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Abstract '

It is well known that females are under—represented as participants at all 1evels of

education. Their illiteracy levels are always above the national average; in only a:

few countries do females form more than 50 percent of those enroled at’ pnmary.{_
school; and at secondary school, females rarely exceed 40 percent of the total -

" cnrolment. The number of femules in higher education is small, particularly in.
scientific ficlds of study. Few female graduates are to be found in management,

teaching, rescarch and policy making positions in higher education msututlons as
well as at senior levels in departments of government. . _ o

. This paper discusses three main issues, namely:”(a) some basic facts on the access

of females and males to higher education in Africa (b) participation of men and
women with higher education in the labour market particularly, in the civil service,
. higher education and in entrepreneurial activities; and (c) some of the reasons why
there is disparity in the percentages of men and women who have access to higher
education. These issues are explored with emphasis on the social and cultural
impediments, and the disempowering effects of the curriculum and methodology ofx
education. Emphasis is placed on what takes place in the home, at primary and
secondary school, and during higher education. It is concluded that once females
have overcome the cultural and social impediments at the household level, education

itself becomes a stumbling block in their progress through school. This is because *

.~the curriculum-and methodology at all levels of the system, teaches technical
knowledge and skills without ensuring that students' acqu1re basic skills in social
Jusnceanddevelopmental work. . S S
At the higher education level in particular, there is failure to evolve teaching
methodologies which would enable students to participate in processes of
development and raise the consciousness of the university community regarding the

dimensions of the gender inequality. It is emphasized throughout the discussionthat * .
while females may require compensatory education and be availed more access'to - -
education through positive discrimination, the essence of bringing about gender'

parity lies in educating both females and males. Therefore policy action for

H

increasing the representation of women in higher education include: (a) setting up a RN
quota system to increase the number of women.admitted; (b) using diagnostic.tests "

to identify weakness in knowledge levels at entry and providing remedial courses;

(© ameliorating the total leaning environment. for women; and (d) working on

broader issues in gender participation including, developing policy for female . ;
access and advancement in the labour market and setting up structures for dialogue *

and research. Furthermore, it is recommended’ that all universities, should as. a
matter of priority, develop and ensure that all students attend well integrated courses

on gender issues emphasizing six main areas: basic knowledge on learning and -

teaching; home economics; public law interest; reproductive biology; child develop-. :

ment; and participation of females and males in sector development. : .. ;. ;.
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1.0  Introduction

The World Bank study, Education in Sub-Saharan Afrlca(1988) Wthh suggested pohcles for re-

forming education, precipitated fears among African academicians because it appeared as if the rec-

ommended strategies for re-allocating more resources to the primary and secondary education sec-

tors would be at the expense of higher education. Since then, much of the attention and discussion . .

on higher education has centred on the financial performance of universities which have, in the, -

mean time, suffered a financial crisis of unprecedented severity. This has inevitably lured attention -

away from a serious debate on the pedagogical ' work of the university. The financial-crisis'in

higher education was not at first understood as long-term, judging it to be 'a short-term d1scom--- .
fort' arising out of a stram On resources as a result of the relatrvely large student enrollment in the -*

1 h-—;-"-u

have been recogmsed as the warning 51gna1 that if the university was to serve the needs of newly e

independent nations whose budgets had to serve the whole population and not Just a mmorlty of
the privileged, it had to change not only its m1ss1on but also its operatlonal model

That universities did not seriously re-think their role and carve out a new and clearly deﬁned mis-
sion for themselves, attests to the incomplete nature of higher education during both the ¢olonial
and post-colonial era. This fact, which many who either passed through universities as students at
the time or presided over their management and faculties find unpalatable, claiming that institutions

like Makerere, Ghana, and Ibadan had 'some of the best traditions of higher learning', is the root -

cause of the now well publicised crisis in higher education. For universities in Eastern and Central
Africa, Court(1991) has stated that, "Symptoms abound ... to suggest that the inherited model of
the university, which seemed to serve well in its first era of transplantation, is not adapting to the
needs and conditions of economic austerity and political transformation." This is the kind of senti-
ment which would have provided a turning point had universities subjected their work to a critical
examination in the early 1960s and 1970s. Universities needed toput in place a new organisational .-
structure different from the transplanted model in order to support a pedagogy ‘which would take
into account the realities of that time. Two such realities were that (a) in most countries, more than
three quarters of the population was illiterate and living in poverty; and (b) the cultural, social and
economic infrastructure in place had traditionally disadvantaged the largest proportron oi the popu-’
lation - the women and girls. o ‘ N T .

Therefore, the widespread undernourishment of universities as now evidenced by~ overcrowded IR

classrooms, demoralised teachers, inadequate equipment, deteriorating infrastructure, diminished
resources, and a repressive management (Court, 1991) fit in well with the larger national statistics
in the form of miserable social-economic indicators, of which females are major contributors. It is

well known that females are under-represented as participants at all levels of education. Their illit- .

eracy levels are always above the national average; in only a few countries do females form more
than 50 percent of those enroled at primary school; and at secondary school, females rarely exceed
40 percent of the total enrolment. The number of females in higher education is small, particularly

search and policy making posmons in hrg,her education institutions as well as at semor levels in de-
pdrlments ofgovernment . L o AT R
Various cultural, social, cconomic and educational factors which prevent girls, who now in most
African countries constitute at least 45 percent of the enrollment in the first grade of the primary

~ in scientific fields of study. Few female graduates are to be found in management, teaching, re-'. -

school,; from moving o secondary school and cventually to higher education have been docu- -
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mented since the 1975- 85 UN Decade for Women and more recently dunn g the World Conference' AT
on Education for All, in Jomtien, as well as by individual researchers such as Brock and. i

Cammish(1991), Palme(1991) and Namuddu(l991a) These efforts have also coincided with re- :

newed intentions internationally as well as nationally to increase the participation of females in na--- - .

tional development generally and in education in particular. Consequently the phrase "gender sen- - o

sitization' has gained currency in internationally driven initiatives in those countries in Sub- Saharan I

Africa which depend heavily on extemal support for undertakmg various development pro_]ects

Yet, in many Afncan countries a number of fora promising an in-depth examination of the gender*-j-'j"':""‘

perspective in national development usually deteriorate into a patchy exploration of 'the problems

of women seeking independence from men"(Namungalu,1992) This is hardly surprising within a_,

context in which data gathering and research are not'an everyday habit and where statistics of par-. "~ "

ticipation dis-aggregated by gender are rare. Lacking these tools, discussion on gender is often - -
abandoned in favour of anecdotes about extremes regarding inequalities in gender relations because . - .
the term gender is used interchangeably with women. Yet gender addresses questions and issues of* % =~
equality between males and females. A discussion of the gender perspective in African higher edu- =
cation aims at portraying three main categories -of-information:'(a) the differences in-the distribu-+:= "

tion of economic and social resources among females and males with regard to access to highered- -«

ucation and as a result of their possession of higher education;" (b) the root causes of inequalities
among females and males where disparities exist; and (c) policy options open to decision makers, e

managers and teachers in higher educat1on institutions in the pursuit of gender panty

2.0 Objectives of the Paper : ; | :

} N ! ' rae T

In the light of the foregoing definition, the purposc of thls paper is three fold: Flrst some basic
facts on the access of females and males to higher education are presented in order to provide
background for subsequent discussion of the participation of men and women with higher educa--

tion in the labour market. Second, some reasons why there is disparity in the percentage of men
and women ‘who have access to higher education are explored with iemphasis on the 'social and
cultural impediments, and the disempowering effects of the curriculum'and methodology of higher
education. Third, the curriculum and methodology of higher education deb111tates both;women and

men, as evidenced by the present levels of underdevelopment in Africa. Therefore it is assumed .
that strategies for improving the structure and methodology of higher education would constitute -;

important steps in bridging the gender gap. It is proposed that universities need a fundamental i+ -

change in order to: (a) transform higher eduication into a mechanism for redistributing the centres of
intellectual growth and application of knowledge from the campus to the rural areas; (b) make

higher education a visible and viable project in the amelioration of the image of Africa as now. - .

constituted by the deplorable social-economic indicators;.and (c) enable higher education to evolve

practical and immediately usable knowledge relevant to the individual and to national development.

H i
N I

3.0 Trends In Male and Female Access To Education

There has been a sizeable expansion in education at all levels in Africa since the early 1960s for .
both men dnd women. At the primary level, the gross enrollment ratio rose from 36 percent in .
1960 to 75 percent in 1983. At the secondary school level gross enrollment ratio grew from 3 per- .

cent in 1960 to 20 percent in 1983. Unfortunately, this expansion has not been uniform for fe-
males and males and the quality of educanon has often been left to detenorate in an effort to expand
access. '

3.1 Enroliment At Tertiary Level

.“

World-wide, the greatest percentage increase of female to male enrollment has been at the temary |
level, moving from 32 to 43 percent from 1959 to 1983. The number of students enroled in i
African institutions grew from 21,000 in 1960 to 437,000 by 1983. But acco:rdlng 1o UNESCO -

l TR '*:,l
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data, male post-secondary enrollment in developing countries out-numbered that of females by.a o
factor of two to one. Given the fact that tertiary level education is at least 50 times more costly than -
primary education per student in low-income African countries, the actual monetary values invested. :

in the education of males is therefore, much greater than that of females. Table 3.1 presents data onii

student tertiary enrollment in 20 countries.of Sub- Saharan Afnca bctwecn 1960 and 1984

Table 3.1 Terhary Enrolment In Selected Countrles Of Sub Saharan Afrlca-f‘“”

Column - ,A B C D  E F . :.G ‘H 1'--~ B Jﬂ o
' " Average Annual - - Femalesa Population Llfe ‘
growth rate . aspercentage . (millions) éxpectancy -
Total Thousands (percent) of total mid-1984 at birth( yrs)
Country" 1960 1970 1980 1983 1960-80 1980-83 1960 1970 1983 1984 1984 -
Low-income  Semi-arid ' : o ' R -
2. BurkinaFaso . 0.2 1.6 3.4 S “28.6 ST 150 22 7 6.6
5. Somalia 6.1 1.0 29 3.0 18.3 1.1 13 13- 11 5.2
6. Chad . 2.0 5.0 5.7 . 4.9
Low income Other ’ ' BRI ST ;
7. Ethiopia” ™ 0.9 4.5 " 14.4°:16.0"7714.9 3.6*‘?’"“""‘4"3"*'75' T M 42,27
9, Malawi -~ . 1.1 2.2 2.4* L 4.4 23 28* 6.8
1. Tanzania . 20 50 6.2 74 . Lo 17 17 . 21.5°
13. Uganda 1.3 42 5.9 7.3* 7.9 11.2 120 18 27*  15.0
18. Rwanda - . 06 1.2 14 . 53° R 9 14 5.8
19. Kenya 1.0 7.8 13.0 22.2 13.7 19.5 16 15 19 19.5.: -
20. SierraLeone 0.3 1.2 1.8 2,0 9.4 3.6 11. 16 25 3.7 g
Middle -income oil importers ' _ ; R _ L DT
28. Zambia . 1.4 7.5 8.1* . 2390 7 .15 22% . 6.4 52
i’.. Lesotho 0.2 0.4 2.2 2.7 12.7 7.1 22 34 59 1.5 .54
30. Cote dIvoire 0.3 4.4 19.6 17.9* 23.2 -4.4 11 14 18% -7'-9.9 1152
31, Zimbabwe 0.3 5.0 8.3 19.0 18.1 23.0-.-0- 25 42 427 8.1 - la..57
32, Swaziland 02 19 1.7 C3.6. . 39 41 0.7 54
33. Botswana 0.9 1.4 15.9 L. 44 1.0 58
Middle~ Income.. oll exporters : . , L : . :
35. Nigeria ~ 7.0 22.0 - 69.0 120.0 12.2° 14.5 715 Y% 96.5 50
36, Cameroon 2.7 11,5133 . 5.0 - ‘8 14 99 54
37. Congo P.R. 0.4 1.8 7.3 85*% -15.6 7.9 7 5' 14 187 ! 757
38. Gabon . 0.2 2.0 3.0% 22.5 15 26 0.8 ° - 51
. No data , . S o  " ’ A ;
* Figures are for 1982 - ' o ' S R
Source: ' - Table A-5 Tcru.xry Enrollment, p.128; and Table B 1 Basic Indxcalors, p.153. World Bnnk (1988)‘ . .

Education_in Sub-Saharan Alrica: Policies for Ad|us(mcnl, Revitalization,and Expansion. | Lo
A World Bank Policy Study. : S '

Itis clear that there has been overall increase in enrollment over the 23 year period. However, three
factors portrayed in Table 3.1 need emphasis. First, comparison of column D (which shows the ™

lotal enrollments in thousands in 1983) and column J (which gives the total population in millions- o

in 1984) clearly indicate that it is a very small proportion of the population with access to higher .
cducation, For instance, this proportion is for: Chad=0.0693; Ethiopia=0.0379; Tanzania=0.0288; -
Kenya=0.1138; Cote d'Ivoire=0.1808; Botswana=0.1400; and Nigeria=0.1244. None of the 20
countries listed in Table 3.1, had by 1984, put at least 0.2 percent of their population in higher ed-
ucation. Second, column K shows the average life expectancy at birth in 1984. While it is not -
vossible to state how long those with higher education live, the low life expectancy rate suggests
that those who have access to higher education, which is extrcmcly costly, have relatively few .

years in which to work and realise maximum social, economic, and intellectual returns for them-
sclves and the nation. Third, in terms of gender, columns G, H and I show females as a percentage -+
of the total enrollment in tertiary education. The proportions of females are ev1dently lower than G

those of males for all years and all countries except for Lesotho. L : w

R L 'i?
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Regrettably, the 1983 figures are outdated and more up-to-date flgures are not yet avmlable ona
- large scale. However, more recent data is available from Tanzania and Swaziland, which suggests
minor changes in the overall situation over the 10 year period, 1983-1991. Chart 3.1 below shows
females as a percentage of the total enrollment in the Tanzania education system in 1988. At uni-
versity, females and males make up 16.9 and 83.1 percent respectively, wh11e at techmcal educa-
tion 94.9 percent of those enroled are males. - :

Chart 3.1 Education for Women In Tanzania in 1988

T/Training

Secondary .

Primary

0 5 10 15 20 25 30 35 40 45 50 . ) A
Percentage R oo S

i “\ "

Source: . Re-designed from Chart 9, p. 35, published in; MMMMM(BEST) i
1984-1988. The Ministry of Education, Dar cs Salunm. Tanzania Junc 1989. . . ‘f‘

3.2 Changes In Tertiary Enrollment

Chart 3.2 below conlirms and updates the efficacy of the more global figures given in Table 3.1
The enrollment of females at university reached its peak at 17.4 percent in 1984, then it declined
steadily for the next three years rising again to less than 17 percent in 1988. The decline in female
enrollment was even more dramatic in technical education, where enrolment dropped from its peak
of 11.2 percent in 1985 to 5. 1 percent in 1988. 1 ,
Chart 3.2 Changes In chale Enrollment At Tertiary Instltutlons In Tanzama
Between 1984 and 1988 : - .

18 174 169 L

_Technical

HI University

1984 1985 1986 1987 1988 . . .
Source:'" Compiled from figures published in; Mmmnjjﬂlmgunlmmm(BEST) 1984 1988

The Ministry of Education, Dar cs Salaam, Tanzania Junc 1989
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3.1.3 Enrollment By Male and Females In Scientific: Fields of Study

The main purpose of higher education in Africa is to train high level human resources for national -
development. In this regard, the participation of men and women in higher education in fields of’
science and technical knowledge is extremely important. Table 3.2 shows the distribution of ter-

. tiary enrollment in 20 selected countries of Sub Sdharan Africa by field of study around the perlod,, o

1982-1983. | o B
' : ¢ ; .1 1 } v |
Table 3.2 Dlstrlbuuon of Tertiary Enrollment In Selected Countnes of P e
Sub-Saharan Africa by Field of Sludy, cxrca 1983 B
Column A -B c " D o g L E )
Percentage ' -+ Percentage - . Percentage . Ao
All of all females: : All of all females ‘of all females:
Country Arts enroled in Arts Sciences - enroled in Sciences enroled in other
Low income semi-arid ‘ . _ '
2. Burkina Faso 72 86 ' 28 ' 14
5. Somalia T O I N O PP P «g.vq-,-—-|;.a,-4_.4L‘.H,¢...,..‘n-z A Sy P L s e
6. Chad ' o : Co
Low income other ' ' . '
7. Ethiopia 46 59 . 53 40 ' S0l
9. Malawi . 43 30 . 34 22 " ' 48 -
11. Tanzania 65 75 .35 24 R
13. Uganda 65 83 : 35 17
18. Rwanda 55 70 ‘45 ' 30 . Co .
19, Kenya 29 . 48 L v o e , N

20. Sierra Leone . . . .
Middle income oll importers - o

28. Zambia 58 83 a0 g , . A
29. Lesotho . . - . ' IR A “]
30. Cote dTvoire 70 .o : 28 S o S S
31, Zimbabwe 89 94 » 11 . 6 .l AT H AN
32; Swaziland” '~ 60 78 40 Lo 22 o ‘ e
33. Botswana 89 96 11 ' 4 _ | .
Middle income oil exporters B '
35. Nigeria 59 . 41 L R
36. Cameroon 76 88 .23 - 12 . Y
37. Congo P.R. 84 75 16 25 - , coo
38. Gabon 71, ) 29 _' L '
Source: Table A-4 stmbuuon of Tcruary Enrollmcm by Ficld of Sludy. circa 1983 p 129 World Bank

(1988); S for Adj E

World Bank Policy Study.

Generall)!/, Table 3.2 suggests thaf there is a dearth of data on this aspect in several countries of . L ;
Sub-Saharan Africa. Column A and C show the percentage of all students enroled in the arts and ;-

science fields of study respectively. In column B and D the percentages of all females enroled in -
the arts and sciences respectively are given. It is important to keep in mind the data'presented ear- - -
lier in Table 3.1 in order to appreciate the implications of the data in Table 3.2. For example, Table.
3.1 shows that Ethiopia, had a total tertiary enrollment of 16,000 students of which females and
males constituted 3520(22 percent) and 12,480(78 percent) respectively. Table 3.2 implies that of -
the 16,000 students, 7360(46 percent) and 8640(54 percent) were enroled in the arts and sciences

respectively. A combination of data from Tables 3.1 and 3.2 reveals further that of the enrollment =

in the arts, 2077(59 percent) were females, and 5283(41 percent) were males; while in the
sciences, 1408(41 percent) were females and 7232(59 percent) were males. The situation of
Ethiopia was however, unique among all countries in Affica in that there were more students in the |
sciences than in the arts. More representative of Africa was the case of Tanzania whereby, of the
total 6200 students at tertiary level, 5146(83 percent) and 1054(17 percent) were males and females
respectively. Of the total, 4030(65 percent) and 2170(35 percent) were enroled in the arts and



Gender I’er.rpf.cti ves In African Higher Education

i

Table 3.1 indicates that by 1983, Swazrland had approxrmately 1700 students enroled in tertrary';"
- education which included educatlon outside the university. Females and males comprised 697(41:

- the remainder of 680(40 percent) were in science. Females enroled in arts com prised 78 percentor :
544 students while those in the sciences were only 153(22 percent). Of the males, 576(57:percent):
and 427(43 percent) were in the arts and science respectively. By the 1990/1991 academic year, the

. arts and sciences respectively, while 3229(80 percent) and 1917(20 percent ) of males were 1n _,the
 arts and sciences respecuvcly ’ e Sy '

sciences respecttvely There were 801 (76 percent) and 253(24 percent) of all females enroled in the;:'

percent) and 1003 (59 percent) respectively. Sixty percent or 1020 students were in the arts while

university of Swaziland alone had a total enrollment of 1716 students of which-751(44 percent)f
and 965(56) were females and males respectively. Chart 3.3 gives more specific information re-’
garding the enrollment of students 1n vanous areas of study in the arts: and scrences at the;_

University of Swazrldnd

I SR A-{-g"

Chart 3.3 Percentage Enrolmenl by Subject and ("t.tdu' For Ail Degree and Dlploma '
; . Courses Umversrty of Swaznland Academlc Year 1990/1991

Toanty

s/Sclence v.mmfm me/zf
| AN ;%i@m )

— W/MJ’IM | R
S M"ﬂ%‘l%@?é%%@%&f%}%ﬁ#‘ v

- wm /y,mm( S A
- $ 'i 5}’ h%?;w "#?&%‘.“t’wi’i‘@‘*’*%@' . ';‘ ' o 5-:".? '
- NG A
W e M A

G WI//’/’VW//IW | Ed Female *
ﬂ ‘ N

T 7 S \l Delpal L
i ";7v,* ‘_w_I' l.] e b :

S e 3”‘

H/Economics

Education

" Commerce WW/?W/?
- ° wa’t ./ sl

P

“ Agrlculture s
P . e f&?&»w’@?g . ,
60 720 1 60-1' g0
o S
+ Source: ‘ Compiled from data in Figurc 2 and Table 3 in: Sister A. C. ‘Smith; "Access of females to education in

Swaziland: Questions of quantity and quality". Paper presented at the BOLESWA Educauonal Rescarch
Symposmm, July 29 - August 2 1991, Umvcrsny of. Swazﬂand U RV A B

Only in home economics (which in most cases is not regarded asa screntlﬁc ﬁeld) the humamtlesl“‘
and social sciences(University of Swaziland, 1990) do women predommate A srrmlar prcture was;
evident at Makerere Umverstty in Ugandaas 1nd1cated in Table 3. 3 BRI

-
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Table 3.3 Makerere Umverslty Intake of Uganddn Students in 12 Flelds of ‘\;

Study Between 1974 and 1985. S S L

Column ’ o A Y c. . . -
. Intake % T o

Ficld ] Male Female female AT

Medicine X : 755 207 27 R

Agriculture ' . ~558 - 181 - 32 .. .

.Forestry : ; 214 ! 7. .3 ‘ -

Engincering ) 593 14 .2 : i

Velerinary Medicine P 350 60 17, ! L

Law o 519 154 30 B

Commerce 641 141 22 Lo

Social Work & Admin. 175 . 96 . 55

Arts 2869 1012 ° 35

Sciences 2252 309 14"

Arts(Fine Art) N 154 68 44 '

Statistics 181 16 9 R

Toldl ‘ : 9261 2265 © .24 ‘ c .

Source: Lompllul from h;;uru. ine UJL_QM;]];]" Five Year [,g!u&u ]

A990/97. Ministry of Education, Bducation Planning and Duvolopmcnl O(hw. Kampala, June 1991,

Consistently, figures in Table 3.3 confirm the more global picture presented in Tables 3.1 and 3.2.
Table 3.3 underscores the observation illustrated earlier in Table 3.2 namely, that although more :
females tend to subscribe to fields of study in the arts, males actually predominate in the field as a
whole. At Makerere, only in the specialisation of social work and social administration did the
number of enroled females exceed that of males. Data in columns B and C show the miserable per-
centage of women enroled in scientific areas not only in the more technical fields of engineering,
statistics, and the pure sciences but also in areas which are traditionally recognised as women's -

work, namely: agriculture, medicine, veterinary medicine and forestry. This picture is confirmed =

by Karani (1989) who points out that for the 1981-1984 period, approximately 45 percent of the .
undergraduate women enroled in Kenyan universities were in the departments of education; 20
percent in the liberal arts; 9 percent in medicine; 7 percent in commerce and less than 2 percent in
other disciplines like architecture, engmeermg, bu11d1ng and ldnd econormcs, forestry, and veteri-
nary science. ‘ :

3.3 Summary ;
The foregoing examination of the access of females and males to higher education, though cursory,
paints a clear and definite picture of inequality in favour of males. First, more males than females .
have access to higher education by a factor of almost 3 times. Second, males predominate in all ,
ficlds of study except home cconomics. Even in the arts' faculties where the largest proportion of -
females arc enroled, males still predominate in absolute terms. Third, although females have made
improvements in enroling in the pure sciences and even ventured in engineering, their numbers are
still relatively low. More crucially, females in higher education have not made a substantial break-
-through in medicine, forestry, agriculture and veterinary medicine, areas where the majority of ru- .
.ral women are traditionally active and continue to shoulder a great deal of work related to these ar-" -
eas using outdated knowledge and skills. The next sectlon con51ders the quahty of aclnevement of
students in higher education.

! ' o : T R it

4.0 Male and Female Achievement in H:;,her Education = i
Overall data on achievement of females and males at the { pnmary and secondary schools is dlfﬁcult ‘

to obtain, in part because of its sensitive nature as aresult of using unstandardized achievement in- -
struments. But obviously performance varies from country to country and across regions, category

of school, and sponsorship within the same country The African Academy of Sc1ences pointsout
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that what data do exist suggests stroneg that girls consistentlyﬁ perform less well than‘boysb'-on R b
- achievement tests(AAS, 1990). For example, the extent-of such poor performance can-be-gleaned -+ -
from the general conclusions reached by-a report by the National Examinations Council of .-

Tanzania(1985) regarding the overall performance of the various school types in the Certificate of
Secondary Education Examinations which states in part: " If the school type are rank-ordered on
the basis of the aggregate number of subjects passed at either good or average level of perfor-
mance, Private Boys Schools(largely Seminaries) top the list, followed by Boys Public School,

Co-educational Public Schools, Girls Public and Private Schools, and lastly Co-educational Private - ;
Secondary Schools." The.largest number of g1rls were enroled i in co- educauonal pnvate secondary_

schools.

4.1 - Achievement In Higher Edﬁcation

L
h

Except for simple head counts, there is no data on the levels of output ahd the quality of achieve-

ment by students in various institutions of higher education in Africa. Yet this data exists in files in
all departments of the university since it would have had to be generated in order to promote stu-,

dents from year to year and to allocate grades of degrees-awarded per-year. Unfortunately, plan- -
ning departments at universitics have yet to collect such data consistently, even for internal con-

sumption. Failure by institutions of higher learning in Africa to keep more detailed data on student

output and achievement is all the more unfortunate because opinion that across the board, the stan- -

dard and quality of higher education has deteriorated considerably, is gaining widespread accep-

tance. The World Bank report(1988) states that among the interrelated weaknesses which threatens . .
higher.education's continuing contribution to development is the fact that the quality ofoutputs ~

shows signs of having deteriorated; in many instances the fundamental effectiveness-of the outputs
may be’in doubt. Were universities able to collect and publish some yardstick by which they moni-
tor the quality of the graduating students, the picture of where weaknesses do or do not exist
would become clearer than is presently the case. Table 4.1 gives the total number and percentage of
students by gender graduating on first degree courses from various faculties and flelds of study at
the Umversny of Dar es Salaam between 1970 and 1990 Sy ,:_,

- w3 (! ' , \ Voo
B L ! T

Vi
i ’ )
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Table 4.1 Students By Gender Graduating on First De;,ree From Vnrlous Facultles/Flelds of :
. Study at the University of Dar es Salaam 1970-1990. (Percuxtn;_.,e In’ Br.uketq) RN
Column A ‘ B L. C ‘D £ " F
' 1970/71 . C 1979/80 ! o 1989/90
Faculty Male Female . Male  Female . Male
Female ; ' ' ‘ o
1. Arts & Social Sciences 772(81) 183(19) . 608(74) 215(26) , 738(78) .. 218(22) ‘
2. Commerce & Management . .o 201(87) 31(13) "' 285(80) 73(20)
3. Bachelor of Arts-Education 284(77) -~ 85(23) 215(75) © *75(25) ' 268(74) - 96(26)
4, Bachelor of Science-Education 253(83) 50017) - 161(63) 98(37) - 198(81) 45(19)
5. Engincering 61*(100) 0*(0) 487(98) 12(2) 5399(96) 316)
6, law 147(94) 11(6) 105(67) 51(33) 148(76) ~  49(24) .
7. Medicine 114(92) 10(8) 232(77) 69(23) 233(78) 69(22)
8. Scicnee 307(83) 61(17) 265(63) 153(37) 330¢83) 66(17) " 3
TOTAL - 1877(82) 400(18) 2274(76) 704(24) 2799(81) - 647(19) - -
o Course not yet awarding degrees. 3 ' ’ O UL g
¢ Data is for 1973/1974 when degrees were first awardcd for this course, IR
Source: Compiled from figures in; Twenty Years: Universi Dar_as Salaam 1970-

Prinied by the Dar ss Salaam University Press, 1991,

[ i T
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Generally, a small percentage of women, i.e. between 18 to 19, graduated From Table 3.1
“showing 1983 data, 17 percent in tertiary enrollment were female. Data in Chart'3.2 shows that
there was a drop in enrollment from 17.5 percent in 1984 to 16.9 in 1988. These fluctuations are
also reflected in Table 4.1 where the percentage of female graduates dropped from 24 percent in
1979/1980 to 16.9 percent in 1989/1990 '

4.2 Efficiency of ngher Education ‘ :
- Table 4.2 which complements Table 3.3 (Makerere Umversny Intake of Ugandan Students i 12 e e
Fields of Study Between 1974 and 1985) shows the total number and percentage of Ugandan i i
students graduating in 12 fields of study between 1974 and 1985. In columns A, B,C,DandE '
two aspects of the efficiency of the higher education system in Uganda are illustrated. The average : '
percentage of females, 24 percent, who go into the system all seem to graduate within the period.  —
But this figure is deceptive since Table 4.2 indicates clearly that there is wastage in every field with

the possible exception of commerce, but even here, it appears as if there is a fresh intake of stu-

dents in the mrddle of the course rather completlon of the course by all students e

[P AT PPN J O PR

Table 4.2:

oy w LB b s S L e .‘r' e T 1L LR (R ER RN TT RN TR
: !

Makerere Univcrslly Oulpul of U;,undnn ‘Students in 12 Flelds of
Study - Between 1974 and 1985 :
Column ' A B C . AT 2 E
- : % - % .
Field Output % Intake/Output  IntakelOutput .. . Lo
. " Male Female Female ‘ Male | . AT : ‘
Female , C .'QA o P
" . Medicine 729 154 21 97 74t 0n SRR
Agricullure 519 163 - '31 © 93 90T Tl
Forestiry 185 4 42 86 57 PRERE S
Engincering 450 7 2 76 50 -
» Veterinary Medicine 286 34 12 . 82 57 .
" Law 490 118 24 - 94 .17 :
Commerce © 658 114 17 103* . 81 3
Social Work & Admin, 131 99 76 .75 103+ :
Arts 2492 899 36 . 8T 89 :
Sciences 1863 264 14 83 85" L
Arts(Fine Art) . 151, 39, 26, 98 57, ty
Statistics 124 11 9 69 69 .
TOTAL 8078 19006 24 87 84~ 5
i B i 4 -
*Inconsistencics in the percentages are duc to repetition and enrollmcnl of students m R R
courses aller the [irst year intake. , o o B PR T
Source; Compiled {rom figures in: The Uganda Five Year Education Scctor Investment Programme 1992/93 - ...

22 [97. Mlmery of Educalion, Educauon Plannmg and Dcvclopmcnt Ofﬁcc, Kampala, June 1991

Ifit is assumed that the original intake of females and males is each represented by 100 percent the
level of student wastage as a percentage deviation from the initial intake is 1nd1cated for females
and males in Chart 4.1. : :

<
-~
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Chart 4.1  Males and Bemules As a Percentuge of The Orlglnal Total Enrollment
Who Graduate In Different Flelds of Study - T i i
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Source: ) Comprlcd from figures made avmlablc to consullanls on: !h annda Five Ycar Educauon Scctor
. Investment Programme 1992/93 - 1996/97. Ministry of Educatron. l:ducauon Plannmg and "~ 0
- . Development Office, Kampala, Junc 1991. . <-g,~ T R BT . .' u‘_‘, K
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Agam only in the-area of social work and social admmlstratlon is therc an apprecmbly larger out
put of females than males. In the arts and general sciences, the difference in wastage between fe-
males and males is minimal. Asubstantial amount of wastage among females appears to take place
inthe fields of medicine, forestry, engineering, veterinary medicine, law, commerce, art and statis- . -}
tics. This means.that consistently lower proportions of women than men;manage to:graduate from
these fields. There has been no research to document reasons for such' wastagc In part,'the lower ;;
proportions of females than males who graduate are the result of initial low enrollment of females. |,
However, it is now widely recognised that there is a great deal of wastag% among females at uni-.
versity as earlier pointed out, especially among those who initially enrol in the more ‘technical and -
wientific areas of study whichleads to failure to graduate. There is as yet no accurate information
on the causes of failure, although it is generally believed that girls fail to succeed in these areas be- .
cause: (1) Even though some females fulfil the minimum requirements for entry, they will not have
cwvered all the pre-requisite science content needed as background for courses at university. As a "
esult they make slow progress leading to repetition and dropping out; (2) Universities do not offer
bridging courses or content in order to eliminate the varlety of weaknesses students.may come-
with, These weaknesses are aggravated by the large quantity of content and-inappropriate learning: "
and teaching methodologies, resulting in failure to graduate. (3) The majority of females who enrol -
at university have attended single sex secondary schools, often run on strict missionary traditions :,
where interaction between females and males is kept to a minimum. The sudden and drastic chan gc
inlifestyle from highly controlled timetables and modes of interaction to the ‘freedom’ of the uni-
vgrsny campus appar c,ntly lures females away from serious comnntment to acadermc worlc TS

4.3 . Achievement At Higher Degrcc Level

Another aspect of the quality of output and achievement in hlgher educatron is its ab111ty to trzun b
the teachers for higher education institutions and much more crucially, researchers who should in- -; .. ; >
vestigate the nature of the various developmental problems and-apply new strategies to their solu- .. -~
tion, Table 4.3 gives the total number and percentage of students by gender obtaining higher de-. .

grees from various faculties and fields of study at thc Umversrty of Dar es Salaam bctween 1970
and 1990. : : .

'
"
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Table 4.3 Total Students by Gender Obtaining Higher chrccs From Varlous I‘acultles/Flelds
. of Study at the University ol‘ Dar es Sal.mm 1970-1990. :
Name of Degree ‘ Ma]c Fcnmlc
1. MA . 659(84) 105(16)
2. MBA . 139¢84) - 22(16)
3. M.Sc. (Engincering) 56(98) 1(2)
4. LLM . 88(84) 14(16) y
5. M.Medicine 195(91) 1709) ‘
6. M.Sc.(Science) 214(81) 40(19) o ; C
7. MA (Dev. Studics) 47(83) 8(17) ‘ _ NS
8. Ph.D 84(83) 1417 - . 5 u
Source: Compiled from figures in: Twenty Years: University of Dar as Snludm 1970- 1990 Prmlcd by - ‘

the Dar as Salaam University Press, 1991,

The same pattern of output among females and males as that observed in Table 4.2. is more or less
maintained. Many of the masters degrees obtained by females are in the arts faculties but evidently,
the output in the arts is predominantly male. However, females may be said to be making important
strides in the scicnces and management. Item 8 represents the total number of doctorates awarded
in the university over the 20 year period. Unfortunately, it was not possible to obtain a breakdown
by field of study. The only item of information available is that none of the degrees were in the de-
partment of education. Again females constitute only 18 percent of the graduates at this level.

4.4 Summary . T
Generally, a high percentage of females who enrol for various courses graduate although data on
the quality of achievement is not available. Much of the commentary on this aspect is derived not
from data assembled by institutions of higher learning'but from the performance of graduates in
~varjous aspects employment. The mooted generalisation is that the quality of higher education has
deteriorated ‘considerably over the past two decades as a result of the economic crisis in which’
Africa is gripped. There is a relatively high percentage of wastage among females. While the ma-
jority of males initially enroled complete their course, an average of 20 percent of females fail to-
complete their studies as expected. Overall, only 15 percent of females obtain masters degrees, the
majority in the arts' facultics. In the next section, a brief discussion of what females and males do
with the higher education they posses is presented.

5.0 Male and Female Participation In The Labour Market

A o . ‘
The pioneering research and policy-analytic work by the World Bank on the quantitative and quali-
tative socio-economic contribution of education to development has emphasized the considerable
benefits of primary education to females. However, regression analyses shows that not only does
primary schooling of both females and males have strong positive effects on GNP per capita but
also that the impact of female's primary education in Africa and other poorer developing countries
is significantly stronger than that of boys' primary education. Floro and Wolfe in their detailed
study entitled: The Economic and Social Impacts of Girls' Primary Education in Developing
Countries(1990) confirm the general conclusion running through related studies that the expansion
of girls primary education has a stronger positive effect on the longer-term econormc growth,
especially of the poorer developing countries, than that of boys. , _ T

T T S

5.1 Tertiary Level R L - R o

As the title of the study by Floro and Wolfe indicates, it deals with primary education. However,
questions, dimensions and elements considered can be usefully extrapolated to cons;dermg the sit-
uation of men and women with higher education. For example: (1) How does men and women's
higher education affect their conmbutlon in the wider range of economic activities in which they

. .;,i-.:_ [
Wi
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participate? (2) What is the process by which men and women's hiéher education affect their 'pro- o

~ductivity as members of the labour force in both the formal and informal sector? and‘(3) Under

what contexts and in what ways does men and women S hlgher educat1on lead to mcreased €co- .
nomic contribution to society? R Lo

All documents statmg the role of the umversxty in national development usually beg1n by po1nt1ng
out that high level ' manpower should be produced by universities in order to 'man' various sec-

' tors of the economy. There is little doubt that graduates have traditionally been employed in various : N
- capacities in both the civil service-and and public and private economic sectors. Unfortunately, as-»= .~

anywhere else in the area of gender, there is hardly any reliable data. The African Academy of”
Sciences' first edition of Profiles of African scientists revealed that African scientists are mainly 'to =
be found in universities (76 percent) and research institutions(16 percent). A mere 1 percent are to
be found in industry and of this 1 percent, the majority are in management positions. In some pro-
fessional classes such as teaching, the judiciary and medicine, women have made some progress.
but this is partly due to the size of the bureaucracies and in any case, women are mainly appointed

{ atthe lower levels. From the sample analysed for the Profiles of African scientists,- women com- S
- prised only 16 percent of the whole scientific community in Africa: A further analysis of the posi- - :

tion of women at various levels of s¢ientific leadership showed that their role becomes less and less
representative of their demographic profile. Women in science, whether at university or elsewhere,
do not seem to climb up the ladder of responsibility in the various sectors of research, production’
and management. As elsewhere, there appears to be discrimination against women at the senior
levels though some women may be in high positions as the factor of tribal affiliations is also at
work in employment. Similarly, Hughes(1988) has observed in the case of Kenya, those.women
who persist and reach the university enter the labour force in jobs and at salaries. not significantly
different from their male colleagues. However, there are limits as to how high a woman will be
promoted and how much she will be compensated. No significant differences were found in the
amount of time it took males and females to find their first permanent job after graduation.
However, no women were able to attain high level positions over time. Married women often do
ot receive the' same benefits as men in terms of housing allowances and' cost of living allowances

. "‘;, i oy

5.2 Employment In The Civil Service o

A

Governments have traditionally been the largest employers of people with teohnical'sk'ills' and

f knowledge. But the largest proportion of employces in the civil service are males as illustrated by .
- Table 5.3 which shows the number of established staff in ten departments of the Uganda c1v1l ser-,

vice in 1987,
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Table 7:

¢

G . H.'r

[t

Number of Established Staff In Ten Departments of The Uganda Civil S;e‘rvlce -1987

15

3332 i

430

A B . C D .E F- PR S
. ' ' " . Technicians. 1. ,
Administrative - c " & Semi- - . %
& Managerial . % Professionals =~ 9%  Professionals . % Total
Ministry!/Institution Male Female Female Male Female Female Male Female Female ' Female
1. Office of The Presrdcnt 376 52 12 22 -6 w21 52 24 P32
2. Judiciary 22 1 4 111 14 11 15° 10 S 40 114
. 3. National Assembly . . . 5 3. 38 2 -0 0 .. 6 O B
4. Audit 8 0 0 1+ 0 0 4 {06 160032
5. Public Service & Cabinet Affairs 142 34 19 126 9026 410 112 73 % ;
6. Foreign Affairs 65 11 14 0 1t 100 11 17 61 28
: 7." Justice 93 22 19 36" 329 90 ' 39 94 71 . 737
8. Finance 503 . 58 10 183 .27 . 13 98 717 . 44 17
9. Commerce 52 .6 10 52 6 .10 17 '8 . .32 14
10. Agriculture & Forestry 188 26 17 305 43 12 349 - 90 21 16 . .
Total 1454 213 ) 7.&8 435 37 632, 441 T 41 : 9 R
Source: ' Compiled from ﬁgures in Table 9; Hope Chrgudu and Sylivia Tcreka "Census of Crvrl servants: A Gender LA

Sensitive Analysis".
Development, 13-17 November, 1989. Kampala Uganda.

R

Paper presented at Conference on Research Data and Documentation on Women in;

Positions in the Uganda Civil Service have been d1v1ded into three categories: admmlstratlve and L

management; professional; and technicians and semi- professional. The overwhelmm g predoml-

nance of males in all departments and categories of work is evident. The exception‘is in the de- -
partment of justice in the two categories of professionals, and technicians and semr-profe’ssronals e
Table 5.3 does-not unfortunately, contain two important categories of university graduates, those - -
in health and in education, two areas which have suffered a very high level of brain drdin from the -

country for the last 20 years. As will be recalled, data from Table 4.2 indicated that females com-

prised about 21 percent of the output of students at Makerere between 1974-1985.-While a number

of Uganda's medical doctors work for the civil service, the larger proporuon work for Makerere

University and would therefore not be included in the civil service census. As for education, = -
although the number produced between 1974 and 1985 have not been specified, they are included T

under the arts and sciences in Table 4.2 and is estimated to comprise 36-45 percent of the total.

Teachers in Uganda are not considered as civil servants since they work for the ostensibly au- -
tonomous Teacher Service Commission under the Ministry of Education. In 1989 there were about

3698 graduate teachers at secondary school but these figures were not dis- aggregated by gender

53

u':\- ~' N

Membcrs of staff in academic positions in institutions of hrgher learmng requrre a minimum ofa’:

masters degree in order to become senior staff. But as was indicated in Table 4.3 above, which
shows the total number of students by gender who obtained higher degrees from various faculties

and fields of study at the University of Dar es Salaam between 1970-1990, only about 15 percent .
of the graduates with masters degrees were females. Moreover, since women were late entrants .
into formal education, it is unlikely that a large proportion of them could have benefited from the .

.massive airlift of students from Africa to Europe and America to undertake both undergraduate and

post-graduate studies as part of the initial institutional development strategies during the 1960s and

carly 1970s (King, 1991). The majority of today's senior teachers in nmny umversrty facultres are
males from this era. ! O AR ga_.‘ N
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~ Access to Faculty, and Admmrstratrve Posmons 0 IR o
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As one female academician at a university in East Africa has pointed out, 'either you go to the bot- N
tom of the staff list to find the females, or there is usually a smattering of one or two in the middle

or top ranks'. There are now two women vice-chancellors in universities in Sub-Saharan Africa

and a number of professors and senior lectures which is a step in the right direction. But generally,

the largest number of females are either teaching assistants, junior research fellows, tutorial fel- -

lows, or simply 'waiting' to be put on staff development programmes. There is no question that in
some universities with large faculties of education, the humanities and social sciences, a few more
females have made progress in reaching the top academic positions. But these efforts have not been

achieved without constant battles and acrimonious controversy. It is a sad fact that-many-universi=--+

ties do not have clearly spelt out criteria for promotion and advancement from junior to senior aca-
demic positions. The criteria of 'research and prolific publication' has in most universities been
watered down to mediocrity. As a result, accusations of 'unfit' academicians, men and women
promoted on the basis of political coercion and lobbying rather on strictly scholarly productivity,

abound. Within this atmosphere, some females who traditionally have no access to ‘'male domi- -
nated networks' where lobbying for senior positions is usually carried out, are often left with no .

clear guide-lines as to the nature, CIuantlty and quahty of the scholarly work they would have to ac-

1

Female pdrtlmpdtron at administrative levels in institutions of hlgher education is summansed by .

Coombe(1991): "The under-representation of women in university management, disproportion-
ately low even in relation to the number of academic staff, ought to be one of the issues under

scrutiny in any management audit."(Coombe, 1991) And although females are beginning to sub- -

scribe to university management in slightly larger numbers than in the past, they face a number of
constraints. The terms for promotion and advancement to higher administrative positions in the

university arc in fact, more vagucly defined than those of academic positions. This vagueness is )
compounded by the fact that a member of staff can move from academic work to administration .
where the financial rewards may seem slightly better than those of academic positions, but where . .

the actual level of work may be very menial. In addition, when women in academic positions take

- on administrative positions during periods of very scarce financial and other resources, as is hap-

pening in a number of universities where large numbers of senior male staff are joining the brain .~

drain, the inadequacies.in management which ensue are likely to be interpreted as farlure on the part
of inexperienced women and not as a consequence of lack of i Ainputs, j -

,’.\i.

5.4 'Shifts in Labour Force Participation ' .- S " e

I

" Up until recently, men and women with higher education in Africa had little or no decision,to make

with regard to employment. Increasingly however, due to the economic crisis as well as poor man- '

agement and irrational personnel deployment pollcres, few governments can still affordl to employ

every graduate from tertiary institutions. Overall, the largest percentage of women graduates are .

from the arts faculties and the teaching of various arts subjects at secondary school. As a result,
their bargaining power for better wages or a shift to other employment opportunities are extremely
limited. It is becoming increasingly important that university graduates for example, have en-
treprencurial skills to enable them to start their own enterprises instead of secking employment

from elsewhere. Generally, few females and males have acquired entrepreneurial skrlls from their -

raining, but the situation is definitely more difficult for women thdn men. ) o
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5.5 - Summary

There is little data on the levels and quality of employment undertaken by females who have had
access to higher education. The majority work for the civil service as secondary school teachers.

Women form a small percentage of academicians at university although recognizable achievements -

have been recorded in arts faculties. There is evidence that women in academic work are getting -

into administrative positions at a time when there are inadequate resources to sustain reasonable .

functioning of institutions. This may result in further denigration of female abilities rather than in
enhancing their status. Graduate women lack options in employment, promotion and upward_
mobility because of discrimination and because of their role as housew1ves ‘ L

6.0. Causes of The Gender Gap

R

It will not be possible ina paper of this size to review exhaustively the findings and conclusions of

the large amount of existing literature and case studies regarding the cultural, social and economic - -

causes of the gender gap in terms of access, persistence and outcomes in the education system. The - .-
interested reader should consult the exhaustive report by-Brock and Cammish-entitled: Factors af- .. -
fecting female participation in education in six developing countries. The report gives both a cata-
logue of factors sustaining the gender gap as well as 23 possible recommendations of policy action

to work towards eliminating such a gap at the primary and secondary school levels. The discussion .~
in this paper is confined to a few conclusions regarding, the operation of the cultural and social .

norms and imperatives, and the conmbutlon of the educational system in causing and sustammg -

the gender gap.

'.u

6.1 ~Cultural and Social Norms and Gender Roles

I

Factors pertaining to the cultural and social norms and imperatives which are responsible for creat- - *
ing and sustaining the gender gap in access to education operate through the enforcement of gender -
roles.”Gender roles are culturally determined patterns of behaviours expected of females and of
males, including personality attributes, economic, social, domestic and other tasks and responsi-
bilities. It is therefore necessary to explore: (a) How learning and teaching of gender roles as per -
cultural and social norms and imperatives, cause and enforce gender inéquality in the home and in -

access to education at the primary and secondary school, and ultimately at the tertiary level.

While traditionally women are the teachers of culture, their status in society remains low and infe- o

rior to that of males. It is generally known that beliefs and practices in gender relations are incul-
cated among children at a very carly stage in life. Dirasse(1990) states that children are selectively
rewarded or punished for gender appropriate or inappropriate behaviour and so learn their adult

roles. Brock and Cammish(1991) state that the negative attitudes towards the education of girls by
girls and boys are often well-established in 11 and 12 year old children. By 1980, all countries in -
Sub-Saharan Africa had less than 5 percent of the 4-6 year-olds intending to enrol in primary

school, attending any form of pre-school. If we concur that over 40 percent of children between 6-

11 years do not enrol in school at all, then it becomes clear that much of the learning about unequgll, ;
gender reldtions takes place in the home and community and more specifically, from ;the custodi-

- .ans of the culture - the women. Moreover, the 30 percent or so of women who comprise the

teaching force in formal education are usually to be found at the elementary rather than the upper

grades of the primary school. Hence women in propagating their culture have actually perpetuated

their inferior position by preaching and practicing incquality in gender relations. What is it that pre- .

vents females from teaching young children positive attitudes and values about women?
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Ramdas(1990) has pointed out that:

"The institutionalization of both private properly and marriage, and the male control over both, led.
incvitably to woman hersclf being scen as part of the privale property of the male. Different cul-'
turcs and socicltics across the centurics evolved their own specific codes of conduct and behaviour, *,
which extended to cvery single spherc of a woman's life and activities. In effect, this meant that "

| female behaviour, mode of dress, freedom of movement, role and responsibility, access and right to ' ‘
learning, participation in public life, every action, was determined by those who wielded power and - i..x:
control - the emerging patriarches, the men. Women themselves were influenced to varying degrees ' i . .
by those very values which kept them subordinate and often played an active role in perpetuating T
both feudal and patriarchal values through the famtly structure in parttcular [ualxcs mmc] o Lo L

Ramdas's assertions suggest that women are expected to preserve and pass on to thelr chlldren the .-

traditions including the culturally determined gender roles - which extend to every, sphere of a -

woman's life and activities. Women have been influenced by those very traditions and values " - i

which keep them subordinate; and they play an important and active role in perpetuating such -

values. As a result, few women, in an uncertain world, will want to pass on to their children in--+ .

complete or unacceptable cultural'’knowledge. Therefore, whether highly educated or not, women™: """

- strive not only to learn the correct cultural and social norms themselves but also to ensure that they , -,

behave accordingly particularly in front of their minors and elders. Within the broader effort of

Africans to re-assert their cultural preferences by authenticating traditions which contradict with . -

~ generally accepted Western conventions and behaviours, females and males are implicitly and indi- -

- rectly taught early that modern education is an imposition of a foreign culture which brings withit = .

- an inappropriate way of socially behaving, unsuitable in a 'proper African culture'. The mannerin ..~

- which young children actually learn such attitudes remains a matter for debate as part of the larger -

- controversy-on the development of identity and morality. However, an insight into where such

' 'knowledge' is easily found was given by an old man in Zimbabwe who when asked whether or
not he approved the practice of a husband beating a wife, replied:""We always teach our children }
that women are children and they should be treated like children. What'do you do when a'child . | |
makes a mistake? You beat her!" Females are expected not only to resist change which appearsto = " -
alter their traditional position and role as custodians of the culture who are subordinates'to males, | . ' -
but also to ensure that they continue to teach their own children such a tradition. Since more than -, . . '

' 70 percent of females at the grade 1 level never move beyond primary education, after which they ;1"

- return to the village to become mothers, it should not be surprising that many w111 continue to per- . et

| petuate these cultural edicts as well as negatwe aspects of school , ;. T

T

B

- With regard to access to education, ‘the main cultural 1mperat1ves and socml norms to be sur-
mounted at the houschold level concern the decision of parents, particularly un- -schooled rural par-
ents, whether or not their female children should be allowed to-enrol in school. Part of'the problem . -
here is of course, of access to a school plant within reasonable distance from the houschold. Butas ' -
Brock and Cammish(1991) have stated, “In almost all countries there is a fundamental cultural bias .
in favour of males... and deeply rooted social and cultural attitudes which fail to perceive the cru-
cial significance of involving the talents of women in the process of development." Ramdas(1990) -
has pin-pointed the gender personality trait likely to be used as rcason for the reluctance of parents .
in sending female children to school! "It was a commonly held vn.,w that a woman's social life as .
auell as her morality could be endangered by too much learning." It is therefore, not surprising that
the progression of female access to primary education has in mdny countries been slow from the .
middle 1960s to the late 19805 as shown by Tablc 6.1, T T T T
’ - , A x‘ - .,“\l:‘A
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Figures represent Primary school enrolment total percentage, 1988.

Fxgurcs represent primary school enrolment 1988: Females per 100 males.

~

Source: 1. ' Figures for 1965-1985 are Excerpts from Table 2: Total Primary Emollmcms & chalc Sludcnls as A

. Percentage of Enrollments, p.169-170. Marlainc E Lockheed and Adriaan M. Verspoor et al; Imp_r_mg_
W&M@MMEQMMM A World Bank Pohcy Smdy

2. .7 'World Bank, Draft for WCOEFA Bangkok, March 59, 1990
' Figures for 1986 are from, CPMD/DPI UN; Ahga_&w&mmﬂﬂm{ﬂga Augusl 1991

While the persisting economic crisis with attendant astringent measures occasxoned by structural

- adjustment have played an important role in stagnating female access to school, the modes of

- thinking, pin-pointed by Ramdas are not outdated in African society. In the study by Brock and B
- Cammish(1991) in Cameroon where in 1985-86 girls between the ages of 6 and 13 years made up

46 percent of the enrollment in primary school, it was revealed that out of 320 pupils interviewed
- (177 boys and 143 girls) aged 9 -18, only 63'percent (201) agreed that "girls need to go to' school

~as much as boys", and 27 percent (86 mainly boys) went so far as to agree that "Girls don't really
- need to go to school." Itis evident that for a female to be enroled under these circumstances par-

ticularly in the rural areas, there are severe cultural costs to be met by the family and the female.
Pressure exerted on houscholds by relatives, neighbours and clan members many of whom are
women, not to enrol females in school are quite common. y

6.2  Education's Contribution To The Gender Gap

A . . .
Once females and males are enroled in primary schools, a larger proportion of females than males

drop out. There is a long catalogue of cconomic reasons, coupled with the cultural and social atti-
tudes discussed above, which are said to contribute to the dropping out of school by females.
Table 6.2 shows the ratio of female to male prxm‘uy school studentb by grade in 1985/1986

i

Table 6.1 Total Primary Enrollments and Female Students as a % of Enrollments
Total(thousands) . . LFemales as a percentage of total * * -,

Country 1965 1970 1975 1980 1955 ' 1988’ 1965 1970 1975 1980 9185 19 86° Vo
Burkina Faso 90 105 141 202 352 32 . 32 36 37 © 37, 37 59
Somalia 29 - 33 198 272 194 52 - 21 24 35736 34T L T
Chad 164 192 213 246 338 51 19 -25 . 26 27 28 40

. Ethiopia 379 655 1084 2131 1449 ° 36 28 31 32735 39 64
Malawi 338 363 642 810 943 72 7 37 37 - 40 41 43-° 80
Tanzania 769 856 1592. 3368 3170 66 © 38 39 42 47 50 99
Uganda 569 - 720 974 1292  2015- 77 37 39 40- . 43 - 43 82
Rwanda 330 - 419 402 705 837 64 "41 .44 . 4648 49 9T
Kenya 1042 1428 2881 3927 4702 93 w36 41 46 47 48 94
Sicrra Leone 126 166 206 315 370 .53 36 40 39 42 41 .
Zambia 410 695 872 1042 1348 . 97 44 44 45+ 47 47 90
Lesotho 168 183 222 245 314 112 61 60 59:. 58 56 125
Cote d'Tvoire 354 503 673 1025 1200 . 34 36 38 : 40 41 70
Zimbabwe 676 736 863 1235 2215 ¢ 128 .. 42 45 46 . 46 48 95
Swaziland . . . . Co ' ‘ P Lo e
Botswana 66 . . 83 116 - 172 224 ,‘116- < 56 53. 55  55-..52 107 ..~
Nigeria 2912 3516 6166 13760 12915 = 62 38 37 43 43 44 82
Cameroon 742 923 1123 1379 1705 - 111 - 40 43 45 45 46 85
Congo P. R. 187 241 319 391 476 - . T 41 44 46 48 49 95
Gabon 79 101 129 155 184 . 46 48 49 49 49 98

' Legend: ‘ :
Either no data; or country profile is not provided in data set
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Table 6.2 Ratio of Female to Male Primary Students By Grade (1985-8%)

Number of
Grades in Grades
Country Cycle Year 1 2 3 4 5 6 7 8
Burkina Faso 6 86 0.59 0.59 0.59 ©.59 0.59 0.56°
Somalia 8 85 0.54 0.53 0.51 0.46 0.47 0.48 0.53 0.60
Chad 6 86 0.47 0.40 0.34 0.30 0.31 0.25
Ethiopia 6 86 0.65 0.60 0.59 0.61 0.61 0.67
‘Malawi 8 86 0.91 - 0.85 0.83 0.81 0.75 0.75- 0.68 0.45
Tanzania 7 86 0.97 0.98 1.00 1.05 1.00 1.02 0.99
Uganda 7 86 0.90 0.88 0.85 0.83 0.79 0.73 - 0.60
Rwanda 8 86 0.99 0.98 0.98 1.01 1.00 0.97 0.88 0.83
Kenya 8 85 0.94 0.93 0.94 0.97 0.98 0.95 - 0.89 0.79
Sierra Leone . . . . . . .
Zambia 7 86 0.98 0.96 0.94 0.92 0.88 0.84 0.73
Lesotho 7 85 1.03 1.08 1.22  1.34 1.54 1.74 1.88
Cote d'Ivoire 6 84 0.78 0.77 0.76 0.72 0.70 0.53
. Zimbabwe 7 86 0.98 0.97 0.98 0.98 0.97 0.94 0.84
Swaziland . . e g e e e e e
Botswana 7 86 0.99 1.02 1.03 1.02 1.10 1.17 1.26
Nigeria 6 83 0.81 0.80 0.78 0.79 0.77 0.75
Cameroon 6 86 0.84 0.86 0.84 0.86 0.85 0.82 .
Congo P. R. 6 86 0.74 0.96 0.92 - 0.95 0.97 0.98 : "
Gabon 6 86 0.98 1.01 1.02  1.01 0.99 0.93
Source: Excerpt {rom Table 7: Ratio of Female Primary Students to Male Students By Grade, p..189-190.
arlamc E. Lockheed and Adriaan M. Verspoor ct al; Improving Primary Education in ngglgp ng
= . Countrics: A Review of Poli ions.A World Bank Policy Study. World Bank, Drn for .

WCOEFA Bangkok, March 5-9, 1990

The ratios in Table 6.2 suggest that in countries which have reached nearly 100 percent enrollment
it the grade 1.level, there is less tendency to drop out, while in those countries with lower enroll-
ment levels at grade 1 for females, more females drop out as they progress to higher grades. Some
research results suggest that dropping out of school may be initiated by decisions at the household
level particularly in circumstances of severe economiic strain where parents influenced by the patri-
achal cultural beliefs mentioned above, are more prepared to terminate the education of a'female in
order to continue supporting a male child's schooling. Brock and Cammish (1991) summarise
other reasons as follows: "A major deterrent to female take up and follow through of educational
opportunities( even when these are available) ...is the widespread operation of patriarchal systems
of social organisation; of customary carly marriage; of the incidence of early pregnancy (in and out
of marriage); of heavier domestic and subsistence duties of females (especially in rural areas); a
generally lower regard for the value of female life; all of which combine though' differentially in
tach case, to adversely affect the participation of girls and women in formal education."

Furthermore, studies outside Africa have consistently shown how pupils 'resist’ school when they
judge it not to be a viable project in their daily and future lives. At some point, children will elimi-
nate themselves from school cither physically or through refusal to learn. There is a possibility that
girls who fail to drop-out on their own, probably contribute to the orchestration of the in-school
and out-of-school condlitions which ultimately result in dropping out intellectually. Palmv(1990) in
a study on dropouts in rural and urban Mozambique, states that the basic principles'governing
achievement, repetition and drop out, are gender and social group adherence, and that the pupils
ast likely to get anything out of primary schools are girls in the rural areas. This it because
schools' importance as an cducational agency is limited. Palmc asserts that even though school is
regarded as an educator in the broad moral and technical sense of the word, it is just one of the
several educational agencies and in reality, by no means the most important one. " When school
comes into conflict with more trustworthy and impeliing principles for social productlon such as
marriage, or working for the survival of the family, it is abdndoncd !

1
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The incidence of early pregnancy seems a problem which is gainin g momentum. Within many syé- ey

tems of education which generally lack alternatives and options for re-entry by females into formal

education after delivery, the education of a substantial proportion of girls is terminated by preg-- L
nancy. Although accurate figures in any one country are hard to find, the few that are available pre- .
sent a grim picture. For example, Sihlangu(1991)points out that in 1988, out of a total of 14,225 S

babies delivered in 9 Harare City health clinics, 4600(32%) oi”ithem were born to glrls ‘between the
ages of 16-18. This does not include babies born to girls under the age of 16. Slhlangu urges that

what leads to teenage pregnancy is a combination of physiological and developmental imperatives - .
within-a mentality of immaturity with regards to self-responsibility. Girls become: -reproductively-==--:
mature at a time when they also happen to develop a tendency to rebel against authority, are overly .

in need of attention, and have a strong desire for individual identity and freedom and self assertion
in making their own decisions. Within a cultural-social environment where parents have a tendency

to blame their children for displaying non-traditional behaviours and values, and where schools are . -
generally silent about sexuahty, girls are enticed by anyone whose rhetoric carries an aura of value o

to the girls' ostensibly 'mature’ actions and decisions, including those on sexuahty

-l
§

cation itself contributes to the dropping out and self elimination of females from the school sys-

tem. Researchers including Brock and Cammish(1991), have pointed out that schools must ask |

themselves to what extent their ethos, teachers, textbooks and the overall curriculum are subcon-

sciously reinforcing the negative attitudes towards females. Generally, both the traditional curricu--" -+ P
lum and the so-called new initiatives suffer from unquestioned devotion to a model ‘where itis ' -

virtually impossible to put in place all the essential and necessary conditions and ingredicnts needed
to make it reasonably successful (Namuddu, 1989). Education is so totally inefficient and ineffec-
tive, that it perpetually defeats two of the cardinal foundations of education, namely: its effect as a
multiplier of intellectual and social capital; and its ability to spiral the economies of scale from one

school cohort to another and from one generation to the nexi." (Namuddu, 1991b). As a result,
females suffer disproportionately from these overall shortcomings. For instance, teaching literacy ,

' is generally unsuccessful as tool for developing permanent skills and as a vehicle for learning so-
cial justice. Ramdas(1990) emphasizes that when schools and other educational programmes teach - .

people technical knowledge and skills without ensuring the acquisition of a basic appreciation of
social justice, then the education system itself simply becomes part of the wider system of cultural

and social regulation and control which is likely to continue to condone a situation of gender bias to -

exist. Similarly, in the new initiatives designed to increase participation of women and girls such as

BRAC(Lovell and Fatema, 1989, Chantavanich, 1990; UNICEF, 1990) the issue of social justice : .

is a purely peripheral one, and the primary concerns are of other side-effects of education, so to
spcak, and their impact on the desirable national goals such as: demonstrating how schooling will
help girls to better perform their traditional role as mother. Such initiatives tend to "...generally
overlook the women themselves as active participants in their own lives, and the manner in which

their education allects social variables is explained only tangentially, if at all. .. The girl who re-

ceives the education has become unimportant in understanding social impact, which is defined in
lerms ol her offspring, rather than in terms of her self "(Dhmgam 1990). '

!
-At a more specific level, research on classroom dxscourse and the nature of both the exphcxt and
hidden curriculum is beginning to assemble evidence which suggests strongly that the under-
achievement, often lcading to dropping out by girls, in almost all subjects of the school curriculum
begin very early due to three basic but interrelated realities of the African classroom: (1),,In an envi-

- While the potency of all factors concerning the ‘culture-of poverty, and the" poverty ofculture’ : -+
should not be underestimated, there is need to understand more concretely how the process of edu-

ronment generally lacking supplementary instructional avenues, the classroom teacher is the most , :

authoritative purveyor of knowledge and skills. Unfortunately, most teachers whether female or |

male tend to be influenced to varying degrees by the values which denigrate the intellectual integrity

of women. During teaching, teachers often play an active role in perpetuating and reinforcing patri--

archal values through their speech and behaviour; (2) The content of officially selected textbooks

whether directly available to learners or indirectly transmitted and interpreted by the teacher, .

[ R Lo o ool 1
. ; : .
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preaches social conformity by exposing all chlldren to a common natlonal set of values and norms. .
‘Inenabling all children access to officially approved knowledge, the textbook, which carries au-

thoritative messages on female and male role models, is a powerful socialising factor in the lives of

African children. If such a common and national curriculum also violates the intellectual integrity.of ::
women and trivializes their economic contribution to national development, then both boys and -

girls will build up negative images of females throughout their educational careers; (3) School
content is not just the substantive elements of disciplines but also the ways in which learners are

intellectually coerced to identify the nature and quality of their own lives and futures within the - g

context of generating, using and validating such content. If the content of subjects such as mathe-

matics, the languages and science which form critical filters for successful persistence in the total - f'f i
education system is presented as "male" there is the likelihood that most females will withdraw .- ¢
fromlearning such content at an early stage and will therefore, be barred from advancement in the A

education system because of their under-achlevement

The results of a study of Kenya textbooks at the prrmary school by Obura(1991) Wthh sought to :
analyse the transmission of gender images vehicled by schools shows clearly that there are few ap-
pearances of females in-the mathematics textbooks (and all-other subjects except home economics). "
The few appearances are further undermined since females are presented late in the books, they ap-. .-
pear in order of appearance relative to male figures, and they are less frequently named than male "
figures. Females are portrayed as less intelligent than males, un-resourceful and either economi--
cally'useless or poor. In addition, adult females are the least depicted of all the human categories, "

suggesting that adult women do not participate in viable adult 'male' activities. Obura (1991, p. 31) . L
concludes that grrl readers are deprived of adult role models in the mathematical world to identify +-* "
with and to imitate. She observes that females are depicted as engaged in the traditional ‘areas of " -

petty trading, nursing, teaching and typing; they are mainly depicted in un-remunerative tasks -
around the home and in un-remunerative subsistence farming. There are no role models at all of

leadership and entrepreneurship or of women engaged in non-traditional activities such as drivinga -

car, banking and buying nails. Despite the fact that the portrayal of educated, and rural women as

shadowy figures in society who are intellectually dull, passive and retiring, is inaccurate and does : EUN

not fit the realities of present-day Africa where women are known to bé working in many. spheres
of economic activity, the message of these textbooks is persistent, internally consistent and is taken

seriously by both female and male students, not to mentron the authors, the majorrty of whom are

males! P PETE
» » ' - " ! ‘ j . " o '-‘. ! " ‘-\l :‘: .' . . P
This negative portrayal of women presents real unfavourable learning conditions and conse- -
quences for the achievement of girls in the mathematics, physical science and language. "

Mathematical practice enhances ability to learn physical science and the more physical sciences a, f
student learns, the more she will use mathematical skills in order to solve physical science prob- - '
lems. In addition, the ability to manipulate efficiently the medium of instruction,:be it mother : :;

tongue or a metropolitan language such as English, French or Portuguese will enhance 1earn1n g not -

only the language but also mathematics and physical sciences. Overall then, the more practice is. "+

made available to learners in these three categories of disciplircs, the better the general achievement
will be in the end. Constant and persistent failure by girls to discover in textbooks, general readers
and the tedcher's delivered content, strong and positive models of females playing 1mportant roles
«in the generation, validation and use of the substantive content, gradually persuades girls to 'with- :
draw from serious attention to such content. Being too young to appreciate the importance of
gaining skills in manipulating such crucial content outside its purely disciplinary domain, girls at
primary school develop interest in and channel all their encrgies into non-technical subject areas
thereby creating for themselves a basis for lifelong disqualification from the pursuit of technical |
and scientific carcers. Ultimately, therefore, the under-achievement of girls in the primary school is .
not simply the result of their inability to learn but of the failure of the curriculum and the pedagogy .

as a whole to demonstrate to the girls the important link between learning and achrevmg wellon @ o

subjects such as mathematics, the physical sciences and language, and advancement in education -

and the world of work. Until there is sufficient research on schooling, classroom practrces pamcu- . n
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larly those concerning the teaching, acquisition and use of literacy and their impact on the percep-i .~

tions and life of children, it will be difficult to dismiss out of hand the possibility that the nature of .-

school is the most potent factor contrlbutmg to self—ellmmatlon dnd droppmg out of

school(Namuddu, 1991c). ‘ S g SRR

At secondary school, in-school factors, particularly those concermng the structurmg of subJect
choices and the nature of the curriculum itself have been blamed for the streaming of glrls in non-.
scientific areas of study. Duncan (1989) found that a gender ideology that defined various subjects

as female or male was a s1gmf1cant factor determmmg achievement among secondary students-in == -

Botswana. She also found a consistent negative association between femininity and achievement,
which implies that many girls are forced to choose between competence and femininity, and some-
times-they decide to drop out of school altogether in order not to compete with boyfriends. Other:
effects of the gender gap include absence of useful female role models, discouragement by both -
female and male teachers, plus the fact that on the average, schools in which girls predominate - .
have poor facilities and resources and tend to have a larger population of teachers with minimal
academic qualifications and without professional training (Sifuna, 1991). In addition, lack of seri- -
ousness in the pursuit of their-studies; and detraction from-their studies in-pursuit of traditional sex™
roles have been blamed for female poor performance and achievement at the secondary school.

6.3 Summary

The main causes of the gender gap in society concern cultural and traditional beliefs and practices

which limit the access of females to education. Education may legally be available to females; but. -

there 1s no assurance that they will be allowed to receive an education, or to persist in the system.
Several Tactors in and outside the school contribute to the high rates of female drop-out. Normal
biological developmental milestones affect many girls' advance to higher levels of education since.

they reach child bearing age from 12 years, and since there is lack of proper counselling within the

home and at school and a dearth of opportunities, activities, and role models which truly stimulate
the mirids of adolescent females to pursue ideals and lifestyles not based solely on the female re-:

productive ethic treasured by cultural imperatives. Within the classroom, the curriculum and peda- .~

gogy create and enhance negative images and attitudes about females and fail to ascertain that basic
knowledge and skills such as social justice and literacy are mastered. This has resulted in the.para-
doxical situation where education which should be in the forefront of liberating society and ensur-,

ing that all acquire positive attitudes about all members of society and understand the basics of so-
cial justice, is itself a key factor in entrenchmg the gender mequahty and under-achlevement of fe-

males.

1.0 Effects Of The Gender Gap & . . 000 oo

As a consequence of dropping out of primary school or repeating gfades plus all the other factors

listed above, the proportion of females applying for entry from primary into sccondary school is
usually quite low. In the case of Uganda for instance, while females make up nearly 50 percent of
the initial enrollment in grade |, only 35 percent of ‘the females survive to register for the public
examinatiod terminating the 7 year grade cycle. Therefore, a major effect of the gender gap 1s that
there is always only a small pool of educated females eligible for participation in advanced levels of
education. For example, Table 7.1 shows the percentage entry and percentage pass rate for selected
subjects chosen by Swaziland candidates by gender ‘on the 1988 Cambrldge Overseas
Examination Syndicate Council (COSC) ‘ ‘ : L ,
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Table 7.1 The Percentage Entry and Percentage Pass Rate Of Swazlland Cundlddtes
' by Gender, 1988 COSC Examlination ; .
A B c D . WD E o
Cumulative : % Excellent
% Entry ‘ % Pass - ~ . grades(l&2)
Subject Female Male Female Male Female Male
*1. siSwal ‘ 100.0 100.0 99.0 95.0 . 6.0 3.0
*2. English Literature 83.1° 72.8 66.0" " 55.0 ©2.0007.0.2 7
3. Human & Social Biology 69.0 53.6 - 71.0 78.0 2.0 4.0
4. Bible - 61.1 ~ 55.6 78.0 . 78.0 0.7. . 1.0
5. Mathematics - 56.0 70.7 68.0 79.0 .40, 7.0
6. Geography 53.3 65.4 68.0* 78.0 0.3:¢ 2.0
7. History 40.0  41.0 68.0  75.0 2.0 4.0
8. Accounts 38.8 35.5 64.0 70.0 0.6 1.0~
*9. Food & Nutrition 25.0 1,0 99.0 100.0 18.0; 8.0
10. Biology 20.8 24,2 77.0 82.0 .8.0. :8.0
11. Physical Science 16.9 "31.6 - 50 92 0.0 3.0
12. Conibined Science 14.9  31.6 74.0  80.0 2.0 3.0
13. Technical Drawing. . 0.5 123 o 500 292 - e -0.0 3.0
Source: Table 2 in Sister A. C. Smith; "Access of females to education in Swaziland: Questions of quantity and

quality”. Paper presented at the BOLESWA Educational Rescarch Symposmm, July 29 - August 2, 1991,
University of Swaziland,

Itis evident that even in a country such as Swaziland where the proportion of females enroling in
primary and secondary school is high, the proportion of females who register for terminal exami-
nations in a number of subjects, particularly those within the sciences is low. Females' cumulative
rate of passing is lower than that of males in a number of important subjects. The data in columns
Dand E is important because, although incomplete, it suggests the trend in the quality of achieve-
ment by females and males with regard to requirements for admission to tertiary education. In only
three areas of study, siSwati, English literature and foods and nutrition do more females than males
obtain top grades. And for subjects such as physical science, technical drawing, and accounts, the
number of females obtaining good grades is extremely small, if at all. The importance of results in
Table 6.3 for determining the percentage of women likely to enter scientific fields of study can be
gauged from the fact that not only do very few of the potential candidates for tertiary, education
pass with the high grades needed for entrance, but also their proportlon at registration is very
small. , ‘ -

: |1

7.1 Cultural, Secial and Ec,onomu Effects of The Gender Gap e

Second, because education allows only a few femalcs to participate in the formal labour market,
this perpetuates un-recognition of the larger contribution of women generally to economic develop-
ment. The World Declaration On Education For All (1990) defines basic learing needs as "...the
knowledge, skills, values and attitudes necessary for people to survive, to live in dignity, to con-
tinue learning, to improve the quality of their own lives and their communities and nations. When
basic learning needs are met, people are empowered to make informed decisions, respond to op-
portunities, adapt to change and undertake initiatives from which they or others benefit." Learning
igseen as the link betwecen the development of the individual and the development of society. But
the development of a nation is generally envisaged as economic development - or the improvement
of the material standard of the population. Within the African cultural and social norms described
above, those who are perceived as economically productive will be accorded a higher status than
those not so perceived. This implies that the status of females, whether highty educated or not, is
determined not so much by the amount of education acquired, but by how well their contribution to
economic development is recognised within a cultural environment which favours male definitions
of economic productivity(Namuddu, 1991d). Since the economic role women play in their soci-
eties, particularly in individual households, has long been underestimated by the assumptions un-

'
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derlying how economic input and output are measured, the1r overall economic conmbutlon Is re- R
garded as small, if at all. IR R ‘,'v‘f" .

Floro and Wolfe(1991) point out that the accumulatlon of evxdence suggests that decxs1on makmg ‘
power is generated more frequently by economic power than by education alone. And within the
African context economic power is very much tied to the observation made. by Brock and

: Cdmmxsh(199l) w1th regard to the position and role of the the Camerouman woman:-.f;..-r e sl A

" Even lf onc accepts the hypothesis that tradmonally, Camcrouman women were: parallel’ or "
‘complementary' on their roles rather than oppressed, they were certainly in a margmal position,
Women were a scarce resource 'given in marriage 1o the highest bidder.' Their bride price bought
their labour, their sexuality and their child-bearing capacity. Marriage is the only possible future - -
for a female: In one group for instance, all fcmalcs are marricd - even wxdows 1mmcd1alely marry h
ing their husband's heir!" ; ; . : ‘

Therefore women's cwi status as well as their ccunomic contribution can o*ﬂy bcjudged in refer-
ence to those of the husband. These overall effects of the cultural and social norms are superim- -
posed over economic differentials in gender roles to'result in a diminished status for ‘'women,
whether educated or not. The gender gap in status'and therefore, in education at all levels has incal-
culable ramifications for the development of African nations. While it is true that education as part
of the modernisation processes equips people with some skills and knowledge which they require
to participate in public life and household affairs, it is not always possible to utilize such knowl-
edge optimally in a situation of gender inequality. For example, even though at present many more ‘-
males than females have knowledge and skills which would enable them to act and 1mprove the
basic sogial indicators such as: maternal mortality; infant mortality; calorie intake; protein nutrition; -
household sanitation; energy conservation; and literacy; they do not apply such knowledge and--
skills because males do not, culturally, constitute a group whose 'natural roles would allow them
involvement, outside professional roles, in household activities where decisions to improve the
stated social indicators are generally taken. Similarly, while education favourably affects both the
willingness- of women to enter the labour force as well as the shift from marginally productlve to
high productive activities, intervening variables such as age, cultural restrictions on women's ac-
tivities, extent, type and dispersal of industrialization, gender discrimination, and women's limited
or lack of access to complementary resources such as land, technical training, capital equipment or
machines, etc, may limit the alternative options and job opportunities available to educated women.
Furthermore, a real and permanent shift in attitudes, values and behaviours needed to raise the
quality of life cannot be sustained when, only a few educated women are expected to make use of
their knowledge and skill within a social-cultural context in which they are out—numbered by the
uneducated and the insufficiently educated. :

Third, the gender gap results in the under-representation of females at all levels of society and ex-
cludes them from making decisions concerning their own welfare. As a result, the widespread
adoption of equal opportunity regulations, constitutional or otherwise, has not been followed by
real political will at the centres of power to adopt radical programmes designed to redress the gen-
der imbalance in economic power and the structures and resources which support such'power The
fundamental basis for this lack of real political will stems from the fact that the majority of males in
powerful positions do not in fact, accept that females, educated or not, should have an economic
status equal to that of males with regard to instruments of national governance and distribution of
cconomic resources. The majority of males do not accept that the existing cultural, social and eco-
nomic systems disadvantage females; to them a problem does not exist. Consequently, while the
majority of males agree that there is numerical inequality in the participation of females and males
in education and other sectors, they do not accept that such inequality in not 'natural’ and that it is
thercfore, a disadvantage to the females. The majority of males have persuaded themselves that
gender incquality 1s an existential problem which is an unalterable clement of the hunmn condmon
as inevitable as mortality. _ _ ‘ oL S
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There is a small proportion of males who accept that the gender gap is 1ndeed a dtsadvantage to fe- o
males but they regard such disadvantage as solely the fault of the females and not society. They ar--

gue that society provides equal opportumtles to females and males but the former because of either . -
lack of ambition, or self-depreciation, or desire to acquire wealth without striving to-earn it, fail to B
make it in life. The overall consequence is that males who control decision- -making will formulate "+
policy urging women to 'participate in national development' without appreciating the need for:

males and society as a whole to change their attitudes and practices. As long as gender inequality is

not understood as a disadvantage which is socmlly constructed, it will be difficult to genuinely -
contemplate let alone implement policy and activities which provide options and choices that ruly: =~
increase females' access to resources, gtve them more opportunity to realise aspnatmns and poten-

tial, and increase their capacity to cope, in a word ~ to be empoy /ered '

7.3  Summary

The theme in the foregoing discussion on the effc:i of ihe ffender gap has been to empha517e three ;

issues namely: (a) females without an adequate educatiou. sulfer considerable handicaps as individ-

uals and as participants in-national development-as-a result of their-lack of knowledge and skills; - +

(b) females with various levels of cducation are generally unable to use fully their technical knowl-- .
edge and skills because of discrimination in the labour market as a result of the low status accorded ™«
to them as women; and (c) because the decision-making process has traditionally been presided ?
over by males and fem.lles with an entrenched ideology of patriarchy, recognition of the neganve

effects of the gender gap on all who attend educational programs has been slow. °

A TN L

8.0 (,losmg, I‘he Gender Gap At ng,hcr Lducatlon RN

How can the representation of women in higher education be 1mproved? As hds clearly been
demonstrated in the foregoing description and analysis of the situation of enrollment of females in -
the education system, the under-representation and under-achicvement of women in higher educa-
tion have their origin at carlier levels of education. We cannot expect the number of women enter-
ing higher education to rise dramatically until there has been a correspondingly larger enrollment
and persistence of females at secondary and primary schools. This point has clearly been-demon-
strated'in Kenya. An aspect of policy in the 8.4.4 education system implemented in 1983 insisted
on science for all secondary schools. As a result, in one agricultural college the intake of women -
rose from 10 percent in 1983 to 37 percent within a period of 10 years. Admittedly, the majority of
women who gained access to the college had attended good secondary schools with laboratories ©
and science resources enabling them to conduct experimental and practical work. However, the =~ -
dramatic rise in their numbers as a result of a policy mandating science for all shows that policies =~ !
of this nature can be effective in forcing at least, the well equipped girls' schools to use available " "
resources in order to open career opportunities in higher education previously closed to women be-. .
cause of availability of easier options in the choice of subjects at secondary school. The following -
examples of policy formulations to increase the participation and retentlon of females in higher ed-,
ucation are offered as suggestions for discussion. , . T S AT R S
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§.1 Incleasing Numbers ' : -!' o , .
Any pohey designed to increase the number of female pdmcnpdnts in htgher educauon must tdke o
cognizance of the overall purpose of higher education. Higher education is expected to contribute
o national development in three critical ways, namely: (1) the preparation of people needed to fill
high-level scientific, technical, professional and managerial jobs; (2) the generation of-knowledge
and innovation needed for development through indigenous scientific research and as agents for the
acquisition, adaptation, and dissemination of scientific and technical knowledge devéloped else-
where; and (3) the preparation of people who can create, organise and manage social and non-
governmental institutions and fora which provide a counterpoint and a consultative role to various
analytical perspectives presented by traditional institutions, such as political and religious
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sroups(World Bank, 1988). This implies that the intellectual calibre of females enroled in hjgher .
xducation must be such that women can take maximum advantage of the knowledge and facilities

offered so that on graduation their capacities can indeed reflect a reasonable correspondence to the .

ask that lies ahead. Therefore, the number of females can, increased by setting up a quota systemto - .

)

»nable the admission of all women who qualify for entry e

Makerere University in Uganda for instance, has in place a quota system whereby all women who -
ipply for admission are given an extra 1.5 points. This means that a number of females are enabled' - .
oreach the minimum points required for admission in courses of study requiring the lowestentry -~ =
grades. In cases where a female had already attained the minimum requirements, the extra 1.5," . -
points may enable her to pursue the area of study of her first choice. It is important to note that this . |
wmission policy does increase the number of females at tertiary education and at the same time,. . -
:nables a number of them to pursue their desired careers and thus distribute them more evenly = .~
across a range of technical and arts fields. While the policy has been generally accepted there have
been a lot of controversy about it basically because of the tendency to regard it as a mechanism for - -
admitting into university, women who do not initially qualify. Because all women applicants are . ~
given the extra points, some males meeting the minimum requirements may be denied entry-into ei-"
ther a course-of study or the university altogether. There has been no follow up to see how those
females who were given an extra 1.5 points in order to pursue courses of their first choice had -
faired. Those opposed Lo the admission policy have claimed that it is these women who contribute
to the’ wastage through repetition and dropping out. But without figures of any kind, it is
impossible to judge the substance of such claims. It might therefore be extremely useful:to conduct
tracer studies since this is the sort of policy other universities may need to examine for adoption. . .

. ‘ } L
8.2  Working On Retaining Females In Higher Education L _—

Since quite a sizeable proportion of females - approximately 20 percent - who enrol fail to gradu-
ate, the economic, academic and other environmental causes of dropping-out and 'underachieve-.
ment“should be eliminated. Unfortunately, there are still many gaps in knowledge in this area but
sufficient insight into the persisting constraints exists to enable policy makers to devise:initial ' - :
strategies while research attempts to discover a more complete picture of these constrains. With . .. '
regard to academic performance, females may stagnate early in the pursuit of courses such:as . .- -
statistics, engineering, medicine, bio-chemistry and physics and chemistry even,when they have '\ .-
- come with adequate grades. The fast pace at which such courses are conducted is often a source of - .
- anxiety particularly for students with a variety of backgrounds.-Since it is generally known that " .-
pre-university teaching concentrates on specific examinable content, important content and skills * -
which form useful background to university courses may be skipped at secondary school in pursuit .

of these narrower aims. It is important for higher-education to devise diagnostic tests which can
pin-point exactly the weaknesses which students, particularly those who have attended schools | ,
without adequate scientific equipment, come with. This should be followed by making available to . "
all students remedial courses in various technical areas as well as in skills, such as inﬁependent':-
study skills; speed reading and paper writing, . o R T
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Women- professionals in some countries such as Ghana hold what they call clinics for young ' |
women 1n- secondary school who show potential in technical subjects and mathematics to try toen- .
courage them to pursue such subjects up to tertiary level. Although participants in these clinics ' " °
have found that it is often to late to 'salvage' all potentially capable girls, this is a model that could = |
bereplicated on campus. All universities now have some female academicians and administrators. ~ |
These women could form informal organisations for female students where they could play not

only a counselling role but also offer positive role models in different areas of study.: The infor-
mality of these groups should not be interpreted to mean that universities should leave the forma-

tion of these organisations to the interests and resources of individual members of staff. An institu-

{tlonal pollcy fr_arpework, a clear mandate, financial and time resources as well as mechanisms for:
fewarding participants in such programs must be set up. Linking undergraduate women with se-

oot . [ ' . Vet oy ol !'
, . . .



Gender Perspectives {n African 1igher Education

nior academic, professional and administrative females would help to improve knowledge and in-

struction for both teachers and students and assist in attractmg and recrultmg the best women mto_ A

post graduate work. : o

With regard to the learmning environment itself, Coombe's report leaves little doubt that board ahd .

lodging conditions have deteriorated considerably on many campuses. Hand in hand with this

physical deterioration has come a laxity in the kind of security women students can expect on cam- s
pus. Sexual harassment is rampart on many campuses and there are suggestions that some females /- .
are droppmg out due to insecurity while other women prefer to terminate their contact with the uni--

versity campus as soon as they complete their first degree. It is-obviously unrealistic to expect cam-

puses to be a haven for mutual understanding among men ‘and women, be secure for women, and

lacking in violence when the rest of society is gripped under these very negative conditions. In this

situation, having information available, and setting courses on how women students can protect
themselves against attacks, kidnapping, rape and other acts of v1olence ‘may be the most crmcal ac-

tion that policy makers need to make. . S

A special constraint to-women students concerns those who de01de 10 become mothers wh11e st111-~-;_ o
pursuing courses at university. Up-to-now university policy has argued that university women be- *
ing mature and therefore, responsible for their decisions should bear the consequences of their ac- . . *.
tions. Universities have therefore always refused to offer financial assistance and accommodation =~ . 1 '
to pregnant students and married undergraduates. This results in probably the highest number of = - . :{-
female drop-outs and those performing poorly in the examination. If such women are taking -

sciences, they will in all probability miss important tracts of experimental work, graduate. with low

grades and be disqualified from pursuit of post-graduate work. What is needed is a policy which- .
calls omrthe university to affirm not only its broad mindedness and pursuit of excellence but also to .
be an active agent in changing outmoded institutional culture so as to become a positive role model :
to the rest of society. The policy needs to formulate strategies which supplement the resources .
made available to the female to enable her to have a health pregnancy and bring up decently a new -

member of society. This could be done by increasing the amount of financial assistarice to enable
the student to hire decent accommodation and help. The medical schemes normally ayailable on
campuses could be used to assist women with all medical expenses and needs. In addition, the fe-
male should have options available for pursuing the course without incurring stigmatizing punish-
ments such as repetition, being assigned supplementary examination, and being refused to. conduct

experiments missed. . Ot AR TS PR SO LS

e

All the above policy options and suggeslions should not be considered in\insolation of other. poh-
cies seeking to introduce either cost sharing or full-fee paying schemes at tertiary level. If as earlier
pointed out, a disproportionately large number of females have difficulty raising school fees at

primary and secondary school, how will they cope when they reach tertiary education when fees -

are extremely high? Similarly, how will the number of female students be affected by decisions to

privatise services such as medical schemes, on-campus accommodation and feeding, and the pur-.

chase of instructional resources? Overall, is the situation of females likely to be improved or aggra- .

vated by new policies on private management, private sector funding of the education of profes-
sionals, and self-financing at post graduate level? = | o o

| v B s
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8.3 Brou(lcr Issues In Gender Education

There are however broader issucs which must-be tackled by the university community in order to

sustain the reforms and policies mentioned above. These include at least two activities, namely: (1)

Raising the consciousness of the university community regarding the dimensions of gender
inequality; (2) Tackling the whole way of thinking about educatlon and the nature of the -
currriculum. . o , o \I o :
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‘which perpetuate its existence?; What is the scope and its depth?; Who are the primary victims?;.

‘controversial as this, if proponents and opponents, in setting out their positions, were to contmue (

L E
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§.3.1 Dialogue Rather Than Confrontation

Evidently the first need is to create a forum where dialogue rather confrontation between females :
and males will take place. Until now, efforts by academicians, mainly females, to introduce gender |+
sensitive ways of either organising life at the university or introducing gender-sensitive courses '
have been characterised by resistance from their colleagues, the majority of whom are males. The

most disheartening aspect of such resistance has been the use of ridicule rather than rational argu-:

ment by males to dissuade females from instituting gender education. Any female academician who .
chooses to become a visible proponent of gender education runs the risk of being insulted, her in- :~:— -
tellectual integrity questioned, and given all sorts of unpleasant names. Such harassmentdoes not = "+ "
siop at the woman. If she is married, men will make a systematic effort to persuade her male part- '
ner to curtail her activities by brandmg him a coward who lms acqu1esced to ‘havmg another man

inhis own house. L . o p‘ "

Another detrimental tactic by males when confronted with a debate on gender issues is to. d1vert the
discussion from the real issue - gender inequality. For instance, whenever a dlscussmn on the - |
property rights of women is broached, the males will interject that the majority of men are-as'poor - -
as the majority of women. Whenever a discussion on rape is opened, males will insist that females

ask for it' by wearing flimsy clothes. Males are generally unprepared to accept the fact that,
"Regardless of how a woman looks, whether she is five or eighty-five years old, all women are
potential rape victims". Similarly, whenever women insist that just as workers should make deci- -
sions for workers from their experience of being workers, women should make decisions for
women from their experience of being women, men sweep the issue aside by insisting that is not
democracy, it is not biblical, or it is against culture thus effectively terminating the discussion.
Unforturiately, females have not been known to cut her01c flgures as they either 'drove their pomt
home or took to flight from such provocation! ‘ _— ;

There is need to understand the variety of ways in which gender mequahty operates by fmdmg
genuine answers to questions such as: What .are the causes of the problem and circumstances

Who are the beneficiaries? Who are the secondary and tertiary victims? And research must play an;
increasingly important role in assembling the answers to these questions.; After all, not even the
fermales know all the different facets involved. It would be disastrous if not suicidal, in an area as’

to rely solely on their intuitive understanding and haphazard knowledge as is presently the case... - = |
Academicians, particularly females should not believe that the mere setting up of a strong women's | ; i
movement will suffice in an era which is 1ncreasmgly persuaded by numencal and researched evir: !
dence..” o : T PR E SO B
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Parajuli and Enslin(1990) have urged that the relationship between critical educ‘ation'and socia_l ’
movements is mediated by the dynamics of creating and asserting knowledge. An empowering ed-
ucation is not one which imposes alien knowledge but one which critically generates the history
and culture of the participants. An empowering education should reveal the conflicting interpreta-
tions of knowledge between dominant and subordinate groups such as men and women. This is_
crucial when knowledge, rather traditions, must serve as the most significant factor in the contesta-
tion over power, identity and public spaces. It is therefore, gratifying that the African Academy of :
Sciences in Nairobi, with financial support from donors who constitute the DAE Working Group
on Women Participation in Education of which the Rockefeller Foundation is the lead agency, is
underwriting several in-depth case studies and research projects aimed at: (a) answering some of
the above questions; (b) identifying on-going innovative programmes in the area of gender; and .,
collating data on the most strategic ways of increasing female partlcxpanon in education and na- i
uonal development (AAS 1990, Rockefeller Foundation, 1990) , - :
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8.3.3 A Case For Gender Lducauon | B . g T

As noted earlier, major flaws in the cumculum and methodology at all 1evels of educauon affect

and handicap all students, whether female or male. The overall effect is that students graduate
without being properly trained for deployment in development work. However,: although the -
severity of these shortcomings is comparable among females and males, females suffer from them -
more than males because of the already deeply entrenched cultural, social and economic biases
against them. As noted earlier, less females enrol in tertiary education. Among those who enrol the ... =
largest proportion is to be found pursuing the arts, education and home economics while few regis- ; ( ,{
ter in the sciences and in fields such as medicine, forestry, agriculture, and veterinary science. In .
addition, there is a high percentage of wastage among females and fewer numbers of females' .: ..
achieve sufficiently high grades at undergraduate level to'enable them to pursue post-graduate ";" .
work. In view of these disparities in the performance of females and males there is a tendency to: |
think that either females need special courses or knowledge to prop them along the way or higher
education institutions should create special departments for women's studies. These approaches, :-
although initially well intentioned, rarely solve the problem of gender inequality because the -
courses or departments offering female-courses often become ghettos for female students. ‘Inthe -
real-world economics and politics of the university, such courses or departments, usually stdrted

with external support, are vulnerable to shifts in funding and management, and more ‘crucially, -

they fail to make a dent in the ncgative attitudes and values of the males, who do not subscnbe to
female courscs. , ‘

The creation of women's departments, courses and similar structures have the positive élement in -
that they provide a permanent forum in which issues on women and gender can be discussed.
However, the real temptation of 'pushing' all bothersome issues that have something;to do with.
women in the women's department, is a frequent but unpalatable consequence which administra- - ...
tors and academicians ought to be wary of. What is needed are not courses on females for females .

but courses on gender for females and males. Such courses should properly integrate information

about fémales and males in such a way-that the participants can critique not simply the validity of

such information but more crucially the behaviours which are manifested by such information. The ~
courses would have another characteristic namely, integrating into one.course information which -

is normally dealt with in different disciplines. For example, a course on human reproductive biol-

ogy would include not simply the structure and physiology of the reproductive system but also
human sexuality; reproductive anthropology; reproductive rights; the cultural, social and economic’
impact of paternal and maternal rights; contraception and family planning; rape, child defilement -

and child pregnancy; and family health and multiple sexual partners. A serious handicap in tertiary
education is the lack of a category of knowledge which has a practical and personal application to

the student. Many graduates have a hard time arguing their case for gender equality or 1nequahty
precisely because they do not have knowledge which would enable them to conceptuahze their:. . @
personal situation sufficiently to be able to take the most Strategic options whether in subject -
choice, career prospects-or indeed, in their personal lifestyle. There are at least six fundamental

areas of such knowledge: basic knowledge on learning and teaching; home economics; , publlc law.
interest; reproductive biology; child development; and participation of females and males in sector
development whose ignorance by students seriously affects g,ender relauonS' P T

The potential contribution of gender education for all students is unknown since no umver51ty or
secondary school is known to be offering such courses. But as has frequently been asserted in the!
case of racism, knowledge may Or may not wipe out racism, but it broadens the mind sufficiently-..

to enable one to reflect on the situation of another, thus widening the possibility for eribarking on
positive change. For instance, it is possible that understanding teaching and learning might enable -
all students, but particularly females to re-claim a public area which, if they knew how, they could

use most effectively to chip away at the negative attitudes and values about females. With regard to -
home economics, the exclusion of the majority of male students from any understanding of the .
1mmense amount of work in the home is most probably responsible for the continued under—estl- (
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mation of the economic value of such work. The area of pubhc mtcrest law deals w1th such issues.
as the protection of civil rights and liberties, curbing of the arbiirary use of executive and adminis- :
rative power, defense of the rights of minorities, women and children, and the assertion of the ‘
right to legal representation and due process. Until all students learn and understand these aspects’ =
of law, they cannot be expected to make rational decisions at critical and often crisis times in their

lives. Many students, especially women who may not have had adequate learning of biology, re--

fain many misconceptions regarding reproduction. As potential parents, guardians and professxon— :

als they should understand why concentrating on self-development is the most cost-effective, |
long-term investment that can be made in order to ensure and strengthen their capa01ty to attend ef-
fectively to children's emotional, intellectual and physical needs. As Paz(1990) points out, future = . .
parents should understand early not only. their biology, but also that formal educational provision ; : .-
cannot compensate for an impoverished home environment, nor offset the effects of inadequate - |
parental care and support. The first task of parents is to prevent disadvantage by sundering the vi-
cious cycle of improper care and teaching of children through which the heritage of disadvantage is -
passed from generation to generation. And finally, students need knowledge on the status of the
various sectors of national development without which they are severely handicapped in choosing

careers and searching for the kind of employment Wthh would approprmtely actuahze the1r deep
yearning to develop their society. : :

Whatever ficld of study, be it medicine or the arts, a student pursued at university, if in addition  °
s/he had a reasonable grounding in these areas of knowledg,e s/he would certainly leave the uni- -
versity a better informed graduate, much more prepared to face the world of work and pubhc and
prw.uc life. Universitics are now embarking on new and innovative ways on how to raise and or- .-
ganise their finances, their curriculum and their governance. These changes and reforms are con- . .
xived and their implementation attempted within a philosophy which focuses on what'‘individual
institutions can do to improve the quality and functioning of society and not on what others are -
Joing or have done before. It is in areas such as gender education where the university in Africa
needs fo.play a first and leading role rather than replicate what others have refined or walt unnl all

f society gives approval to the task of brmgmg about gender equallty' S S T
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.0 Concluding Remarks o ,"f S R NI
While raising the participation and achievement of women in higher education is correctly regarded

1§ a pre-requisite for i improving their situation in all other spheres of life, education of itself is.a .

low process which must be given every kind of support and nurture by policies outside the '

ichool. Therefore, there is need to create a sustain a total policy environment which screens all :
levelopment action and targets for their involvement of women as decision-makers, part101pants

nd beneficiaries. In other words, women's issues should become an aspect of each and every

policy under consideration. Fortunately this will cost little and yet have the. potent1a1 for brmgmg

tbout equitable development. It is patently unwise to continue to expect that women's issues will

be adequately dealt with by a single ministry or department or bureau. In addition, the total pohcy
environment must address itself to a number of existing discriminatory practices, not so muchin -, -,
recruitment hut in promoting graduate women to senior managerial and leadership posmons in the ’
lbour market. The realization by women that society will continue to deny them chances for :
promotion, advancement and leadership even when they possess high levels of education and '
raining is a serious de-motivating factor in their pursu1t of education. It is important that spe01ﬁc
policy be clear on how the employment and promotion mechanism will operate to ensure that a
tertain quota of women are promoted dt each grade every year. Similarly, the policy needs to be -
specific on how women can seek redress in cases of what they judge as discrimination. With
specific targets of women set to be achieved on an annual basis and within a known txmetable of

work, employers should be made to explain why such targets were not realized. -

Females, particularly those who have benefited from higher education, are agitated by soc1etys
dxsregard of their potential, their knowledge and skills which lie dormam even after surmountmg
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such difficult-odds. Many professional and long serving ferynalves watch helpléégly 'irr'.their"gate-;:,'

keeping roles as males with less qualification and experience move up the ladder to become ‘those. ;- *

in command'. Females in teaching and administrative positions at university are disheartened by - .
the economic crisis which has brought them below the poverty line. Combining their dual role’as”: .
professionals and housewives, does not afford them the time and opportunity to hold ‘a third job’
at a time when holding 'a second job' is somethmg which has become more or less ‘normal’ for.
their male colleagues. In addition, in many countries where there has been repeal of discriminatory -
laws to enforce equal opportunity; to punish severely sex offenders; to protect female property
rights; or even to increase female participation in education;. little, if any, of the promised action
has been realised. Women, educated or not, remain overburdened with work, live on marginal in-
comes, participate peripherally, if at all, in important nat10na1 decrslons and rarely have peace of
mind-about their future and that of their chrldren , S T S
The guiding principle for educators, policy makers and planners in tackling the entrenched dimen- -
sions of gender inequality in African societies should be the edict that "We cannor exceed the -
physics; if some things have to grow other things have to diminish, so that the constituent elements -
can be released and recycled.” (Fuglesang, 1991).. Females, supported :by-an appropriate- pro--
gramme context which offers opportunities for action should increasingly become unwilling to set-
tle for sccond best standards and attenuated provision and should demand equal rights in access to

a proper education and cconomic productivity as equal citizens and not as the: 'deserving As
Paz(1991) has promiscd, if one believes in the 'journey' design there is no recipe. There is only -
the attempt to do it, and the learning process that emerges as a result. But by accepting the need to
embark on such a journey, the first step is already taken. Another 'first' step has bccn taken by in-
cludmg the drs(,ussron of genderissues in a semmar of this calrbre e L
Yunus( 1991) hdb argued that pcace should not be understood in mrlrtary terms like abscnce of
armed conflict. Peace should be understood in a human way, in a broad social, political and eco-
nomic way. Peace should mean social justice between nations and within nations. It should mean
establishment of human rights for all people. He concludes: "I do believe that energy expressed
through actions by large enough numbers of people can change things. ... this energy in action..
manifested itself in individual boldness. Individual boldness soon grew into collective boldness o
break open barriers. People forced themselves free from the barriers of dogmas, from the legacy.of - :
the past, from the routine submission to the authority. They showcd that the free spirit of human
beings cannot be contained no matter how skilfully you packaged it". Therefore it is not enough for
females, highly educated or not, to keep themselves hopeful by what Friedrich (1991) has called
the grandest dream - that one day, one would understand. Women will have to do the understand-
ing fast, by educating themselves through research on gender issucs; by working hard in all sectors
of production; and by forming coalitions and pressure groups for a relevant curriculum at all levels .
of education and society. More crucially, females will have to boldly insist that others should be- -
gin to know how to eliminate gender mcquahty, bccausc to paraphrase tht Yunus(1991) has said
about clrmmatmg poverty ‘ R T TS
‘There must be a thousand and onc ways 0 rcmovc gcndcr mcquahly from lhc carlh Wc may or iyt )
may' not know some of those ways already. Obviously there arc many more ways yét fo be de- | ;._'!
signed, each more cffectively than others. When we shall find them, how many of them we shall’
find, how quickly we lind them, will depend on how cager we are 1o find them. But to say that '
gender incquality cannot be overcome, directly and quickly, is Lo undcrcsumalc the capacity of the
humdn mind'.
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