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DISCLAIMER

This research project is one of 23 projects funded by EC-PREP, a programme of
research sponsored by the UK Department for International Development. All EC-
PREP research studies relate to one or more of the six focal areas of EC's
development policy in the context of their link to poverty eradication. EC-PREP
produces findings and policy recommendations which aim to contribute to improving
the effectiveness of the EC’s development assistance. For more information about
EC-PREP and any of the other research studies produced under the programme,
please visit the website www.ec-prep.org.
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SUMMARY

The main objective of this study is to contribute to improving the effectiveness and
efficiency of development policies and cooperation of the European Community, the
European Union and other development actors by understanding the ways by which
relevant basic education can contribute to achieving food security and sustainable
rural development.

Many development policies — including the European Community's development
policy which is currently under debate and review — encourage approaches which
integrate multiple strategies for poverty reduction. These include food security and
sustainable rural development, as well as promotion of equitable access to education.
The results of the current study are expected to further improve poverty reduction
policies, programmes and projects by revealing the dynamic interplay between
education relevance, food security and sustainable rural development.

Food insecurity and under-education are still common in many developing countries.
The challenges are enormous, especially in rural areas where food insecurity, poverty
and educational deprivation often create a vicious circle. Climbing out of this ‘poverty
trap’ can not be achieved by addressing one sector alone. It is therefore essential to
explore feasible measures in which these interrelated issues can be tackled together,
focusing on interventions which have the greatest effect on poverty reduction.

Basic education initiatives in rural areas which have used agricultural or
environmental experience as a means of making teaching and learning more relevant
and the potential impact of this kind of approach on food security and sustainable
rural development were studied. This was done through a global literature review,
looking at different policies, initiatives and analyses complemented with field work in
Kenya, Zimbabwe and Mali. Potential implications for policy and suggested areas for
increased investment are proposed.

Main findings include the following:

e Relevant basic education contributes to rural development; the quality and
relevance of schooling can positively influence productivity.

¢ Relevant basic education can help imparting life skills which are useful in
alleviating poverty in rural areas.

e School curricula are often overloaded and leave little room for local
interpretation; rural teachers are often poorly equipped.

e Teaching and learning support materials are in many cases inadequate.

e Agricultural and environmental experiences can be used as a way of making
basic education in rural areas more relevant to the local situation.

e Community ownership is crucial for relevant and effective basic education.

Implications for policies and donor support include:

e A concerted multi-sectoral effort in rural areas of the developing world to
develop basic education geared towards rural development is needed.

e Basic education in rural areas should focus on learners’ needs.

e School curricula should be meaningful regarding the life situations of rural
children and relevant to local needs and conditions.

e Improved pre-service and in-service teacher training should be supported.

e Adequate teaching and learning materials should be provided.
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e Improved school-community linkages should be encouraged.
e More effective monitoring and sound scientific research and analysis of basic
education in rural areas should be supported.
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INTRODUCTION

This document reports on the main findings of the study on “The role of relevant basic
education in achieving food security and sustainable rural development”
commissioned by the European Community’s Poverty Reduction Effectiveness
Programme (EC-PREP)! (Ref: EP/RO4/01) and prepared by the Catholic University
of Leuven (K.U.Leuven) in collaboration with the World Agroforestry Centre (Nairobi).

Many development policies — including the European Community's development
policy which is currently under review — encourage approaches which integrate
multiple strategies for poverty reduction. These include food security and sustainable
rural development, as well as promotion of equitable access to social services such
as education.

Progress towards achieving the international development goals of ‘Food for All' and
‘Education for All' by the year 2015 has been too slow. Food insecurity, low school
participation, high dropout rates and under-education are still common in rural areas
of the developing world.

The challenges in these fields are enormous, especially in rural areas where food
insecurity, poverty and educational deprivation often create a vicious circle from
which underprivileged households and communities are unable to escape. Climbing
out of this ‘poverty trap’ can not be achieved by addressing one sector alone.

It is therefore timely and essential to explore feasible measures in which the
interrelated issues of food security, sustainable rural development and relevant basic
education can be tackled together, focusing on interventions which have the greatest
effect on poverty reduction.

This research project wants to respond to this need by understanding the ways by
which relevant basic education can contribute to achieving food security and
sustainable development in rural areas.

! The European Community’s Poverty Reduction Effectiveness Programme (EC-PREP) is a programme of
research to enhance collaboration between the European Commission and the UK Department for
International Development (DFID). Its main objective is to enhance the poverty impact of the European
Community’s development assistance and contribute to achieving the international development target of
halving the number of people living in extreme poverty by 2015.

11
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AIM OF THE STUDY

CONTEXT OF THE RESEARCH

Orienting international development — including EC external assistance — towards
poverty reduction is a complex issue, which requires an integrated approach which
is based on research findings. Despite the growing consensus that poverty is multi-
dimensional and complex, a lot of poverty research has been based on using
approaches and methods that cannot capture a full picture. To deepen the
understanding of poverty, research needs to be multi-disciplinary. This research
project aims to contribute to the understanding of the multi-faceted character of
poverty by studying the relation between relevant basic education and food security
and sustainable rural development.

Education generates important benefits for human development. Research has
provided strong evidence that basic education makes a direct contribution to poverty
reduction and sustainable development, particularly in rural areas. Findings from
several studies around the world suggest that education facilitates an increase in
farm output in rural areas in different ways. Productivity may be enhanced either
through the adoption of more productive inputs and techniques or through
improvements in productive efficiency for a given technology. Farmers with no or little
schooling generally operate far below their productive potential. Furthermore, since
formal education is thought to be particularly important in terms of encouraging the
adoption and spread of innovations, schooling may increase farm productivity and
efficiency further. This has provided scope for increasing productivity and efficiency
through higher levels of formal schooling.

There is little evidence however on how the quality and relevance of education
could influence agricultural production and hence food security and sustainable rural
development, since most studies have focused on the effects of the number of years
of initial formal education, rather than on the effects of the quality and relevance of
this education. This research project aims at helping to bridge this knowledge gap, by
studying the role of relevant basic education in achieving food security and
sustainable rural development.

OBJECTIVE OF THE STUDY

The objective of this study is to contribute to improving the effectiveness and
efficiency of the European Community, the European Union and other development
policies by understanding the ways by which relevant basic education can contribute
to achieving food security and sustainable rural development. The results are
expected to further improve poverty reduction policies, programmes and projects by
revealing the dynamic interplay between education relevance, food security and
sustainable rural development.

12
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2.3 RESEARCH QUESTIONS

Within this framework, the research has focused on the following specific research

guestions:

1. What are the characteristics of a relevant education in rural areas?

2. What are the skills needed for learners to enhance food security and
sustainable rural development?

3. To what extent is an approach on learning these skills reflected in national
policies?

4. How are these skills addressed through teaching and learning in rural primary
schools at present?

5. How do the use of natural resource management in schools and natural
resource management practices in the community interact?

6. What strategies would allow the potential of natural resource management to
be explored as a basis for more relevant teaching and learning in the rural
space?

7. What recommendations can be made on the basis of the research for policy

formulation and implementation?

13
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METHODOLOGY

DESIGN OF THE METHODOLOGY

The research methodology was developed specifically for this project and designed to
find answers to the research questions detailed in Section 2.3.

The project was carried out in 4 phases:

1. Planning and organisation

2. Data collection (including case studies)
3. Data analysis

4. Dissemination.

Phase 1 (planning and organisation) included a desk study through a literature
review, an organisation and planning workshop and the preparations for the fieldwork.
The literature review and the planning workshop and organization workshop resulted
in a clear study organisation. Relevant actors and experts were included in this
process. Participatory research tools and draft questionnaires were cross-checked by
experts to assess whether they were expected to produce the required information
and whether the study objective and research questions were adequately treated.
The research tools were also pre-tested in a school and community which were not
included in the final research.

Phase 2 (data collection, case studies) included data collection in 3 countries
(Kenya, Zimbabwe and Mali). This was done using a wide range of participatory tools
for information gathering and data collection and is described in more detail in section
3.3. Monitoring and controlling was done to regularly assess progress and the
participatory research tools and questionnaires were slightly modified in between the
different case studies where necessary and appropriate.

Phase 3 (data analysis) included data processing, analysis and writing of a draft
report. Parts of the data processing and analysis already took place during the data
collection phase.

Phase 4 (dissemination) included an utilisation workshop, finalisation of the report
including policy guidelines, and dissemination of the results. An utilisation workshop
was organised and this was followed by the translation of findings and conclusions
into recommendations for action (policy guidelines). Based on the results of the
utilisation workshop, a final report was produced and disseminated to users and the
wider public.

14
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The project flow is schematically represented in the diagram in Figure 1.
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3.3.1
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LITERATURE REVIEW

The literature review was designed to provide a comprehensive analysis of the main
issues related to relevant basic education and its potential role in enhancing food
security and sustainable development in rural areas. It involved analysis of research
evidence published internationally. The focus was on establishing not only what is
known about these issues, but also what is not known and how such gaps in
knowledge might be addressed by this research and future research projects. We
were most interested in evidence relating to the rural development impact of
initiatives that have used natural resources as a way of making teaching and learning
in rural primary schools more relevant to the local context.

Published articles, books and monographs, research thesis, statistical evidence, and
government and international publications covering primary education, food security
and rural development formed the basis of most of the review. Relevant research
literature was identified using a number of complementary search methods including
electronic bibliographic database searches, hand searches of journals and other
documents; and email requests for information researchers working in the field.

CASE STUDIES

Field data on the role of relevant basic education in achieving food security and
sustainable rural development have been collected in six schools and communities in
3 countries (Kenya, Zimbabwe and Mali).

The sample size is small due to the nature of the research work. The case studies are
not meant to be representative or comparative of the particular country’s situation.
They are intended to be illuminative, illustrating in a unique study what actually
happens in a rural primary school and its community.

The main focus of the field work was on finding answers to research questions 4 (how
are skills needed for learners to enhance food security and sustainable rural
development addressed through teaching and learning in rural schools at present?)
and 5 (how do the use of natural resource management in schools and natural
resource management practices in the community interact?).

SELECTION OF THE SCHOOLS

The criteria used for the selection of the schools to be studied in detail during the
fieldwork were the following:

e Two schools and communities to be studied in detail in each of the three
countries (Kenya, Zimbabwe and Mali)

e Schools should be primary schools

e Schools should be located in rural areas

e Schools should be public or community schools

e Schools should have attempted to use locally available natural resource
management practices in the teaching and learning process for at least five
consecutive years.

16
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All case studies are in sub-Saharan Africa (namely Kenya, Zimbabwe and Mali). Sub-
Saharan Africa is the only developing region in the world where food insecurity has
worsened instead of improved in recent decades.

Government agencies and NGOs working with schools were interviewed to help in
the selection of study schools.

We decided to focus on primary schools because of the following reasons:

1.

Primary schools are located more closely to the homes of the students as
compared to secondary schools. Secondary schools are often boarding
schools located further away from the homes of the students. Primary
schools thus allow the parents to visit the school more frequently and parents
are likely to have more contact with the teachers and the headteacher of the
school. This makes it more likely that community members have a sense of
ownership of a primary school. In the case of secondary schools, parents
may feel more excluded, not only because of the distance to the school, but
also because often they haven't attended secondary school themselves.

Primary school children are generally more open to new ideas and visions
and more inquisitive.

More children attend primary schools as compared to secondary schools.

Primary school curricula are often a bit less rigid than secondary school
curricula and primary schools have relatively more opportunities for using
cross-curricular approaches integrating different subjects.

We decided to focus on schools in rural areas because of the following reasons:

1.

The study has an important aspect of rural development, which obviously
would come out more clearly in rural areas than in urban areas. In rural areas
in developing countries, most parents of schoolchildren are farmers.

Most primary schools in developing countries are located in rural areas.

17
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PARTICIPATORY RESEARCH TOOLS

The research in the selected schools (and their communities) was done as much as
possible in a participatory manner with plenty of time and opportunities for open
discussion. Methods and tools used in the case study research included:

Semi-structured individual discussions with key informants

Semi-structured individual discussions with school headteachers

School and community walks

Semi-structured group discussions, mapping and ranking with school
teachers

Structured individual interviews and semi-structured group discussions,
mapping and ranking with school students

Lesson observations

Informal observations

Structured individual interviews and semi-structured group discussions,
mapping and ranking with parents

Home visits to parents/farmers and discussions.

These methods and tools are described in more detail below.

SEMI-STRUCTURED INDIVIDUAL DISCUSSIONS WITH KEY
INFORMANTS

In each of the 3 countries we studied, these included semi-structured discussions
with education officials at different levels and representatives of organisations
working with schools and communities in the study area and the country. The
discussion guideline was designed to contribute to finding answers to the research
guestions described in Section 2.3 and more specifically to get a better view on the
following issues:

Influences of schooling on communities (in general)

School activities related to food security and sustainable rural development
which draw on the local environment as a learning resource

Teachers capacity — especially in using natural resources as a way of making
teaching and learning more relevant to rural life

Perceptions on how schools can help in creating food security and wealth in
rural areas, what the learning needs are for students in rural areas and how
they are being taught in school

How skills needed to create food security and sustainable rural development
are addressed in the curriculum and in educational policies

Contact and interaction of schools with parents and the local communities —
and specifically the interaction of agricultural and natural resource
management practices in communities with teaching and learning in schools.

18
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3.3.24
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SEMI-STRUCTURED INDIVIDUAL DISCUSSIONS WITH SCHOOL
HEADTEACHERS

In each school, the headteacher or acting head was interviewed. The discussion was
generally done at the very beginning of the field work in the school/community setting.
The discussion guideline was designed to contribute to finding answers to the
research questions described in Section 2.3 and more specifically to get a better view
on the following issues:

e Structure and the functioning of the school
e Context of the use of natural resources in school

e School activities related to food security and sustainable rural development
which draw on the local environment as a learning resource

e Teachers capacity — especially in using natural resources as a way of making
teaching and learning more relevant to rural life

e Perceptions on how schools can help in creating food security and wealth in
rural areas, what the learning needs are for students in rural areas and how
these learning needs are being addressed through schooling

e Contact and interaction of the school with parents and the local community —
and specifically the interaction of agricultural and natural resource
management practices in the community with teaching and learning in the
school.

The formal discussions with the school headteacher typically lasted for about 1.5 to 2
hours. Throughout the fieldwork, there were also plenty of other opportunities for
informal exchanges with the headteacher.

SCHOOL WALKS

During the first day of research at a school, a school walk was organized allowing the
research team members to familiarize themselves with the activities related to natural
resource management in the school compound. These walks were done with the help
of the headteacher, the teacher on duty or the teacher in charge of the natural
resource management activities.

SEMI-STRUCTURED GROUP DISCUSSIONS, MAPPING AND RANKING
WITH SCHOOL TEACHERS

These discussions and exercises were done in each school with a small group of
teachers (between 5 and 12 teachers), especially the ones teaching in the upper
grades of primary education and/or with a particular interest in the research
guestions.

A mapping exercise of the school and its surrounding community at the beginning of

the discussion allowed getting a better visualisation of possible school-community
linkages.

19
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The discussion guideline for the semi-structured group discussions was designed to
contribute to finding answers to the research questions described in Section 2.3 and
more specifically to get a better view on the following issues:

e Context of the use of natural resources in school

e School activities related to food security and sustainable rural development
which draw on the local environment as a learning resource

e Teachers capacity — especially in using natural resources as a way of making
teaching and learning more relevant to rural life

e Perceptions on how schools can help in creating food security and wealth in
rural areas, what the learning needs are for students in rural areas and how
these learning needs are being addressed through schooling

e Contact and interaction with the parents and the local community — and
specifically the interaction of agricultural and natural resource management
practices in the community with teaching and learning in the school.

Timelines were used to get an historical perspective on the practice and use of
natural resource management in the school. Ranking was done when a list of
different responses emerged from the discussion to get a better indication of the
relative importance of the different factors or issues.

These group discussions with mapping and ranking exercises typically lasted for
about 2 to 2.5 hours each. Again, apart from the formal discussion, there were plenty
of other opportunities for interaction with the teachers.

STRUCTURED INDIVIDUAL INTERVIEWS AND SEMI-STRUCTURED
GROUP DISCUSSIONS, MAPPING AND RANKING WITH SCHOOL
STUDENTS

These interviews, discussions and exercises were done with 50 randomly selected
school students (25 boys and 25 girls) in the upper grades of each primary school.
The same students were involved in the group and individual interviews.

Structured individual interviews with school students were done before the group
discussions to avoid that the outcomes of the group discussions would influence the
individual interviews. Structured individual interviews were kept as short as possible
(lasting between 5 and 20 minutes each). Structured individual interviews were done
as much as possible outside the traditional classroom environment (see Picture 1) to
make the children feel more comfortable and relaxed and to avoid children getting the
impression that this would be an examination type of activity.
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Picture 1: Structured individual interview with school student
(Nyandoro Primary School, Zimbabwe)

The interview sheet for structured individual interviews with school students was
designed to contribute to finding answers to the research questions described in
Section 2.3 and more specifically to get a better view on the following issues:

General background and family situation of the student and distance from
home to the school

Membership of co-curricular clubs in the school

Knowledge and skills learnt in school related to agriculture, natural resource
management and the environment

Homework related to agriculture, natural resource management and the
environment

Practice at home of knowledge and skills learnt in school related to
agriculture, natural resource management and the environment

Perceptions on food security (months of the year which are food (in)secure,
meals taken in a day, effects of hunger on children’s learning)

Semi-structured group discussions, mapping and ranking with school students were

done in each school in 2 groups of about 25 school students.

The mapping activity with students was “make a map of your school compound,
illustrating agricultural and natural resource management practices”. The mapping
activity was usually done at the beginning of a group discussion so that it also helped
in ‘breaking the ice’ between researchers and students. More silent children were
actively encouraged to participate in the discussions.
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The discussion guideline for the semi-structured group discussions was designed to
contribute to finding answers to the research questions described in Section 2.3 and
more specifically to get a better view on the following issues:

e School activities and topics related to food security and sustainable rural
development which draw on the local environment as a learning resource,
and what students have learnt as a result of these activities

e Perceptions on food security (months which are food (in)secure, reasons for
food insecurity, effects of hunger on children’s learning)

e Perceptions on how schools can help in creating food security and wealth in
rural areas, what the learning needs are for students in rural areas, how
these learning needs are being addressed through schooling and whether
students practice at home skills learnt in school

e Contact and interaction with the parents and the local community — and
specifically the interaction of agricultural and natural resource management
practices in the community with teaching and learning in the school.

Ranking was done when a list of different responses emerged from the discussion to
get a better indication of the relative importance of the different factors or issues.

Group discussions with mapping and ranking exercises took about 1.5 to 2.5 hours
for each group. The discussions were held as much as possible without the presence
of teachers.

LESSON OBSERVATIONS

A tool for lesson observation was developed. In each school, between two and nine
lessons were observed in different subjects and grades. Lesson observations were
done with the aim of studying teaching and learning practices, participation of
students, availability of teaching and learning materials and the use of locally
available materials and natural resource management practices in teaching and
learning. The lesson observations were also learning experiences for the teachers
observed, as well as for the research team doing the observing. The different steps
and purposes of the lesson observations are described in Table 1.
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Table 1: Steps and purposes of lesson observations

Steps

Purposes

1. Getting acquainted -

Get to know each other

Get to know the situation in which the teacher
will be observed

Exchange expectations and possible fears

2. Pre-observation -
discussion

The teacher informs the observers about:
— The topic of the lesson and learning
objective
— The lesson plan (if used)
Agree upon:
— The lesson(s) that will be observed
— What data will be collected
— How the data will be collected
— Rules to be followed during the
observation

3. Lesson observation -

Observe the performance of the teacher and
the students
Collect the data agreed upon

4. Discussion with pupils at —
the end of the lesson

Explore:

— How the lesson compared to other
lessons

—  What pupils liked and didn't like about
the lesson

—  What pupils learned from the lesson

— What things pupils learned that might
be useful for them to talk about at
home or that they could use
themselves outside school

5. Preparation for post- -
observation discussion

Analyse the data obtained during classroom
observation

Select specific points to be discussed in the
post-observation conference

6. Post-observation -
discussion —

Share observations and reflections

Discuss what was learned from the experience
Help the teacher think about goals and
methods for improvement if desired

3.3.2.7 INFORMAL OBSERVATIONS

Informal observations were done
study period.

in the schools and communities throughout the
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3.3.2.8 STRUCTURED INDIVIDUAL INTERVIEWS AND SEMI-STRUCTURED
GROUP DISCUSSIONS, MAPPING AND RANKING WITH PARENTS

In each school, about 50 parents (or other family members or caretakers in the case
of orphans) were actively involved in the research. They were the parents or
caretakers of the children we had selected. Again, individual interviews were done
before the group discussions to avoid that the outcomes of the group discussions
would influence the individual interviews. Primary school children acted as co-
researchers for the structured individual interviews, interviewing their parents. This
process is described in more detail in section 3.3.4. The group discussions with
parents, including mapping and ranking exercises, took about 2 to 2.5 hours each.

The interview sheet for structured individual interviews with parents was designed to
contribute to finding answers to the research questions described in Section 2.3 and
more specifically to get a better view on the following issues:

e General background, occupation, type of household, family situation and
distance from home to the school

e Knowledge and skills learnt in school related to agriculture, natural resource
management and the environment

e Homework related to agriculture, natural resource management and the
environment

e Practice at home of knowledge and skills learnt in school related to
agriculture, natural resource management and the environment

e Perceptions on food security (months of the year which are food (in)secure,
preferences of the types of food eaten, reasons for food insecurity)

Semi-structured group discussions, mapping and ranking with parents was done in
each school in 1 group.

A mapping exercise of the school and its surrounding community at the beginning of
the discussion allowed getting a better visualisation of possible school-community
linkages.

The discussion guideline for the semi-structured group discussions with parents was
designed to contribute to finding answers to the research questions described in
Section 2.3 and more specifically to get a better view on the following issues:

e Influences of the school on the community (in general)

e School activities and topics related to food security and sustainable rural
development which draw on the local environment as a learning resource,
and what students have learnt as a result of these activities

e Perceptions on food security (months which are food (in)secure, reasons for
food insecurity, effects of hunger on children’s learning)

e Perceptions on how schools can help in creating food security and wealth in
rural areas, what the learning needs are for students in rural areas and
whether students practice skills learnt in school at home
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e Contact and interaction with the parents and the local community — and
specifically the interaction of agricultural and natural resource management
practices in the community with teaching and learning in the school.

Ranking was done when a list of different responses emerged from the discussion to
get a better indication of the relative importance of the different factors or issues.
Group discussions with mapping and ranking exercises took about 1.5 to 2.5 hours
for each group.

HOME VISITS TO PARENTS/FARMERS AND DISCUSSIONS

Based on advice from the headteacher, teachers and other stakeholders in the school
some parents and students were chosen for in depth interviews. Selection of these
parents was done gradually as the other interviews and discussions evolved.

These parents were visited at their homes. Main purpose was to see natural resource
management practices in the community and skills related to natural resource
management which students are practicing at home. The headteacher, another
teacher and/or students accompanied the research team as guides during these
home visits to parents.

TESTING OF PARTICIPATORY RESEARCH TOOLS

A pilot study was conducted at Mumboha Primary School in Vihiga District in Kenya
to pre-test the participatory tools and questionnaires developed. The pilot study
showed that the questions in the semi-structured questionnaires adequately captured
most of the issues explored. However, some questions or terms were not completely
clear and needed reformulation, others were irrelevant to various respondents and
there was a need to add more questions.

During the testing phase, we also got a better view on the optimal time allocations for
the different interviews and discussions. We also noted that the presence of teachers
during the students’ discussions and interviews should be avoided, because students
could tend to shy away from unfavourable or sensitive answers.

SCHOOLCHILDREN AS CO-RESEARCHERS: CHILDREN
INTERVIEWING THEIR PARENTS

We employed about 300 schoolchildren as co-researchers for parts of the study,
mainly the parents’ interviews. This approach was found to be effective and enriching
for both the children themselves and the rest of the research team.

Few adults are likely to be willing to fill out a questionnaire that is left with them.
Children can instead use questionnaire forms to interview parents. However, children
are commonly intimidated by the idea of interviewing adults. It is true that adults,
particularly in certain cultures, often find the idea of a child interviewing them strange.
If a child is well prepared however, a successful interview can dramatically change
the opinion of an adult about children's capacities. Also, children quickly discover that
they can become the collectors and providers of information.
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We designed the interview forms to be clear and to have a minimum number of
guestions, yet still reveal the information required. We also adapted the language to
the children’s and parent’'s capacity levels, which meant that in most cases the local
language was used.

To build the young researchers’ confidence and skill in carrying out the field research
— and to help them to become familiar with the research tools — they often need
plenty of support and practice (Kirby, 1999). Training children to undertake parents’
interviews was a vital component of the research process and took considerable time.
Children also first practiced the interviews with each other using role play (Picture 2),
which was then discussed in the group to explore how the questioning could be
improved.

Picture 2: Children practicing interviewing techniques using role play
(Nyandoro Primary School, Zimbabwe)

DATA ANALYSIS

Data analysis comprised mainly a qualitative assessment to identify mechanisms that
better enable integrating relevant basic education, food security and sustainable rural
development programmes. As mentioned earlier, the case studies are not meant to
be representative or comparative of the particular country's situation. They are only
intended to be illuminative, illustrating what actually happens in the classroom of a
selected rural primary school and how it links or not to the local community and their
needs. The small number of case studies that are not intended to produce data to be
generalised. The research was also not be action-oriented, but rather evaluative.

Data analysis took place at a combination of levels: individual, household, and school
and community levels. Assessment at the individual level permitted an exploration of
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how different people experience the effects of relevant basic education. Household
level analysis allowed appreciation of links between individuals, households and
schools and communities. School and community level analysis enhanced
understanding of differences within the community and potential community level
transformation generated by relevant basic education as well as some understanding
of potential sustainability of impacts and broader change and influence.

Qualitative analyses were combined with some quantitative analyses. In the
guantitative analyses, we used tests of statistical significance to determine the degree
of confidence in accepting or rejecting a hypothesis. We used chi square as a non-
parametric test of statistical significance for bivariate tabular analysis (also known as
crossbreaks). Hypotheses tested with chi square were hypotheses whether or not two
different samples are different enough in some characteristic or aspect of their
behaviour that we can generalize from our samples that the populations from which
our samples are drawn are also different in the behaviour or characteristic.

POLICY RECOMMENDATIONS

A utilisation workshop was organized for policy makers and other stakeholders where
the outcomes of the study and possible policy guidelines were discussed. This
yielded policy suggestions for future policy reduction interventions, based on the
findings of the study. We used a series of guidelines described by Start and Hovland
(2004) to come up with a Policy Brief.

Policy recommendations were designed to be useful in the development and
implementation of Regional Strategy Papers (RSPs), Country Strategy Papers
(CSPs), country programming guidelines, thematic and sector guidelines and
programme proposals for Community cooperation. The policy guidelines also are
intended to be helpful in the design of multidimensional and integrated approaches to
poverty reduction, particularly in the areas of relevant basic education, food security
and sustainable rural development, thus having the potential to improve the poverty
focus of European development cooperation. The guidelines are also expected to
support developing countries’ own efforts to tackle poverty through their national
development strategies, basic education policies, food security and rural development
programmes and Poverty Reduction Strategy Papers (PRSPS).
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CURRENT EC/EU DEVELOPMENT POLICY
RELATED TO RELEVANT BASIC EDUCATION,
FOOD SECURITY AND SUSTAINABLE RURAL
DEVELOPMENT

FRAMEWORK FOR EC/EU DEVELOPMENT POLICY

INTRODUCTION

The framework for the current European Community’s development policy is provided
by the Treaty, and by the Joint Declaration adopted by the Council and the
Commission in November 2000°. They determine the main thrust of policy and lay
down the basic principles underlying the Community’s approach to development
cooperation.

OBJECTIVES OF EC/EU DEVELOPMENT POLICY

The European Community’s development assistance is one of three elements within
the broader framework of external relations, together with trade and political dialogue.
The Treaty of European Union (TEU) states the importance of assuring “consistency
of its external policies and instruments in the context of its external relations, security,
development, economic and trade policies” (Article 3).

The Treaty of the European Community (TEC) declares in its article 177 that
Community development assistance policy shall foster the campaign against poverty,
sustainable economic and social development, and the smooth and gradual
integration of the developing countries into the world economy.

The draft EU Constitution® confirms that development co-operation is an EU policy in
its own right for which the Community has shared competence. It also reaffirms
poverty eradication as one of the key objectives of external action that applies to all
external policies and all regions.

% It should be noted however that a review of this Declaration is currently under debate. There are three
main reasons for this: 1) an accelerated globalization process, 2) new political priorities in an enlarged EU,
and 3) the emergence of a more robust international consensus. The new Declaration which could result
from the current debate would provide a framework for a longer-term reflection and positioning of the Union
on a series of issues in the international debate, as well as a framework to guide the implementation of EU
aid for development. On 13 July 2005, the Commission adopted a Communication to the Council, the
European Parliament, the European Economic and Social Committee of the Regions: Proposal for a Joint
Declaration by the Council, the European Parliament and the Commission on the European Union
Development Policy “The European Consensus”. The policy proposal aims at reducing poverty in line with
the Millennium Development Goals (MDGs). The “European Consensus” would provide, for the first time in
50 years of development co-operation, a common framework of objectives, values and principles that the
Union — all 25 Member States and the Commission - supports and promotes as a global player and as a
global partner. The Commission’s proposal for a new EU Development Policy puts poverty eradication at
its core. The proposal will now be discussed with the Council and the European Parliament in view of
issuing a Joint Statement by the end of 2005.

® The Treaty establishing a Constitution for Europe has been signed in Rome on 29 October 2004 and shalll
enter into force on 1 November 2006 if all Member States have ratified it.

28



4.1.3

The role of relevant basic education in achieving food security and sustainable rural development

The draft Constitutional Treaty presents this external action as aiming to “foster
sustainable economic, social and environmental development of developing
countries, with the primary aim of eradicating poverty” while safeguarding the EU’s
values, fundamental interests, security, independence and integrity, preserving
peace, preventing conflicts and strengthening international security.

Reducing and eventually eradicating poverty is identified as the main objective of
development cooperation in both the EC Treaty and the draft Constitutional Treaty as
well as, in even more precise terms, in the current Commission’s proposal for a new
EU Development Policy.

The Joint Declaration by the Council and the Commission of November 2000
provides the Community with an overall framework to guide its co-operation and
partnerships with all developing countries with which it has links. The Declaration
emphasises that the main objective of the Community’s development cooperation
policy is to reduce and eventually eradicate poverty, through support for
economically, socially and environmentally sustainable development, promotion of
the gradual integration of the developing countries into the world economy, and a
determination to combat inequality. It also highlights the core principles on which the
Community’s assistance is grounded: sustainable, equitable and participatory human
and social development, with the promotion of human rights, democracy, the rule of
law and good governance as an integral part of this process.

To follow up on these policy declarations, the European Commission has committed
itself to focus its development assistance on helping developing countries achieve the
Millennium Development Goals (MDGS), thereby giving the MDGs a prominent role in
Community development assistance (European Commission, 2004).

PRIORITY SECTORS AND CROSS-CUTTING THEMES

In order to maximise its impact within the global development framework, the
Community decided to focus its assistance in six areas where it could add particular
value:

1. The link between trade and development

2. Support for regional integration and cooperation

3. Support for macroeconomic policies and the promotion of equitable access to
social services

4. Transport

5. Food security and sustainable rural development

6. Institutional capacity building including good governance and the rule of law.

In addition, there are cross-cutting themes that have to be integrated (mainstreamed)
into all activities. These are:

¢ Human rights

e Gender equality
e Children’s rights
e The environment.
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This concentration of development aid on a limited number of predefined areas is
essentially justified on grounds of effectiveness: specialisation makes for more
effective intervention.

Concentration has made it possible to develop a coherent set of sectoral policies and
has allowed the Commission to increase its capacity and expertise in some sectors.
With regard to country programmes, it has enabled the EU to develop coherent
programmes where previously there was just a disparate collection of unrelated
measures.

However, concentration, driving factor for effectiveness, should be accompanied by a
proper division of labour between the Commission and the Member States in order to
better meet partner countries’ needs. This has not materialised until now. In addition,
concentration has been made more difficult to put into practice by the multiplication of
new initiatives, e.g. water and energy following the Johannesburg summit or
integration of new EU priorities like immigration. Mainstreaming has remained merely
a good intention within programming documents. Lastly, in some cases, the selection
of focal sectors a priori has forced some countries to choose their priorities from a set
menu and aid instruments have not been flexible enough to accommodate
adjustment of priorities as and when the need arises. While the principle of
concentration of Community aid at the programming stage of country-based
assistance is a valid one, experience shows that it is hardly possible to meet partner
countries’ requirements with a set formula such as six priority areas (European
Commission, 2005). As a result, it may be more appropriate to define focal areas at
the country level than at the EU wide level (Mackie et al., 2005). These issues are
now being addressed in the Commission’s proposal for a new EU Development
Policy.

EC/EU DEVELOPMENT POLICY AND APPROACH TO
RELEVANT BASIC EDUCATION

The Declaration adopted by the Council and the Commission in November 2000
mentions “support for macro-economic policies and promotion of equitable access to
social services” as one of the six priority areas for EC’'s development policy.
Education is part of this priority area:

“In line with the macro-economic framework, the Community must also
continue its support in the social sectors (health and education), particularly
with a view to ensuring equitable access to social services. Such support will
take the form of sectoral programmes and will be based on a dialogue with all
the partners.”

The fundamental role of education to reduce poverty is recognised at international
level by the Millennium Development Goals (MDGs) adopted by the United Nations’
Millennium Summit in September 2000. The MDGs set two ambitious targets in the
field of education: first, to give all boys and girls a full primary education by 2015; and
second, to eliminate gender disparity in primary and secondary education preferably
by 2005, and for all levels of education by 2015 at the latest. These two targets are
part of the drive to achieve ‘Education for All', a wider objective set by the
international community in Dakar in April 2000.
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The European Community (EC) subscribes fully to the international community’s
focus on basic education and gender equality. This is reflected in the two documents
adopted in 2002 that define the EC policy in the field of education and training in
developing countries: a Commission Communication of March 2002 presenting its
policy regarding "Education and training in the context of the fight against poverty in
developing countries” and a Council Resolution on "Education and poverty".
Together, these two documents form the new framework of the EC’s development
cooperation in the field of education. They identify key goals and essential principles.
The EC approach was further strengthened by the adoption of a European Parliament
Resolution in May 2003.

The Communication identifies three priorities for Community support:

1. basic education, in particular primary education and teacher training
2. work-related training
3. higher education, especially at regional level.

The strategy involves support for basic education as first priority (at both qualitative
and quantitative level) and ensuring that girls as well as boys have attained an
acceptable level of schooling.

As regards the development of basic education, nine main actions are set out:

0] Increasing substantially the total resources channelled into education, in
particular primary education

(i) Improving the efficiency of education systems by drawing up strategies
that take account of the specific situation of each country

(iii) Improving school access opportunities and moving towards free and
compulsory access to primary education

(iv) Gearing budgets towards the most urgent needs for poor and vulnerable
population groups which have only limited access to schools. These
groups include women, people living in rural areas, indigenous peoples,
children and disabled adults, etc

(v) Reducing existing gender-based inequalities in relation to access to
education by promoting the participation of women

(vi) Placing emphasis as much on the quality as the quantity of education. In
this context, teacher training and the availability of teaching materials are
priorities

(vii) Paying greater attention to the impact of AIDS on education systems and
improving the prevention of the disease through education

(viii) Protecting and restoring education in conflict and post-conflict periods

(ix) Increasing knowledge of education programmes relevant to development.

The strategy explicitly mentions education in rural areas as a main concern:

“Education budgets should be geared towards the most urgent needs, i.e.
towards poor and vulnerable population groups which have only limited
access to schools. Priority should be given chiefly to rural areas rather than
urban areas where school attendance is easier and where gross attendance
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rates are much higher, even though severe problems of poverty in towns and
cities may prevent children from attending school, girls and women, children
and adults with special educational needs (disabled, orphans) and
indigenous peoples whose specific needs need to be taken into account
through intercultural dialogue.

From this point of view, the urban/rural balance needs to be seriously
considered. This means that it must be possible to encourage children
brought up in rural areas to pursue their education and training in situ;
vocational and secondary education schools should be located at district
level. When decentralisation processes are taking place the Community and
the Member States should therefore promote financial support at district level
in recipient countries within sectoral programmes.

Recognition of these urgent needs should be reflected by the construction of
more schools closer to areas in which disadvantaged population groups live,
and by the training of more teachers in these areas.”

The strategy also mentions that stress must be placed as much on the guality as the
guantity of education:

“If quality is to be improved it has to be part and parcel of the content of
sectoral programmes which must reflect local situations; the only way of
ensuring success here is to involve the authorities of countries and the civil
society actors working in the educational field. This highlights the fact that
countries must attach as much priority to the abilities acquired by pupils as
to the extension of school coverage.

The issue of quality overlaps the issue of stimulating demand for education.
Such stimulation programmes highlighting the value of education include:
care for infants, activities to upgrade girls’ education, the availability of
secondary education facilities, adult literacy programmes, partnerships
between schools, parents and communities, and measures to promote
children’s health at school (nutrition, school canteens).

More specifically, measures that can help to improve quality include local
community participation in the management of educational issues and
an increase in the number and an improvement of the status and training of
school teachers and principals which is an absolute priority in this context.
Curricula must be practical and adaptable. There must be opportunities to
monitor and evaluate educational performance so that progress can be
measured other than in quantitative terms. The availability and adequate use
of appropriate teaching materials (textbooks) is also important.

The language of learning (in particular the mother tongue and the common
language) plays a key role in access to education and its quality.

Many countries of sub-Saharan Africa and southern Asia have a poor
educational environment. The development, maintenance and appropriate
location of school infrastructure plays a vital role in high-quality results. In this
respect, the importance of locating schools as close as possible to pupils
needs to be stressed.

The Commission also stresses the importance of including in curricula
(wherever possible) essential elements relating to the protection of human
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rights and democracy in the context of education for peace and respect for
cultural diversity.”

EC/EU DEVELOPMENT POLICY AND APPROACH TO
FOOD SECURITY AND SUSTAINABLE RURAL
DEVELOPMENT

The Declaration adopted by the Council and the Commission in November 2000
mentions “food security and sustainable rural development” as one of the six priority
areas for EC’'s development policy:

“Sustainable rural development and food security are an important
component of the anti-poverty strategies of the Community, which subscribes
to the undertakings entered into at the World Food Summit and remains a
major partner under the London Food Aid Convention. Community action
must develop in the light of the ongoing discussions on the relationship
between food security as an objective which contributes to reducing poverty
and food aid as an instrument of humanitarian aid. A closer link will also need
to be sought between food security policy and humanitarian aid in the context
of the link between emergency and development. As regards rural
development, efficiency and sustainability can be assured only through long-
term strategies prepared and implemented on a participatory basis which
make it possible to reflect the priorities of the rural world in general and
sectoral policies. The Community has acquired considerable experience in
those areas.”

Rural development has been identified as one of the six priority areas for the
European Community's development policy, for three main reasons:

e At present, three quarters of the people living in extreme poverty live in rural
areas

e Hunger and poverty are predominantly rural problems

e Rural development plays an important role in economic growth and the
sustainable management of the environment.

The EC's policy and approach to rural development and sustainable natural
resources management in developing countries, as described in the
Communication from the Commission of July 2002 on “Fighting Rural Poverty”,
integrates the objectives of poverty reduction, food security and sustainable natural
resources management in a coherent framework.

In addition to the global objective of reducing poverty, the specific objectives of the
Community's policy to fight rural poverty are to (European Commission, 2002):

(i) Promote broad-based rural economic growth

(i) Ensure more equitable access to productive assets, markets and services
(such as land, rural finance and rural infrastructure)

(iii) Support human and social development by investing in human capital,
especially in social fields such as education and health

(iv) Ensure sustainable natural resources management

(v) Reduce vulnerability to risks
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(vi) Address social and political exclusion by building more effective,

accountable, decentralised and participatory institutions.

As far as our current study is concerned, we are mainly interested in the third
objective “support human and social development by investing in human capital,
especially in social fields such as education and health”:

“In the education sector, EC support will focus on strengthening the
management and delivery of education services, mobilising resources and
improving school buildings in remote rural areas, staff training, curriculum
development, and measures to encourage girls, ethnic minorities and other
disadvantaged groups to enrol and stay in school.”

According to EC’s Guidelines for Rural Profiles and Strategic Frameworks (European
Commission, 2000c), low educational levels and inequitable access to education:

Reduces livelihood options and opportunities open to poor people, especially
women and members of other disadvantaged groups.

Keeps labour productivity low, limits spread of new ideas in agriculture, and
reduces likelihood of attracting direct foreign investment.

Limits spread of information.

Limits ability to make informed political choices; reduces people’s awareness
of their legal and constitutional rights.

Reduces sustainability of institutions by excluding broad-based participation.

EC’s Agricultural Sub-Sector Strategy Paper (European Commission, 2000b) also
refers several times to the strong implications of basic education for human
capacity in agricultural development in the following potential areas of strategic
engagement by the EC:

Support for basic formal education

Support to governments to allow improved mainstreaming of gender in
education

Support for (especially) primary formal education in the less advantaged rural
areas.
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LITERATURE REVIEW

EDUCATION AND RURAL DEVELOPMENT

ECONOMIC RETURNS TO SCHOOLING

While a variety of models and ideas have been developed to explain differences in
economic growth rates across countries, they invariably include the importance of
human capital, which is enhanced by a strong education system (Hanushek, 2005).

Private economic returns to schooling are substantial. The contemporary economic
approach to education started developing from the late 1950’s onwards with Jacob
Mincer's application of human capital theory to the measurement of the economic
return to education as the impact that the number of years of schooling an individual
received has on her earnings. The returns to education literature has kept on
innovating conceptually and methodologically, and it is now established that human
capital acquired through schooling has a causal impact on earnings that can be
measured econometrically (Card, 1999; Leclercq, 2005).

The importance of basic education to improving individual lives has been argued from
various perspectives. From a narrow perspective of agricultural improvements, basic
education improves farmer productivity. From a somewhat broader perspective of
food security and rural development, it facilitates off-farm employment and the
economic development of rural areas. Often the returns are highest for primary
education, more moderate for secondary education (some studies suggest however
that the returns on secondary education are comparable to those for primary
education), and lower (but still considerable) for higher education.

Because of its early emphasis on the productivity impact of the human capital
acquired through schooling, economics has focused on the number of years of
schooling and other measures of attainment (the ‘quantity of education’) and on the
achievement of so-called ‘cognitive skills’, be they basic literacy and numeracy or a
more advanced mastery of language, mathematics and science, which are relatively
easy to quantify as test scores. Other social sciences, however, have emphasized
different dimensions of schooling, e.g. its impact on the psyche and the socialization
of the students (Leclercq, 2005).

Education affects development through its enduring impact on various dimensions of
cognitive competence: literacy (reading and writing), numeracy and problem solving
(Scribner and Cole, 1999). These cognitive skills affect an individual’s productive
behaviour and ability to use the products of technological change correctly.

Education has the possibility of making both the individual receiving it and other
better off. Specifically, a more educated society may lead to higher rates of innovation
and invention, make everybody more productive by helping firms introduce new and
better production methods, and lead to more rapid introduction of new technologies
(Hanushek, 2005).

Education is a cornerstone of sustainable rural development; primary education is its
foundation. It improves the productive capacity of rural societies and their institutions.
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There are various explanations of why schooling contributes to economic productivity
and development (Carnoy, 1995). These include the following:

e Individuals acquire skills in school that enable them to be more productive.

e What individuals learn in school makes them more likely to adopt new
technologies and practices.

e Schooling helps individuals function more effectively in modern production
organizations.

e Schools socialize people into functioning effectively in modern society.

e The discipline of learning taught in school helps individuals learn new skills
outside of school.

Past research into economic growth differences across countries has emphasized
school attainment differences and has found them to be highly related to economic
growth. But the quantity of schooling is a very crude measure of people’s knowledge
and cognitive skills. Moreover, the role school attainment plays in economic growth
has become controversial. A large part of the controversy — and the resulting policy
mistakes — revolves around a fixation on school attainment without explicit
consideration of the quality of schooling (Hanushek, 2005).

BASIC EDUCATION AND AGRICULTURAL PRODUCTIVITY

Of particular importance for rural development is the productivity of farmers, since
the vast majority of the rural poor depend on agriculture and natural resources for
their livelihoods. The direct effect of basic education on agricultural productivity is well
documented. Workers and farmers with more education are generally more
productive than those with less education. Four years seems to be the threshold
beyond which education pays off, at least in rural areas of developing nations,
particularly in Asia. Kurosaki and Khan (2004) showed that the effects of primary
education on crop productivity are positive but the additional gain from higher
education is small.

Lockheed, Jamison and Lau (1980) summarized the findings of eighteen studies
containing thirty-one data sets from thirteen developing countries. They concluded
that four years of primary education increased the productivity of farmers 8.7 percent
overall and 10 percent in countries undergoing modernization (largely in Asia).
Education increased the ability of farmers to allocate resources efficiently and
enabled them to improve their choice of inputs and to estimate more accurately the
effect of those inputs on their overall productivity. Phillips (1994) reviewed an
additional 12 studies using 22 data sets (with more recent data and greater
representation of Latin America), and confirmed these general trends. The average
increase in output owing to an additional four years of schooling in the studies he
considers is 10.5 percent.

Appleton and Balihuta (1996) point out that these surveys included only two African
studies (both on Kenya) and that education was not found to be significant in either.
They review several additional African studies and find that the effect of schooling on
agricultural output is usually not significant, though in some cases it can be large,
indicating that there is substantial variation in returns to schooling both within and
between the areas surveyed. The authors suggest several possible reasons for the
lack of significance of education in the African studies, including small sample sizes
(for a few of the studies), errors in measurement of farm production, and wide
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variation in the actual effects of education on agricultural output in different areas and
under different farming systems. These reviews illustrate the need for further
investigation of the effects of education on farm productivity in Africa.

Numeracy and literacy are developed through basic education and are both very
valuable skills for rural farmers. Farmers who can read, write, and understand
numbers can allocate inputs efficiently and thus increase productivity (Jamison and
Moock, 1984). Numeracy helps farmers estimate the profitability of past activities and
the risk of future ones. Reading and writing help farmers keep records and properly
apply agricultural technologies. Cotlear (1986) stresses the relationship between
education and technological innovation by emphasizing the importance of non-
cognitive aspects of education - such as receptivity to new ideas - which put the
educated farmer more easily in contact with new technologies. A modern or
technically changing agricultural environment is correlated with higher returns to
education (Phillips, 1994).

Education also affects production by developing analytic modes of problem
solving. Cotlear (1986) notes that education increases the ability of farmers to think
abstractly, which enables them to recognize the causal relation between technology
and output. An example of this comes from Eisemon’s (1989) survey of farmers in
Kenya, which examined the effect of primary education on the cognitive skills of
farmers. Farmers who had been to school were able to construct causal models of
events in the natural world and to demonstrate how these events could be controlled
by humans. They were able to observe, diagnose, and correct common agricultural
problems better than farmers with fewer years of education. They actively sought to
solve problems, while unschooled farmers did not. Farmers’ understanding of how
technology could improve productivity was enhanced by a primary curriculum that
taught science in conjunction with farming practice and that emphasized scientific
theory over memorization.

Gurgand (2003) showed that education provides a higher relative advantage — and
therefore has a higher economic value — when the environment is more unstable and
more difficult to deal with. This gives empirical support to the notion that education
improves the capacity to adapt to change and disequilibria, on top of its static
technical effects.

FACILITATING OFF-FARM EMPLOYMENT

Successful rural development goes beyond increased productivity in agriculture and
the provision of quality primary education has efficiency enhancing effects on various
rural activities. Expansion of off-farm job opportunities, particularly via small- and
medium-sized enterprises, is a necessary condition for reducing the size of the
agricultural population and labour force (Tollens, 2002; Tollens, 2003). Changes in
the occupational composition of the labour force, formal and informal, prevent
overcrowding on the land and make possible higher levels of productivity and per
capita income (Johnston and Clark, 1982). Youth and adults who seek a transition
from farming to off-farm employment often require basic skills in literacy and
numeracy, if not the experience of formal learning and discipline that comes from
attending school. They need to be able to make business transactions, to weigh and
measure, and to read documents.
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Increasing the educational attainment of farm households is impacting on off-farm
activities, including the reallocation of time away from farm work. Off-farm work has a
higher return to education than does farm work (Jolliffe, 2004). Households with
better-educated members will therefore act more quickly in devoting more capital and
labour to non-agricultural activities (Fafchamps and Quisumbing, 1998; Yang and An,
2002; Yang, 2004). As a result of these allocative effects, education contributes
significantly to sustained rural income growth.

Cash income from off-farm employment also positively influences farm productivity.
This means that education serves to facilitate not only diversification into
remunerative off-farm employment, which could be misinterpreted as prompting exit
from farming, but also reinvestment in agricultural intensification through the use of
improved inputs to raise productivity. Those who cannot self-finance through such
means as salaried off-farm employment cannot put their agricultural land and labour
resources to their full productive use, thereby trapping them in poverty (Marenya et
al., 2003).

EDUCATION, AGRICULTURE AND HIV/AIDS

No other infectious disease of the modern era has had such a devastating impact on
the world’s youngest and most vulnerable citizens as HIV/AIDS. In addition to its
obvious health, economic, and social impacts, the disease has serious impacts on
food security and nutrition. Since AIDS strikes the most productive age group, when
family members fall ill or die from the virus, households are less able to produce or
buy food, assets are depleted for medical or funeral costs, and children are frequently
left without adults to care for them. Those who are infected often die before they can
pass on crucial farming knowledge and expertise to the next generation, a situation
that has lasting effects on agricultural production.

HIV/AIDS also directly affects the education system. It affects the demand for
education: there are fewer children to educate, fewer wanting to be educated or fewer
who can afford to be educated. It also affects the supply of education and the quality
of the educational process. It affects the management — with the risk that the whole
system may become disorganized, paralyzed by fear and the lack of guidance on
what is to be done. Responding to the challenge of designing and managing
education in a world with AIDS requires mobilization of all sectors of society,
flexibility, openness to change, willingness to loosen bureaucratic procedures and
constraints, and sensitivity to the needs of those infected and affected by HIV/AIDS.

One of the most telling and troubling consequences of the epidemic’s growing reach
is the number of children it has orphaned or seriously impacted. Most often, food
consumption of children declines when an adult dies. In many areas, there is a loss of
agricultural and off farm skills. In most rural areas, the usual way for children to learn
needed farm and off farm skills is by working with their parents. Given the AIDS
pandemic, this is often no longer possible. Education, training and the provision of
survival skills are essential for orphans in order to protect them from hunger,
exploitation and abuse.
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QUALITY AND RELEVANCE OF BASIC EDUCATION IN
RURAL AREAS

WHY FOCUS ON QUALITY?

It seems highly likely that the achievement of universal participation in education will
be fundamentally dependent upon the quality of education available. For example,
how well pupils are taught and how much they learn, can have a crucial impact on
how long they stay in school and how regularly they attend.

Furthermore, whether parents send their children to school at all is likely to depend
on judgements they make about the quality and relevance of teaching and learning
provided — upon whether attending school is worth the time and cost for their children
and for themselves.

The instrumental roles of schooling — helping individuals achieve their own economic
and social and cultural objectives and helping society to be better protected, better
served by its leaders and more equitable in important ways — will be strengthened if
education is of higher quality. Schooling helps children develop creatively and
emotionally and acquire the skills, knowledge, values and attitudes necessary for
responsible, active and productive citizenship. How well education achieves these
outcomes is important to those who use it (UNESCO, 2004a).

The two most recent United Nations international conference declarations focusing on
education gave some importance to its qualitative dimension. The Jomtien
Declaration in 1990 and, more particularly, the Dakar Framework for Action in 2000
recognized the quality of education as a prime determinant of whether Education for
All'is achieved. More specifically than earlier pledges, the second of the six goals set
out in the Dakar Framework commits nations to the provision of primary education ‘of
good quality’. Moreover, the sixth goal includes commitments to improve all aspects
of education quality so that everyone can achieve better learning outcomes,
‘especially in literacy, numeracy and essential life skills’.

CHARACTERISTICS OF QUALITY BASIC EDUCATION

There are two main_approaches generally used to define quality in education
(UNESCO, 2004b):

1. The first is to use a systems framework and then assess the quality of
education in terms of inputs, process and outputs. This is essentially an
efficiency model that typically rates the results achieved (usually a measure
of learning achievement) against the quantum of investments made in the
system and the efficacy of the processes through which the results have
been obtained. It is also a normative production model in that it assumes
matters of goals and interests are largely uncontested and the issue of quality
is simply about how much inputs it takes and what processes are essential
for achieving the desired output.

2. The second approach generally used to define quality involves a sector
framework that treats education as one sector that is closely interlinked with
other sectors in the society. This approach is concerned with 3 main strands
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that constitute quality of education, in terms of relevance, effectiveness and
efficiency:

1. The issue of relevance acknowledges that the goals set and content
prescribed for education are contentious and often have to be
negotiated. We cannot talk of quality education when the goals and
content do not address the needs of the learners or the values and
aspirations of the community and the society at large. Characteristics
of relevant basic education are described in Section 5.2.3.

2. Effectiveness is about how far the goals and objectives set and are
being achieved. Here again there is a broader scope of consideration
in that a wide range of goals could be set in terms of information,
knowledge, skills, values, attitudes and change in behaviour patterns,
etc. A quality education must deliver on what it promises, and this is
what is being assessed by looking at effectiveness as a measure of
quality.

3. Efficiency concerns what it takes to deliver on the promises of quality
education. It is about whether increased results could be achieved
with the same resources, or whether the current results could be
achieved with fewer resources. In other words efficiency as a
measure of quality education relates to the adequacy of resources
and the efficacy of methods used.

Secondary school students participating in the UNESCO Associated Schools Project
Network (ASPnet)* were invited to share their views on quality education for the 21st
century. Their opinions are frank and spontaneous, often critical but also constructive.
They reflect a consensus among young people concerning their needs and priorities
for a better education whether they come from rich or poor countries, from urban or
rural schools. Some of their texts and images are represented in Table 2.

CHARACTERISTICS OF RELEVANT BASIC EDUCATION

As discussed earlier, the issue of relevance acknowledges that the goals set and
content prescribed for education are contentious and often have to be negotiated. We
cannot talk of quality education when the goals and content do not address the needs
of the learners or the values and aspirations of the community and the society at
large. We have summarized some of the characteristics of relevant basic education in
Table 3.

* ASPnet is a UNESCO international network comprising some 7,600 schools in 175 countries engaged in
promoting quality education in practice.
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Table 2: Young people speak out on quality education (UNESCO, 2004c)

“Quality education determines the quality of the future of the world’s peoples”
David, 16, Ecuador

“Quality education is a new mentality where the teacher transforms the school into
a pleasant atmosphere so students can solve problems they face in life and set
priorities”

Pedro, 16, Portugal

Mara, 11, Romania

“The government should give teachers better salaries so that they can
concentrate on improving education. Poorly paid teachers will lack the morale to

perform well”
Laurel, 12, Uganda

“We dream of friendly and supportive teachers who teach more than they test”
Agnes and Maria, 14, Greece

“Teachers should encourage logical thinking and not make students remember
tons of information which we forget after a couple of days... we don't learn for

school or for our teachers, we learn for life”
Matija, 17, Slovenia

“The problem is that we do not have the opportunity to practice what we learn”
Alba, 17, Albania

“Quality education should provide relevant basic skills for life and knowledge in

health, nutrition, HIV/AIDS prevention and education for peace and tolerance”
Students, Hayovel High School, Israel
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Table 3: Some characteristics of relevant basic education

Requirements

Possible indicators

Relevance of the curriculum and teaching practices

Relevant curriculum content

Relevant teaching methods

Students assessment

Level of stakeholder participation in the curriculum
development process
Conformity of curriculum to local conditions

Variety in teaching methods used (e.g. active student
involvement, group work, practicals)

Application of learner-centered teaching

Use of mother tongue in early years

Frequency of students’ assessment

Economic returns

2]
§ — Frequency of feed back on homework and assessment
E Contextualisation of teaching and - Degree of linking theory with practice, related to
= | learning students’ experience
Q.
£ | Availability of relevant teaching and learning materials
Access to textbooks, reading — Availability of relevant textbooks and reading materials
materials and teacher guides by to students
students and teachers — Availability of teacher guides and background materials
to teachers
Availability of other teaching and — Use of locally available resources in teaching and
learning materials learning
— Use of the local environment in teaching and learning
(e.g. school garden, trees around the school, agricultural
practices)
Parent and community participation in schools
Operational support for the — Monetary and/or in-kind contributions
schools — Labor contribution (e.g. construction, site preparation)
Community participation in school - Activeness of parents, school committees, school boards
governance — Authority, functions and roles of the committees
Communication between school — Frequency and usefulness of communications between
staff and parents parents and school staff
— Frequency of school public events
Involvement of community in the — Parents assist and monitor students’ homework
" education process — Community members serve as information resources
c
.2 | Enabling school environment
"g Regular communication between — Frequency of staff meetings
S school head, teachers and — Headteacher works closely with teachers and shares
o | students responsibility
-% — Frequency of student-teacher interactions
= | Positive attitude of students and — Low absenteeism
L% teachers — Degree of students’ participation in classroom
— School day and classes start and end in time
Capable teaching force
Qualified teachers — Quality of pre-service teacher education
— Frequency and suitability of in-service teacher training
— Motivation of teachers
— Subject matter knowledge
Teaching staff stability — Closeness of teachers to the school
— Percentage of teacher turnover
— Number of years teachers have taught in the same
school
» | Skills as learning outcomes
‘é Students’ performance — Examination results
5 — Skills acquired
o

Productivity of students
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CHALLENGES OF QUALITY, RELEVANT EDUCATION IN
RURAL AREAS

During the past ten years, nearly every developing country has made a concerted
effort to get more children into school. In many countries, enrolment numbers and
ratios have increased impressively.

Successful strategies for educating children in rural areas, however, remain
somewhat elusive. The curriculum may be overloaded, irrelevant to rural communities
and ineffective at teaching such essentials as mathematics and science; or teachers
may use little discretion in adapting the curriculum to what students know and what
their needs and interests are. This makes learning difficult for rural children, who see
little relevance of what is being taught to their own experiences at home and in their
communities. Mingat (2003) found that disparities in terms of access, retention, and
completion of primary schooling in Africa between urban and rural areas (in favour of
urban dwellers) are on average two to three times greater than those existing
between boys and girls (in favour of boys).

Great inequities in the quality of schooling also still exist between rural and
urban areas in many countries. Results on a test of children in Bangladesh to
measure basic skills, for example, found the proportion of urban children satisfying
the criteria to be more than double that of rural children (Greaney et al., 1998).
Another study in Peru (Cotlear, 1986) found a particularly marked difference in quality
of formal education between urban and rural schools. The effects of urban schooling
on productivity were found to be much stronger than those of rural schooling.

The quality and relevance of education in rural areas is often lower than in urban
areas due to a combination of factors (Vandenbosch et al., 2002):

e Factors relating to the curriculum:

— Lack of agreement on education for who and for what

— Problems of participation of the underprivileged and marginalized
— Urban bias and irrelevance to local needs

— Minimum focus on skills for life and sustainable development

e Factors relating to teaching and teacher capacity:

— Use of traditional pedagogies - such as rigid, chalk-and-talk, teacher-
dominated, lecture-driven pedagogy and rote learning

— Underqualification and demotivation of teachers

— Lack of support to teachers and schools in rural areas and
institutional constraints

— Need for capacity building of teachers, teacher trainers and
education advisors

— The HIV/AIDS pandemic negatively affects the number of teachers,
especially in rural areas with relatively small schools, where the
death of a teacher may result in the disruption of schooling, if the
teacher can not be replaced rapidly (Haacker, 2002)

These rural-urban inequities have severe consequences for rural development.
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Basic education that is seen to be relevant to rural people’s learning needs and of
good quality would better be able to attract and retain learners (Atchoarena and
Gasperini, 2003). The type of schooling offered affects parental willingness to incur
the costs of education, because most parents are concerned with the relevance of
education and the quality of teaching. Parents are more willing to educate their
children if they find the curriculum relevant and the quality of schooling adequate
(Spohr, 2002).

SKILLS FORMATION FOR FOOD SECURITY AND
SUSTAINABLE RURAL DEVELOPMENT

As shown above, increased investments in education are essential to hasten
improvements in food security. In agricultural areas, education works directly to
enhance the ability of farmers to adopt more advanced technologies and crop-
management techniques, thereby achieving higher rates of return on land (Rosegrant
and Cline, 2003). More broadly, education encourages movement into more
remunerative off-farm employment, helping to increase household incomes. Success
in reducing poverty is usually enhanced by increasing the proportion of educational
resources going to primary education and to the poorest groups or regions (World
Bank, 1990; Singh and Hazell, 1993; Gaiha, 1994; Lipton et al., 1998).

But what type of skills formation would be needed in education in order to have the
greatest impact on food security and sustainable rural development?

By skills formation we mean the development of social capacity for learning,
innovation and productivity (Brown, 1999). Thus, rather than seeing skill acquisition
simply as a technical issue, this approach aims to take account of the economic,
political and cultural contexts within which skills are defined and learned. Skills
themselves are understood to be more than just narrow technical competencies but
also include interpersonal, communications, teamwork and creative skills. Both the
learning of skills and their practice are acknowledged to be inherently social rather
than individual in nature (Tikly et al., 2003). Even the practice of subsistence
agriculture is more than just the application of technical skills.

The importance of basic skills, notably numeracy and literacy, is recognized in most
countries as a foundation for further development and basic education is given a high
priority. Low literacy levels are sometimes recognized as a problem in developing
agricultural and other basic vocational skills (Tikly et al., 2003). But the role of basic
education goes beyond that of laying a foundation for an individual’'s occupational skill
development. There is considerable reference in the literature to the notion of
‘externalities’, that is, ‘the value of a well-educated workforce in general which helps
the ability of a nation to adjust quickly to changes in technology and markets’
(Kuruvilla and Chua, 2000).
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We have listed some of the skills needed for agricultural production, food security®
and sustainable rural development in Table 4. Not all of these skills will be addressed
directly through primary education. The role of primary education is to lay a
foundation which will allow for these skills to be developed through non-formal,
informal and further education. Indeed, qualitative skills reflect more than just formal
schooling, including family input, cultural norms, health and other factors (Hanushek,
2005). Most of the skills are interlinked and are used simultaneously in practice.

Table 4: Skills for agriculture, food security and sustainable rural development

Basic skills needed for agricultural production

Literacy (reading and writing)

Numeracy

Basic decision making and problem-solving skills

Technical and vocational skills in agriculture; land and water management

Additional skills needed for food security and sustainable rural development

— Planning skills

— Management skills

— Social, interpersonal and communication skills

— Negotiation skills

— Facilitation skills

— Critical thinking (necessary for fostering innovation and change)

— Food preservation and processing skills

— Marketing skills

— Leadership skills

— Business skills

— Income-generating skills

—  Entrepreneurial skills

— Awareness about social, political and legal institutions (necessary for the
development of skills for effective participation in civil society)

CONTEXTUALIZING TEACHING AND LEARNING
USING AGRICULTURAL EXPERIENCE

In many countries around the world, irrelevance of school curricula to the life
experience of pupils in rural areas seems to be an enduring problem. Many attempts
have been made to adjust the content of the curriculum so that it becomes relevant to
local conditions. In practice, this has often meant the introduction of some “localized”
topics and activities, for example, agriculture and other skill-based subject areas.

® While the definition of food security has evolved over time (see Heidhues et al. (2004) for a more
detailed discussion), a food-secure household is generally described today as one that can reliably obtain
food of adequate quality and quantity to support a healthy and active life for all members of the household.
Food security is influenced by many factors, including poverty, consistent access to food, nutrition, food
production, the availability of resources, and coping strategies. Food availability is crucial to food security,
but it is not the only factor necessary for a household to be food secure. Even when production levels are
sufficient to meet demand in a given region, households remain food insecure if they do not have the
income or resources to purchase or produce the food they require. Consistent access to food is also
important; smallholder farmers can often produce enough food for their households following the harvest,
but they may struggle with food shortages at other times of the year (Benson, 2004).
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Relatively little emphasis has been placed, however, on the development of
appropriate strategies for curriculum development and teaching and learning that are
based on the immediate context in which the school is located.

The learning environment of an individual is a complex, multi-faceted system which
could be analyzed in many different ways. A study by Taylor and Mulhall (2001)
aimed to explore three key learning environments for school-going children: the
school, the home and the wider community. These three learning environments are
often rather weakly linked and the experiences gained in each, although individually
of great value, are seldom drawn together and integrated in the learning process.
This “distant” relationship between learning environments is illustrated in Figure 2.

School
environment

Home
environment

Community
environment

Figure 2: Linkages between school, home and community environments
(Taylor and Mulhall, 2001)

The existence of weak linkages between the three learning environments infers that
the experiences gained by pupils in school are often perceived to be divorced from
life outside school, not only by pupils but also by parents and teachers. By
strengthening these linkages and maximizing the interfaces between learning
environments, then learning should become more effective (Figure 3).

School
environment

e

Home
environment

Community
environment

Figure 3: Linking the learning environments (Taylor and Mulhall, 2001)
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Contextualization of learning occurs when the content of the curriculum, and the
methods and materials associated with it, are related directly to the experience and
environment of the learner. In rural primary schools, most learners have direct, first
hand experience of agriculture, either as a result of their own activities, contributing to
the family livelihood, or from observation in their immediate surroundings (Taylor and
Mulhall, 1997). An agricultural topic used as a medium for contextualizing part of the
curriculum can provide an avenue through which children can have repeated
experiences which help them to master cognitive, physical and social skills.
Agriculture can be the basis of integrated projects incorporated in the school
curriculum, with academic activities chosen for their locally relevant, experimental
attributes.

Contextual learning can serve as a method of combining natural sciences,
mathematics, and technology with social and behavioural sciences into a coherent
whole (Balschweid and Thompson, 2000). It is difficult to discuss living organisms,
plants, and animals, devoid of any conversation involving science.

Contextualization draws on a constructivist perspective, in which a learner constructs
his or her own knowledge as a result of experience which stems from living and
interacting with animate and inanimate objects in the environment (Duit, 1991) The
challenge for basic education is to find ways of relating those areas of teaching
required and laid down in centrally-planned curricula to the pupil's own personal
experience of life, and thus to integrate the entire learning experience by linking
learning environments (Taylor and Mulhall, 2001).

New approaches to contextualisation of content and pedagogy offer encouraging
options to improve the relevance of basic education. The local environment, school
gardens and agricultural practices such as agroforestry can be used as media for
contextualising teaching and learning in rural areas and have potential to enable
children to cope more effectively with general subject matter in school (see Box 1,
Box 2 and Box 3 for examples). At the same time, contextualised teaching and
learning can contribute to the skills formation process.
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Box 1: The Lake Victoria Schools Agroforestry & Environmental Education
Network

The “Lake Victoria Schools Agroforestry & Environmental Education Network” is an
informal network of primary and secondary schools around Lake Victoria in
western Kenya which was formed in 2001.

The network uses natural resources as a way of making teaching and learning
more relevant to life in rural areas. Each school organizes events and activities in
response to issues of importance to their students, institutions and communities.

Activities of the network include in-service teacher training courses, awareness
creation with headteachers and district education officers, establishment of micro-
projects in schools, organization of education days, field visits, exchange visits and
seminars for students and teachers, competitions in schools in form of
demonstration, recitals and mural paintings.

Picture 3: Students practicing tree Picture 4: Learning about
seedling grafting techniques beekeeping and honey production
(Bunyore Girls’ High School, Kenya) (Emwatsi Primary School, Kenya)
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Box 2: The Landcare in Schools approach in the Philippines

The Landcare in Schools programme in the Philippines is one example of using
agricultural experience in a way that is innovative, learner-oriented, and strongly
linked to the realities of pupils, parents and communities (Vandenbosch, 2002).

Landcare in Schools is promoting soil and water conservation and agroforestry
technologies targeting children and youth. Pupils and students are taught the value
of caring for the land and managing natural resources. Many of these
schoolchildren are the future caretakers and managers of natural resources.

Landcare in Schools is a triadic partnership between teachers, local government
units and the pupils/students. It complements the activities of their parents on
conservation farming. Elementary pupils and high school students are not only
being educated on the benefits of the technologies, but are also encouraged to
relate what is being taught at school to their home and community context and
experiences. As described above, this contextualization of teaching and learning
enhances the quality and relevance of education. Landcare in Schools has
become a practical learning guide for pupils and students to apply what they have
learned in the classroom in actual field activities while sharing it with their families
and communities.

Landcare in Schools follows two streams of implementation (Catacutan and
Colonia, 2000):

1. through integration of agroforestry into existing subjects in the primary
and high school curricula

2. as a co-curricular programme for pupils or students in form of a non-
academic club.

Teacher training activities and information and education campaigns are being
organized. These include slide showing about the ongoing natural resource
degradation, demonstrations on solutions through conservation farming and
agroforestry, and training on the roles of pupils, students and teachers in the
promotion and adoption of appropriate natural resource management. Training
does not only include technical competencies, but also facilitation skills so that
teachers are better prepared to address needs in their particular situation.

Landcare in Schools activities are strongly supported by the parents and teachers
associations and local government units in the villages where the schools are
located. The response of the schools is tremendous, such as formation of
Landcare groups, associations or clubs among students, establishment of school
nurseries for timber and fruit tree seedlings, and demonstration of conservation
farming and agroforestry technologies. School nurseries are being used as
learning laboratories. In the ‘Trees for Tuition’ campaign, parents are encouraged
to plant trees on their farms as an investment to be able to pay for the education of
their children.
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Box 3: REAL Education in Thailand

REAL stands for “Rural Ecology and Agriculture Livelihoods”. It is an integrated
learning process in which children explore what is happening on local farms, gain
an understanding of ecology, and develop critical thinking skills for addressing
environmental, health and social problems. REAL is a low-cost approach to
integrated learning. The students’ field observations serve as a starting point for
learning about a wide range of topics, inspiring lessons in science, mathematics, art
and language. In addition, the process of getting students out of the classroom and
into local fields can break down barriers between schools and rural communities
and encourage inter-generational learning and relevance of the curriculum to the
needs of rural people. At least half of the children in Thailand grow up in rural
areas. The fields that surround their homes and schools provide these children with
an ideal place for learning about a wide range of issues (Bartlett and Jatiket, 2004):

e Agricultural fields are a good place for students to see biological and
ecological processes taking place.

e Scientific studies and experiments can be carried out without any
expensive equipment, thereby improving the organisational and analytical
abilities of students.

e Information that students collect in the field can be used as a basis for
integrated learning, bringing together subjects such as science,
mathematics, language and art.

e The study of local agriculture is an effective starting point for understanding
health and environmental problems such as water pollution, soil erosion
and the loss of biodiversity.

e Agriculture brings rural schools into contact with the livelihoods of local
people, creating a bridge between teachers, children and parents.

Agricultural production is the single most important economic activity in Thailand.
But rural life is changing rapidly, and farming families must be able to respond to
the evolving constraints and opportunities. The ability to collect information, analyse
problems, conduct experiments, and communicate what is being learned are skills
that could make a profound effect of the livelihoods of millions of rural people in
Thailand. These are the skills that REAL Education aims to develop.

Picture 5: Field work: looking for Picture 6: Students presenting their
insects in rice field research results
(Photo: Thai Education Foundation) (Photo: Thai Education Foundation)
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CASE STUDIES

KENYA

INTRODUCTION TO KENYA
KENYA: BASIS FACTS AND INDICATORS

GENERAL BACKGROUND

Kenya is a peaceful country in a region where ethnic divisions constitute a recurrent
problem. A British colony and protectorate from the end of the 19th century until
independence in December 1963, the country inherited a relatively diversified
economic structure in which agriculture and tourism remain predominant. Although
the country is still, to a large extent, underdeveloped it could play an important role in
East African regional development. Poor management, corruption, uneven
commitment to reform and a complex political situation have, in recent times, stifled
economic growth.

PoOPULATION

The population of Kenya was about 32.2 million in 2003, with 57% below the age of
20, and growing at 2.3% per year.

ECONOMIC SITUATION

Per capita gross national income was US$400 in 2003. Economic performance was
relatively strong during the 1960s and early 1970s, but slowed down in the 1980s and
1990s. This poor performance of the economy was attributed to a combination of
factors, including:

o Inefficient use of public resources

e Loss of economic competitiveness

e Soaring costs of doing business

e Deteriorating security conditions

e Droughts

e Poor donor relations

e Ethnic conflicts associated with the transition to a multiparty democracy
e Advent of HIV/AIDS

e Weak institutions and governance

The failure to generate growth increased poverty and worsened social indicators,
including in the education sector. However, the elections of December 2002 brought
to power a new government, and the positive steps it has taken since arriving in office
have created an improved environment for development results to occur.
Nevertheless, economic recovery has been very slow and the economy grew by only
about 1.8 percent in 2003 (World Bank, 2005a).
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The Kenyan economy is partly dependant on rain-fed agriculture, but has increasingly
diversified into horticulture and services. Kenya is a much more industrialised country
than its neighbours, with less than 20% of GDP originating in agriculture, as
compared to over 40% in Uganda and Tanzania.

Government spending is about 21% of GDP. Education takes the largest share
(about 20%) of government spending.

Current challenges in the development of Kenya include:

e Poverty (55% of the population live in poverty)

e HIV/AIDS (prevalence rate of about 7%)

e Malaria (costly and reduces productivity)

¢ Income distribution (inequality is very high)

e Limited access to development goods (health, education, clean water, etc.)
e Poor infrastructure (increasing the cost of doing business)

e Crime

e Entrenching democracy, constitutional reform

BASIC EDUCATION IN KENYA

EDUCATION POLICY IN KENYA

The provision of education and training to all Kenyans is fundamental to the overall
development strategy of the Government of Kenya (GoK). The government
recognizes the strategic importance of raising the overall education level of Kenyans
within the context of poverty reduction and economic growth. Education is not only a
welfare indicator; it is also a key determinant of earnings and, therefore, an important
exit route from poverty.

The goals of both primary and secondary education in Kenya — as stated in
various policy documents — include the following:

e Preparing the learners to fit in the world of work (the learner should get
adequate knowledge and skills to be able to earn a living)

e Preparing the learners to fit into and contribute towards the well being of
society (the learner should know how to live with others and deal with daily
challenges in society).

The Government of Kenya (GoK) has recently developed a Sessional Paper which
will provide a legal framework for the ongoing reforms in the education sector. The
Sessional Paper will guide education for the next 20 years and will provide policy
guidelines that will ensure every Kenyan the right to education and training no matter
his or her socio-economic status. The right to education will be achieved through the
provision of an inclusive and quality education that is accessible and relevant to all
Kenyans. This vision is guided by the understanding that quality education and
training contributes significantly to economic growth, better employment opportunities
and contributes to expansion of income generating opportunities.

The Sessional Paper proposes the overall policy framework which will provide major
reforms in the current education system to enable all Kenyans to have access to and
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acquire lifelong education and training of high quality (Ministry of Education, Science
and Technology, 2004a).

One of the goals outlined in the Sessional Paper which is relevant to the current study
is “to improve all aspects of education and training quality so that recognized and
measurable learning outcomes are achieved, especially in literacy, numeracy and
essential life skills relevant to the world of work by 2010”.

STRUCTURE OF KENYA’S EDUCATION SYSTEM
The education and training sector in Kenya contains (Saitoti, 2004):

e Early Childhood Development and Pre-School Education
e Primary Education

e Secondary Education

e University Education

e Technical and Vocational Education and Training

e Teacher Education and Training

¢ Non-formal Education and Adult Education

e Special Education

The structure of Kenya's 8-4-4 education system (8 years primary education, 4 years
secondary education and 4 years university education) is represented in Figure 4.
This structure was implemented in 1985, to replace the 7-4-2-3 system (7 years
primary education, 4 years at ordinary level, 2 years at advanced level and 3 years at
the university).

University Education
(4 to 6 years)

~
%

Middle Level Colleges
(maximum 3 years):

National Polytechnics
Teacher Training Colleges
Vocational and Technical

Education and Training

Secondary Education
(4 years)
Form | - IV

R i

Primary Education
(8 years)  f----eee- N
Standard 1 - 8

Youth / Village
Polytechnic

— Indicates a strong link (formalized)

Indicates a weak link (if there is any link).
Some links are in the process of being strengthened

Figure 4: The structure of Kenya’'s education system (Saitoti, 2004)
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The broad objectives of education sector interventions in Kenya as described in the
Economic Recovery Strategy for Wealth and Employment Creation (ERSWEC) are to
achieve 100% net primary school enrolment rate and reduce the disparity in access
and quality of education. Secondary objectives are to improve access and quality and
to reduce disparities at all levels of education.

The Government of Kenya (GoK) recognizes the need to create opportunities for
post-primary school graduates and children and youth who do not complete primary
or secondary school or do not transit to higher levels of learning. The Government of
Kenya (GoK) is revitalizing Youth Polytechnics and Technical Institute so that they
can offer market-driven courses to cater for these groups of children.

ACCESS TO EDUCATION BY WEALTH GROUP

Data on access to education by wealth group are shown in Table 5. It is evident that
the wealthier groups in Kenya have generally better access to education than the
poorer ones. The attendance ratio in primary schools for the top wealth group is 86%
while that of the lowest wealth group is only 61%. Although attendance is much lower
in secondary schools than in primary schools, the richer segments of the population
still maintain their dominance over lower wealth groups. The net attendance gap in
both primary and secondary schools between the top and bottom wealth groups is
about 25% (SID, 2004).

Table 5: Access to education by wealth group in Kenya, 2003

Wealth group Net attendance ratio

Primary Secondary
Poorest 20% 61.3 4.0
Second 20% 79.9 7.3
Middle 20% 83.8 114
Fourth 20% 88.1 16.2
Highest 20% 86.0 28.2

RURAL-URBAN DISPARITIES

Table 6 provides various indicators of education in rural and urban areas in Kenya.
Living standards in rural areas generally lag behind the urban areas. In education, the
proportion of the population above 15 years of age who are literate is higher in the
urban areas. Likewise, the percentage of school going children already in primary
school is higher in urban areas (SID, 2004).
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Table 6: Education indicators in rural and urban areas, Kenya

Education indicator Rural Urban
Gross enrolment (primary)
Male 114.2 103.2
Female 107.2 99.9
Drop out rate 7.7 10.5
Net enrolment (primary)
Male 78.0 82.4
Female 78.1 82.5
Population (>15 years) that is literate
Male 86.2 93.7
Female 75.2 88.5

PRIMARY EDUCATION IN KENYA

Primary education is the first phase of the formal education system. The start age is 6
years and it runs for 8 years. It promotes growth and imparts literacy and numeracy
skills. It lays a firm foundation for further formal education and training and life-long
learning.

English is the official language and the medium of instruction from Standard 4 of
primary school, while the language of the school catchment area is used for
instruction in the first three grades.

The primary school completion rate was 43.2% in 1990, with a slight increase over
the years to 56.4% in 2003. The proportion of girls not completing their primary
education is higher than that of boys (primary school completion rate is 60.3% for
boys as compared to 53.2% for girls). Wide regional disparities in participation in
education exist.

The transition rate from primary to secondary schools is relatively low, with 47% of
primary school graduates entering secondary school. 12% of this group proceed for
further education in public universities. These relatively low transition rates are due to
several factors (Saitoti, 2004):

e Shortage of secondary schools and low quality of some of the existing
secondary schools

¢ High cost of secondary education

e Lack of perceived incentives to continue education

The current policy in Kenya is that a primary school teacher should be able to teach
all the 7 subjects in the primary school curriculum. However, the two years of teacher
training is not adequate for the teacher trainee to acquire mastery in subject content
and skills of pedagogy in all the 7 subjects. This comprises the quality of teaching
offered after the training. Other factors that contribute to low quality include poor
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resource management in primary schools, inadequate in-service training of teachers,
poor learning environment due to overcrowding, inadequate facilities, poor health and
sanitation, gender-insensitive environments, barriers for those with special needs and
inadequacies in quality assurance (Ministry of Education, Science and Technology,
2004b).

THE INTRODUCTION OF “ FREE” PRIMARY EDUCATION IN KENYA

The new Government of Kenya has started to implement some major reforms in the
education sector. In particular, it has introduced "free" primary education. Under this
policy, which is central to the implementation of the Economic Recovery Strategy for
Wealth and Employment Creation (ERSWEC), all fees and levies for primary
education have been abolished. Besides meeting teachers’ salaries, the government
provides teaching and learning materials. This has resulted in the major jump in
enrolment numbers from the first school term of the year 2003, as it is clear that the
previous costs being charged to parents were the biggest constraint on many children
attending school.

Provision of instructional materials including textbooks has been identified as one of
the major achievements of the free primary education programme, particularly
through reducing the cost burden of education on parents (UNESCO, 2005).

Significant changes have started to be made in the curriculum: the number of primary
subjects has already been reduced: teaching subjects have been reduced from 13 to
8, and examinable subjects have been reduced from 7 to 5. The curriculum content
has been revised to focus teaching and learning on essential core skills. Further
curriculum changes will be introduced in all of the primary school grades (Standard 1
to 8) over the next few years (Table 7). The pupil-teacher ratio has increased
substantially (from about 32:1 to about 40:1). As part of a move towards increased
decentralization, the selection of teachers for primary schools has now been moved
down to the district level (and for teachers in secondary schools to the school level).

Table 7: Phasing of the introduction of the new curriculum in Kenya

Year Grade levels
Primary education Secondary education
St. St. St. St. St. St. St. St. F.I | FOL[ RN FIV

1 2 3 4 5 6 7 8

2003 | new | old old old | new | old old old new | old old old

2004 | new | new | old old | new | new | old old | new | new | old old

2005 | new | new | new | old | new | new | new | old new | new | new | old

2006 | new | new | new | new | new | new | new | new | new | new | new | new

One of the greatest challenges facing Kenya today is to reverse the erosion of
education gains of the first two decades of independence, which saw steady progress
towards equal education opportunities. Primary school and secondary school gross
enrolment rates dropped significantly through the 1990s, largely due to the increasing
costs of education to parents (and as evidenced by the very substantial increase in
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enrolments with the latest policy change to abolish primary school fees). In 2002, the
primary school enrolment estimate of the Ministry of Education, Science and
Technology (MOEST) was 6.5 million pupils (in about 17,750 to 18,000 primary
schools), although other estimates suggest a total figure then of about 5.8 million.
The average school size in 2002 was about 370 students, and the largest primary
school had about 1,600 students. But with the free primary education policy of the
new Government of Kenya, enrolments vastly increased in January 2003, and the
total enrolment is now likely to be about 7.5 million pupils (and a gross enrolment
ratio of 104 to 115 percent), with an average school size of about 400 students, and
the largest primary school having over 2,000 students. Most schools do not have
adequate classrooms to accommodate the large number of pupils enrolled under free
primary education.

After an initial increase in enrolment, some public schools have experienced a decline
in enrolment due to dropouts and to a lesser degree, transfer to public schools
(UNESCO, 2005).

The free primary education programme faces several challenges (UNESCO, 2005):

e Increased student population

e Shortage of teachers

e Lack of clear guidelines on admission, hence the entry of over-age children
e Lack of consultation with key stakeholders such as teachers and parents

e Delay in disbursement of funds

o Expanded roles for headteachers

There are indeed many issues that need to be addressed in order to achieve the
education goals of universal primary education, Education for All (EFA), improved
equity, relevance and quality of education, and adult education in the context of life-
long education. There is now an enormous demand from parents for education for
their children, but there are serious doubts about the country's attainment of the
Millennium Development Goals in this sector unless some new policies are adopted
to reverse the deterioration of recent years (World Bank, 2003a). These include:

e Increasing public expenditures on non-salary costs of education such as
textbooks and other learning materials

e Implementing the revised curriculum to allow more time for core subjects and
to help reduce the costs of education

e Preparing and adopting an action plan for the training, redeployment, hiring
and upgrading of teachers

e Revising the Education Act and regulations to decentralize decision making
to district and school level administrators, and to parents' representatives.

In order to attain these objectives, further measures will be required. These measures
include (Government of Kenya, 2003):

e Optimal staffing

e Increasing the availability of textbooks

e Sensitization of communities on the benefits of education

e Conducting in-service training for teachers annually

e Increasing the bursary programme, with emphasis on vulnerable groups and
paying particular attention to girls
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e Reviewing the education curriculum to make it relevant to the changing socio-
economic environment so that the students can more easily fit in the labour
market.

Due to inadequate resources, no comprehensive in-service teacher training
programme to prepare teachers to cope with the changes and emerging challenges in
teaching has been put in place. The quality of the teaching force is also affected by
the fact that many teachers took their teaching career as a last and only available
option. To address this challenge, the government is reforming teacher education.
Key reforms include (Ministry of Education, Science and Technology, 2004a):

e Upgrading of entry requirements to pre-service primary teacher training
colleges

e Availing opportunities for further studies for teachers to enhance their
academic and pedagogical competencies

e |dentification and recruitment of teachers to be based on competence

e In-service training for teachers to be regularized and certificated

e Enhancement of exchange visits at organizational, professional and
individual levels.

THE KENYA EDUCATION SECTOR SUPPORT PROGRAMME (KESSP)

The Kenya Education Sector Support Programme (KESSP) will be the basis upon
which the Government, individuals, communities, the private sector, NGOs and
development partners will jointly support the education sector for the period 2005/06
to 2009/10 (Ministry of Education, Science and Technology, 2005).

The KESSP has been developed in order to enable the Government to achieve the
vision for education and training in Kenya which is to provide “Quality Education and
Training for Development”. KESSP provides a framework for the achievement of the
policy goals, targets and strategies outlined in the Sessional Paper described earlier.

EDUCATION FOR SUSTAINABLE DEVELOPMENT IN KENYA

The National Environmental Management Authority (NEMA) has recently recognized
the need to develop a national framework (“Education for Sustainable Development:
Strategy for Kenya 2005-2010") to mainstream education for sustainable
development in Kenya’'s education system. The strategy focuses on key domains of
education for sustainable development, namely (Otieno, 2005):

e Basic education

e Reorienting existing education programmes

e Developing public awareness and understanding of sustainability
e Training in achieving sustainable development.

The strategy also focuses on pertinent issues that need to be addressed in order to
achieve sustainable development in Kenya. These include overcoming poverty,
achieving gender equality, health promotion, environmental conservation and
protection, rural transformation, sustainable production and consumption, intercultural
understanding, peace and disaster preparedness.
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The strategy aims at achieving the following specific objectives (Otieno, 2005):

e Raising the level of environmental awareness and building capacity to enable
all Kenyans to engage in the achievement of the goals of sustainable
development.

e Promoting the co-ordination of education for sustainable development
activities.

¢ Recognizing the special relationships that local communities have with the
environment and ensuring that their perspectives are represented in
education for sustainable development initiatives.

e Enhancing and supporting the integration of education for sustainable
development into all learning programmes, projects and initiatives.

e Developing partnerships between stakeholders, including the private sector,
to promote and increase the level and quality of education for sustainable
development.

e Promoting technical cooperation, networking and information sharing.

e Providing Kenyans with a framework within which to develop effective
education for sustainable development programmes.

6.1.1.3 FOOD SECURITY AND RURAL DEVELOPMENT IN KENYA

AGRICULTURAL PRODUCTION

The main feature of Kenya's agriculture is domination of small-scale farmers who
account for 75% of total agricultural production and 70% of marketed agricultural
output. On average, small-scale farmers produce over 70% of maize, 65% of coffee,
50% of tea, 90% of Sugar, 80% of milk, 85% of fish and 70% of beef and related
products. Production is carried out on small land holdings averaging 2-3 hectares
mainly for both dairy and beef subsistence and commercial purposes.

Large-scale farming is practiced in Kenya on farms averaging 50 hectares and above
and accounts for 30% of marketed agricultural production, covering mainly tea,
coffee, horticulture, maize, and wheat as well as keeping livestock for commercial
purposes (Kinyua, 2004).

Agriculture is the lifeline of 80% of Kenya's poor who live in rural areas, including
farmers, workers and unemployed. 60-70% of Kenya's employment is in agriculture,
consequently creating jobs and increasing income in that sector is vitally important
and, if achieved, will have an important direct effect on poverty.

Agricultural growth has been well below potential in recent years due to a humber of
constraints. Those which result partly from an accumulation of poor past policies
and which will take time to remedy include:

e Poor governance in key agricultural institutions, particularly the cooperative
sector

e Non-availability of and/or lack of access to quality seeds and inappropriate
production technologies - especially for small holder farming

e Poor access to credit by the majority of small holder farmers, particularly
women

e High cost of farm inputs
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Poor and inadequate rural infrastructure, especially feeder roads, power
supply and market facilities, leading to high production and marketing costs.

Other constraints, which the Government of Kenya intends to make relatively rapid
efforts to ameliorate include:

Inconsistencies in policy; poor institutional and legal framework

Inadequate research, inefficient extension delivery systems as well as
inadequate extension services and support

Poor sequencing of the liberalization process

Lack of effective co-ordination of investment activities among the key
stakeholders in agriculture.

Lastly, there are constraints which are almost entirely exogenous, including:

High prevalence of HIV/AIDS affecting agricultural productivity

Limited availability of productive land (only about 16% of land is of high and
medium agricultural potential)

Insecurity in high potential areas and cattle rustling in some arid and semi-
arid areas

Unfavourable weather conditions and high dependence on rain fed
production

Declining agricultural commodity prices

Population pressure on the natural resource base.

The growth of the agricultural sector fell from 3.4 percent in 1990 to 2.2 percent in
2001. As a result, many indicators of rural livelihood have been worsening, indicating
an increase in rural poverty.

FOOD INSECURITY
The causes of food insecurity in Kenya include (Kinyua, 2004):

Low agricultural productivity

Inadequate access to productive assets (land and capital)
Inadequate infrastructure

Limited well functioning markets,

High population pressure on land

Inadequate access to appropriate technologies by farmers
Effects of global trade

Slow reform process

MEASURES TO ACHIEVE FOOD SECURITY

A concept note outlining the Special Programme for Food Security (SPFS) was
developed in the year 2002. In developing this programme the draft Poverty
Reduction Strategy Paper (PRSP) and the Rural Development Strategy were used as
the building blocks. Split into phases, the Special Programme for Food Security
(SPFS) aims to increase food availability and reduce chronic hunger over the next ten
years until 2015. Phase one is a fast-track action plan that focuses on community
capacity-building, school feeding programmes, and food for work activities in support
of natural resource conservation within 50 000 households. Phase two will scale-up
existing programmes to target one million rural families by 2010.
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The Special Programme for Food Security (SPFS) gives specific focus to the more
than 15 million absolute poor households living in rural areas primarily as farmers,
pastoralists and fisherfolk. The Special Programme for Food Security (SPFS) is
working towards the food security needs of these people by encouraging and
supporting farmers and community-based organizations in their efforts to improve
agricultural productivity and other income generating activities. Extensive successful
experiences throughout the country in agricultural production and extension point to
the need of supporting farmer groups in order to improve their capacities in realizing
their food security needs and increase the desire to correct the situation.

In addressing food security issues in Kenya, it is recognized that there are many
extension service providers within the Government, NGOs, private sector, religious
organizations and community-based organizations (CBOs). There are also many
resources (human, physical and financial) held by these organizations. However, they
are utilized in an uncoordinated manner with little impact to the communities they are
directed. The activities carried out by most of the extension service providers often do
not consider the priority demands of the farmers. Through the Special Programme for
Food Security (SPFS) farmers are being empowered to identify their priorities and
make demands on the service they need to solve their problems. The extension
service providers then work in a collaborative manner to respond to the farmers’
demands. Demands from the farmers fall under different categories such as
information, new technologies, credit, value addition and marketing. Some of the
demands can be provided immediately, while others require research or borrowing of
technologies from elsewhere or seeking for financial resources in case of demands
on credit. Within the country there are many successful experiences that have
benefited local farmers and communities. The main approach of the Special Program
for Food Security (SPFS) is in up-scaling such successful experiences. This is best
achieved by organizing farmers’ tours to areas where solutions to their demands have
succeeded. Farmers learn faster from other succeeding farmers than from extension
providers. This approach has proved very useful and cheap. In carrying out extension
advisory services, a group approach is employed. This enables extension service
providers to reach many farmers. It also helps farmers to identify their problems and
assess the progress they are making with interventions that are extended to them.
Common interest groups, e.g. dairy, horticulture, beekeeping etc., provide for fast
delivery of service.

In June 2003, the Government of Kenya (GoK) launched the Economic Recovery
Strategy for Wealth and Employment Creation (ERSWEC) in order to halt and
reverse further economic degeneration and poverty. In order to attain the goals stated
in the Economic Recovery Strategy, the Ministries of Agriculture and Livestock and
Fisheries Development developed the Strategy for Rehabilitation of Agriculture 2004-
2014 which defines ways and means of economic recovery through improved
agricultural growth. This strategy was launched in March 2004. It recognizes the need
to mobilize resources to stimulate agricultural growth and need for coordinated
resource utilization. The private sector is expected to take the lead while the
Government will play a facilitative role (Kinyua, 2004).
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Interventions contained in the Rural Development Strategy include (Government of
Kenya, 2003):

e lLegal and institutional reforms

e Research and extension services: The Government will put in place a new
agricultural extension policy to promote collaboration with other extension
service providers, enhance cooperative extension services, establish a
database for extension planning and performance monitoring, and provide
farmers with demand-driven extension services.

e Access to credit

¢ Irrigation development

e Diversification of enterprises and crop uses

e Liberalization of the domestic Pyrethrum market

e Cooperative development

¢ Value addition

e Establishment of a guaranteed minimum return facility for strategic crops

¢ Improvement of the performance of the livestock industry

e Removal of bottlenecks and exploitation of the potential in the fishing industry

STUDY SCHOOLS IN KENYA
LOCATION OF THE SCHOOLS: VIHIGA DISTRICT

LOCATION, SIZE AND DEMOGRAPHY

Vihiga District is located in Western Province in Kenya. The district occupies 613 kmz.
Vihiga District is the most densely populated district in the province. It has one of the
highest rural population densities in the world with a population density of about 800-
1,200 persons per km2. Vihiga is inhabited mainly by Luhya people. Some
demographic characteristics of Vihiga District are summarised in Table 8.

Table 8: Demographic characteristics of Vihiga District in Kenya

District population Male Female Total %
Aged 18 years and below 140,894 142,609 283,503 56.8
Aged above 18 years 91,826 123,554 215,380 43.2
Total 232,720 266,163 498,883 100
% 46.6 53.4 100 100

TOPOGRAPHY AND GEOLOGY

The district is located in the Lake Victoria Basin. Its altitude ranges from 1,300 m
above sea level in the west to 1,500 m in the east. There are hills which rise above
this general level. It has a system of rivers running from northeast to southwest. River
Eswalwa (Edzawa) is the main river though Yala River flows through sections of Tiriki
and Sabatia Divisions. These two major rivers drain into Lake Victoria.
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The southern part of the district is dominated by rugged granite tarsus which rises
above 1,950 m above sea level. Some of the notable hills are Maragoli, and Nyangori
which are remnants of greater peneplains. The plains are dissected by steep river
valleys.

The geological formation of the district comprises of Kavirondo and Nyanzian rock
systems. These rocks are granitic and are commonly found in Tiriki, Emuhaya and
Vihiga Divisions. They have high potential for the exploitation of building stones and
ballast. Some parts of the district comprise the basement system.

CLIMATE

The district's annual rainfall ranges from 1,800 to 2,000 mm. It is reliable, adequate
and well distributed throughout the year. There are two main seasons namely the
short rains and the long rains. The long rains are received in April/May and are the
highest while the short rains are received in September/October. The months of
December, January and February are characterized by low rainfall. Though the
district receives reasonable rainfall, some parts of Emuhaya receive lower amounts of
rainfall.

Temperatures in the district range from 14 to 32°C. Seasonal variations in
temperatures are minimal. High temperatures are generally experienced throughout
the year.

SOILS AND AGRICULTURE
The soils in Vihiga District include:

o Well-drained, dark-red, friable soils partly covered with humid top soil derived
from both volcanic and basement complex rocks
e Yellow-red loamy sands derived from both sediments and basement.

The district can be divided into two main agro-ecological zones: the Upper Midland
zone and Lower Midland zone.

The Upper Midland Zone has fertile, well drained, dark, red soils which support the
growing of tea, coffee, fingermillet and cassava. The zone covers the western slopes
of Nandi escarpment and parts of central Sabatia, Vihiga and Tiriki Divisions. In total
the upper Midland zone covers about 90 per cent of the district.

The Lower Midland Zone covers the western parts of Emuhaya. The soils are red
loamy sands which have been derived from sediments and basement rocks. These
soils support the growing of sugarcane, maize, coffee, beans, fingermillet and
sorghum. The soils from both zones are losing their fertility through leaching and
over-cultivation. There is a need for undertaking conservation measures for ensuring
sustainability of the fertility. Gully erosion is common in the district mainly due to high
rainfall.

Much of western Kenya is considered to have good potential for agriculture, with
medium elevation, deep, well drained soils, and relatively high rainfall that permits
two growing seasons. The history of farming in the area, however, is characterized by
low external inputs with low output farming (Place et al., 2003).
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Recent studies have found that crop productivity is very low (less than 1 ton of maize
per hectare per year) and that nutrient balances are seriously in deficit (Stoorvogel
and Smaling, 1990; Soule and Shepherd, 2000). This in turn has led to situations
whereby members of many households, often the male, would seek income earning
opportunities off the farm. Labour migration often implies the withdrawal of labor,
further reducing agricultural productivity. Where the migrant is employed in a low
paying job, which is common because many are low-skilled jobs, few remittances are
returned to the rural area and this once again reduces investment in agriculture
(Place et al., 2004).

Generally the soils in Vihiga District have been subjected to considerable leaching
due to high rainfall and continuous cultivation over the years. Farmers make little use
of external inputs like fertilizers, and the farming system is characterized by poor soil
fertility and erosion problems as well as high incidence of pests and diseases. This
has resulted in low productivity and unstable yields.

Out of the 523 km?2 occupied by the district 409 km?2 is arable land supporting
approximately 53,928 farm families. The average size per holding in the district is 0.6
ha per family of 5.5 persons. About 90 per cent of the total area is under cultivation
and livestock holding. The high potential land with reliable rainfall found all over the
district allows families to subsist on small parcels of land. Generally, the district is
mainly composed of small-scale farmers growing food crops for household
consumption and the local market.

The farming systems in Vihiga District incorporate crops, livestock and trees. Maize,
beans, sorghum, millet are the main staple crops produced in most areas. Other
crops are bananas, vegetables, guavas, pawpaw and avocados. Cash crops grown
are beans, coffee, tea in the southern central and central parts of the district.
Livestock like cattle, poultry, sheep, goats are also kept.

The most popular natural resource management practices in Vihiga district are
(Mango et al., 2003):

« Digging of terraces (“fanya juu”®) to reduce soil erosion

o Planting of trees where they have been cut

These are the most popular natural resource management practices today because
of serious soil erosion in farmers’ small parcels of land. As population increases,
forests get cleared to pave way for arable land. In the process the benefits of having
forests are lost forcing farmers to establish their own woodlots.

The Ministry of Agriculture works with schools through the 4-K clubs. They currently
concentrate on schools found in the focal areas where they work. They train 4-K
clubs on soil conservation (e.g. terraces, cut-off drains), tree nursery establishment
and planting of Napier grass and other fodder crops. They have school projects that

® “Fanya juu’-terraces are made by digging a trench along the contour and throwing the soil uphill to form
an embankment. The embankments are stabilized with fodder grasses or shrubs. The space between the
embankments is cultivated. Over time, the “fanya juu” develop into bench terraces. They are useful in
conserve water and soil.
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focus on horticulture, maize and beans, rabbits, improved fallows’, woodlots and tree
planting. They also organize competitions for the clubs every year.

WATER RESOURCES

Vihiga District has high groundwater potential because of the high rainfall received.
The water table is less than 20 feet below ground level in parts of Tiriki and Emuhaya
Divisions. The groundwater resource is not fully exploited as there are few boreholes
in the district. Despite the abundance of groundwater, it is polluted by farm inputs and
has to be treated before consumption in major schemes. The district is well served by
surface water which comprises of major rivers like Yala, Ezalwa and other numerous
streams and springs.

There are only two water dams in the district namely Kaimosi and Mudete Dams.
Mudete Dam is earmarked to serve the proposed Tea factory at Sabatia Division.
Other possible sites for dams in the district are Gambogi, Enzaro, Mahanga and
Lunyerere in Vihiga, Tiriki and Sabatia Divisions.

There are other rivers from catchment areas for water schemes. These are River
Galagoli for Kaimosi Water Supply; Mbale Water Supply starts from River Idiogoi,
Maseno Water Supply originates from River Ezala, Hamisi and Sosiani Water
Supplies are supplied by springs, while Vokoli Water Project is supplied by a
borehole. These water supplies undergo treatment before being supplied to
consumers.

FORESTRY

Vihiga District was originally within the transitional lowland forests of the Congo and
the afro-montane forests of the western Rift Valley. Due to the human interference to
the original vegetation exotic trees have now predominantly occupied the area. Tree
species that remain to depict the equatorial forest include the Elgon olive (Olea
capensis), pigeon wood (Trema orientalis) and Sudan teak (Cordia africana).
Eucalyptus (Eucalyptus sp.) n