education
(literacy, homemaking and Enseignement Moyen Practique), Maisons Familiales, Condition
Feminine, and sometimes the Centres d’Expansion Rurale (CERs). The Ministry of Rural
Development, which has primary responsibility for agricultural development and oversees the
semi-autonomous rural development agencies (ADRs) and their nonformal training com-
ponents, embraces cooperative education and rural development-related training. Some
nonformal youth education comes under Ministry of Youth and Sports.

Non-governruental organizations (NGOs), which are a growing phenomenon in Senegal
as government services become limited by restructuring measures, usually have nonformal
training components. Of the 65 NGOs which are members of CONGAD (the official NGO
consortium in Senegal), 75 percent include training activities.> In addition, the federation of
NGO’s in Senegal (FONGS), the principal coordinating organization for village-level or-
ganizations, which has 17 departmental and regional unions with 100,000 members, provides
training along with organizational and technical support.

Many other NFE activities take place outside of these official coordinating structures for
nonformal education (which do not even include all of the government or NGO activities).
Some are initiated in donor-sponsored projects and implemented by mixed teams under a min-
isterial banner. Others are instituted by NGQ’s to strengthen not only their programs but also
their case for funding (90 percent of NGOs are reportedly dependent on outside funding).
Finally, training programs are beginning to emerge within commercial and industrial
enterprises.

NFE as a self-contained activity

Public sector. When the government sponsors an NFE activity, it usually 'eaves the
program implementation to specific agencies or institutes. The National Office for Profes-
sional Training (ONFP, established in 1984 with a World Bank loan) coordinates vocational
training activities that are implemented at various training institutes. Most vocational and
managerial trairing is urban-based, and more formal than nonformal in structure. For ex-
ample, CNOP offers professional training and internships; ENSUT and CESAG offer
degree-granting management training courses.

Most direct governmental interventions in rural vocational training have been under the
auspices of the Ministry of Rural Development. These include the Centers for Rural Voca-
tional Training (CFPR), through which different centers offer training in different agricuitural
skills. The experience with the Centers of Rural Expansion (CER) is particularly instructive.
These multipurpose centers were supposed to help farmers learn technical knowledge on dif-
ferent facets of agriculture. Each was staffed by a team of professionals in agriculture, animal
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husbandry and health, who came mostly from towns and had typically been trainea in the Na-
tional School of Applied Economics (ENEA). The effectiveness of the CER as a separate
nonformal education conduit was seriously constrained by its top-down, bureaucratic and tech-
nocratic nature, and by the inability of staff members to establish linkages with the leaders and
voluntary service systerns of rural communities.

The Department of Literacy Services during the 1980’s coordinated literacy activities,
many of which were implemented through rural development agencies. Recently moved from
the Ministry of Human Development to the Ministry of Education, it is now called the Depart-
ment of Literacy and Basic Education (DAEB; see description in later chapter). In 1989/90 it
listed 879 literacy centers in Senegel under its jurisdiction, with 41,265 enrolled in classes.

Adult basic education, now under the Ministry of Education, has been a part of programs
such as Maisons Familiales or diffused by way of rural educational radio and television and
the rural press. Aside from the once active Animation Rurale, there seems to have been lit-
tle government involvement in nonformal community education.

Among parastatal organizations, the oldest skills training center in the country is run by
the Chamber of Commerce, now adding computer training to the curriculum for secretarial
and accounting skills.

Private sector. One type of technical or management training in the private sector is rep-
resented by the Association for Training in Senegal (AFORS). A training cooperative run by
more than 60 businesses, AFORS trains managers and technicians in human relations as well
as in applied skills. Self-supporting, it offers an assortment of workshops and longer courses.
Its objectives include changing worker mentality, behavior and attitudes as well as imparting
specific skills. Most training programs in the private sector, such as the one at SENELEC,
however, are within businesses and are pointed at personnel recruited for specific jobs.

In literacy training, NGOs played an important role early on. For example, in the 1960s
the Research Institute for Tropical Agriculture (IRAT) ran the first experiment in functional
literacy (in French) through a campaign in three regions. The Society for Agricultural
Development (SODEVA) followed with another experimental functional literacy program for
farmers. By involving farmers in a needs survey before starting the training, those who directed
the program boosted attendance initially, but the authoritarian manner of the literacy monitors
eventually nearly destroyed the program. A recent example of an NGO-like organization that
provides youth volunteers as literacy tutors is the Unesco Martin Luther King Club.

In adult basic education, donor agencies and committed individuals have made impor-
tant contributions. An active innovative program funded by UNICEF that combines literacy
with a range of other basic and technical skills in model villages is based in the Thies area and
is under the auspices of the former Ministry of Social Development. This integrated village
development/iiteracy program have evolved from ten years of work by ai: American and
Senegalese team and is carried out in Wolof and Pulaar. It combines general knowledge and
development skills (planning, problem solving, group organization, marketing, heaith, small
project development, and so on) with literacy and numeracy. Villagers make personnel
decisions and direct the focus of development activities. Materials are adapted to local cul-
ture, and educational theater and games are employed. The design includes a cascading
training strategy in which trainees, after a period of learning, begin to teach others.
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Within the traditional village, nonformal education was provided in initiation "schools"
attended at the time of circumcision, that included instruction in nonverbal communication
and observation. While these are dying out, Senegal has active associations, ranging from the
traditional mutual aid societies (M’Botais) to those encompassing people originating from a
given village ("associations des ressortissants de.."), which can play informal educational sup-
port roles.

NFE as a component of other activities

Public sector. The Ministry of Rural Development, the government’s main arm in rural
areas, has training components within many of its aciiviiies, These are implemented by the
parastatal Rural Development Agencies (ADRs), which report to the Ministry and are respon-
sible for different rural regions. Each ADR reportedly has a nonformal education component
and does some literacy training. Presumably other government agencies also have nonformal
training components, but information is lacking.

Private sector. In the 300 or so firms that make up the industrial sector in Senegal, most
include in-house training for their own employees to perform specific tasks. Some, such as the
SOCOPAQO shipping company, offer summer internships and managerial training, but also
send employees out to separate institutions like AFORS and CESAG. A recent study done
for the World Bank deals with functional literacy activities in enterprises, and the ONFP is
scheduled to sponsor an upcoming study of literacy in rural areas.

Non-governmental organizations often have training integrated into their programs. Par-
ticularly active are CARITAS, the Catholic NGO with numerous branches, the large
agro-business RADI, and ENDA, an international NGO devoted to the environment and
development which is also publishing "photo-novellas" (illustrated magazines) in Wolof aimed
at urban street youth.

Development projects funded by foreign donors place far greater emphasis on training
components than do other development projects. Participant training and study tours abroad,
seminars and workshops are typical means of building staff capacity. Some projects provide
training services at critical junctures, such as in the ILO-supported Entreprendre Froject in
which training in entrepreneurial development is given to persons seeking loans. Others seek
a multiplier effect by training trainers of trainers. In a UNDP project, for example, trainees
travel around the country to train artisans.

The importance placed on literacy and other basic skills varies from project to project.
The USAID Community and Enterprise Development Project (CED), which broke new
ground for a major donor by reaching villagers through NGOs without going through the
government, included a functional literacy and numeracy component in its early stages. In the
forthcoming USAID PVO-NGO Support Project, training is viewed as "the most important
means of providing institutional support". A component for training of trainers in literacy is
included.

Sometimes basic and community education components emerge in a more narrowly con-
ceived project. For example, a village social center founded in Senegal by a Protestant mission
started as a medical service center with two paid staff and eight volunteers from educational
and cultural associations in the neighborhood. Eventually the content and objectives of the
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project were modified to include sewing courses for women, instruction in hygiene, and so on,
in response to local demand. In the process, the community took over ownership, and the
project became a seedbed for new activities as well.

An analysis of problems and constraints in this sector, as well as further description and
assessment of some selected examples and an identification of conditions for success, is in-
cluded in a later chapter.
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COSTS AND FINANCING OF EDUCATION

We will review in this section the macro-economic situation in Senegal, its education
budget, the cost and financing of its education system, and the relation between educational
investment and economic and social productivity. The section concludes with a discussion of
the major economic and financial constraints facing Senegalese education today.ﬁ.

Macro-economic context

At Independence in 1960, Senegal enjoyed a relatively privileged position vis-a-vis other
newly independent nations in the region as a result of its status as the colonial administrative
center for French West Africa which had served to develop both its physical and administra-
tive infrastructure and industrial sector. Following Independence, Senegal continued to profit
from its close ties to France through significant financial assistance. Further, as a promising
new democracy in the region, it attracted large amounts of funds from other international
donors. In 1987, Senegal received over US$640 million of official development assistance,
over 14 percent of GDP and highest among Francophone African countries.

Despite these advantages, from 1960 to the mid-1980’s Senegal’s economy stagnated and
declined. Average annual GDP growth rate for the period was 2.3 percent, the lowest of any
African state not affected by war or civil strife.”” Like many countries in the region, Senegal
faces many constraints to development. Its limited resource base is increasingly menaced by
drought and environmental degradation, and its economy remains vulnerable to external terms
of trade. Agriculture is dominated by the production and processing of groundnuts, and tech-
nological adaptation/innovation is has not advanced significantly. Agricultural productivity is
low, representing only 20 percent of GDP while employing over 70 percent of the population,
and agricultural output per capita is declining. Droughts in the early and late 1970’s brought
famine and devastated the agricultural economy. Even in good rainfall years, iess than S0 per-
cent of the staple food supply is produced domestically. The industrial sector, whose share of
national outpur has grown only 9 percentage points over the past thirty years to account for 27
percent of GDP, is inefficient, an artifact of earlier production ties to France. Exports, con-
centrated in groundnuts, fish, phosphates and tourism, account for 37 percent of GDP; while
imports represent 50 percent of GDP, a large proportion going to food supply. Unemploy-
ment, estimated at 30 percent, is a serious and growing problem, exacerbated by a steadily
mounting population growth rate (3 percent annually) and by an influx of job seekers from
neighboring countries.

The worsening economic sitvation in Senegal has its main roots in three factors:
e structural factors, such as the limited resource base;

o external factors, such as the droughts and oil shocks of the 1970’s; and

¢ domestic policy deficiencies.

The highly planned economy of the past decades has emphasized agricultural market con-
trols, low agricultural product prices, and state-owned and highly protected industrial sector
which resulted in declining industrial and agricultural output. Notwithstanding general
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economic stagnation during the mid-1970s and 1980s, private consumption was maintained
with GDP per capita remaining among the highest in Sub-Saharan Africa and government ex-
penditure continuing to grow.

By the early 1980’s, the Senegal economy was close to collapse: the annual GDP growth
rate in 1983/4 was (negative) -4.0 percent and the current account deficit reached nearly 25
percent of GDP. Uncontrolled government spending and excessive borrowing to finance con-
sumption created a debt service requirement of 6 percent in 1980.

Recognizing the need to stabilize its financial situation, the government developed a
structural adjustment program with World Bank and IMF assistance, aimed at increasing
savings and productive investment, liberalizing trade and reducing the state’s role in the
economy. Although slow tostart, since 1985, Senegal has been considered a "star performer"29
among adjusting countries. From 1984 to 1988, GDP has grown at 4 percent, achieving posi-
tive per capita increases; the current account deficit has been reduced 10-14 percent in the
early 1980’s to 4-6 percent of GDP, while the budget deficit fell from 10 percent to S percent;
inflation has decreased to 4 percent. Government expenditures have fallen from a peak of 32
percent of GDP in 1980/81 to 18 percent in 1988, and investment totals 15 percent of GNP
while Gross Domestic Savings have increased from 0 in 1980 to 9 percent in 1989.

While the economy’s performance over the past several years provides encouraging in-
dications of economic reform, there is cause for concern. While national production has been
bolstered by good rainfall and favorable oil and grain prices, the government has been slow to
implement reform measures in certain key areas — in lending and loan recovery programs, in
public and para-publicsectors and in tax reform — due to political and clientele loyalties. On-
going governmental concern over growing unemployment has been primarily addressed by
programs aimed at the privileged, while government containment of expenditures is
threatened by wage concessions gained by civil servants following strikes in 1988/89 and food
price cuts following violent demonstrations in 1988 which appeared to threaten Senegal’s so-
cial and political order. With the current rate of economic growth by no means assured and
reform measures unimplemented or undermined, the government’s ability to finance addi-
tional social programs is doubtful. The substantial amount of foreign aid received by Senegal
also places in doubt the sustainability of development gains by the government.

Senegal’s education budget: Resources, allocation and enrollments

Educational resources and budget share. Despite the economic problems faced by
Senegal and the economy’s overall low rate of growth, Senegal’s education budget has grown
significantly since Independence. The education sector’s share of current expenditures rose
from 15 percent in the 1960s to a high of 25 percent (or from 1.1 te 5.5 percent of GDP) in the
early 1980s. This was due partly to government expenditures outpacing economic growth, and
partly to the increasing emphasis placed on education.

But with the declining economic situation, the growing deficit and the parallel education
sector reform initiated in 1984, governmental educational expenditures have declined both in
terms of budget share (22.8 percent in 1987/88), proportion of GDP (3.6 percent in 1987/88)
and real expenditure per capita (25 percent less in 1987/88 than 1983/84 levc:l).?’0
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At 1987 levels of expenditure, Senegal ranks in the upper ranges among Francophone
African countries for educational expenditure as a proportion of government spending and
GDP, and exceeds the 1983 we'ghted mean for proportion of total expenditures in Sub-
Saharan Africa (12 percent)

Its relatively liberal policy of educational investment over the years has not, however,
yielded striking results. At Independence, Senegal had one of the highest enrollment ratios
in West Africa. Now it ranks nelow average for low-income West African countnes with a 28
percent adult literacy rate and a gross pnmary enrollment ratio of 55 percent Nonetheless,
increased educziional iuputs — a 57 percent increase in teaching personnel and a 55 percent
increase in the number of public schools in the early 1980s — have expanded educational op-
portunities: overall enrollmsnt increased by 50 percent between 1980-87, with primary
enrollment ratio rising 10 percentage points between 1981 and 1988, secondary school enroll-
ments increasing from 11 to 13 percent and university enrollments doubling. So in the
short -term, then, educational status in Senegal has improved on aggregate as real expenditure
fell.>* Not surpsisingly, however, since 1984 there has been a general slowing of the annual
average growth rate of enrollmeants, corresponding to diminishing educational expenditures
(see Table 12).

Table 12: Central Government Expenditures on Education as a Share of Central
Government Budget and GDP

1965/66 1980/81 1983/84 1987/88/*
Total Expenditures — Central
Government (in CFAC billion) 5.5 28.3 41.7 47.1

% Share - Central

Government Budget 16.6% 245%  25.0%  22.8%
% Share — GDP 0.9% 5.5% 5.1% 3.6%
Total/Capita on Ed.
(1970 CFAC)* - 2326 2345 1814
Gross Enrollrnent Ratios/*
Primary - 42.9 53.9 55.7
Secondary - 11.8 133

Source:  Staff Appraisal Report: Republic of Senegal Primary Education Development
PI‘OJeCt, World Bank (1986)
/* Figures for 1987/88, total/capita and gross enrollment ratios from Berg, Social
Dimensions of Structural Adjustment in Senegal, Confederation Suisse (1990)
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Resource allocation by level of education. Throughout the 1970s, Senegal — like most
Francophone countries — emphasized secondary and higher education to fill national ad-
ministrative requirements. This priority is reflected in both the high resource allocation level
for higher lev:ls of education compared to primary education and in the associated enrollment
ratios. From 1960-85, university and upper secondary enrollments grew at rates of 15.2 and
8.8 percent, while primary school enrollments grew at a rate of 4.8 percent.

After 1984, the policy reforms that emphasized lower levels of education are reflected in
funding allocations (see Table 13):

o In 1984/85, primary education received 47.4 percent of the education budget
compared with 32.6 percent in 1980/81, while the shares for higher education and
vocational education fell from 20.5 and 7.8 percent in 1980/31 to 18.1 and 4.1 percent
in 1984/85.

e Investment in secondary educatinn has increased from 22.1 percent in 1980/81 to 23.0
percent in 1984/85.3*

Enrollment growth rates correspond to the investment distribution: using figures for
1980-84, we see that primary annual enrollment growth rate increased from 7.6 to 9.1 percent,
while for higher education it fell from 8.0 to (negative) -1.7 percent.35 Nevertheless, with the
exception of higher education, Senegal’s 1987 enrollment ratios (primary-55 percent, secon-
dary-13 percent) lag far behind 1986 Sub-Saharan Africa weighted averages (69 and 22 percent
respectively).

Table 13:  Education Expenditures by Level of Education as a Percentage of GOS
Education Expenditures

1977/78  1980/81 1984/85 1986/87/% 1987/88/% 1988/89/*

Primary B8T% 326% 474% 46.0% 45.0% 44.0%
Secondary 244% 22.1% 23.0% 254% 258% 26.8%
Higher 204% 205% 18.1% 199% 225% @ 22.5%
Vocational 1.7% 7.8% 4.1% - - -
Other 88% 17.0% 7.4% 52% 5.1% 7.4%
Annual Enrollment  1977-80/2 1980-84"2 1986-89/*
Growth Rates

Primary 6.7% 7.6% 2.1%

Higher 14.0% - -1.7% 10.8%

Source:  Berg, Social Dimensions of Structural Adjustment in Senegal, Confederation
Suisse (1990)

/A from Ndao, Senegal - Structure Budget Education, World Bank (1990)
 from Mingat and Jarousse, Cost and Financing of Education in Senegal, World
Bank (1986)
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Post-1986/87 figures indicate that the 1984-87 period allocations which appear to cor-
respond to the 1984 Reform’s emphasis on primary education may be an anomoly or a
short-lived phenomenon. Since 1987, the proportion allocated to primary education has
steadily diminished, while the share to secondary education continues to rise and, most sig-
nificantly, the share to tertiary education has surpassed its pre-Reform level.

Resource allocation by type of expenditure. Recurrent expenditures comprise 99 per-
cent of the government annual education budget. Typical of Sub-Saharan African countries,
the major share goes to salaries, representing 74.3 percent of the recurrent expenditures in
1987%7 (see Table 14). Although government figures indicate that only about 2.8 percentage
points of this sum cover non-teaching salary expenses, the distinction is blurred by the use of
teaching staff in administrative or non-classroom positions. Recent evidence tends to in-
validate government figures:

e the redeployment of 800 teachers back to the classroom in 1986-88, 38 and

e at the umver51ty level in 1985, non-teaching staff (875) exceeded teaching staff
(721)

Table 14: Recurrent Expenditures by Function as a Percentage of Total Government
Annual Recurrent Expenditures on Education

1978 1980 1983 1985 1987

Salaries, of which: 669% 651% 713% 13.8% T4.4%
Non-teaching 33% - 4.9% 4.4% 2.8%
Supplies, of which: 8.6% 8.2% 5.3% 4.9% 4.6%
Textbooks 1.1% 1.1% 1.0% 0.7% 0.7%
Transfers, of which: 245% 267% 234% 213% 21.0%
University Operations 6.2% 7.9% 1.7% 8.3% 8.2%
Higher Ed. Stipends 53% 52% 5.4% 4.3% 4.6%
COUD 23% 2.9% 2.6% 2.1% 21%
Secondary Stipends 2.8% 2.6% 2.0% 1.2% 1.1%
Student Grants-Tr’g Ctrs 5.1% 5.9% 4.2% 3.5% 3.0%
Subsidy to Private Schools 2.8% 2.2% 1.6% 1.9% 1.8%
Total Expenditures, of which:*  100.0% 100.0% 100.0% 100.0% 100.0%
Recurrent 927% 89.1% 956% 96.9%  99.2%
Capital (localy financed) 173%  10.9% 4.4% 3.1% 0.8%

Source:  Ndao, Linking Government Expenditures to Delivery of Education, UNDP (1988)
*does not include expenditures by institutions reporting to other ministries
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The large salary bill obviously leaves little for maintenance and supplies, which receive
4.6 percent of the recurrent budget. For example, less than 1 percent of the budget is allo-
cated to textbooks--detracting from school quality and internal efficiency. The trade-off
between teachers and textbooks is particularly acute at the primary school level where 99 per-
cent of the budget was absorbed by salary expenses in 1985. The effort to place more and
better trained teachers in the classroom in the early 1980s in order to maintain the favorable
student-teacher ratios absorbed much of the materi 4{{maintenance budget, resulting in a 50
percent reduction in the share allotted to these 1tems Jtis estimated that there are two stu-
deuts to every book at the primary school level.*

The government has attempted to redress the problem of insufficient supplies with a
materials distribution program aimed at di.,advanta%ed students; in 1988, approximately 52
percent of the students were receiving supplies/texts.  Financing for this program, however,
is not evident in most recent budget figures (1987) and MEN personnel have termed the
program "unrealistic." Further, the government has recently announced a 40 percent reduc-
tion of its total non-salary recurring expenditure budget, which will further reduce the learning
materials and textbooks availabie to schools.

Transfer payments (ie. student subsidies for tuition, board/lodging, transportation, medi-
cal care, etc.), at 21 percent of the 1987 budget, represent the second largest category of
expenditure, with all but 1.8 percentage points (for private school subsidies) going to student
scholarships, aid and services. In general, assistance for students at the lower levels of educa-
tion is weak. At the primary level, student aid is limited to school-feeding programs in a few
rural schools, reaching only about 3.4 percent of the primary school student population. About
5 percent of the student assistance budget is allocated to intermediate and secondary educa-
tion levels. Although scholarships at the secondary level have been replaced with more
restrictive "assistance" bascd on family needs, about 22 percent of the secondary school popula-
tion are estimated to have benefited in 1985.

Like most Francophone countries, the government heavily subsidizes students at higher
levels of education. Nearly 18 percent of the total national recurrent budget is allocated to
higher education subsidies. In 1985, 40 percent of the higher education budget was earmarked
for student scholarships, assistance and services. The COUD--the University of Dakar’s ser-
vice center offering students food, lodging and medical care--received only 17 percent of its
funding from student fees; the remamder was underwritten by the government (60 percent)
and other governments (23 percent)

Financing and costs of education. Who pays and how much?

Public schools are primarily financed by the government (87.6 percent), with limited con-
tributions to recurrent expenses from communities (2.8 percent) and families (3.5 percent),
totaling about 94 percent of total budgetary support in 1985 (see Table 15). Local govern-
ments are primarily responsible for school construction, renovation and maintenance.
Between 1977 and 1985, municipal resources allocated to education grew from 2.4 to 20 per-
cent of municipal budgets. Families also contribute to school maintenance and construction.
From 1977-83, 71 percent of new classrooms constructed in rural areas were financed entire-
ly by parents.44 During the period 1980-87, 67 percent of new classrooms built in rural areas
were provided entirely by local communities. ™
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Table 15: Sources of Finance for Public Education by Percentage of Contribution {1985)

Government of Senegal 87.6%
Commuunities 2.8%
Parents 3.5%
Other (donors, etc.) 6.1%
Total 100.0%

Source: Mingat and Jarousse, Cost and Financing of Education in Senegal, World Bank
(1986)

Parents also assume responsibility for other public school-related expenses, such as
parent-student association dues, school supplies and transportation as well as enrollment fees
for the baccalareat and bigher education. A 1984 survey of parents with children in secondary
school found they spent $552-64 annually, a not inconsiderable amount given that GDP/capita
was §380.%

External donor assistance in education is difficult to quantify, given the fungibility of
budgetary assistance — funds given to one sector may liberate funds for use in another. France,
amajor donor, provides financing mainly for post-primary levels in the form of fellowships for
study in French universities, academic support to the University of Dakar and secondment of
French teaching staff at secondary and higher education levels.

Private schools play an important role in Senegal’s educational system, particularly at the
intermediate and secondary levels where private institutions account for about 30 percent of
enrollments. Although their operations are mainly funded by tuition payments, in 1985, an
estimated 89 percent of private schools received government subsidies, with 70 percent going
to Catholic schools and 30 percent to private non-denominational schools. The major share
(90 percent) of the subsidies were allotted in proportion to teaching personnel and the
remainder (10 percent) accorded on the basis of aggregate student performance on national
exams. A later estimate, in 1988, indicates that only 42 percent of private institutions were
receiving government subsidies. In 1985, it was estimated that 6.1 percent of the government
education budget went to private schools. However, official budget figures throughout the
1980s indicate that less than 2 percent of the government education budget is noted as trans-
fers to private schools.

On average, the unit costs (per student per year) for primary, secondary and higher educa-
tion in Senegal on a GDP per capita basis are not higher than those in other Francophone
countries in Sub-Saharan Africa, but they are far greater at the primary and secondary levels
than in Anglophone countries due to high teacher salaries, lower student-teacher ratios, low
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teacher-administrative staff ratios and structural rigidities. Higher education costs fall below
average for Africa, but exceed costs in other Third World regions (see Table 16).

Table 16: Recurrent Cost Per Student/Year by Level of Education (1985)

Total Ratio to Unit Cost/
Unit Cost %Academic % Subsidy Primary GDP per
(US$ 1985) capita 1984
Pre-Primary $245 100.0% 0.0% 22 0.6%
Primary $109 99.7% 0.0% 1.0 0.3%
Lower Secondary
Colleges $288 91.6% 8.4% 2.6 0.7%
Lycees $427 94.3% 5.7% 3.9 1.0%
Upper Secondary $555 94.4% 5.6% 5.1 1.4%
Technical Secondary $574 84.8%  15.2% 5.3 1.4%
Teacher Training $3,142 785%  21.5%  28.8 7.6%
University $2,109 68.8% 312% 193 5.1%
in Francophone Africa 8.0%
in Anglophone Africa 9.2%
in other ldc 3.7%
(1980 figures)

Source:  Staff Appraisal Report: Republic of Senegal — Primary Education Development
Project, World Bank (1986)

Not surprisingly, the unit cost increases greatly with the level of education. In terms of
cost/student/year, secondary education is four times the cost of primary education, while higher
education is 20 times the cost of primary education.

At the primary level, costs are primarily a function of the relatively high cost of teacher
salaries (more than 8 times GNP per capita) and a favorable student-teacher ratio (46:1). The
latter, however, varies greatly among regions, accounting for the discrepancy in unit costs, rang-
ing from $78 in urban areas to $158 in rural ones.

At the secondary level, costs differ by 50 percent between the lower and upper levels,
mainly explained by the large proportion of non-teaching personnel (40 percent) and low stu-
dent-teacher ratio (19:1 teaching staff, 11:1 total staff).

At the higher education level, low student-teacher ratios (16:1), high ratio of non-teach-
ing to teaching staff (1.2:1) and a generous student subsidy package (31% of total unit cost)
explain the high unit costs, five times GNP per capita. Cycle costs are even higher, as on
average students take 7-12 years to complete the 4-year university cycle. At the teacher train-
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ing level, the costs are strikingly high - nearly eight time the GNP per capita--due to major
reductions in enrollments caused by civil service cutbacks with no corresponding reduction in
staff, resulting in a 7:1 student-teacher ratio.

A comparison betwzen private school costs at the primary and secondary levels reveal
unit costs are nearly 40 percent lower in Catholic schools than in public schools, with primary
education costing 27 percent less and secondary education 47 percent less. This is explained
by the lower teacher salaries and higher student-teacher ratios. Quality-efficiency tradeoffs
are not readily apparent as private school student performance surpasses that of public schools,
although intervening factors -- such as socio-economic status, etc. -- have not been considered
in the comparison.

Education as investment for economic development

It is widely acknowledged that education contributes to economic development and is a
vital factor in economic growth. Extensive experience from Africa and elsewhere provides
strong evidence that increased investment in education can yield a broad range of benefits--
in economic terms of increased productivity and higher ind:vidual and national incomes, and
in social terms of lower fertility and improved health.

There are several methods for examining education’s contribution to development:
e cost-benefit analysis to determine rates of return on educational investment;
e growth-accounting to examine the impact of education on GNP growth; and

e multivariate analysis to isolate the effects of education on a variety of development
concerns, such as child survival, fertility and agricultural productivity.

Rates of return to education: Education is a good investment. Cost-benefit analysis
weighs the costs of education (discounted costs of schooling and earnings foregone) against
one measure of the benefits of education (discounted life-time incoine stream) in order to
determine the external efficiency of schooling. Simply stated, it treats investment in people
similarly to that of a factory or mechanical process, analyzing the cost of inputs and value of
ensuing outputs or products, to derive the rate of return on the investment. Rate-of-return
data serve two purposes: (1) to assess the soundness of investing in education compared with
other sectors, and (2) to determine where best in the educational system to invest scarce
resources to maximize benefits.

There are also two levels of analysis: the social rate of return and the private rate of return.
The former counts societal costs (public financing of education and costs to the individual)
against the gross, pre-tax income stream, whereas the latter considers only costs to the in-
dividual for education against net, post-tax earnings. Consequently, the social rate of return
is almost always lower than the private rate of return.

Some general patterns are worth noting. Rates of return are higher for less developed
countries, especially for Africa, than the developed world. Also, for developing countries,
rates are generally higher at the primary level and diminish at secondary and higher levels of
education. A number of studies done in Africa show high social rates of return to primary
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education (averaging 26.6 ?ercent), followed by secondary education (17.4 percent) and higher
education (12.4 percent)4 (see Table 17).

Table17: Marginal Rates of Return to Education in Senegal (1985)

Incremental Private Social SROR

Level of Education: Rate of Return  Rate of Return in Africa /!
Primary or less 33.7 23.0 26.6
Intermerliate/Primary 111 7.7
Secondary/Intermediate 17.3 12.0 17.4
2-Years Higher/Secondary 224 11.5
3~Years Higher/Secondary 21.3 8.9 12.4

Source:  Mingat and Jarousse, Costs and Financing of Education in Senegal, World Bank

1986)
/~ from Psacharopoulos and Woodhall, Education for Development, World Bank
(1986)

In Senegal, we see similar patterns: the higher social return is to primary education (23.0
percent) and secondary education (12.0 percent), and the lower is to intermediate (7.7 per-
cent) and higher education (8.9 percent). Positive social raies of return indicate education is
a productive investment (although they should be compared with similar data on other sec-
tors). The higher rate for primary education (greate: than the African average and 2.6 times
higher than three years of university education) supports the reform measure that called for
the transfer funds to primary education. The low return to intermediate education does not
argue for eliminating expenditures at this level, but rather for making the curricula more
relevant to labor market needs, as the low return is most likely an indication of its lack of value
inthe market place as a transitional level of education. Nor does it necessarily argue for neglect
of higher education, but suggests a re-ordering of priorities.

The private rate of return includes only the cost of education to the individual. Thus, the
more the public sector finances education, the less the cost to the individual, and the higher
the private rate of return. A high private rate of return will determine the demand for educa-
tion by encouraging families to seek out education for their children by sacrificing immediate
consumption,and to invest in schooling. High private demand will also place pressure on the
state to expand educational opportunities and government financing of education. In Senegal,
the high private return to higher education (21.3 percent) is consistent with the continued
demand for university education and strong student and parental lobbies for high subsidiza-
tion, despite increasing unemployment of the educated. Indeed, the probability of reinaining
unemployed would have to be quite high before higher education becomes unattractive in
Senegal. (Anecdotal evidence suggests that unemployment encourages university students to
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continue their studies and apply for foreign-study scholarships in order to delay protracted job
searches.)

Although private returns to primary education are highest (33.7 percent), the difference
between social aud private rates of return widens as the level of education increases. For ex-
ample, while the private rate is only 1.46 times the social rate for primary education, the private
rate is 2.4 times the social rate for higher education. The effect is that high private rates of
return resulting from the government public subsidy structure push students to levels of educa-
tion beyond what riay be socially desirable or economiczlly efficient. As in the case of
secondary schools where private demand has compelled students to turn to the private sector,
reduction of subsidies and privatization of higher education in Senegal could serve to both
reduce excessive demand and lighten the financial burden on the government to permit in-
vestment of educational rescurces in more productive areas.

Rates of return change over time. Since the calculation of the these figures (1985), two
factors may have affected them (other things being equal). First, the continued expansion of
the education system may have served to lower the return as a function of to the larger num-
ber of educated persons in the labor market. Second, the increasing level of unemployment
may serve to drive down the return as fewer of the educated will obtain jobs at previous higher
salary levels (assuming no distortion in the wage market, which does not appear to be the case
in Senegal).

Growth accounting: Some conflicting evidence. Rather than measuring the earnings of
individuals and assuming an effect on national productivity (or income), growth-accounting
attempts to measure the effect on real GDP of additional years of education. A recent study
suggests that an increase in one year in average aggregate years of education may lead to a3
percent rise in GDP. However, the results vary by region. Sub-Saharan Africa presents an ex-
ception: increasing education by one year from the average 3.25 (in 1985) to 4.25 appears to
have a negligible effect on output, suggesting that there may be threshold levels in returns to
education and that four years of education is required to attain functional literacy and thus in-
crease productivity.

What does this suggest for government investment in education? Rather than argue
against investment in education, it may indicate that minimum threskold levels of investment
should be considered in planning educational systems in order to ensure attainment of student
achievement goals. It also argues for continuing and increasing investment in primary educa-
tion and for less concentration of resources at higher levels so that more children are able to
progress beyond the four-year threshold to attain functional literacy and numeracy. In
Senegal, the expense of financing one year of university educatlon for one student would
provide four years of primary education for nearly five students.*

Agricultural and informal sectcr productivity. In Senegal, over 70 percent of the popula-
tion are employed in the agricultural sector. Few receive wages for their work; most are
self-employed and work on small family plots. Ninety-three percent of farmers have never at-
tended school.”® Education increases the productivity of labor. Educated farmers are more
likely to adopt new technolcgies and seek more contact with agricultural extension workers,
and virtually all studies on agricultural productivity show that better-educated farmers earn a
higher return on their land. An analysis of 18 studies in low income countries showed a posi-
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tive relationship between years of schooling and agricultural output. One study in Africa found
that farmers having completed four years of education produce, on average, about 8 percent
more than farmers who have not gone to school. 1 Another study observed that the effective-
ness of specific training offered in conjunction with agricultural projects rose with the trainees’
level of education.”

The leading role of the agricultural sector in Senegal’s development strategy53 argues for
concomitant investment in basic education in order to optimize gains from the introduction
of new agricultural technologies. A modernizing environment requires literacy an¢ numeracy
in order to exploit the benefits of agricultural research. For example, the ability to read and
cipher is critical to the use of agricultural inputs such as fertilizer, which requires reading ap-
plication instructions and calculating application levels. Education has been found to reduce
variability in farm output and speed acceptance of new technologies. Basic education is also
likely to ease the process of structural adjustment into export agriculture because it appears
to accelerate the transition to the new efficient pattern of resource allocation when prices or
technology change.54 Basic education, extension and agricultural research should be seen as
highly complementary, with no one element accomplishing much in isclation.

The emerging prominence of women in Senegalese agricultural production,5 3 due to male
urban migration, makes a strong case for investment in basic education in rural areas and
programs aimed specifically at girls and women. Although increasingly responsible for farm
output, Senegalese women are less prepared to maximize production or exploit agricultural
innovations than their male counterparts, given the lower level of women and girls’ education.
In Senegal, only 19 percent of women are literate compared to 28 percent of men, and only 40
percent of girls are enrolled in primary schools compared with 66 percent of boys. (Rural en-
rollment ratios for girls are much lower — about 32 percent, falling as low as 19 percent in one
region.)

Lack of absorptive capacity in the formal sector and increasing rural-to-urban migration
has caused informal sector employment to grow significantly in Senegal. Recent data show
that primary education has a strong positive influence on productivity in the informal sector.
In Niger, informal sector entrepreneurs’ incomes were positively affected by primary educa-
tion, with private rates of return exceedirég 50 percent. Primary education was also found to
enhance the efficacy of apprenticeships.5 Basic education also gives a worker a wider range
of self-employment options and allows choice of more profitable alternatives.

With rising unemployment in Senegal, more wives of unemployed workers in urban areas
are turning to trade and informal sector employment, while in rural areas there has been a
notable increase in off-farm activities by women.”’ Education benefits women in the infor-
mal sector by increasing wage earnings and improving access to credit.

Non-economic benefits: Health, nutrition and population. Education yields other im-
portant benefits that are not directly reflected in the form of increased productivity or
increased earnings. Positive interactive or strengthening effects of schooling on various
aspects of social policy — health, nutrition, family size and equity —are evidenced in a growing
body of literature.

Population growth is considered a major impediment to economic progress in the
developing world, necessitating the spread of limited resources among more people and result-
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ing in little or negative growth in GDP per capita. In Senegal, where the population growth
rate has steadily increased to 3 percent and the fertility rate is 6.6 percent, research findings
on determinants of family size in Africa have particular relevance. Raising educational attain-
ment in women beyond a three-year threshold point can reduce fertility by raising marriage
age and reducing demand for children through improved employment opportunities and in-
creased probability of child survival. The better educated woman will bear fewer children;
she is also more likely to know about and practice contraception.5 ?

Basic educaiion contributes to better family health and longevity. Schooling increases
the ability to improve nutritional status and health care, as well as to initiate effective diag-
nosis of illness. A one percentage point gain in literacy is associated with a two-year gain in
life expectancy Fourteen demographic and health surveys conducted by AID in Sub-
Saharan Africa confirm the direct relationship between female primary education and child
survival. (We understand that such studies have actually been conducted in Senegal by the
AID mission, although the data was not available for this report.) One year of a mother’s
education is associated with a nine percent decrease in under-five mortality. In Ghana, the
rate of child mortality is twice as high for children of mothers with no primary schooling,
Children of better educated mothers are healthier as well: they are better nourished and suf-
fer from illness less frequently. 61

Education of mothers also affects the physical and cognitive development of children.
Children of more educated mothers are more likely to enroll and advance in school, and--ul-
timately--make better parents to children of their own. This "virtuous cycle" of education and
social well-being presents a strong case for inwvestment in girls’ and women’s education. Studies
have found that not only does increasing girls’ access to education reduce fertility and improve
child survival and health status, but that the effects are cumulatlve--the more widespread
education among women the greater its impact on the individual.®?

Education may, under certain conditions, promote equity. Education of poor children
may serve as a vehicle to allow them to move to higher levels in society’s occupational and in-
come structure. Greater access of the poor to educational opportunities certainly shifts to
varying extents the flow of public resources to to disadvantaged strata of society. Education
is also thought to promote participation in society. There is some evidence that hallmarks of
pluralistic society--participation and integration in the political process, broad formation of
interest groups, etc.--are enhanced by increased aggregate levels of education.

Education and unemployment

As the 1990 census results have not yet been released, little current data were available
on unemployment statistics during the preparation of this section. The following analysis
draws heavily on research results from other developing countries in order to address the issue
of and explore the linkages between education and unemployment.

Unemployment in Senegal. Data from 1979-80 show the overall unemployment rate to
be about 7 percent among the economically active population. Consistent with data found
throughout the Third World,® the distribution among levels of education follows an inverted
U pattern with unemployment strongest at lower levels of education (primary, intermediate
and secondary) and weakest at no schooling and higher levels (university). Unemployment is
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also higher in the under-25 age cohort at 9.4 percent, following a similar pattern of distribu-
tion among education levels. In both cases, the rate of unemployment is the least (5 percent)
for those with no schooling. This is not surprising as those workers with little education are
generally found in rural areas and engage in some form of subsistence agriculturc which com-
plicates measurement of true unemployment versus under-employment — disguised
unemployment (see Table 18).

Table 18: Unemployment Rates by Level of Education, Age Cohort and Formal Sector

(1980)

Unemployment  Unemployment Unemployment
Level of Education: ~ All Cohorts Age 25 or less Formal Sector
No school 5% 5% 43%
Primary 15% 19% 38%
College 27% 42% 35%
Lycee 19% 38% 22%
Higher 11% 27% 14%
All Levels 7% 9% 38%

Source: Mondon and Thelot, Le Succes de ’Ecole au Senegal, Government of Senegal-
MEN/DERP (1990)

Wage unemployment, among the economically active population looking for wage com-
pensation in the formal or modern sector, follow. another noted pattern: unemployment rates
decline with levels of education, from 43 percent for those with no schooling to 14 percent for
those with higher education. Wage unemployment (38 percent) is also higher than the general
unemployment rate (7 percent), which may indicate the relative inability of the formai sector
to absorb labor in Senegal’s weak and semi-subsistence economy.

By all accounts the employment situation has worsened over the past decade. Estimates
place overall un- and under-employment at 40 percent64 and urban open unemployment at 20
percent.65 Employment in the manufacturing sector has been in decline for a number of years,
since 1986.% In addition to the inherently limited absorptive capacity of the modern sector
in a developing country, structural adjustment policies have contributed to rising unemploy-
ment, at least in the short-term.

The New Industrial Policy, with its emphasis on liberalization of trade, reorganization of
the banking sector and elimination of industrial protection, has been linked to job lay-offs in
industry and banking. Claimed job losses in these sectors are high—5,000 in 1988/89; and
Mondon and Thelot estimate only 300 new jobs are generated annually in the modern sector.
The policy of containment of public sector employment and privatization of parastatals has
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also affected employment opportunities. Since 1985, the civil service has been declining, from
a high of nearly 69,000 employees to about 63,000 in 1989. Recruitment projections range be-
tween 1100-1400 per year, and the policy of guaranteed employment for university graduates
has been discontinued.

The educated unemployed. Hardest hit (statistically, at least) appear to be those with
higher levels of education and the young (often highly collinear), which has led some to con-
clude that Senegal suffers from "overeducation", to question the profitability of educational
investment in Senegal and to attribute unemployment to the educational system. Although
recent substantiating data on the distribution of unemployment is lacking and 1980 figures in-
dicate that in general the higher educated do not suffer as much from unemployment, the
following discussion assumes there is indeed a problem in these areas based on statements
from other AID and World Bank documents.

Rising unemployment in the under-25 age cohort is a phenomenon seen throughout the
world in both developed and developing countries. In large part it is due, straightforwardly,
to demographic growth. The literature shows that unemployment is generally concentrated
in the younger age cohorts, primarily because they are more numerous and include new groups
entering the labor force, such as women. Of the annual 100,000 new labor force entrants in
Seneéal, the vast majority will be under 25 years old given the age structure of the popula-
tion.”" Unless labor market opportunities grow at the same rate as the population, there will
be increasing unemployment. Slow economic growth and insufficient aggregate demand, in
part, explain unemployment. Other factors, evident in Senegal, also restrict job opportunities
for youths. Protected employment, especially in the modern and public sectors, combined
with older adult reluctance to withdraw from the labor force, reduce employment possibilities.
Artificially high wage levels and stringent employee protection policies prevalent in Senegal
induce employers to avoid hiring new employees, turning instead to temporary labor and the
informal sector. And, significantly, the growth model favored by most developing countries is
greater investment in capital rather than labor.

Education will correlate highly with unemployment primarily because the young are bet-
ter educated than previously. In the course of a generation--twenty years--Senegal’s gross
enrollment ratio for primary school has risen from 41 to 55 percent. More children are
schooled simply because educational opportunities and private demand have expanded. More
primary and secondary school graduates are unemployed because there are more of them (and
because of displacement through creeping "credentialism", the escalation of educational re-
quirements for employment). Given the stress on the formal sector labor market in urban
areas, where education is highest, unemployment of the educated is not exceptional. Correla-
tion is not causality in this case.

In view of the tremendous economic investment Senegal makes in its university students,
concern over higher education ("graduate") unemployment is natural. Graduate unemploy-
ment in developing countries is a global phenomenon. Between 1975-83, higher education
enjoyed a growth rate in enrollments of 10.8 percent in the Third World compared with 1.6
percent in industrialized countries. Sene%%l was little different with a tertiary education
growth rate of 12 percent between 1960-80." Today, there are 25,000 secondary and univer-
sity level graduates seeking first-time employment in a modern sector labor market,
representing perhaps 12 percent of employment and offering 4000-5000 jobs. Until 1982, the
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public sector absorbed 200 new university graduates annually. Severe cutbacks have nearly
eliminated employment possibilities in this sector for the 500 university graduates now
produced annually.

A common cause of graduate unemployment is stagnation in economic growth in the face
of an accelerating graduate growth rate. But graduate and educated unemployment is difficult
to measure. Individuals reporting themnselves as unemployed, in fact, often mean that they
have not been able to obtain employnent commensurate with expectations. Research shows
a substantial number may indeed be seif-employed in the informal sector while waiting for
more desirable or "appropriate" employment. Lack of "suitable" emgloyment for graduates is
cited as a shortcoming of the Senegalese higher education systen. ? The force of tradition,
government subsidies and distorted wage markets have conspired to maintain the employment
aspirations of graduates. The relation between higher education and unemployment is a nega-
tive one, and youth and educated unemployment is not a "once-and-for-all"
phenomenon--unemployment declines with time and with age. Neither the educated nor the
young remain unemployed. Numerous studies have shown that, though unemployment for
these groups is initially greater, nearly every graduate will find a job after some time. 0 11EP
surveys in Africa found that first-time job seekers waited between one month and one-year,
depending on areas of discipline (law graduates took longest to find "suitable" employment).7
The delay in finding a job largely reflects problems in transition between school and the
workplace and adjustment of expectations. Yet in Senegal, expectations and private demand
for higher education remain high, due to the high private rate of return, although anecdotal
evidence suggests the waiting period can extend up to three years,

Beyond supporting economic growth, if the government wishes to reduce graduate
employment, it must act to influence both the expected private costs and benefits associated
with higher education through decreased student subsidies, reduced civil service payscales and
freer labor markets.

Educational mismatch. The source of employment is economic growth. Education does
not directly generate employment (except for teachers), but instead enhances productivity and
resource allocation mechanisms of the economy, contributing to growth and development--
and job creation. A "mismatch" between the education system and the labor market--that the
educational system failed to provide its students with marketable skills--is often cited as a cause
of unemployment in Senegal.72 This concept is related to manpower planning and implies that
there is a correct skill mix for the economy which, if identified and attained, will lead to over-
all employment. The assumption is that there are jobs "out there" just waiting for the properly
qualified individuals.

This is clearly not the case in Senegal. Educated manpower is -- and should be -- fun-
gible, and even highly specialized training programs have not resuited in full employment of
their graduates. The belief that educational systems can be fine-tuned to the economic
demands of a dynamic economy has been refuted by the historical results of manpower plan-
ning studies. Thus, the concept of "mismatch" implies that both sides of the equation are
known--economic needs and means to fill them.

A more appropriate concept in Senegal is tailoring the educational system to be more
relevant to a developing economy and providing skills with greater "elasticity" or transferability
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to changing needs to permit more workers to be more productive. This means educational in-
vestment in more productive levels of education, such as primary education, and aimed at more
promising areas of the economy -- such as the agricultural sector.

While considered more supportive of economic development, there has been a strong
tendency away from training in scientific and technical areas: most students at higher educa-
tion levzls are enrolled in law or social science programs.73 Enrollment in the baccalareate
programin 1987 were five times higher than enrollment in more technical and vocational areas.
Specialized training programs do not correspond to potential growth areas of the econory.
For example, the agriculture sector--which employs 70 percent of the population and is con-
sidered the vehicle for economic growth:--represents only 8.3 percent of training activities and
only 10.7 percent of participants; scientific and technical training accounted for 41 percent of
training activities, but only 25.8 percent of enrollments. However, training for the tertiary sec-
tor, the least promising area for labor abscrption and growth, accounted for the majority of
both the activities (50 percent) and enroliments (63.4 percent)

Although the lower social rate of return to higher education in Senegal would argue for
decreased investment, the government has actually increased public subsidization through it
policy response to educated unemployment. The maitrisand program, aimed at insertion of
new university and secondary graduates into the work force through entrepreneurship train-
ing and small enterprise development, has been established at tremendous cost: $5000 per
graduate and $1050 per job generated. Reinsertion programs for the "disemployed" victims of
structural adjustment, including university graduates, are even more costly--$8000 per newly
created job and resulting in a discouragingly high rate of failure. > Although social rate of
return figures are not available, it is evident that government actions have served to increase
the private rate of return to higher education and, thus, ensure continuing production of
graduates and high expectations, despite limited labor market opportunities.

Economic constraints to educational development

Previous studies © have identified obstacles to the development of the Senagalese educa-
tion system and prescribed policy modifications to improve internal efficiency, subsequently
officially adopted by the government. (Extent of implementation, however, is uncertain).
Based on more recent--though meagre--data, we find that there are two main economic con-
straints to educational development in Senegal:

e government inability to sustain sufficient educational expenditure to maintain and
increase enrollment ratios; and

e inejuitable distribution of educational resources to the detriment of primary
education, the poor, rural families and girls.

Collision course: Dwindling educatior. budget and demographic growth. Recent data
suggest the government will expcrience difficulty in continuing to finance education at levels
necessary to maintaiu the expansion of the education system and to achieve its goal of univer-
sal primary education by 2000. Although GDP growth continued to increase from 1984 to
1987, capital formation appears to be declining and the economy remains vulnerable to
drought and external factors. Its debt service ratio is the fourth highest in Africa, and as the
debt is largely public, the government must pay, thereby reducing funds available for social ex-


http:percent).74

47

penditure. The fixed nature of CFA currency prevents devaluation which implies fiscal con-
straint. More significantly, the share of education in the national budget fell to a decade low
of 19.7 percent in 1988/89. (NDao) The rate of expansion achieved in the mid-1980s does not
appear likely in the future.

The rapid rate of population growth also presents a demographic challenge. School-age
cohorts are expected to grow at a rate of 3.1 percent In 1989, 45 percent of the population
were in the 0-14 years age cohort, with three-quarters in the age range to expect primary educa-
tion over the next ten years.™ The clear implication is that the education budgzt share can
not fall appreciably without adversely affecting the current enrollment ratio. In order to main-
tain the status quo (quality and enrollment ratios), the education budget must grow in absolute
terms with lower levels of education receiving an increasingly greater share of the budget in
order to accommodate incoming students.

More schools, supplies and teachers will be required. Mingat and Jarousse (1990) op-
timistically project that if all recommended reform measures were implemented by the
government, universal primary enrollment could be obtained by 2000, at a 3 percent budgetary
grovith rate (see Annex). These calculations, however, do not provide for unit cost increases
which accompany enrollment rises, diminishing economies of scale or costs of implementing
the recommended changes. NDao more conservatively estimates that to achieve a primary
gross enrollment ratio of 65 percent by 1995 and 75 percent by 2000, a S percent growth rate
in the education budget in real terms--or a 50-80 percent increase in actual levels--is required.
Such investment increases appear unlikely.

The government has, in fact, implemented some of the policy reforms. According to
NDao, introduction of double shift and multigrade classrooms allowed nearly 65,000 more stu-
dents to attend school in 1987/88, about ten percent of the primary school students. Between
1984-8, about 1,262 teachers had been put back in classrooms. A policy of restraining teacher
salarig/g permitted the government to employ large numbers of teachers to meet expansion
goals.

However, there are disturbing indications that the government’s ability to execute policy
reforms are limited, and that growing counter-pressures on the budget will mitigate their ef-
fectiveness. Teachers, whose salaries had dropped in real terms by 50 percent in the early
1980s, revolted against poor pay with strikes in 1988 and 1989 and won a 40 percent increase
inwages and other benefits. Teacher opposition has also slowed adoption of reform measures.
Governinent policy of civil service containment and perceived low wages (teacher earn near-
ly eight times the GNP per capita) has led to a dramatic dwindling in the supply of teachers:
while only 175 new primary school teachers graduated from training institutes in 1988, an es-
timated 450 teachers per year are required to maintain enrollment ratios™ and 1150 per year
will be required to reach universal primary education by 2000. In 1988/89 and 1989/¢0, 843
classrooms were closed in rural areas due to the lack of teachers.

Further, many of the measures advocated to support policy reform may have limited
utility other than a one-time panacea for the educational system. School consolidztion due to
multi-grade teaching can only extend so far in rural areas before distance adversely effect en-
rollments. Teacher redeployment to classrooms is finite. Quality implications have yet to
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emerge from adoption of multi-grade teaching and double-shifting, and additional training re-
quirements for teachers must be considered.

Inverted pyramid of resource distribution. Despite the notable resource shifts in the
education budget in the 1980s to primary education, the enormous unit cost expenditures, as
well as donor assistance, favor higher education students, resulting in an unequal distribution
of public resources for education among members of a given generation. Data from 1985 show
that the 4.5 percent of the age group whose final level of schooling is upper secondary or univer-
sity receive 50.7 percent of the public resources, while 88.3 Percent whose final level is primary
school receive but 28.2 percent of the public resources.®! In essence, the wealthy reap the
majority of public funding.

Contrary to the stated objectives of the 1984 Reform to increase the proportion of the
budget for primary education, there also appears to be a growing tendency of back-sliding since
1988 on the part of the government in allocating resources to higher levels of education. In
1988/89, primary education’s share of the budget fell to 44 percent from its 1984/85 level of
47.4 percent, while the budget share for higher education increased from 18.1 percent to 22.5
percent for the same period. Scholarships for higher levels of education increased by 15.2 per-
cent, and the budget of the COUD (student services center) increased by 20.4 percent, together
totaling 50 percent of the higher education budget. Sixty percent of university students
received fellowships or financial assistance. Recurrent budgets for secondary and higher
education had growth rates of 18.2 percent and 22.6 percent between 1986 and 1989. Further,
the initiation and support of university operations at St. Louis serves to swell the higher educa-
tion budget.82 Nor has the secondary school proportion of the budget fallen.

.. Disproportionate ailocation of resources to higher levels of education not only reduces
the amounts available to primary education, but places an extra burden on traditionally disad-
vantaged groups-- rural families, girls and the poor.

Rural populations have long been neglected in favor of more concentrated and political-
ly powerful urban ones. In Senegal, there are several means of discrimination towards rural
education. First, while over 60 percent of primary school-aged children live in rural areas, en-
rollment ratios have stagnated at 34 percent over the past four years, and 300 schools have
been closed for lack of teachers. Second, in addition to more budgetary resources allocated
to urban areas, urban centers enjoy more resources from other sources. Whereas rural
municipalities may contribute something toward school maintenance, municipalities--such as
Dakar--are able to fund bursaries, student services, equipment, libraries, etc. As donors to the
education sector in Senegal focus on post-primary education, additional funds benefit urban
areas were upper secondary and higher education institutions tend to exist. Girls’ access to
education suffers in rural areas for numerous reasons — distance, work at home, cultural bar-
riers, etc.

The poor, if they gain access to primary education, are less likely to progress to higher
levels of education for a variety of reasons, and therefore will be less likely to benefit from the
largesse of public resources devoted to higher education. They are also asked to make greater
contributions as well. Rather than implementing cost recovery schemes at higher levels of
education, it appears that the government has made greater inroads in applying such measures
at primary education levels and in rural areas. Although, community contributions either in
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cash or in kind to school construction are encouraging and offer alternatives to lighten the
public finance burden, it should not be forgotten that this places a disproportionate burden on
poor and rural families which their wealthier counterparts are not asked to pay at higher levels
of educatior.

Furthermore, the implementation of a variety of efficicncy measures has reduced the unit
cost per student for primary education; the savings, however, have not been applied to in-
creasing student access to primary education, as foreseen in the 1984 Reform. Rather these
funds have been diverted to finance higher education, as evidenced by its growing share of the
education budget. Thus, in a sense, both primary education and rural and poor families have
been penalized by the government’s interprctati~n of the 1984 Reform.

In summary, both policy and project options considered by AID should address means of
assisting the government implement reform prescriptions which emphasize increased resource
allocation to primary education and increased access to basic education for disadvantaged
strata of the population--the poor, rural children, girls and women.
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DONOR ASSISTANCE

Since its independence from France in 1960, Senegal has attracted high levels of donor
assistance for a variety of reasons: its historic eminence as the capital of French West Africa;
its strategic situation for military purposes; the government’s willingness to follow a path of
moderation after independence, as evidenced by its continuance of close ties with France; the
government’s readiness to vote on the side of Western donors at the United Nations; its ef-
forts to develop a demiocratic political system; and the country’s vulnerability to natural
disasters, such as draught, and ensuing nesd for humanitarian assistance.

While there are evident benefits to this abundant assistance, it also seems that the quan-
tity and quality of foreign activity has led to mismanagement and waste.

Recent levels of assistance

Information on actual 1989 and 1990 donor contributions is unavailable, but total amount
(excluding military) for 1988 is above $400,000,000. According to USAID Senegal’s Septem-
ber 1990 analysis of OECD data during the past decade (1979-1988), donor contributions have
grown at the rate of 8.8 percent per year, with Senegal receiving approximately three times the
per capita assistance given to other sub-Saharan coun:ries, and three times that received by
countries the U.N. deems least developed.

Figure One
Per Capita Net Disbursements of ODA, 1984-88 (U.S. Dollars)
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Trends in donor assistance

According to OECD data, the following modes of donor assistance are becoming more
prevalent: joint initiatives, with two or more donors closely coordinating their inputs; and
budgetary assistance which is conditioned on the government’s meeting agreed-upon im-
plementation targets in a given sector, or across sectors.

Overview of recent donor assistance

The most recent data is for 1988, but is indicative of donor support in 1989 and 1990. Ac-
cording to the charts below, on the average assistance has increased over the past decade.

Figure 2

Senegal: ~ Commitments and Disbursements of Gross Official Development Assistance,
1979-1988 (in Millions of U.S. Dollars)
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Source: Tables 1 and 12

Figure 3

Senegal:  Per Capita Disbursements of Gross Official Development Assistance, 1979-88
(in U.S. Dollars)

100+

75+

50

254

0
] I l | ] | | |
1979 1980 1981 1982 1983 1984 1985 1986 1987 1988

Source: Table 1, GOS Population £stimates 1979-88



Verzlistion Siobele ge Y Locreration a1
fev eiitiem o ecliant ID)

Virzese s gome ST rororrIL i o ek efete Pl |
i Heovd ; - T f
MDD FHTE O OBRE- WE TLE LN uTe ROL G AR LMD STIR S LOLDC SEIIHE Sotn) MTLATINE IR FE MGATL 0 umim | seen f
| ere o Lt S| BREED sioer W sm I 11 B :
! : | i
UM AT t m f s i g £ (TS f { 0% L 1 o e [ AU
UL aapnon s i t i i ty } ! b oo f Pogsr 0 f { ‘ R = N
Lmrmneemno o oamnonom SeTomoanstoqmia clng oo PR ommommompeowosem g b g e osiee e bRk B EL
tolize o bevzicppewert 1) l ; ; : |,
' 1 : :
L UTIAERE PaLITIQUIE ' f t ) £ £ ¢ t £ f f t f ‘ f ! £ f ¢ ' £ ¢ £: f ¢!
£ KLIT DF BITILOL. P s I I 3 t i § i i £ i £ ouu f [ £ b o osa
E: prssonpois gy, HITR MEDoeonne aper g psps £ I VTR toun t - B TA TR 1 ¥ Foo4ssT M ona o |
BLASNC ORI | s un £t BO2BEL0 1362 Hsq saps f I I T LS B G L Y A IO I ] £ s [ 1250%8¢ 3.1
£ 1mestil W f £ S £ 2 § £ i t t t ¢ 9] (1 LA ST I3 O 133 B
B SNESPOrSS/CON. !k EosE oy £ I ux ' £ i £ ¢ t £ I £ e PO | e 2
FCommt I, EE t £ s ; ¢ £ f t f Pty ¢ 2 (S H! ¢ t ! f 1w '
B PITLLTION [N ' i ¢ £ £ t ' i ' ' ‘ it ' ME e f t f S 2 S [
£ N ¥ [ i to [ P o f ¢ i ¢ L [ 2 B T T
Do osim 80 o e Poen e P P e g £ i A T TR 1+ ; o, on ] o g
§ Lomeisior u L1 122 | I 14 3 f ] N t ! 1 ! [ S 2o I i1 iT b t b o 127; b 3 {3858 Q
I LTS [ i £ £ £ § £ i ¢ $ t £t [ R T t t L, ¢ oo
13 SESOBE. 41Dl MM, LT i £ S {1 I TH N 1] f i f £ £ ! ' t LI S IS T t t £ nE
13 7SS0 o s02 f i i ¢ i f f ¢ i £ t t ‘ i i 0 0n £ £ i iy 4 13T S
{47 H [ t [ P § £ ¢ £ £ £ un [ f Fon [ ¢ t th o s
i STIFECIS TEITTICL W e 5 P f i T t £ f t f ' t wooa f ¢ f A N I
3 BM-TIETILARLL o EF £ t ; f i f i ‘ ¢ £ s s $ £ ¢ t we o
el [ e s SEAL UM CGEIIEY MRE2E D3OS 155 ags FEOIDE Ioasocaosee a8 s gy west pm oterm 208 280 insr bRE2E
POCESINNISY D SOTL HSC LB S| O D R S R S oo I S SN R R N TS 1%
U
Dos NIRRT N8P ISTOSEBLI SM(BM 8L rem 1y ¢ oy ousp bosee g e oy oaem 5 e f ;] nem
PRI t 3 b S AT 1 THIN 311 oL 4 §TET e f 2 f t E OIS DIIE C2eB: L7917 2138 aage B T2 { S Ebdae

(1 Yeatldetion pos pemses:
Somres : PECL. Szrvies Lcoronicue



53

As noted earlier, total assistance for 1988 (excluding military) exceeded $400,000,000
(this figure excludes activities of countries such as the Soviet Union, which chose to withhold
information on their contributions). The portion of grant assistance was greater than ever, at
46.6 percent; the rest was loan assistance, given with various conditions for repayment.

Foreign contributions provided approximately 88 percent of the governnient’s public in-
vestment budget in 1988. Of this, 66 percent came from bilateral donors, with France
contributing 27 percent of total assistance, followed by Italy, the United States, and Japan, all
with contributions above 6 percent. Of this, 7.9 percent went to the education sector, for a
total of $47.5 million. By way of comparison, it is interesting to note that 7.4 percent went for
health, and 26.8 percent for agriculture, fisheries and forestry.

Of the above 347.5 million to the education sector, 25 percent was for technical assis-
tance, as follows: in educational planning, 1 French technician; in teaching, 32 Belgians, 10
Canadians, 8 Americans, 666 French, 7 Japanese, 6 British, 23 Swiss, and 12 Russians; in non-
formal education, 1 person sponsored by UNESCO.

Different categories of donors contributed the following proportions of their overall
financial assistance to the education sector: bilateral, 2 percent; multilateral donors, 1.4 per-
cent; and the U.N. organizations, 4.3 percent.

More detailed view of recent denor assistance in education until 1988

UNDP provides a more detailed overview of donor support to the education sector.
France, Switzerland, and Canada, in order of decreasing contribution, are assuring a total of
36 different activities and 21 scholarships to evaluate the education system in terms of its
linkages with employment needs and its capacity to handle additional education demands
while maintaining quality.

This program continues to cover the entire country and involves a total of 766 technical
assistants. This assistance has led to a 1989/92 public investment plan for education infrastruc-
ture as follows: 44.5 percent for elementary education; 24.8 percent for higher education; 13.8
percent for technical and professional education; 11.7 percent for lower secondary and secon-
dary education; 3.3 percent for special education; and 2.1 percent for the preschool sub-sector.

In addition to the above, in order of importance, France, Switzerland and Canada
provided in 1988 a total of 764 teachers to general, technical and professional secondary
schools, as well as to the University of Dakar. Though concentrated in Dakar, these teachers
worked in all the regional capitals as well. Although in the past France has provided almost
all such foreign assistance, in 1986 86 came from other countries. In addition, to reduce costs,
donors began to recruit younger professionals who required lower salaries. To complement

this assistance, donors assured $2.7 million worth of degree and in-service training abroad.

in terms of education infrastructire, in order of importance, the Swiss, the French, and
the World Bank expanded and rehabilitated facilities, and provided equipment and and learn-
ing materials. Primary education and scientific and technical education received the highest
levels of this support. In addition, the World Food Program assured school lunch programs,
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Turning to education and training especially for women, the UNDP report mentions that

there are 7 different UNDP and UNFP sponsored initiatives which aim to stimulate economic
productivity among females. While the level of this support is comparatively small, it is steadi-
ly growing as donor understanding of women’s role in development is increasing.

Under the sub-sector of culture, and in the area of communications, the UNDP report
notes that Japan and France are providing 20 technical advisors as well as financing to
rehabilitate and expand radio and television infrastructure, a potential resource for all levels
of Senegal’s education arid training system.

Current and planned donor initiatives

Under the rubric of public administration, UNDP reports that France will continue to
assure technical assistance to the Ministry of Education as follows: 2 technical advisors to the

school administration division; 1 advisor to the division of literacy training; 3 technical advisors
to central services; and 1 advisor to the study and career orientation office.

Under the category of education system support, France is providing technical assistance
at all levels. Other donor activity is notable as follows: Belgium - environmental education

and teacher training; Canada - civil engineering and biology; Peace Corps - secondary school
teacher training; Japan - professional and technical training; Great Britain - English language
training; Switzerland - forestry, agricuture, water and livestock training; Soviet Union - train-
ing in music and Russian; and the FED - training of rural development agents.

Under the category of scholarships the report notes contributions by the following
countries, with specializations as noted: France, the FED, Canada (computer training), the
U.S., South Korea, Belgium, Japan (Japanese language training), Switzerland (hotel schoo!
training, immunology and law), the Soviet Union, and UNDP,

Under the category of nonformal education, UNESCO assures training, technical assis-
tance, and research in support of home economics. Inaddition, UNICEFF provides assistance
for basic education in Dakar, as well as for literacy training in Thies and Kolda.

And, under the category of professional training, UNESCO appears to provide in-service
training for primary school teachers.

Under the rubric of women in development, there are UNFP and UNDP initiatives to
promote family and community education for women, including cooperative training,

Under the category of school infrastnicture and technology, the UNDP report notes the

following support for primary and non-formal education, and for women: France - primary
school teacher guides and school books, teacher training, school inspection, and budgetary
support for teacher salaries; World Bank - primary school construction and textbooks;
UNICEF - school lunch programs, and school garden infrastructure and equipment; ADB -
primary school construction.

In the areas of primary school, nonfurmal education, and women in development, the
report notes unmet demands for primary school construction, primary school learning
materials and equipment; construction of 8 lower secondary schools, equipment for rural train-
ing centers, and radio transmission equipment. In addition, Ministry officials in the planning
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division stress the need for donor assistance with in-service training for primary school teachers
to enable them to implement reform objectives such as instruction in maternal languages, prac-
tical training, and efficiency measures of multigrade and doubleshift classes.

Key donors in areas of priinary education, non-formal educaticn, and girls and women in
development

Primary education. The key players here are the French and the World Bank. The
French are involved in one way or another in every aspect of Senegal’s education and training
system. They especially predominate at the secondary and higher levels of the formal system,
where they assure large parts of the teacher training activities and textbocks, as well as provide
teachers in areas where the number of Senegalese teachers is insufficient. In addition, the
French provide many scholarships, both for studying in France and in other African institu-
tions.

While the French predominate in terms of length of involvement, levels of technical as-
sistance and other kinds of support, the World Bank appears to be the more innovative in
seeking new ways to improve the relevancy, efficiency, access and equity of the primary educa-
tion system.

According to a World Bank report on its programs in Senegal, it has financed four educa-
tion projects, with IDA credits totalling $51 million. The tirst three projects had multiple
components dealing with all levels of education: primary, secondary, technical/vocational and
agricultural, as well as teacher training and nonformal education. These projects have been
completed and evaluated. The Fourth Education Project supports a sectoral adjustment
program focusing on investments in primary education and adjustments to the structure of the
entire education system, and is currently under implementation. In addition, a regional educa-
tion project ($5.5 million, approved in 1985) provides financing to the West Africa Economic
Council for a regional management school located in Dakar. A fifth education project, to be
called the Human Resource Development (HRD) project, is under preparation.

It is important to note that UNICEF has carried on a number of pilot projects which have
experimented with ways to introduce practical health progams to the primary school cur-
riculum. An example is the "adoption" initiative, which trains upper level primary school
students to take charge of assuring that younger children in iheir communities are vaccinated.
Potential is great for vitalizing the primary school curriculum with activiiies from other sec-
tors as well, such as Swiss-led initiatives in forrestry, fisheries, livestock and agriculture.

Nonformal education. UNICEFF seems to be the donor who has had the greatest suc-
cess in designing and testing non-formal education approaches to improving literacy and
community organization for development. The following chart, though developed in 1985, in-
dicates the quantity and diversity of non-formal education initiatives.

Women in development. Apart from UNFP and UNDP, donors largely appear to have
taken little initiative to introduce policies and practices to increase education and training,
both formal and non formal, for girls and women.

The chart on page 8 gives a rough summary of where various donors cuurently are focus-
ing their efforts in the education sector.
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Donor ceordination

Backg. ound. The Government of Senegal and its donors have as resources several in-
stitutions for donor coordination. The Club du Sahel, created in the mid-1970’s and based in
Paris, aims 10 assure that foreign contributions to the Sahel fit within a coherent development
plan for the region. The African based counterpart of the Club is the CILSS, based in
Ougadougou and charged with guiding and refereeing donor initiatives. The Sahel Institute,
based in Mali, initiates studies and evaluations of regional interest. To date the Club, the
CILSS and the Institut have worked largely on cross-cutting issues, such as government budget-
ing and decentralization, rather than on specific sectorai problems.

Other donor coordination efforts relate directly to the education sector. In early 1988
the World Bank initiated the association of Donors to African Education (DAE) to ensure
dialogue between the donor community and African nations interested in education sector im-
provements. The task force set up twelve working groups to study critical issues in education,
such as female participation, education sector structural adjustment, and administrative
decentralization. Within this framework, AID has helped to establish a data-base for track-
ing donor-funded activities by country (information on the current program for Senegal is still
being collected and should become more useful with time).

Overview of donor assistance to the education sector. The Education for All (EFA) Con-
ference, held in Jomtien, Thailand in March 1950, with assistance from donors that include
AID, brought educators from nearly every country of the world to share experiences and to
coordinate future efforts. The Sahelian Ministers of Education prepared a plan of action for
this conference in January at a workshop in Mali. These two meetings helped Senegal’s Min-
istry of Education compare its agenda with those of other nations, and to clarify its education
goals, a key step towards winning and coordinating donor support.

Other meetings will bring African educaters and donors together to implement EFA in-
itiatives. A conference on distance learning took place in September in Tanzania. The agenda
included the use of recently launched satellites (TF II, the French educational television satel-
lite, and PACKSAT, launched by VITA for diffusing appropriate technology), and translations
of television productions by the Children’s Television Workshop into many languages. We
expect these sessions to prompt requests to donors for related technical assistance.

Finally, The French and the World Bank are organizing a meeting in Dakar this Novem-
ber for donors and Senegalese to discuss issues in higher education.

Problems hampering donor assistance t¢ the education sector

There are a number of problems which hamper the efficient use of education resources
in Senegal:

o Alack of an education strategy endorsed by all stakeholders, Senegalese and donor:

A Senegalese education consultant with considerable domestic and international
experience recently lamented that his country over the past thirty years has designed
and then left unimplemented thirteen different education system reforms. A glaring



58

problem, therefore, for donors is the lack of a realistic and coherent national
education strategy for guiding and measuring the effectiveness of donor inputs.

Donor Assistance by Category
Bilateral Multilateral
US FR B J S A CA BAD FED IBKD UN

Pre
Primary
Primary A TT IN IN IN IN IN A T
Secondary 7T A TIT IN IN IN A
Higher S A S S S s A S A
Vocational/ A A A A
Technical
Non Formal A A
Categories of Assistance: Donors
BS = budgetary support Bilateral:
TA = technical assistance US = USAID
EQ = equipment FR = France
LM = learning materials B =  Belgium
IN = infrastructure J = Japan
TT = teacher training/training SU = Soviet Union
of trainers AR = Arab
S = scholarships CA = Canada
A = all of the above
Multilateral:
BAD =  African Development Bank
FED =  European Fund for Development
IBRD =  World Bank
UN = Unicef/UNFP/UNESCO
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opportunities: Another factor impeding the formulation and implementation of
reforms is that, eventhough donor-initiated reforms often are aimed at those who are
deprived and without a voice, more powerful and clamorous groups are usually more
successful in securing funding for program that benefit them. So in Senegal today we
see organized university students drawing away donor contributions from the
neglected and diffused primary school recipients who are the intended targets of
donor assistance.

o Use of educational issues as a means of political destabilization: Certain groups

opposed to the country’s political leadership have an interest in hindering educational
reform as successful -eform might weaken opposition to the current government.

Donor efforts to date in education, and results

It seems as though until recently there has been a lack of donor coordination in the educa-
tion sector. For this reason, there are too many overlapping, unnecessary initiatives at the
secondary and higher level of the system, and too little progress at the lower level; indeed, all
agree primary school enrollment and adult literacy rates, for both sexes, are shocking in a
country which as benefitted from such high levels of donor assistance for decades.

Needs for reforming the education system, and constraints to meeting these needs

Senegalese education system stakeholders and donors must agree on a plan for educa-
tional reform. They must then coordinate their implementation of this reform.

In developing this plan, all must:

e Take asystems approach, and view education as a foundation for progress in all other
sectors of development, and not as an end in itself.

o Inthe interest of equity, quality and sustainability, identify the roles of the government
and the private sector in providing education.

e Profit from the understanding of those who have long dealt with the education system
(e.g., the Senegalese themselves and the French), and at the same time benefit from
the insights and ideas of relative newcomers (the World Bank, and other interested
donors).

In implementing the agreed upon reforms, Senegalese and donors must:

e Use Senegalese capacity to the maximum. This translates into such practices as hiring
host country experts rather than foreign ones.
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e Make every effort to build on current successes. For instance, nonformal education
for rural youth and children is proving effective ina number of areas. Can we replicate
this success around the country? Are there lessons here for the formal sector?

o Assure joint monitoring and evaluation of progress and problems. This will foster the
sharing of insights and resources, and avoid duplication of effort.

Key constraints to taking such an approach are:

o Education reform tends to require at least five or 1nore years to demonstrate positive
results. Those who decide whether or not to invest in reform often are under political
and other pressures to demonstrate results in a shorter time frame.

o Reform requires coordination and cooperation among groups who otherwise are
competitive and even hostile with each other.
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ANALYSIS OF KEY PROBLEMS AND ISSUES

Introduction

We conclude from what has been presented in the preceding chapters that those areas of
the education sector that are most in need of assistance are basic education in primary schools
and nonformal education, particularly in rural areas and in the service of girls and women.
As we have discussed, higher education, including vocational iraining on that level, has been
receiving a disproportionate share of resources, and still produces graduates that cannot find
jobs. Secondary education, while it could use more resources, is now nearly dysfunctional in
terms of training youth to find productive work in both rural and urban areas. Until its aims
and curricula are reformed, it only serves to funnel primary school graduates into higher educa-
tion institutions.

The current activities and plans of other major donors in education, namely the French,
the Caradians, the World Bank, Unicef, and UNESCO seem to reflect similar conclusions
about where donors can best provide assistance. Although each donor agency approaches
education with its own philosophy and policies, the major agencies express a willingness to
cooperate with other donors in helping Senegal reform its education system, and all see the
need for both reform of primary schooling and for nonformal education alternatives to school-
ing.

We have discussed in a previous char:er the importance of basic education to develop-
ment in general, which has direct impiications for USAID/Senegal’s program goals in
particular. Namely, for projects in agriculture, family health and planning and enterprise
building to be sustained, the population that is expected to manage them must have sufficient
basic skills in reading, writing, counting, problem solving and management, as well as techni-
cal skills,

Thus we will focus our analysis of constraints to and favorable conditions for
USAID/Senegal assistance on basic education, which is delivered through primary schools and
nonformal education programs. We will also analyze the constraints and conditions necessary
for providing basic education to girls and women, for reasons that we will discuss further on
in this chapter.

Our analysis of the problems, constraints and favorable conditions will move between
macro-, institutional- and program-levels, in accordance with the problems that we have iden-
tified. Generally speaking, the analysis of the educational situation of girls and women is on
the macro- level, that of primary schooling is on the institutional level, and that of nonformal
education is on the program level. But at times, what we say about one level has implications
for another. For example, v/hile our discussion of primary schooling does not closely examine
program concerns (curricula, teaching methods, management, and so on), what we say about
program concerns in discussing nonformal education can apply to primary education as well.

Also, let us caution again, that in preparing this sector assessment were not able to ex-
perience firsthand what schooling is like in Senegal, nor did we have time to read and digest
more than a few in-depth studies of conditions. So we are not unlikely to have missed some
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of the nuances of the constraints to various development alternatives. Nevertheless, we found
much consistency among our sources and their outlooks on the status of and needs in the educa-
tion sector, and we are confidant that major impediments, problems and constraints to
educational development in Senegal have been identified.

Primary School

The problems in the primary school sector can be defined as two general (and not unre-
lated) problems: irrelevance of schooling to life and work, and insufficient resources in the
schools. Let us look at each of these problems separately--their nature and causes, what has
been done to alleviate them, and current constraints and conditions favorable to donor assis-
tance.

The prusiem of irrelevance

First, despite years of attempted efforts at reform, the aim of primary school, as it is
directed by the MEN and perceived by parents, is not to prepare most studeats for productive
work in their communities, especially those in rural areas, but to prepare those who attend
school for white collar jobs in the civil service and modern (urban) sector.

From the first day of school, classes are taught in French--the language of the elite in
urban areas--not in the languages that students know. The entire school system is based firm-
ly in the French educational system of many years ago, which has a heavily academic and
theoretical orientation, and is designed to prepare a selected part of the population to receive
a baccalaureate degree and continue on to university education. Little, if any, practical train-
ing is offered, either as courses (such as manual skills training, lessons in health, nutrition and
safety) or as a context in which to learn basic skills (reading, writing, counting, problem solv-
ing, and so on).

Teaching methods are didactic--lectures by the teacher--and allow for little active par-
ticipation by students. Teaching methods do not take into account learning theories that
promote active participation by students, nor do they help students learn problem-solving and
analytical skills, which are critical in developing economies.

The function of primary school is at odds with the values and expectations of parents in
rural areas who want their children to learn the language and values of their own community
and to provide their social security by maintaining the family. These parents view schooling
as an institution that separates their children from them. The function of the school is com-
ing increasingly in conflict with the aspirations of parents in urban areas who see that even
students who succeed in receiving their baccalaureate cannot find productive work in their
communities, even Dakar.

Causes of the problem. This problem of irrelevance of the purpose and function of
primary school to Senegal’s development needs continues to exist for several reasons.

First, since independence, the French have heavily influenced nearly two generations of
policy in the Ministry of Education through providing technical assistance, training, and educa-
tion in France to Senegalese personnel. The concept of education acquired by the Senegalese
within the Ministry who have been educated in the French system continues to prevail in the
MEN. This influence is due in part to its historical base, and in part to the relative absence of
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guidance from anyone trained in other education systems. Alternative Anglophone models
and pedagogical practices, and even current French models and practices, are not promoted
within the Ministry.

Next, in spite of a significant attempt in 1981 by the Etats Generaux—a convention of rep-
resentatives of parents, teachers, unions and the government--to reform the aim and content
of the school system, the pressures on the government to implement such a reform are not as
great as those in favor of maintaining the status quo. These pressures are said to come in part
from the opposition to the present government. The opposition rallies around university stu-
dents who take issue with any new government policies that might be construed as having a
negative effect on university students (such as reducing student subsidies). Some have also
suggested that these pressures come in part from some of those who have the political power
to change the aim and function of the system, but who are a part of the eli:e fabric of the
country, with vested interests in continuing the system that will allow their own families to
profit from an exclusive educational system.

Next, the growing influence of Islam and the Muslim sects in Senegal pulls many families
towards Islamic schools, both traditional Koranic schools and the more recently developed
Franco-Arab schools, and away from the French orientation of public schools.

Finally, as long as the first years of school are taught in French, the basic reading and writ-
ing skills that a student learns in school have no relevance to his or her daily life at home.
Although the advantages--both functional and pedagogical--of teaching in maternal languages
in the early years are recognized within the MEN, little has been done in the schools to develop
curricula and imaterials in maternal languages.

The obstacles seem to be mainly political. Some say that because Senegal’s people come
from groups that do not all speak the sarne maternal language, it is politically impossible to
select one language for instruction in schools, and too costly and complicated to use more than
one. Others say that this multi-language argument is a pretext use by those who want to main-
tain French as the language of instruction. Wolof, although not the maternal language of all
people, is in fact a lingua franca in Senegal, and could be used as a language of instruction.

Another obstacle to teaching literacy in maternal languages is the lack of a technical
vocabulary, materials and literature of any kind in most of these languages. The absence of
available reading materials diminishes the usefulness of literacy in Wolof, in particular, as a
linga franca.

Measures taken to address the problem. This problem of irrelevance, which has been
recognized on the part of some since the early 1970s, and which was brought to a head again
by the Etats Generaux in the early 1980s, has been addressed from two perspectives.

More than a dozen attempts, some more significant than others, have been made to
reform schooling and increase its relevance to the development of Senegal. Most recently, the
MEN and the World Bank in the context of the 1984 reform —a structural adjustment of the
MEN budget and accompanying measures to improve the efficiency and quality of primary
education —appointed INEADE to introduce a series of pilot projects that would eventually
lead to a revised curriculum and a cadres of teachers that would respond to educational needs
and conditions in Senegal. These were to include, among others, instruction in maternal lan-
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guages, practical training and religious instruction. So far it appears that pilot projects in prac-
tical training have taken place in 25 classrooms throughout the country during a twa-year
period. These are being proposed to continue, still on an experimental basis, in several class-
rooms in 25 schools.

From another perspective, the government has tried to offer an alternative to the "bac"
course. In the early 1970s it initiated Enseignement Moyen Practique, a program designed to
give practical training to primary-school graduates who did not continue in the school system.
Although this was not a direct change in primary schooling, it represented an attempt to ad-
just slightly the aim of the larger school system, and thus might have provided additional
incentives for children to attend primary school. This initiative failed, however, in part be-
cause of a lack of teachers who knew how to teach practical skills in rural areas, and in part
because families were not convinced that students could become successfully employed as
graduates of the practical training course, which closed off the option of continuing toward a
baccalaureate degree.

Present constraints to donor assistance. At present, then, primary schools still need sig-
nificant reforms in their aim, orientation, curriculum and teaching methods so that they serve
the needs of the local communities in which they exist. But the pressures on the MEN to
reorient the schools continue to be weaker than the pressures on it to maintain the status quo.
In these circumstances, further attempts by donors to put leverage on the government to im-
plement its policies of making primary school more relevant to daily lives and conditions will
be constrained by pressures to maintain schooling as the road to a baccaiaureate degree, higher
education and secure employment in the civil service or modern sector.

Second, any efforts toward making primary schooling relevant will be constrained by a
huge deficit in teachers who have the appropriate skills, in texts relevant to Senegal, and in
other materials that affect the quality of education. We will discuss these below.

The problem of resources

The other major probiem in primary schooling is that schools have not enough human
and material resources to provide a quality education to the students "vho attend school, nor
even enough resources to offer schooling to all those who might want it.

The resou. ce that is needed most critically is teachers. In urban areas, where the demand
for schooling is high, there are so few teachers that class size averages over 60 students per
teacher. In rural arees, where the demand is scriewhat lower, the average class size is over 40
students per teacher. But some students have difficulty even getting to a school. Several
hundred rural primary schools have been closed during the past few years due to a shortage
of teachers, making school impractical for many children because of the distances they must
travel each day.

Exacerbating the teacher shortage is the inadequacy of in-service training and support
they receive. There are few resources available to help either teachers or school directc=s in
their jobs. Once thcy graduate from teacher-training college, they are without professional
support.
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Most other resources critical to quality teaching and learning are also in dire short supp-
ly, including classroom space, desks and chairs, pencils, paper, visual aids and, above all,
textbooks. Even if the aim of primary schools were appropriate and relevant to the needs of
the communities they serve, students cannot be expected to learn much when they sit three or
four at a desk designed for two, with no books, nothing to write with, and in a class of 60 stu-
dents with one teacher.

Causes of the problem. There are three kinds of obstacles that prevent resources from
reaching primary schools: bureaucratic, political and budgetary.

In regard to bureaucratic obstacles, the resources available to primary education (funds
and personnel) do not always reach the schools. The MEN and the schoo! system that it ad-
ministers is highly centralized (based on the French model). School directors and teachers
have little say in matters of curriculum and management of the schools and classrooms.
Moreover, they are accountable only to the MEN, not to the parents of their students or citizens
of their communities (as in the case in the U.S., in contrast). Thus there is a one-way flow of
informavion, policy and procedural guidance--from the highest level of the MEN to the
schools.

This dynamic results in a gap between the outlook and interests of the decision makers
within the MEN and those of teachers in schools. The bureaucrats see their own futures within
the MEN, and look to the government and to foreign donors for security in their own offices.
Their interest is in keeping the administration, not the schools, supported. As a consequence,
the MEN fails to perceive the need for resources as school directors and teachers perceive
them, and to allocate resources that are available to primary education in a manner that is
responsive to the needs of schoois.

In respect to political obstacles, we have said that primary schools do not receive a share
of the funds available to the MEN in keeping with the importance of the role they play in
providing basic education to the population. One of the most important measures of the struc-
tural adjustment initiated with the MEN by the World Bank in 1984 was to call for the
reallocation of funds from higher education to primary education. For the apparent reasons
we have already discussed, primary education is still not receiving the funds that MEN policy
should provide.

Regarding budgetary obstacles, the funds available altogether to education are far from
adequate, as a result of budgetary constraints on the government as a whole. Moreover, the
amount of money available per child of primary-school age will fall during the coming years.
While the guvernment’s total budget (as well as the MEN’s) is not expected to grow during
the coming five years, the current rate of population growth will result in even more over-
crowding in schools during that time period.

Measures taken to alleviate the problem. To alleviate the problem of insufficient resour-
ces in the schnols, various measures have been taken from time to time on different levels of
the system.

The 1984 reform initiated by the World Bank attempted to address the problem on the
Ministry level by augmenting the primary education budget with funds diverted from higher
education, but, as we have discussed, these measures have not been implemented.
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The reform also had as an important objective making more efficient use of the funds
that were available to primary schools by lowering unit costs. Toward this end, two efficiency
measures were implemented. In urban areas, double sessions were introduced, so that one
teacher now taught two classes. Inrural areas, multi-grade classes were created in order to in-
crease the class size of a single teacher. Both of these measures have increased the
student-teacher ratio, making the system more efficient {although we expect the correspond-
ing effect on the quality of schooling has not been positive).

During the past decade, the government has continually increased the budget allocation
to the MEN in efforts to keep up with the population growth. But these small annual increases
(which the §overnment can ill afford) will no longer suffice in the face of the "population rock-
et" about® to take off.

And evaluating reform measures). Although, in principle, funds from donors to other
sectors of the education system could free up funds for primary education, that does not seem
to be the case. (Since the government'’s policy does not allow us to see actual expenditures--
as opposed to budgets--we have only indirect evidence of where money goes).

Current constraints to donor assistance. We have already alluded to measures that
might be (but have not been) taken to increase resources in schools. In terms of personnel,
these include in-service support of school directors and teachers, and, in rural areas, financial
and other incentives that would attract and hold them. In terms of funding, school directors
should have more control over their own budgets, with mechanisms that protect school budgets
from being absorbed by bureaucratic MEN interests. Parents and communities should have
more say about school management decisions. In addition to the constraints on these measures
that we have just described, there are some others.

First, the MEN appears either to have sole authority for expenditures pertaining to its
budget, or to take direction--regardless of the budget--from other parts of the government.
These expenditures may or may not resemble the budget. In any case, they are not made avail-
able for public scrutiny or for donor scrutiny. Therefore, there is no guarantee that funds given
to the ministry, earmarked for primary schools, will be spent on primary schools.

Second, the present political climate makes it difficult for the MEN, even with the best
of intentions, to allocate much of its scarce funding to primary education, because there is too
much political demand for funding in higher education. A second university is about to open
in Saint Louis; university students in Dakar are expected to hold their third annual strike and
disturbances when school opens in the fall, and the MEN has just announced that the budget
for non-salary recurrent costs is being cut by 40 percent.

Third, the government does not yet have the means to sustain recurrent costs of salaries
and operations. These represent the most important resources, and those that are the least
appropriate for donors to provide.

Conditions favorable for donor assistance to primary schooling. In spite of the bleak
picture that we have painted of primary schooling, and of what is being called the current crisis
in schooling, we conclude that primary school is Senegal’s most important means of providing
basic education to its children, upon whom the country’s long-term development will depend.
Donors should not turn their backs on the MEN and its primary schools. Three conditions
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seem favorable to turning the tide in primary education: the country’s economic crisis, the
search for alternatives to MEN schools, and the trend toward concerted donor efforts in educa-
tion.

In regard to the economic crisis, many of those with whom we have talked and whose
reports we have rcad have noted that people who cannot find work in Dakar or even in other
countries are beginning to return to their homes (towns and villages) and seek productive work.
Consequently, interest in acquiring basic education skills and practical training that did not
seem to exist ten years ago, when the road out of the village still seemed paved with gold, is
growing. Anecdotal evidence has indicated that parents and children welcome opportunities
to learn to read and write and to manage the technology that will allow them to improve con-
ditions in which they live. This change in the country’s economy presents the schools with an
opportunity to teach skills that are relevant to the rural economy and society.

We would caution, however, that we have only slight evidence that this phenomenon is
actually occurring, and if it is, what forms it is taking., Any efforts to build on it through donor
assistance to primary schools must keep a finger in the wind and pay close attention to what
parents, communities, school directors and teachers expect from schools and how schools are
responding to their expectations.

Then, because the MEN appears unable to respond to peaked interest in learning basic
and practical skills, alternatives to public schools are receiving more attention: private Chris-
tian and Islamic schools as well as nonformal education programs designed as alternatives to
schools. While we think that conditions are favorable for donor assistance to nonformal educa-
tion programs, (which we discuss below), we would caution that further studies of the private
Christian school sector, particularly on the primary level, should be taken prior to any invest-
ment in that sector. In particular, donors should learn more about the demand for private
schooling--what in particular parents seek from private schools, how much they are willing to
pay, and the extent to which an increasing demand might cause the quality of education in
some schools to deteriorate as class sizes grow.

We would also caution against investment in either traditional Koranic schools or any
other Islamic schools with the possible exception of any that can serve as unique models that
integrate basic and practical education with the Muslim orientation of their clientele. The
aim, far and above any other, of Koranic and other Islamic schools is religious teaching, and
this is neither politically appropriate nor strategically sound for donors interested primarily in
economic development. And because the characteristics and teaching abilities of the
marabouts who teac. children in Koranic schools are so varied, it would be nearly impossible
to design a systematic way of assisting them.

The other condition favorable to donor assistance to primary schooling is what appears
to be a concerted effort among donors in Senegal (as well as in other African countries) to use
their combined leverage on the government to redefine the function of primary schools and
perhaps even the role of the MEN in supporting primary schools. Some donors such as the
Canadians have refused to give assistance to the MEN until its policies change. The World
Bank recently organized a meeting of donors on this issue, and is preparing a major meeting
of donors to discuss post-primary education this Fall. The French technical assistance agen-
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cy seems willing to support conceried donor efforts to increase pressure on the MEN to im-
plement its reforms.

We would caution, however, that when donors consider concerted efforts to effect struc-
tural adjustments within the MEN, they must assess accurately the nature and amount of
pressure that must be put on the government to outweigh those pressures that maintain the
status quo. The assistance coming from the World Bank and the French is apparently not
enough, with the result that it has little effect on policy change.

Nonformal Education

In recent years various donors and agencies in Senegal have exhibited an increased inter-
est in nonformal educational strategies as a means for meeting basic educational and
development needs. There are several reasons for this attention:

Structural and resource constraints mean primary schooling does not reach a large
proportion of Senegalese youth or contribute to its integration into community life. This is
particularly critical in the pre-marriage 10-15 year age group when patterns affecting socio-
economic roles, health and future family practices are formed. For example, a recent study
conducted for Unicef on the educational situation of Senegalese children displaced from
Mauritania concludes that nonformal education is the most appropriate and feasible approach
for such young people.

There is a need to reach adults whose knowledge, attitudes and skills affect how they raise
children as well as contribute to economic and community development. Studies show, for in-
stance, that a mother’s literacy level is related to child survival.

There is increasing recognition that a major reason why heavy inputs into community and
economic development do not work is that people are not prepared for new responsibilities.
To invest in new agricuitural, business or health programs without providing preliminary or
concurrent educational preparation to help people with the knowledge, attitudes and skills
needed to handle such tasks is to program for failure.

But activities in Senegal in the area of nonformal eduction and training have faced a num-
ber of problems or constraints that compromise their potential effectiveness.

Problems and constraints

Conceptual problems.

o Scarcity of integrative models. Nonformal education is often too narrowly or

mechanically conceived in Senegal. Training activities often focus on key technical or
literacy skills without sufficient reference to the context of application or without
awareness of attitudes needed to produce or sustain change.

¢ Programup-scaling or replicability. Conditions needed for expansion of pilot projects

are not considered in follow-on program design.

e Post-training atrophy of skills. No allowance is made for reinforcement of skill

following training or the need for post-literacy materials in languages taught.
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Curricular problems of implementation.

o JSterile methods, Authoritarian teaching methods of lecturing and rote learning often
prevail in literacy and other programs, with teachers replicating the way they were
taught or the way they teach in primary school.

o Uncommitted teaching personnel, Teaching is often done as a temporary job by

government employees or primary school teachers in off-time rather than with
long-term commitment to a program goal.

o Unimaginative or insufficient materials. Reading materials in literacy programs often

do not reach classes, or do not engage adult interests and involvement. Didactic
messages may be too heavy, culturally inappropriate or in an inaccessible language.
Training materials typically try to transfer information rather than stimulate problem
solving or adaptation.

Administrative problems of implementation.

e Top-down administration., Hierarchical chains of command, and lack of

decentralized decision-making, produces rigidity and passivity. Programs appears to
be imposed on learners rather than being a serving as an instrument to help them
realize their goals.

e Focus on upper administration or development industry., Administrators of literacy

or training programs, and funding agencies, may focus more attention and resources
on studies, coordination and securing additional funding than on substantive action
and provision of local services.

Assessment of current initiatives and activities

Much of the donor assistance for training, literacy and basic adult education is focused
on central coordinating, research ard training support bodies. The chief examples, located
in Dakar, are (1) ENEA, for the training of rural development agents, (2) ONFP, for voca-
tional and professional training, and (3) DAEB, for literacy and basic education.

The ENEA is a higher education institution with a staff of 30 that has a three-year train-
ing and workshop program, currently preparing 160 agents to serve as intermediaries in rural
development. It also has developed short-term training modules and has apparently promoted
the establishment of 12 village development associations. In the past its effectiveness seems
to have been compromised by management problems, its general top-down approach to non-
formal education, and its use of agents who are often foreign to rural settings. With the
resumption of USAID support there will apparently be more emphasis placed on academic
research and training of its own staff than on improving its rural training linkages.

The ONFP is an autonomous body attached to the Ministry of Labor, funded by the World
Bank and assisted by CIDA. It deals with policy and planning studies, and coordination, rather
than doing any direct training. It has recently completed a survey of training in 130 estab-
lishments and is in the process of assisting in the development of an overall plan for the training
of trainers targeted for June 1991. In connection with the new agricultural policy of assisting
farmers directly rather than working through old agricultural institutions, the ONFP, with
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others, will be doing a study to determine the training needs among peasants. To date it has
dealt largely with formal, urban-based training structures, and seems to use a rather narrow
definition of "establishments" and training.

The DAEB is a department in the Ministry of Education charged with the supervision
and coordination of all literacy activities in Senegal as well as developing policy, training and
didactical materials in the national languages. It operates through regional representatives and
offices whose personnel are supposed to be trained in linguistics, psychology, and inspection
by the DAEB. The national literacy program, typically in French in urban areas and national
languages elsewhere, is designed to cover 500 hours over three years and progressively includes
content on agricultural, health and civic subjects. Even by its own account, the DAEB appears
to be unable to provide effective supervision. Results of regular courses are at best irregular,
and an experimental effort to teach literacy to women through a woman’s association (NGO)
eventually evaporated. Another experiment of using Arabic script for Wolof is controversial
but being extended. For six years it published a bi-monthly booklet in V.">lof, but it was too
expensive for rural populations. Ironically, in this International Literacy Year (recently
“celebrated" in Dakar), the publication was discontinued and replaced by a leaflet in French.

Generally, when these bodies have tried to move beyond centrally-directed studies,
materials development and urban-based training they seem to have great difficulty with effec-
tive distribution or implementation. Nevertheless a recent technical report, done for the
World Bank DRH project, on functional literacy among employees in the modern sector in
Senegal proposes that the ONFP and DAEB provide direct training and pedagogical materials
on French language instruction, numeracy, and technical skills for employees in enterprises.

In the recent past and projected future there are some types of outreach programs that
attempt to provide rural nonformal education and development services. The Maisons
Famuiliales Rurales (MFR) program had what appears to be a sound design, with one male and
one female agent responsible to a given village, supported by the village, and charged with car-
rying out nonformal educational and development activities as identified by the village.
However, it had problems with centralization and money, particularly when the government
withdrew its support. The old Animation Rurale (AR) and the newer Centres d’Education
Rurale (CER) were more bureaucratic versions of outreach programs with NFE components.

The Caravane d’Alphabetisation, planned by Unesco and a series of participating or-
ganizations for 1991, is a new and imaginative effort to mobilize institutional cooperation and
village participation in every region, and to link weeklong fairs with new village demonstra-
tion/resource centers and literacy-plus-development activities. Problems still to be resolved
with this strategy, which cuts across traditional organizational boundaries and seeks to release
a new spirit, are those of sufficient preparation and follow-up, and if/how it can coupled with
local leadership (including marabouts) so that something more than another empty monument
remains.

Then there are a few cases of village-based projects which combine some mixture of
literacy, basic education and development action components. USAID’s project in Kaolack
and Fatick could be considered to be one innovative example of this approach carried out via
PVO’s and NGO’s. The final evaluation is scheduled to take place in November, but prelimi-
nary indications are that a full test of this strategy was compromised by delays and
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inconsistencies in articulating an effective functional literacy component in relation to local
perceptions of needs as well as development tasks.

The version of the Culture for African Development (CAD) project in Thies represents
an approach that builds upon village decision-making, and combines local language literacy,
agricultural and health content with community action. Unicef, the initial funding agency, and
CIDA which may provide further funding through Unicef, both consider this to be most in-
novative and promising approach developed in Senegal in the past decade. Following
consolidation of the basic model village and program, this has potential as a training site for
NGO’s. The design includes plans for replication in other regions with model and satellite vil-
lages. Issues to be resolved include the extent to which trained personnel are able to function
as committed facilitators on their own in applying the approach elsewhere.

Conditions for progress

Previously we have made the distinction in nonformal education between the training
model--activities that are primarily training in nature--and the community development and
education model--activities that are development based with an integration of basic and
literacy education with development skills and action.

One condition in Senegal that opens up new needs and opportunities for the training
model is the relatively recent proliferation of NGO’s and emphasis on the private sector that
has come with restrictions on government-based initiatives due to financial cut-backs. Most
NGO’s apparently have training activities associated with them as a part of their program, and
probably ail have needs for the training of literacy trainers or of staff. The same might be said
of private sector enterprises.

Needs that have to be met for ..dvancing this mode of nonformal education are:

e trainers who are facilitators of adult learning rather than only lecturers who instruct
adults as children ;

e training methods that engage interest and participation rather than produce
memorization, passivity and boredom;

e materials that are fun, instructive and reinforce learning.

Conditions that make the community education and development approach timely are
financial and structural limitations of formal education, and the widening perception that the
usual road out of the village and into white collar jobs is not what it used to be. Paradoxical-
ly this closure of hope opens up new incentives for alternative education and greater interest
in the alternative paths associated with it. Needs that have to be met for progress in this line,
in addition to the above, are:

e community participation in decisions on goals and personnel involved and sufficient
time-lines for programs to develop and take root;

e programs consistent with culture and learning styles of villagers, and learning modules
or curricula that adequately encapsulate these aspects;
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e investment of community resources for program support and appropriate structuring
to allow the community to eventually assume full financial responsibility;

Perhaps the most critical condition that distinguishes successful innnovations from un-
successful ones in nonformal education is the existence of charismatic and dedicated
leadership tc guide the effort on a long-term basis. Thus the ability of a donor to identify,
select and retain committed personnel, and to avoid the functionary or opportunist, is of central
importance.

Another important characteristic of successful program support is the flexibility to take
a risk in supporting iunovative activities on a small scale, and - if results are promising — to
replicate the activity on a larger scale.

Basic Education for Women and Girls

Problems

Studies of Third World development have consistently shown that female literacy is a key
variable in explaining development gains in agriculture, human fertility, child survival and
economic growth. Senegalese women are increasingly important as heads cf houscholds, and
are significant actors in the agricultural, fishing and service sectors.”” A primary challenge tc
Senegal’s education sector is the extremely low rate of female literacy, approximately half the
Sub-Saharan average for women. Two related and contributing problems exacerbate female
illiteracy: low enrollment and persistence of girls in school; and women’s lack of access to and
participation in basic education and literacy training programs. The following discussion
describes the magnitude of these problems and their causes, notes what is being done to ad-
dress female illiteracy, and examines the constraints to and conditions necessary for basic
education and literacy acquisition for women and girls.

Low female literacy. The low female literacy rate in Senegal is striking. While 37 per-
cent of Senegalese men are literate, only 19 percent of Senegalese women attain literacy
(compared with the SSA average of 35.5 percent). Only one out of five women in Senegai can
read and write (see Table 19).

As age decreases so does the rate of illiteracy. For women of childbearing age (15-39
years), the rate ranges between 70.2 and 82.4 percent. Nonetheless, few young mothers are
literate. ,

The disparity between men and women is considerable, averaging about a twenty point
spread. The greatest discrepancy is between men and women in the fastest growing 15-19 age
group, indicating that -- although the rate of literacy is improving amongst the young — the
differential of literacy attainment is widening between the sexes, to the detriment of women.

Low girl’s enrollment and persistence in school. Gender is an important determinant of
schooling in Senegal. Both girls’ access to and continuation in the formal schooling system lag
behind boys at every level. Recent (1988) gross enrollment ratios — the percentage of the
school-aged cohort in school -- show a 21 point gap between boys and girls at the primary
school level, with the relative difference increasing at every level of education. For every gir!
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Table 19: Female and Male Literacy

: Literate- Literate- Literate- Literate-
AgeGroup | Dlliterate | " " Arabic /i | Local Lang. | Other Lang.

Gender: F M F M F M F M F M
15-19 yrs 70.2 48.6 | 26.1 41.7 25 02 0.2 0.2 1.0 1.3
20-29 yrs 769 56.7 | 20.6 34.7 1.3 0.3 02 03 1.0 14
30-39 yrs 82.4 61.0 | 15.6 31.8 0.8 0.3 02 03 1.0 1.5
40-49 yrs 933 72.8 4.5 19.5 07 0.2 0.1 0.2 1.0 1.5
50-59 yrs 96.0 78.2 | 22 135 05 0.2 0.1 0.2 1.2 1.7
60+ yrs 96.8 82.5 1.5 8.8 0.5 0.2 0.1 0.2 1.1 1.8
Total 82.0 62.6 | 15.6 28.9 1.2 03 0.2 0.3 1.0 1.5

Scurce: UNICEF Status Report on Women and Children in Senegal, 1990 (unpublished)
/* These figures for literacy in Arabic are the inverse of those cited in another study.
See Isern, Jennifer, Women and Agriculture in Senegal, USAID, 1990

Table 20: Girls and Boys Access to Schooling and Enrollment Rates

Level GER /1 Enrollment Rate | Girl:Boy|  Enrollment Figures (1989/90)
Gender Girl  Boy Girl  Boy Total Girl Boy Diff=G-B
Preschool - - 499% 50.1% | 1.00 | 13160 6564 6596 -32

Primary (45.0% 66.0% |40.6% 59.4% 1.46 | 610946 248198 362748  -114550

Middle - - 342% 65.8% 1.92 1102771 35153 67618 -32465

Secondary [ 9.0% 18.0% |{30.0% 70.0% | 2.33 30005 9013 20992 -11979
-Techn 257% 743% | 2.89 4093 1052 3041 -1989

University | 1.0% 3.9% [209% 79.1% 3.78 - - - -

Source:  Figures derived from Ndiaye, Reflexion Critique sur la Reforme de
I’Enscxgnement au Senegal, CIDA, 1990
/t BREDA-STATE, UNESCO-UNICEF, 1990 (1986 data)
NOTE: as the GER is based on 1986 data, it may not correspond to more recent data
used in table.
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enrolled in thc first level of primary school, there are 1.5 boys, with the ratio increasing to
1:2 at the intermediate level, and 1:2.5 at the secondary level.

Enrollment rates — proportion of girls of total enrollments —show a steady but extreme-
ly rhodest increase in girl’s enrollment in primary school over the nast decade, from 39.7
percent in 1980 to 40.6 percent in 1986 to 41.4 percent in 1988. Over the period 1980-86, the
growth rate of girls’ enrollments in primary school (6.8 percent) increased at a slightly higher
rate than the average (6.5 percent), but appears to be declining in recen. years. A significant
gerder gap persists, with over 114,500 fewer girls currently in primary school than boys.

There is also a considerable regional variation in enrollment rates by gender. While in
urban areas, girls make up about 51) percent of urban primary school students in 1988, they
represent only about 32 percent of enrollments in rural districts. Even among rural areas,
there is considerabie variation, depending on a number of social factors: in the Casamance
region with it high proportion of Catholic schools, girls’ enrollment is high; while in the Sine
Saloum and Littoral areas, enrollment is considerably lower.

Overall, the primary school drop-out rate in Senegal is relatively low, with about 80 per-
cent of students reaching the last year of primary school. Data indicate that the girls’ attrition
rate is notably higher that the boys’: only 70 percent of girls remain in primary school com-
pared with 96 percent of boys.” There is no particular stage or point of attrition for girls in
primary school; a steady erosion of enrollment appears to take place at all grades. Major chan-
ges take place at transition points from one level of schooling to another: thus the 37.3 percent
enrollment rate for girls in the last year of primary school becomes 34.4 percent in the first
year of intermediate school and 27.6 percent in the first year of secondary school. About 25.6
percent of girls move from primary to intermediate compared with 29.1 percent of bo %s and
57 percent of girls from intermediate to secondary compared with 67 percent of boys.

Repetition rates for girls appear to be slightly less than those for boys indicating that girls
drop-out of school rather than repeat, except in the last year of primary school where girls
repetition rate (33 percent) appears to slightly exceed boys (31 percent). 8 In general, the
higher repetition rate among boys tends to reduce the number of spaces for incoming girls
(see Annex).

Low accessibility of women to basic education/training programs. Although no data
were available with percentage breakdowns of female participation in formal and nonformal
education and training programs, anecdotal evidence suggests that women’s participation is
less than mens’ for two reasons. First, government-sponsored (ONFP-type) training programs
aimed at the formal or modern sector will not reach as many women simply because women
are not highly represented in organized businesses. Secondly, women’s participation in non-
formal basic education and literacy programs is inhibited by social, cultural and economic
reasons, discussed helow.

In summary, the problems detailed above result in the following:

e the vast majority of girls and wo.i.2n remain illiterate despite the gains made in the
expansion of schooling and training opportunities;
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while less than one of every two girls starts primary school, less than one in ten
completes the primary cycle and enters secondary school, and one out of one hundred
enters university, resulting in a funnelling effect which prevents girls from successfully
entering the formal labor market and, increasingly, the remunerative areas of informal
labor market;88

the low level of schooling and literacy of girls and women inhibits the effectiveness of
other development efforts in the areas of income generation, agriculture, health and
family planning. (See previous chapter for discussion.)

In order to understand the low rate of female literacy, the barriers to female acquisition
of literacy must be examined. From an education perspective, the obstacles to girls’ and
women’s participation in basic education and literacy programs must be identified.

The obstacles preventing female access to and participation in education programs fall
into three overlapping and complementary categories: institutional, socio-cultural and
economic.

Institutional barriers.

Primary education is not compulsory, leaving the choice of schooling girls up to
parents, primarily the mother, who is responsible for her daughters’ education. As
discussed below, there are compelling socio-cultural and economic disincentives for
parents — and particularly mothers -- to enrol! girls in school.

The MEN has no affirmative action program or progressive quota policy for recruiting
girls into the formal education sector, although the Senegalese Constitution
guarantees equal rights to women, equality of remuneration for work of equal value,
the right to full employment, and equality in education and training. De facto and de
jure discrimination continues to negatively affect women due to social and religious
laws.

The current resource allocation, configuration and management of the educational
system limits access to schooling for both boys and girls at the primary level, with the
result that boys are given preference by parents for limited places.

School structure and classroom environment may inhibit both girls enrollment and
persistence. There are few female teachers — 23 percent at primary level and 33
percent at the secondary level 3 anary school instruction in French places girls at
a disadvantage as they are less familiar with French than boys, having fewer
opportunities to acquire it outside the school. Although no classroom level studies
examining teacher-student interaction were available, based on the literature and
studies done elsewhere in Africa (eg. Malawi) it would not be surprising to find that
teacher behavior and expectations discourage girls’ performance.
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e The MEN’s early pregnancy policy - requiring a girl to leave school during pregnancy
and re-apply elsewhere following birth and present a marriage certificate -
discourages female persistence in school. Although pregnancy has been cited as a
notable cause of girls’ school drop-out by MEN officials and sociologists alike, no data
are currently available to indicate the magnitude of the problem. Pillsbury’s study on
women and health care implied a S percent unwed mother rate -- the difference
between teenage girls who were married (47 percent) and teenage girls who had
children (52 percent).90 A study by IIFAN and IDRC — "Adolescence et Fecondite"
— which addresses the problem is in preparation. Further, it is difficult to determine
the actual percentage of girls leaving school due to pregnancy as girls may withdraw
without explanation.

Socio-cultural barriers.

e A heavy household chore load for women and girls competes with time required for
schooling/basic education activities and reduces the time for study or practice of
literacy skills. Women are responsible for a myriad of time-consuming and exhausting
tasks in both urban and rural areas, with little time for leisure (typically two hours in
the afternoon). Their daughters are the sole means of lightening their overwhelming
domestic burden, which includes water and firewood collecting, marketing, food
preparation and processing, crop cultivation and income generation. It is very likely
that daughters, in particular the older ones, can not be spared by their mothers to
attend school. If they do attend school, it is added to their existing responsibilities.
In comparison, boys and men have greater leisure time, even in rural and agricultural
areas. Inurban areas, boys are typically free to study (or play) after school, while girls
are expected to fulfill domestic tasks at home.

e Childcare responsibilities and large family size also reduce women’s and girls’
availability for participation in educational activities. The average Senegalese woman
will have 6.5 children, and daughters are needed to care for younger siblings.91 The
practice of polygamy, as well as the absence of fathers due to rural-urban migration,
further increases the mothers’ responsibility for their children.

e Although 16 years is the minimum legal marriage age for girls, early marriages of girls
(between 12 and 15 years of age, with 16.6 years as the national average), particularly
in rural areas and among some ethnic groups, pulls the young bride away from school
as she moves to her husband’s home, assumes adult duties and produces children of
her own.

¢ Income generation activities to supplement basic supplies provided by husbands also
occupy womens’ time in both urban and rural areas. Although men are expected to
provide housing and basic foodstuffs (rice, oil) and clothing, women’s income
generation activities fill the gaps (eg. vegetables and perishable food<) and "extras"
(eg.school expenses, books, etc.) Polygamy erodes the husband’s ability to adequately
provide for all his children, thus increasing the mother’s responsibility for the financial
wellbeing of her household. The growing phenomenon of female headed
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households —33 percent in urban areas and 25 percent in rural areas — squarely places
financial responsibility for children on women’s shoulders.

e Prevailing cultural perceptions of the ideal woman do not at present include education
or literacy. As it is virtually inevitable that Senegalese women marry, parental
aspirations for their daughters will tend to emphasize skills that will improve the
chances of making a good marriage, rather than those that will produce a successful
student. Schooling has been said to be perceived by parents as ruining girls’
acceptance of household and domestic chores without the compensation of increasing
employability or ability to generate income.

Economic barriers.

e Although the type and amount of dowries will vary from the symbolic to the significant
in Senegal, in certain regions and among certain ethnic groups the financial reward
of marrying daughiers is considerable and will tend to promote early marriages.
There are additional financial incentives for parents to pursue early marriage of girls.
With marriage, the girl becornes the financial responsibility of her husband. Further,
fear of unwed pregnancy is cited as a reason for parents to push their daughters into
early marriages.

e The opportunity costs of education and competing social roles of women/girls
discussed above are also factors in the low participation rate of women and girls in
basic education. Housework and childcare responsibilities, agriculture and income
generating activities, preferred early marriage age and other social factors figure into
the calculation of the opportunity -:sts for school and training participation. Girls’
and women’s labor is essential to family wellbeing and time taken to travel to/from
and attend school or literacy classes represents a considerable cost to the household.
Further, schooling entails direct financial outlays by parents -- school uniforms,
supplies, dues payments to parent-student associations -- which parents may be more
willing to make for boys than for girls, given both the traditional notions of female
roles and the greater opportunities and remuneration open to boys in the labor
market.

e There are indications of a low private return to female education due to several
factors. Failure of girls to master basic literacy skills in school reduces their chances
in the formal labor market and invalidates the utility of partial primary schooling.
Anecdotal evidence suggests that great parental pressure to succeed is placed on those
girls who do attend school, indicating that diplomas are of tremendous importance to
female employabiiity.

e The lack of opportunities for women in the more remunerative formal/modern sector
also serves as a disincentive to invest in girls’ education. Less than 7 percent of
permanent positions in the formal sector and ouly 15 percent of the civil service
positions are occupied by women. The chances for employment are further reduced
by the deteriorating economic situation, as well as by employer preference for men
because of the high social costs of employing women (pregnancy leave, etc.) and
perceived lesser productivity of women in the workplace. Further, the inapplicability
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of academic or literacy skills to that part of the informal sector open to women
discourages educational investment, validates the perception that unskilled labor is
more financially rewarding and serves to devalue education.

Current initiatives and activities

Current initiatives and activities to promote and provide Yasic education and literacy
training for women can be grouped into three main categories: MEN-sponsored and super-
vised initiatives, other governmental (non-MEN) initiatives and activities, and donor-assisted
development p:vjects.

MEN-sponsored activities for girls’ and women’s educs*on are limited. The MEN’s
Direction a’Alphabetisation (discussed in a previous chapter) directs a literacy program that in-
cludes literacy and basic training for women. The MEN, in conjunction with the Ministere de
la Condition de la Femme et de I’Enfant, works with womens’ associations ("groupements
feminins") to train group leaders in literacy and management techniques to assist in improv-
ing communal income generating activities. A recent survey of Senegalese womens
organizations and training needs assessment by CIDA found that over 3600 associations exist,
falling under the purview of two national-level organizations -- thz Federation of Senegalese
Women’s Associations (FAFS) and the National Federation Women’s Promotional Groups
(FNGPF). It can be inferred from this study that despite high demand by women for literacy
training, the MEN program either does not reach them or does not conform to their needs
and limitations.

The other MEN-sponsored program is the creation and operation of Centres d’-
Enseignement Tec 1nique Feminin to train women in "income generating” activities. Critiques
have indicated that the selected areas of training -- sewing, tie-dye, etc. -- have limited value
on the market place, so that income-savings (households benefit from the women’s skills)
rather than income creation is the result.

Significantly absent from the MEN activities is encouragement of female enrollment
either thzough affirmative action programs cr publicity campaigns. Further, discussions with
MEN administrators as well as personnel at the Condition de la Femme et de I’Enfant indicate
that the low female enrollment rate in formal schooling is considered outside the purview of
the education sector.

Other governmental initiatives. A number of Ministries have programs directed towards
women which often include basic education and literacy components. Until its recent reor-
ganization, the Ministry of Social Development supported prograins to improve female
literacy, including Animation Rurale and Maisons Familiales, discussed in a previous chapter.
Offices within the Ministry of Planning and Cooperation and the Ministry of Rural Develop-
ment reportedly offer services to women, altliough not necessarily literacy training. In 1982,
the govermnent adopted its second national Plan of Action for Women to address weraen’s
needs across all sectors. Literacy training is 2 need identified in the plan. Recently the Presi-
dent created the previously mentioned Ministere de la Condition de la Femme et de I’Enfant to
promote the status of women and coordinate women’s activities. Interviews with the Minister
and her staff indicate that the Ministry itself is without portfolio and its activities depend on
the willingness of other ministries to finance programs for women.



79

Donor-funded development projecis in the areas of health, agriculture and rural develop-
ment have training components which often include basic education and literacy training for
women. It has been stated by government representatives that government policy requires all
development projects to contain a basic education component (although not specifically aimed
at women). A cursory review of donor development activities indicates that this policy is not
applied systematically.

Two projects, already described in a previous chapter, deserve mention for their activities
regarding women. The Kaolak-based Community and Enterprise Development Project, spon-
sored by USAID, provides literacy training for men and women as part of a broad training
effort to develop the skills required for income generating activities. The UNICEF Village
Development/Literacy Program, implemented by a local NGO (CAD), has developed a
literacy and basic education component integrated with village development and income
generation activities, with special adaptations for women’s literacy training. This latter projeci
has enjoyed considerable success and serves to highlight many of the constraints to and con-
ditions necessary to successful implementation of basic education and litcracy training for
women discussed below.

As mentioned above, Senegal enjoys an exter:ive network of women’s organizations: in-
ternati~.aal organizations, women’s cooperatives, village groups, service clubs, professional
federations, artisanal groups, NGO’s, research groups, ethnic organizations and political and
social groups — aimed at improving the status of women — abound.” Many of these or-
ganizations are active in basic education for women and serve as conduits or means of venue
for governmental and donor programs.

Constraints to and conditions necessary for basic education and literacy acquisition for
women and girls

Many of the aspects of effective formal and non-formal education have been discussed
in the previous sections. The intent here is to suggest some strategies and approaches found
to promote and fucilitate female acquisition of literacy. These lesscns, both negative and posi-
tive, are based on the observations and experience of donors, NGO’s and the government with
girls’ and women’s education in Senegal.

¢ Given the heavy and relentless workload of women and girls in both urban and rural
areas, inappropriate scheduling and placement of literacy classes discourages and
prevents participation. Classes must be village-based and held at convenient times to
allow women to participate. For example, one literacy teacher found that the most
convenient time for village women was between 11 pm and 1 am.

e Basic education and literacy classes are an additional activity that must be
incorporated into a woman’s already exhausting schedule. Introduction of
appropriate labor-saving devices, such as wells or milling machines, can lighten the
burden of traditionally female tasks.

o Sex-segregated classes, as well as age cohort-segregated classes, will promote the full
participation of women in the class and serve to eliminate women’s diffidence due to
viliage hierarchy, predominated by males and older women.
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o Inappropriate pedagogy has been found to impede women’s acquisitien of literacy
and discourage participation in basic education programs. There is some indication
that instructional methods should conform to women’s ways of learning. Lessons
linked to and of demonstrated practical application to women’s lives, instruction in
local languages and a whole language approach (ie. words before letters) appear to
have enjoyed success in Senegalese villages.

e Many programs seem to have foundered on the lack of demonstrated economic or
social incentive to acquire literacy, the isolation of the literacy component from other
village development activities and the absence of opportunity for application of
literacy skills for women. For women to make time in their busy day and maintain
interest in learning to read and write, literacy classes must be tied to and integrated
with income generation activities or appreciable improvement in village welfare.
Other —non-ecunomic -- motivating factors mentioned by village women include the
secrecy or privacy afforded by written communication and the freedom from "kersa"
(societal control and traditional etiquette) in women’s literacy classes.

o Although literacy instruction is often conducted in local languages, reading materials
in and the use of local languages for official purposes are not prevalent. Literacy skills
must be reinforced by the availability of publications and materials in languages
understood by and useful to women.

e Asevidenced by the low primary school enrollment ratio and completion rate for girls,
many girls do not have the opportunity to learn to read or write in school nor are they
included in adult basic education or literacy training classes. Yet at early ages children
appear to learn much faster than adults. (One village program found that chiidren
acquired literacy skills twice as fast as adults.) Further, health, hygiene and family
planning messages will have greater impact on the pre-marriage, 10-15 year-old
cohort before patterns of socio-economic behavior are fully formed and reinforced.
Literacy training, for those girls and boys who have fallen between the cracks of the
formal system, should be provided before they become illiterate adults.

o Lack of recognition by the MEN of low girls’ enrollment ratio, enrollment rate and
retention as an institutional problem of the education sector rather than a social
problem prevents both a better understanding of the factors that inhibit girls’
education and development of policies to encourage girls to enroll and stay in school.
A study of factors affecting girls enrollment and performance in school and a review
of options open to the MEN to address them is a first step.

o The dismal and deteriorating state of primary education in Senegal negatively affects
both boys and girls -- but generally the consequences of insufficient numbers of
schools and poor quality tends to have a greater impact on girls’ attendance. The
MEN’s resources, ability and commitment have not yet been directed to the primary
level of education in a meaningful way. Implementation of the policies advocated by
the 1984 Reform would address many of the problems facing primary education.

Despite the discouragingly low rate of female literasy, studies and interviews show that
village women are eager to acquire reading and writing skills and will make tremendous
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sacrifices of time to attend literacy classes. Women’s motivation to learn comes from both
economic and non-economic benefits. Opportunities for donors to meet women’s demands
for literacy and basic education exist by building on appropriately designed and field-tested
programs. In the formal education sector, donors should support policy reforms that em-
phasize increased access and improved quality of primary schools in rural areas and for girls.
Support of a study to determine and understand the status of girls/women in the education sys-
tem, through classroom observation and interviews with parents, teachers and the girls
themselves, could serve to inform and raise the consciousness of educators who are reluctant
to recognize female literacy as an education problem.
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SUMMARY OF OPTI-)NS FOR USAID/SENEGAL INVESTMENT

Inthe previous section we identified key areas in education for USAID/Senegal participa-
tion. Building on that discussion, we identify in this section some options for project and
non-project assistance.

In addition, we have taken a position on several issues concerning the history of develop-
ment assistance in Senegal’s education sector.

e First, the policies that have come out of the 1984 reform are generally appropriate,
and heip is needed not in reformulating those policies but iu1 implementing them.

e Second, donor assistance in nonformal education will be best suited to indigenous
centers of energy and existing cooperation such as mutual aid associations or NGOs
that are genuinely oriented to service and participation.

e Third, assistance that is designed, scaled and phased to provide incentives and support
for local level self-reliance will be better used than that which builds up institutions
which do not operate at grass-roots levels, and thereby create new dependencies and
divert attention from local structures and activities. This is true for both formal and
nonformal education structures.

General focus

We have recommended that USAID/Senegal should concentrate any assistance it gives
to education on certain aspects cf basic education in primary schools and nonformal educa-
tion, particularly in rural areas and in the service of girls and women.

In basic education in primary schools, attention should be focused on implementing the
1984 reform, providing in-service support to school directors and teachers, and promoting the
support of parents and communities to schools.

In nonformal education, the focus should be on teaching people to use the methods and
materials of participatory learning, on delivering educational services through MGOs that are
working with grassroots endeavors, and on teaching literacy and other basic skills to youth and
women.

It does not seem useful for USAID/Senegal to invest now in higher education. The
government and other donors have generously supported the university and the various in-
stitutes designed to provide the upper echelons of both the public and private sectors with
manpower. The present need for education is at the base, not at the pinnacle, of the educa-
tional structure.

Options for discussion

The following are seven specific options that we see for USAID/Senegal investment in
education. Each of these options must be explored much more fully before any commitments
are made to project or non-project assistance.
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Primary schooling

1. Cooperate with other donors to support implementation of policy reforms.

Constraints addressed. We have discussed the inadequacy, despite reform measures, of
Senegal’s education sector budget. Moreover, the government faces pressures that make it
difficult to implement the 1984 reform, which calls for the reallocation of funds from higher
education levels to basic education. In addition, the sector seems to suffer from a lack of coor-
dination of its programs, particularly those supported by donors.

Types of action suggested. Collaborate with other donors in providing non-project assis-
tance that supports USAID/Senegal’s interests in basic education.

e Non-project assistance might also go across sectors, basing the release of funds to the
education sector oii targets met in the health sector. For instance, funds could be
released to the MEN when thic number of vaccinated children in primary school has
reached a ceriain rate.

e Debt-swap assistance would forgive a portion of the government’s debt in return for
its implementing certain policies. In Guinea, Nigeria and Niger, USAID missions are
forgiving debt, the local currency equivalency of which host country governments use
for training programs in literacy, vocational and technical skills that complement
USAID health and agriculture initiatives.

o Collaborate with other donors in projects such as UNESCO’s Caravane
d’Alphabetisation that are in USAID/Senegal’s areas of interest.

o Assign a technical assistant to the MEN in offices concerned with basic education
(primary school, literacy).

Contributions to c'evelopment objectives. We have discussed the positive correlations
between basic educativn and development in the other sectors targeted by the USAID/Senegal
program (agriculture, free enterprise, and health, nutrition and population.) Contributions to
basic education contribute, in turn, to improvements in these sectors.

2. Support school directors and teachers.

Constraint addressed. Research has found the role of the school director a central fac-
tor in school quality. School directors in Senegal do not have the either the profile, function
or training to optimize their impact on the school, support teachers and cultivate community
support.

The level of teacher education in Senegal is high relative to that of most African countries.
But to meet growing enrollments and increase internal efficiency, the government hes intro-
duced "assistant teachers” who have only one year of teacher training.

'The government has also instituted multigrade classrooms in rural areas and double-shifts
in urban areas, which places a new burden on school directors and teachers. With textbooks,
instructional materials and classroom aids in short supply, the teacher must play an even more
central role in instruction to compensate for these deficits.
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The 1984 Reform includes measures for in-service training for teachers and school in-
spectors. Whatever the results of these efforts, direct support of classroom teachers, principals
and school inspectors is needed to link school personnel to national education goals and
priorities.

Type of action suggested. The following suggestions are aimed at the less formal aspects
of teacher training (in other words, long and short-term in-service training) and ongoing field
support of school personnel. Collaboration with INEADE could provide the venue into this
area.

o Development of training packages and materials for school directors: despite the
demonstrated importance of school directors, little attention is paid them in terms of
specialized training or in providing them with the skills and outlook necessary to build
relations with parent and community associations.

e Creation of a primary school "newsletter" with information of interest to school
directors and teachers, articles on ¢chool management, community relations,
pedagogy and classroom projects.

e Development of curriculum enhancement guides: renovated curricula are not often
translated into lesson plans and practical activities that are easily implemented and
understood by teachers. Such practical guides would assist teachers in adapting new
curriculum modifications.

e Development of training packages and materials on multigrade teaching: multigrade
classrooms are primarily a rural phenomenon and rural teachers are less likely to
receive assistance in adapting to the changes associated with new classroom
managerment requireinents.

Contribution to development objectives. Aswe have Jiscussed, basic education is an im-
portant element in increasing agricultural productivity, reducing fertility levels and improving
child survival. School directors and teachers play a central role in school quality and in ac-
tualizing educational reforms aimed at expanding basic education.

3. Support community-school associations.

Constraint addressed. Because less than two percent of the primary school budget goes
to non-salary recurrent expenditures, local communities and parents are already actively in-
volved in primary school support. Community groups and parents have assumed major
responsibility in the construction of new schools und dues from such associations provide funds
for school improvements. With the prospects of increased government funding of operations
r:latively dim, local funding initiatives will assume greater importance.

Types of action suggested. The following are some possible actions:

e Modest annual grant or "caisse" provided to community-school associations to
undertake improvements determined by the community. Continued disbursement
might be contingent on demonstrated effective use of funds at the end of the year.

e Assistance in establishing income-generating ventures such as school gardens for
funding >chool inputs such as materials and textbooks.
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e Development of a matching fund to outfit school cantines for feeding programs.

Contribution to development objectives. In its Development Fund for Africa policy
recommendations, AID recognizes the need for cost recovery as well as equity in the delivery
of school services. To date, it appears that government cost recovery measures have been most
eifective at the primary school level, where parents are least able to pay. Assisting community
associations would address both local financing of schools and assist communities in their ef-
forts to raise funds.

Nonformal education

4. Improve the capacity of nonformal education trainers and facilitators to use
learner-centered and participatory techniques.

Constraint addressed. Many skills-training programs in government agencies, NGOs
and businesses, and literacy and basic education undertaken in connection with projects and
community development efforts have had limited effectiveness due to sterile methods,
authoritarian top-down stances, and unengaging materials.

Types of action suggested.

e A nonformal education service center that would be able to assist existing NFE
personnel in public or private sectors with the use of learner-centered training
methods, participatory education and innovative materials. Whether developed
around an existing training facility or created anew, the trainers of trainers need to be
well acquainted with both the state and spirit of the art as well as with Senegalese
culture.

e Use of amodel nonformal education and community development program based in
a Senegalese community as a training of trainers site. Here the focus would be on
facilitators who work with nonformal education and literacy in the context of
development projects.

Contribution to development objectives. Such assistance would result in more effective
development of the knowledge, skills and attitudes that are required for performing new roles
related to increased agricultural productivity, changes in population, health and nutrition prac-
tices, and small business success. This is an area in which the US has a few outstanding training
and development programs, and hence represents a comparative advantage over other
countries and donors.

S. Help NGOs and community organizations that have grassroots-level programs to
integrate educational and development efforts.

Constraint addressed. Despite their relative advantage over government channels,
NGOs may have difficulty in acquiring or maintaining meaningful grassroots contact. Donor
assistance may divert attention away from village-level activities, and need to be designed to
reward an<l maintain this connection. The effectiveness of educational components of such
programs is often limited by their being attached as appendages to, rather than integrated with,
development activities.
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e Types of action suggested.

e Promote the growth and replication of models that integrate nonformal education
and literacy with development skills and action.

Provision of matching grants to NGOs that already have village-level activities and want
to develop nonformal education components to complement their programs. Or provide small
incentive grants for NGOs and community-based associations to encourage them to work
together on health/population education, or to provide in-service training for cereals produc-
tion or small business activities.

Contribution to development objectives. This kind of assistance would increase the
prospects that complementary nonformal education and local participation, both prerequisites
for long-term success, will be built into agricultural, health and population efforts.

6. Promote the development of low-cost, post-literacy materials in national languages that
reinforce development objectives.

Constraint addressed. Literacy efforts oft~n fail because there are no reading materials
available to reinforce what has been learned, or they are too costly for learners to afford. When
such materials are available, they may be unrelated to development needs on the one hand,
or too heavy and didactic to be fun and attractive to the reader on the other.

Types of action proposed.

e Assist agencies willing to develop local language materials that are of interest, related
to development needs, and can be rapidly and cheaply produced.

o The use of desktop publishing facilities could enable rapid and cheap production of
periodic writings contributed by neo-literates in development projects and distributed
locally.

Contribution to development objectives. Such materials will reinforce investments in
achieving literacy, and help link literacy with functional interests and content related to agricul-
ture or health.

Women and girls

7. Increase women’s and girls’ access to education

Constraints addressed. The enrollment rates of girls in both rural and urban areas are
lower than those of boys on every level. In primary school well over half the students are boys,
a ratio which is even highes in rural areas, and in secondary school there are twice as many
boys as girls. Girls and women need more basic skills. In order for this to happen, the educa-
tion system must be accessible to more girls, both in terms of having more places available,
especially in rural areas, and in terms of offering a curriculum that parents see as relevant to
the lives of their daughters. In addition, opportunities to acquire basic skills through nonfor-
mal education programs must be available to those women and girls who have not attended
school.
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Type of action suggested. All of tiie actions previously suggested in this section address
the educational needs of girls and women, as long as whoever designs and implements assis-
tance measures remains aware of relevant gender differences and specific concerns related to
girls and women. Nonformal education efforts should follow models that have proven effec-
tive in meeting needs of women.

Contribution to development objectives. We have discussed earlier the rationale for
basic education as an investment in development and the value of basic skills in both agricul-
ture and in family health and planning. As nearly 75 percent of the women in Senegal live in
rural areas, and are depended upon as farmers as well as caretakers of their family, the need
for more girls who live in rural areas to learn basic skills in primary school is crucial.

8. Build adult education around early childhood concerns.

Constraint addressed. It is not easy to reach parents or find them ready and motivated
to particpate in programs such as nutrition education or family planning education; informa-
tion alone, without personal incentive and supportive environment, is not sufficient to bring
about change.

Type of action suggested. Actions that would help are to:

e Encourage and support any program that can mobilize aduit participation around an
activity of broad appeal related to young children (for instance, inoculations, child
care, or pre-school education) and link this with parental education (nutrition or
population education, supporting literacy skills);

e Provide incentive grants for women’s groups to undertake community education on
child health and population (at child and maternal health centers with pedagogical
assistance and appropriate materials through a nonformal education service center).

Contribution to development objectives. By creating settings of motivation and in-
digenous social support, prospects for increased interest in health, nutrition and population
education, and changed behavior in these spheres, may be enhanced.

An additional area of concern

There is one other aspect of the formal school system that might merit assistance from
USAID/Senegal, based on the criteria we listed above:

Lower-level secondary education in rural areas. In rural areas there are still less than a
dozen secondary schools, and all of these are at the lower level.

Lower level secondary education has two functions. In some cases it is a transition level
to higher levels of schooling. In other cases it provides a continuation of basic skills, as well
as practical skills for employment and for adult living. For both boys and girls in rural areas,
the years of schooling after primary school should help them become better farmers and bet-
ter parents.

The MEN is now planning a reform of post-primary educaticn. We suggest that the Mis-
sion participate in this planning to determine whether or not the reform will address secondary
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education in rural areas, particularly for girls. If it appears that girls in rural areas are being
neglected, USAID/Senegal might address this problem.

Conclusion

Based on several guiding criteria, we have suggested eight are::s that seem to be the most
promising for USAID/Senegal investment in education. The reader should bear in mind that
each suggested option requires further in-depth study to determine its feasibilty for future AID
support.
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Table 18: Impact of Neasures on the Primary Enrol iment Rate in the Year 2006
SO = X of budget devoted to Education; ¢ = Growth of Economy)
' -
| BURMINA |
| No. Messures FASQ CGAUBIA MALI MAURITANIA NICER SENEGAL |
!
| 1. Ada. Growth 1.5x 4.2/ 80.1 6.8 / 4.8 9.9/65 1.3 / 1.8 2.4 / 1.4 1.1 /8.9
!
| Primary
|
| Pupil/Tuchor Ratio
| 2. .« 45 ] 9.8 3.2 - 1.4 -
| 3. . s8 6/.0 4.9/ 26.7 2486 /8.8 3.7 /4.2 10.5 / 4.7 /8
|
| Teacher Saiary
]
P4, - *Low® Qualir.
| Recryitment 4.8 / 1.1 - 6.2 / 0.7 -1.9 / -8.3 1.6 / @ 7.3 / 3.
| 6. - Salary Drop (20%) 9.8 /8.2 - 18.8 / 6.5 19.3 /1.2 168.8 /6.2 17.8 / 12.1
| 8. . Total 13.86 / 7.2 - 20.1 / 8.8 17.9 7 18.7 18.9 / 6.2 23.3 / 18.9
|
| Secondary
I
| Freeze vol. Scholarships
| .
i 7. . Real Valye 2.8 /1.9 4.3 / 3.3 2.8 /1.5
| 8. « Neminal vaiue 4.1 / 2.8 8.4 /3.5 5.8 / 3.1
|
| Pedagogical Coats
|
| 9. - Pupil/Teacher Ratio: 285 1.8/ 1.8 5.7/ 4.0 15.5 / 10,1 5.9 /6.4 - 2.9/ 2.5
{18. - Salary Crop (29%) 1.6/ 1.3 - 4.8 / 4.3 2.2/ 7.9 3.5 /7 2.1 8.8 /5.3
111. . Tota} 4.5 /3.1 5.7/ 4.8 23.7 / 12,8 18.2 / 12.4 3.8 /2.1 18.2 /7.5
|
| Higher
|
[12. - Nominal Scholarship Freeze 9.8 / 8.8 - 13.4 /7.3 17.3 / 13.2 7.3/ 4.4 11.8 /.8.58
| . Student/Prof. Ratio: 14 - - 1.2 /. 8.7 - - -
|
| Primary Enrol lment Rete
|
} . Initial 1987 31.8 3.8 30.8 54.1 29.9 57.9
| - *Naturs!® 200¢ 24.8 64.9 29.1 46.9 17.86 §7.8
,'
| Total of leasures
|
] Qx20; ¢ca 3.8 % -3 89.2 92.9 99.8 47.4 99.2
, e ———emen - - e 2 ————
| 920 ; ¢ca 2.6 % 48.2 76.9 82.3 86.8 48.7 87.4
| 920;c=x2.8 X 49.4 4.8 72.4 74.3 34.3 78.4
| 0=0;cai1.5¢% 36.9 63.7 83.1 82.9 28.2 66.7
]
| 0=20.2 i e=3.8% 58.7 198.5 - 84.3
| Q=20+2;c=x2.5 4 61.2 94.3 - 99.2 62.7 97.2
] 2Q0+2;c=z29 4 48.9 81.60 - 8.1 46.5 86.2
| 0=0.2 i c=21.8% 41.9 8.5 - 73.8 38.3 74.4
|
|
. &
{ .
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