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MUSTER is focused on generating new understandings of teacher education before,
during and &fter the point of initid qudification as a teecher. Its concerns include
exploring how new teachers are identified and sdected for training programmes, how
they acquire the skills they need to teach effectively, and how they experience training
and induction into the teaching professon. The research includes anadyticad concerns
with the dructure and organisation of teacher education, the form and substance of
teecher education curriculum, the identity, roles and culturd experience of trainee
teachers, and the costs and probable benefits of different types of initid teacher
traning.

MUSTER is desgned to provide opportunities to build ressarch and evauation
capacity in teacher education in developing countries through active engagement with
the research process from desgn, through daa collection, to andyss and joint
publication. Principd researchers lead teams in each country and are supported by
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ABSTRACT

This paper will look a the potentid role of initid teacher education in addressng
gender inequities a different levels of the Maawian education system, and show how
inequities a one level contribute to and reinforce inequities a other levels. My focus
IS on gender equity in the employment d teachers and teacher educators, athough by
discussing femde teachers as role models, there is dso some condderation of the
promotion of gender equity in school achievement! The research on which the paper
is based was carried out as part of a study of primary teacher education in Mdawi,
which is itsdf a sub-study of the MUSTER? Project. The centrd argument of the
paper is that as a result of the gender gap in education in Maawi, it is necessary to
congder how teacher education policy might impact differently on women and men
i.e. to maingream gender in policymaking and implementation. The paper ends with
a number of policy recommendations, which are as follows. Firdly, there is a need
for more involvement of dakeholders in policy-making.  Secondly, the entrance
requirements for initid teacher education should not be raised and there is an
agument for lengthening the resdentid component of training and providing more
language support for teachers.  Thirdly, more boarding accommodation should be
provided for femde teachers. Fourthly, support should be provided for teachers
intending to upgrade ther qudifications  Ffthly, there is a need for teechers
professond development to pay more atention to gender issues.  Sixthly, qudified
teechers with experience of implementing free universa primary education should be
recruited as tutors in the training college and more opportunities for upgrading should
be provided for college tutors.

1| recognise that much of the school and college curriculum is gendered, even in the way that academic
disciplines are constructed (Harris, 1997). | also recognise that the current structure of formal
schooling is not above question; it seems too often to define young people as failures and serve to
reproduce an elite, rather than help individuals and communities develop their broad potential (Serpell,
1993, 1999, Bloch and Vavrus, 1998). It is beyond the scope of this paper however, to address these
issues.

2 The MUSTER (Multi-site teacher education research) Project is a collaboration between the
University of Sussex Institute of Education, and educational research institutes in Ghana, Lesotho,
Malawi, South Africa, and Trinidad and Tobago.



1. INTRODUCTION

1.1 I ntroduction

Currently, recruitment into teaching and teacher education programmes is ostensbly
based on merit, as the main entry criterion is a certain level of academic achievement.
At fird sght this may gppear a far sysem, however, treeting men and women equaly
at the pint of entry to teaching may not be just if they have not had equa access to
the education through which they are being judged. In order to achieve gender equity,
various measures may be needed to increase the contribution of women teschers to
the education sysem. Incressng women's contribution is particularly important not
only for the teachers themselves, but dso because it is expected that they will have a
role in breking into the cycle of femde educationd underachievement, and thus
reducing the gender gap.

Within the drive to provide Education For All (EFA) there are cdls to improve
access, qudity and equity in primary education. The fird two years of schooling,
known in Mdawi as the infant dandards, have the worgt fadilities, the highest
pupil/teecher ratios, and unsurprisngly, the highest dropout and repetition rates.
Since mogt children do not survive in school beyond the early standards, and do not
achieve basic numeracy and literacy, this paper focuses on lower primary education.

1.2  Conceptsof equity

Equity is taken to mean egud outcomes from education and not only equd
opportunity to access education. Gipps and Murphy give an overview of the
devdopment of various definitions of equdity and equity and the movements with
which they are associated. In Britain, the equa opportunities movement worked
within exising educational dructures, whereas the anti-sexis movement sought to
chdlenge the datus quo a a more fundamentd leve, aming to ‘trandform the
patriarcha and ethnocentric nature of school structures and curricula (1994:10). The
experience of implementation led to the combinaion of drategies from both these
viewpoints.

It was in the United States that debate focused more on the concept of equity and its
link to justice, which may require going beyond giving equd treatment to people.
The concern with educationa injustice done to population sub-groups (eg ethnic
minorities and femde students) led to compensatory educetion, but this may now
have given way to a more individudigtic perspective; ‘Underachievement is once
agan the responghility of the individua rather than the educationd ingitution’ (op
ct13). This ‘blame the victim' goproach denies the difficulties that groups of
sudents face; seeing each individua case can mask solutions that could be found by
studying larger-scale societal and globa economic structures.



1.3  Indicatorsof gender inequity

The concept of equa outcomes and the use of educationd achievement as an indicator
of equty are dso not draightforward. Forma schooling is to a greater or lesser
degree competitive and ams to produce unequa results in examindions so that
dudents can be sdected for different educational pathways.  This is perhaps
paticularly the case in devdoping oountries, such a Madawi, with limited
educationa resources, where only a smal percentage of the age cohort are chosen to
continue their education a secondary level (Serpdl, 1999). In using outcomes to
judge gender equity in this kind of educationd system, there should therefore be
differences within groups rather than between groups of sudents (Levine cited in
Gipps and Murphy, 1994). This may be judged in terms of educational achievement
(forma examination results) as well as paticipation in education (enrolment figures
and dso regularity of attendance). Unequa outcomes between genders in forma
examinations may have severd sources.  Murphy consders that it is important to
diginguish between ‘lack of achievement as an outcome of teaching and lack of
achievement ariang from a lack of opportunity to learn. It is dso evident tha the
effects of psychosocid factors in assessment gStuations can mask students  actud
achievements (1995:259). Gipps consders this a fundamental question in equity and
assessment.

...ae group differences in measures ‘red’ or ae they the result of the
measuring sysem? The answer, of course, is likely to be ‘a bit of both’ and
what we need to do is to minimise the later, while underganding and
articulating the causes of the former. (1995:280)

Where there are persgtent differences between the two sexes in ether participation or
achievement data in a given sector of education, this is known as a gender gap (King
and Hill, 1993). Gender disparity in enrolment, perastence in school, repetition rates,
examination success, employment and promotion of teachers, ae dl posshble
indicators of inequity in an education system.®

1.4  Rationalefor promoting gender equity

The role of education in society varies gredly in different research paradigms.  Bloch
and Vavrus (1998) provide a summary of the magor paradigms, the theories derived
from them, and their possble implications for women and education in sub-Saharan
Africa. Much of the early research on gender and education in developing countries
was sponsored by the World Bank, informed by the modernit human capitd
paradigm, and found that ‘both the socid and private rates of return to girlsS primary
education are high’ (Swainson et d, 1998.4). Current policies in Mdawi are largdy
informed by this neo-liberd ingrumentaist gpproach, in contrast to which a rights
based approach might be consdered an innovation. The presence of more women in
the education sysem might dlow space for the creation of educationd aternatives
that change the sysem and adgpt it to women and ther lives, rather than only

3 Definitions of education indicators can be found at www.unesco.org.



countering disadvantage by making the exising sysem more accessble to women.
This paper, however, takes a consarvative pragmatic standpoint, working from the
exiging sysem, andysng the effects of current policy proposds and making
recommendations that assume evolution rather than revolution from the status quo.

| will first describe the context in which teacher education operates in Mdawi. This
will include looking a aspects of the schools and colleges, and comment on the
proportion of infant teachers who are femde, and the image of an infant teacher. In
line with an agenda of maindreaming gender, | will then consder the implications for
women of a number of government policy proposas that am to improve teacher
education. Findly, | will discuss drategies for promoting greater gender equity in
primary teacher education, including looking a women teachers sense of agency
over thelr own lives.



2. BACKGROUND

2.1 Teacher education in Malawi

Mdawi is a suitable setting for conddering these issues as it is currently undergoing
large-scale teacher education reform with sgnificant support from Western donors.
Following the introduction of free primary schooling in 1994, the Minidry of
Education in Mdawi employed large numbers of teachers on temporary contracts, the
magority of whom (over 17,000) were unqudified, (Kunje and Stuart, 1996). In order
to expand the training capacity of the sx teacher education colleges’, MIITEP
(Mdawi Integrated Inservice Teacher Education Programme) was introduced in
January 1997. Much of this programme is based on distance learning, undertaken by
dudents who ae teeching full-time. It therefore provides an interesting context in
which to explore how teacher education relates to the classroom.

The dated ams of MIITEP specificaly mention promoting grester gender equity in
schools:

promotion of grester educational achievement for girls through a ‘gender
appropriate curriculum’
Other amsinclude the:

promotion of activity-centred pedagogy
linking of teaching college materias ‘ more firmly to the dassroom’
(Teacher Development Unit 1996:iii-vi).

‘....Ultimately, MIITEP is expected to improve the qudity of teaching and
learning in primary schools in Mdawi by reducing the number of untraned
teachersin the systlem.” (Teacher Development Unit 1997:4)

2.1.1 Teacher recruitment and primary education quality

As noted above, there is a dive to increase the qudity of primary education, which is
widdy perceived to have deteriorated following the extensive demands made on the
sysem dnce the introduction of free primary education. There are a number of issues
often raised by policymakers and other stakeholders in relation to school qudity, that
are of particular concern in rura schools, and that interrdlate and sometimes conflict.
These include the need to:

increase teacher commitment to local area

reduce teacher absenteeism

provide and maintain secure good qudity housing for teachers

promote femae teachers as role modds, including higher status postions such
as headteachers

have better-quadified teachers

have more mother-tongue indruction in lower primary

* The structure of the initial teacher training course, (a short period in college followed by school-based
study), means that the colleges can train three times as many teachers annually as before.



have smdler classes

Many of these issues relate to teacher recruitment, and teachers recruited from the
locad community are likdy to have a number of advantages. For example, they will
dready have accommodation and will spesk the locd language. Femde teachers will
have family support and so may fed safer than they would in an unfamiliar area
They will have gregster exiding links with the loca community, and this, together with
the above factors may lead to less teacher absentesism. °. Locd recruitment can
however, conflict with the demand to recruit better-qudified people into the teaching
force, because those who make it through secondary school are more likely to come
from urban areas. Theissuesfor teacher education are:

1) What should be the academic level of people sdected for initid teacher
education?

2) What school conditions should initid teacher education prepare teachersfor?

3) How much should initial teacher education address academic upgrading?

2.2 M ethods

This paper andyses data collected at various éves of the education system; schoadls,
teecher training colleges, donors and the Minidry of Educaion and the Maawi
Ingtitute of Education (MIE) during five months of fiddwork between September
1998 and July 1999. My man research method was the semi-structured interview
with various dakeholders in the education sysem. This is in line with Gaynor's
comments on research on the supply, and professond development of women
teachers:.

Much of the research which might be of use to develop understanding of how
women teachers needs differ from ther male counterparts, has used large-
scde survey methods which fal to yidd the kind of information required for
appropriate action. It seems more advisable in general to adopt approaches
which take the locd culture into account and which use quditative methods,
including dructured and undructured interviews, participant observation and
in-depth case studies. (1997:52)

® Some headteachers argue that it is better for teachers to work in schools away from their village of
origin, because then they will not have excessive community obligations placed on them that detract
from their school work. (Demis Kunje, personal communication, July 2000)



Table2.1: Summary of stakeholdersinterviewed

Male Female TOTAL

Student teachers 19 24

Teachers college lecturers 10

Teachers

| N[ O O1

Headteachers

Ministry of Education officials

NN | N o1

N

Donor agency officials

ENE LSS ES

Malawi Institute of Education 4
officials

Total 19 31 50

| taped interviews with 50 participants (most were interviewed more than once) as
shown in table 2.1, and made written notes on shorter conversations with other
stakeholders.

In the teacher education colleges | dso worked with sx focus groups of student
teachers and one group of lecturers. My student sample (19 femde, 5 mae) was not
representative of the maeffemale baance in MIITEP. Untrained teachers in primary
schools were divided into sx cohorts for MIITEP. Generdly, priority to dart the
training course was given to the most academicaly qualified student teachers, and S0
these were dlocated to the first cohort. The sixth and last cohort contained the least
qudified student teachers on average, and due to gender gaps in Maawi’s education
system, this was aso the cohort with the highest percentage of femaes. | conducted
my fiddwork in colleges during the period when the sixth cohort was in resdence,
and there were therefore many female student teachers in my sample. One of the two
colleges that | focused on was women-only, and so this further skewed my sample of
student teachers towards women.

Interviews were conducted in English as this is used for teacher education, and al
teachers are expected to be able to teach through the medium of English in the upper
primary standards. Due to the low level of academic achievement of some students in
English, they lacked confidence and communication was therefore sometimes stilted

In order to overcome this difficulty | used various means to support my
communication with the sudent teachers. These included taking about drawings of
teachers, discussng shared experience (their lessons that | had observed), using the
terminology that they used, and working back from practice to theory.

In Mdawi, | was a white foreigner, with dl the baggage of history, consequent
perceptions of power reations, and lack of shared assumptions that come with this.
This was addressed throughout the research by involvement in the MUSTER Project.
The research was designed in response to issues raised a the initid Project workshop
by the Maawian lead researcher, with whom | liased throughout the study. | dso
worked with a research assstant who was a loca lower primary teacher. To address
some of the possble reationship issues | worked in a smdl number of schools, and
chose participants with whom it seemed possible that | would be able to build a
rgpport (this was a subjective judgement based on their confidence a our initia



mesting). | sometimes worked with groups as noted above® The participarts in the
research gave fredy of their time and energy, and | hope that they found our
conversations asinteresting as | did.

A deaxr limitaion to my reseach is my ability to undestand and explan the
complexity of the issues as a foreigner. In order to increase the chances of this | have
included quaditative data and will use extensve quotation. | hope this will dlow
something of the voices of the Mdawian educators to come through. Where possble
| went back to participants and checked points with them in order to daify my
understanding of their previous comments.

There is very little reseerch on Mdawian infant classes, and in this dtuation, dthough
| am an outdder to the Maawian educaion sysem, | condder that my involvement
can be justified. | hoped that my experience as an infant teacher in the UK’, and as a
teacher educator in Namibia for two-and-a-hdf years would to some extent counter-
badance my foreign daus. The teacher who worked with me as a research assigtant,
seemed as pleased as | was when we found out that we qudified in the same month of
the same year. | suspect that taking to a woman rather than a man, may have been
eader for the femae teachers, and with the mae teachers, gender may have lowered
the dtatus that came with being from ‘outsde and from the universty. | can only
guess, however, at the interplay of race, gender, and occupationa status.

® Groups alter the power dynamic of a meeting; for a start, the researcher is outnumbered. They also
allow the possibility of the construction of a collective rather than individual view (Smith, 1999).

" This experience was most useful in talking about pedagogy with teachers after lesson observations.
Although pedagogy is not directly relevant to the discussions of their careers analysed in this paper
talking about this over a number of months helped to build my relationship with the teachers.



3. CONTEXT

3.1  Brief description of the schools

At the school levd, | am focusng on the firg two dandards of forma schooling,
because many children do not make it past the lower standards of school, and the
teaching and learning conditions are the most chalenging in the whole school system;

...dthough children ae entering school in vast numbers, and dmogt dl
children spend some time in school, many leave before they are likely to have
obtained basic literacy and numeracy <kills.  Given the exiging flow rates
through the primary cyde, only one-hdf of children who sat school will
reach standard 3, and less than one-fifth will complete the primary cyde, with
fewer girls than boys completing. (Kadzamira and Rose, 2000:10)

It is important therefore to make the most of the time the children are able to spend in
schoal, a the same time as planning for improvements in persstence in the future.

For the case-studies | chose three schools within three hours drive of the Universty
of Mdawi, Zomba, where | was based. Two of the three schools were ordinary Sate
primary schools teaching Standards 1 to 8, known as full primary schools. The third
was a lower primary community school, pat of the state system, but set up with the
help of the Primary Community Schools Programme (PCOSP)®. In one school the
gandard 1 class was dways taught outsde under a tree, unless there was heavy rain,
in which case the headteacher would amalgamate higher standards to free a room for a
combined class of Standards 1 and 2. In the second school, the three Standard 1
classes were combined during the rainy season, and taught together by three teachers
in one room; sometimes over 200 pupils would be present. The children sat on the
uncemented floors.  The community school opened in 1997 and had good qudity
buildings.

Teaching and learning materials were scarce in the full primary schools, dthough
al cdases had a chakboard and chak. The teachers frequently referred to pupil
absenteeism as the cause of teaching and learning difficulties. A feature of the
pattern of attendance was that many children were absent one or two days a week.
Clearly, this makes it difficult to plan teaching, and for children to make progress in
their learning. Severd teachers related poor attendance to high repetition and dropout
rates. A further feature of class compogtion that compounds teaching and learning
difficulties, is the wide age range. In one Standard 1 class the pupils were aged from
four years to fourteen years.

8 PCOSP was funded by the UK government’s Department for International Development. It provided
funding for building at least three community schools in each of Malawi’s 31 education districts.

Innovative processes for involving local communities in the siting, building and running of the schools
are a particular feature of this programme. The schools are part of the state education system, with
minimal additional inputs in staff training and materials. A maor aim of the programme was to see
whether improvements in resourcing to the level the government would hope to provide (eg one
textbook for every two pupils), and improvements in school management, would make a significant
differenceto pupil achievement.



3.2  Gender inequity

It is beyond the scope of this paper to describe gender inequities in Madawian society
in generd, dthough these are clearly reflected in the education sysem, which aso
functions to perpetuate them. Kadzamira and Chibwana, (2000) give details of the
heavier nonacademic workloads expected of girl pupils both a& home and a schooal,
discuss parents beief that boys are more intelligent than girls, and describe practices
that lead to earlier marriage for girls than boys. There are dgnificant urban/rurd
differences, with the rurd aress typicaly having more traditiona petterns of gender-
dfferentiated roles For example, a femde education officid interviewed, thought
that it would be much more difficult for a teacher with a young child to get the
necessary family support to enable her to attend a resdentid training course, if she
cane from a remote, rurd aea rather than from an urban aea  This would
presumably be due to family expectations of her commitment to domestic duties.

The rest of this section will briefly describe the sructure of the Mdawian education
sysem and note certain gender inequities within this sysem, from primary school
through to teacher training college levd, and dso in the proportion of women
employed as primary teachers in lower and upper standards. As noted above, gaps in
paticipaion and in achievement in education between femdes and maes ae
indicators of gender inequity. Gender gaps in achievement result from differences in
the way boys and girls are socidised, including their home and school experiences,
raher than beng due to inherent biologicd differences in cognition.  Murphy
comments on the sources of gender-differentiated performance as follows.

Psychosocid explanations have proved powerful because of the evidence from
many dudies that dmilaities in maes and femades peformance far
outweigh any differences observed for the mgority of the population
(1995:257).

A dudy in secondary schools in Maawi found that girlS performance in Mathematics
and Physcd Science improved ggnificantly when they were taught in sngle-sex
classes (Kadzamira and Chibwana, 2000), showing that socid factors had accounted
for their previous underperformance rather than a deficit in mathemetica &bility.

3.2.1 Gender gapsin school enrolment and achievement

At the mogt fundamenta level, opportunities to learn may be more available to boys
than girls. There is a Sgnificant gender gap in enrolment a primary school leve, as
figure 3.1 shows At higher leves of the education system gender gaps continue, both
in paticipaion in schooling (enrolment) and in examination performance.  From the
fird year of schooling onwards these interact, as entry to the next dandard is
dependent on success in the end of year examinations. Even those children who are
formaly enrolled may have little opportunity to learn; the heavy domedtic duties for
girls noted above can limit time for homework and may dso lead to absenteaiam,
(Kadzamira and Chibwana, 2000).
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Murphy (1995) describes severd psychosocid variables that can account for gender
differences in peformance among those children who are in school. These include
differentiated expectations and syles of interaction from families and teachers of the
behaviour, abilities and activities of boys and girls  This socidisation leads to
sudents  sex-differentiated  sdf-images, leves of academic sdf-confidence and
attitudes to school tasks and subjects.

Figure3.1: Primary Enrolment by Sex: 1980/81 — 1995/96

Enrolment

1,800,000 1

1,600,000

1,400,000

1,200,000

1,000,000

800,000

600,000

400,000
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0
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| —+ Female —TF Male |

Source: Kadzamiraet al, 1998

At the end of a minimum of eight years of primary schooling, pupils teke the Primary
School Leaving Certificate examination, (PSLC). This is used to sdect pupils for
secondary schools. There are few places in state secondary schools, and entry is very
competitive.  Some students therefore continue their studies a private secondary
schools, or a community day secondary schools (CDSS). The latter have recently
been created by converting Distance Education Centres (see below). Even when dl
types of schools are included, secondary school enrolment remains one of the lowest
in Africa with a gross enrolment ratio (GER) 0f14% of girls of secondary school age
enrolled, and 23% of boys (Draft Policy Investment Framework (PIF), 2000).
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Tables 3.1aand 3.1b: Success at the MSCE examination by sex in 1997

Table 3.1a: Passrates by sex and type of school

Type of school Female passrate Male pass rate

Government/grant aided 25% 43%
Private 30% 37%
Distance Education Centre 4% 10%
All schools 17% 27%

Table 3.1b: Number of M SCE graduates by sex and type of school

Type of school Number of | Number of | Female proportion of

females passing | males passing total successful
candidates

Government/ 839 2917 23%

grant aided

Private 636 1091 37%

Distance Education 169 1061 16%

Centre

Total 1694 5069 25%

Source: Calculated from tables 3.7, 3.11 and 3.15, 1997 Basic Education Statistics.

After two years of secondary schooling pupils take the dinior Certificate of Education
(JCE). This was the minimum quadlification needed for employment as a primary
school teecher until December 1999, when teacher recruitment advertisng gave
MSCE as the minimum academic requirement. After a further two years of study,
pupils take the Maawi School Certificate of Education (MSCE), the current minimum
entry requirement for teaching. Only a quarter of successful MSCE candidates are
female, seetable 2b.

3.2.2 Factors affecting femal e persistence in school

A number of the women teachers that | spoke to left secondary school before
completing their courses due to pregnancy, marriage, or lack of school fees. These
findings mirror those of a number of other dudies, (eg Swanson et d, 1998,
Kadzamira and Rose, 2000). Girls who became pregnant were, until recently,
required by the authorities to leave school; current policy alows them to return to
school in the term after the birth of their child, but according to Kadzamira and Rose
(op cit), pregnancy directly accounts for only a smdl proportion of girls dropping out
of school. Most drop out due to falling a standard, their labour being required at
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home or in the labour market, marriage, or due to lack of money to pay for the direct
costs of schooling such as clothing and Setionery.

The dructure of the educationd system is hierarchica, and school pupils are treated
as children, even if they ae in thar lae teens or twenties. Ther podtion in society
determines their datus rather than ther age.  Swainson et d (1998) discuss the
posshle effect of formd initiation to adult datus (initistion ceremonies) on girls
persstence in school. Starting school later than the recommended sx years, and the
internd inefficiency of the school system, (frequent repetitions of a school year) mean
that many primary pupils are in the difficult Stuation of beng physcdly and socidly
adults while being trested as children in school. Kadzamira and Chibwana comment
that ‘Girls in particular are under intense pressure to leave school and get married
after puberty’ (2000:123). Even some of the teacher educators referred to the MIITEP
trainees as pupils, ‘We may expose a kill to the kids, to the students, sorry’.
Although the trainees have been teaching for severad years prior to becoming students,
and ae modly in ther mid-twenties or older, some teacher educators require student
teachers to stand up when they answer a question in a seminar, presumably as a mark
of respect.’

3.3  Effortsto promote gender equity in schools

There have been various efforts to promote gender equity in schools. The student
teacher handbooks produced as part of MIITEP give the following rationae for ther
focus on gender:

The Government of Maawi is trying to achieve greater educationd atanment
for girls as this has an impact on the mortdity and fertility rates thereby
enhancing the economic and socid wdl being of Maawians, improved food
security and hedlth status. (Handbook 4, 1997:iv)

This implies an ingdrumentdidt, raher then rights-based ideology. Instrumentdism is
ds evident in the USAID rationde for increesng educationd access for girls and
women a this hdps them to ‘save ther families and communities,
(Wwww.info.usaid.gov, June 2000). Kadzamira and Rose comment that ‘girls in
paticular have recaeived atention in the formulation of policy, dthough this has to a
large extent, been a donor-driven agenda’ (2000:5). As part of the USAID GABLE
programme, fee waivers were arranged for al non-repesting secondary girls. This has
removed some, but not al, of the direct costs of schoaling.

A recent large-scde study of gender and primary schooling was carried out by the
Universty of Maawi Centre for Educationad Research and Training, and the
Mdawian Ministry of Education, (Kadzamira and Chibwana, 2000). This report was
one of the multi-country series of dudies in the Gender and Primary Schooling in

° The ambiguous nature of the teacher educator/MIITEP student teacher relationship is perhaps
revealed by variations in this practice. Some teacher educators reminded students not to stand up in
seminars when they started to do so, while another used this to describe the difference between
teaching children and teaching adults (Stuart, personal communication).
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Africa (GAPS) progranme®® that has increased knowledge of the complex causes of
gender inequity both ingde and outsde schools. For example, the authors report
obsarving teachers tregting boys more favourably than girls in classsoom interaction.
This has cdear implications for teacher education and the am of MIITEP dated above
to provide a more ‘gender-gppropriate curricullum’ is relevant here.  In this case,
curricullum needs to be understood in its broadest sense, including the ‘hidden
curriculum’, and not just as a collection of syllabuses and textbooks.

Hopefully, the GAPS sudy (Kadzamira and Chibwana, 2000) will assigt in the
formulation of pragmatic policy. At least in the wording of nationd level documents,
the aim to promote gender equity is dready expressed. For example, the draft Maawi
Policy and Invesment Framework dates the following: ‘At the primary, secondary
and tertiary levels the intention is to increase femde paticipation to a least 50%
(2000: 1.5.4) dthough full drategies to achieve the dated am ae not clealy
apparent.

34  Malawi College of Distance Education

The Distance Education Centres, (DECs), mentioned above, were the mgor part of
the Mdawi College of Digance Education, and have now been renamed community
day seconday schools The change in name recognised the de facto role, as
additiona secondary schools, that the DECs had been playing for some time
Although digtance educetion in Mdawi was origindly intended to offer primary and
secondary programmes by correspondence, amost adl students enrolled for secondary
subjects, and 86% of these registered to attend classes a the DECs (Education Basic
Statidtics 1997). Severd of the teachers in my study had continued their education in
this way after dropping out of forma education due to pregnancy and marriage.
Almost 7,000 of the roughly 15,000 MIITEP trainees, have a JCE obtained through
the DECs or other disance study mode (Kunje and Lewin, 2000). Some qualified
teechers have upgraded themsdves from JCE to MSCE while teaching, funding
themselves through vacation courses run by the Teachers Union of Mdawi (TUM).

There ae, however, serious qudity concens regarding the education the
DECs/community day secondary schools provide. Pess rates are very low, and there
is dso a gender gap; for example a female MSCE pass rate of 4% in 1997, compared
to a 10% mae pass rate (see table 3.18). Teacher educators, and others, frequently
commented on the inadequate levd of English and low generd academic attanment
of MIITEP tranees who had studied through the DECs. They attributed this to
students being able to accumulate one or two subjects a year towards a JCE, o that
they had forgotten the subjects they first studied!’. The quality of teaching in the
DECg/day secondary schools is low, probably because they are mostly dtaffed by
primary teachers without secondary level subject training, and pupil-teacher ratios are

10" A collaboration between Forum for African Women Educationalists (FAWE), Ministries of
Education and the Institute of Development Studies, Sussex

M The low academic level of student teachers has been seen as a particular weakness of the system
resulting from the need to recruit large numbers of teachers since the introduction of Free Primary
Education, however Nyirenda (1991) notes that even then the number of MSCE-graduates entering
teacher education was falling, and that the JCE graduates who obtained their certificates by
accumulation were having problems following the course.
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higher than in conventiond secondary schools (Kunje and Lewin 2000). Although
these ex-DEC student teachers may well become qudified teachers through MIITEP,
depending on the pass mark set for the find exams, they might dill be consdered to
be under-prepared to teach al subjects across the eight standards of primary schools.

3.5  Gender inequity and teacher education
3.5.1 Proportion of boarding facilities allocated to women

Gender inequities found throughout primary and secondary schools lead to unequa
paticipation of maes and femdes in tetiay education. Snce teaching is often a
low-gatus professon however, in some countries participation in tescher training is
weighted towards women. Nevertheless, during the fifteen years from 1980 to 1995
femde enrdment in Madawian tescher training colleges varied little and was around
38% a the beginning and end of the period, (Swainson et d, 1998:17-18). Thisis a
reflection of government policy that reserved only around of third of dl boarding
places a the resdentid colleges for women, (Kunje with Chimombo, 1999). It is
unclear whether this placed a cdling on the numbers of women traning to be
teachers’® Maes continue to outnumber females across dl the MIITEP cohorts; on
average, only just over a third of trainees are femae, approximately 36% (Kunje and
Lewin 2000). This may be due to the same digribution of maefemde boarding
places, however, there did seem to be the potentid for flexibility here with a rolling
cohort sysem and short-term resdentid courses. For example, when | vidted a
college in the north of Mdawi the cohort in resdence was dl-mde; a lecturer told me
that this was because they had a lot of mae untrained teachers in their region, and so
it had been decided to make that cohort dl made, dthough they usudly ran mixed
courses. Making a college dl femde for a cohort would be a way of increasng the
number of boarding places available for women.*®

There is however a group of untrained teachers who have not yet been enrolled in
MIITEP. Over hdf of this group of around 8,000 is femae, with, on average, lower
qudifications than those who have dready been enrolled in MIITEP. | interviewed
one of these teachers who said she hoped that the programme would continue so that
she could be part of an additiona cohort.

3.5.2 College tutors

The proportion of femae tranees is smilar to the proportion of femae teaching
college tutors. In a sample of two of the Sx Maawian teacher training colleges,
another MUSTER sub-study found that women made up 36% of the tutors'®. Access
to teacher education for women trainees and tutors, is only one aspect of gender
equity and in this paper | do not have space to look in detal at the experiences of

12| n the Basic Education Statistics, figures for JCE passes were not gender disaggregated until 1997, so
it is not possible to see from these if there was a pool of qualified female candidates who might have
wished to become teachers, but could not because of alack of boarding facilities for women

13 Toilet facilities might need to be upgraded prior to this.

14 Stuart, personal communication, June 2000. A forthcoming MUSTER discussion paper will provide
agender analysis of the qualifications of tutors and the roles they play in these two colleges.
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femae tranees and tutors in the colleges except for a brif comment on the
curriculum.

3.5.3 Curriculum

The Student Teacher Handbooks given out through MIITEP are potentidly beneficd
for gender equity, but the aspiration of promoting gender equity might not have been
fulfilled due to the difficulty some dudents have in accessng the content of the
course.  The limited levd of English of many of the femde trainees, is likely to affect
how much they can gain from the intensve course, an issue raised by a headteacher
with MIITEP student teechersin her school:
Those MIITEP handbooks, so many pages in three months, and the students
are mostly from the DECs. They should be medium-sized, not as big as a
bible!
| observed a college class for a group of cohort sx student teachers during which
some of them were unable to correctly complete an exercise from a primary English
textbook.

The overt MIITEP curriculum expressed in the five student teacher handbooks given
to dl tranees explicitly mentions the promotion of gender equdity, paticularly in
units on Foundation Studies such as classroom management’®. In some subjects, such
as Agriculture, there dso seems to be an effort to break down gender-gtereotyping of
tasks, such as plough mantenance. Whether and how this is implemented would
require separate invedtigation.

3.6 Infant teaching: A suitablejob for a woman?

Having looked at the gender gaps found throughout the schools and teacher education
colleges, | will now congder if these are reproduced in the employment patterns of
women teachers, particularly lower primary teachers. | will dso look at the extent to
which the image of an infant teacher in Mdawi is gendered.

The feministion of the teaching force is a wdl-documented world-wide
phenomenon, with the lower primary section of schools often containing the highest
proportion of femae teachers, dthough headteachers, (except for lower
primary/infant headteachers), are often men (Evetts, 1990). Gaynor notes that
teaching is one of the ‘feminized occupations that are ‘seen as suitable for women,
i.e. extendons of their reproductive and nurturing role (1997:7). The function of
mal e teachers however, is often to be associated with ‘ authority and power’ (op cit:8).

The following section will consder two quedions ‘Are infant teachers manly femde
in Mdawi? and ‘What isthe image of an infant teecher?

3.6.1 Infant teachers and gender

The first question can be dvided into two; ‘Are mog infant teachers women, and are
most women teechers, teeching a the infant level?

15 For example in Handbook 4:1200, and 1207
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Figure 3.2 overleaf, shows cdealy that mog infant teachers are women, with around
58% of teachers in Standard 1 and 2 being female. These figures dso suggest that it
is farly common for a man to be an infant teacher. According to the Ministry of
Education’s 1997 figures, 39% of primary school teachers are women, a figure that
matches closdy the percentages of women trained as teachers under MIITEP and
previous programmes, given above (36% and 38% respectively). The proportion of
women trained seems therefore to be a good indicator of the proportion of women to
be found in the teaching professon. Nearly haf of these women (46%), around
8,400, are infant teachers, mogt of the others are teaching in Standards 3 and 4, and
only 7% of women teachers are teaching in Standards 7 and 8. So, dthough less than
haf of women teachers are infant teachers, the mgority of the femae teaching force
is working in the lower four primary standards, and it is very unusud for a woman to
teach the two highest primary standards.

Kadzamira and Chibwana in the GAPS report found a smilar picture in their sample
of 349 teachersin 20 schools:

The dlocaion of teachers to standards by gender is adso driking...Femde
teachers are concentrated in the lower standards, which are perceived to be
less difficult to handle than the senior classes, fdsdy so in the light of the
number of pupils they have to handle. This argument is further srengthened
by the high status accorded to senior classes because of Mdawi’s exam-driven
sygem. Of dl the femde teachers induded in the sample only two femde
teachers were teaching in standard 8. Overdl, 84 per cent of the femde
teachers were teaching in standard 1 to 5 as opposed to 45 per cent of the male
teechers.  This is worth mentioning because it perpetuates perceptions of
inequditiesin femde and mde intdlectud abilities (2000:101)
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Figure 3.2: Percentage of Female Primary Teachersby Standard

Per centage of female primary teachersby standard
Sour ce: Basic Education Statistics 1997, MOE
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3.7 Disgtribution of teachers between rural and urban schools

The picture is complicated by differences between urban and rurd teechers, and
between quadlified and unqudified teachers, (Kunje with Chimombo 1999, Kadzamira
and Chibwana, 2000). It is government policy that temporary teachers (this includes
al unqudified teachers including those being trained under MIITEP) should teach the
middle primary standards. This is presumably because they are perceived to be the
easest standards to teach, as the class Szes are not as large as lower down the schooal,
and the content is not as difficult as in the higher dandards. Unqudified teschers
might also be consdered to do least harm here.  They would not affect children’s first
impressions of school, and fird geps in acquiring numeracy and literacy, or the
pupils chances, and the school’s reputation, by teaching a the top end of the school
where pupils are preparing for externa examinations, (the Primary School Leaving
Certificate). During my study, however, | found many temporary teechers working in
other standards. Kunje and Lewin (2000) note that in many schools temporary
teachers are in the mgority, and in these cases most standards must be taught by
temporary teachers.

The reason tha temporary teechers are in the mgority in a dgnificant number of
schools is because, dthough around hdf of al teachers in active service are qudlified,
they are concentrated in urban areas. Temporary teachers were recruted to fill
vacancies in rurd schools.  The concentration of qualified, experienced teschers in
towns has serious implications for MIITEP, which is predominantly a school-based
traning progranme that would benefit from student teachers having the support of
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qudified teachers. In particular, femde qudified teachers are mainly in town schools,
with only around a quarter of the femde teaching force working in rurd schools. The
explanation for this pronounced skewing is likdy to involve some interplay of class
and gender. Jobs in urban areas, including many didtrict centres, are popular for their
access to retail, education and hedth fadiliies'® Women are often described as
‘following ther husbands, a gStuation in which a woman moves jobs to work nearer
her husband. A man with a rdaivey high-gaus job may wel be ingrumentd in
securing a podtion for his wife near to his own pogting. In many government jobs,
applications by women for postings near to their husband's place of work are looked
on favourably. One student teacher, however, reported that this policy does not apply
to temporary teachers, and s0 she left teaching for a while in order to live with her
husband in his new post.

| started teaching in 1994, and in 1995, 1996 | was dropped out because my
husband was posted in Mwanza, so they, we are not allowed the temporary
teachers to follow husband, so they retrenched me. And then | started againin
1997.

Jobs in rural schools are less popular in many countries due to the lack of access to
facilities, and their remoteness.  Writing about Sri Lanka, Tatto and Dharmadasa note
that:
Rurd teachers dtuation is typicdly less favourable and is characterized by
low mobility, chalenging work conditions, and reduced posshilities for
education and other professiona development opportunities (1995:101).

Hyde et d point out that even a a time of high unemployment for MSCE-holdersin
Maawi: ‘they do not want to be primary teachers, particularly when being a primary
school  teecher involves living in an isolaled rurd community among “drangers”
(1996:56). Kadzamira and Chibwana consider housing to be an important issue;

One way of atracting femde teachers to teach in rurad aress is to give them
priority in the dlocation of teachers houses and aso to alocate them houses
within the school premises (2000:120)

This last comment suggests that female teachers may be concerned about their safety
if they live done'” The Primary Community Schools Programme has begun to
address the shortage of rentd accommodation by providing teachers houses as well
as classroom and adminigtration blocks at the schools they have built.

A teacher recruitment drive in December 1999 advertised for MSCE-holders to teach
in rurd aess. At inteview it was agan explaned that the posts were in rurd
digrictss.  Out of over 9000 successful candidates who ae currently undergoing
orientation in three phases, only a little under 20% are female. These candidates are

16 peri-urban schools (in high-density suburbs) and rural schools close to towns may have poor housing
for teachers and insufficient classrooms, but remain popular with teachers, suggesting that it is the
facilitiesin town which play somerole.

1 do not have evidence from Malawi of such security problems, but did know a newly qualified
teacher in a rural Namibian school who had had a younger man try and break into her village home.
She came to the Regional Education Office where | worked to ask for a transfer, but in the meantime
was persuaded to return to her school, taking her sister to live with her.
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predominantly from towns, as suitably qudified candidates were not found in rurd
aess. According to an education officid involved in the recruitment drive, women
do not want to join teaching because they do not want to work in rural schools. ‘They
fear they will be banished to rurd life and blesk prospects of finding a suitably
qualified husband’*® There are other possible explanations for the low percentage of
femde recruits, induding the low overdl number of femde MSCE graduates, which
will be commented on in section 4.1. The following discusson will however atempt
to ‘unpack’ the explanation that the lack of femde teachers in rurd schools is
women'’ s fault because they do not want to work in rura aress.

If it is true that teaching in rurd schools is paticularly undtractive to women, there
may be complex gender issues here, perhaps women are expected/expect to have a
better-quaified husband, and perhaps there are some culturd differences between
those who have been formdly educated and those who have not, including in the way
men and women might expect to rdate in amarriage.

The mgor reasons why rurd life is not atractive, however, may wel be economic;
Mdawi is a poor country, ranked 161 out of 174 countries on the Human
Development Index (www.undp.org). Life in a rurd area maried to a Maawian
subsigence farmer is likdy to involve poverty and little opportunity to move together
to an urban area.  Additiondly, in a poor community there will be fewer opportunities
for teachers to generate a second income by tutoring or trading out of school hours.
This is often officidly ‘frowned on’ even when it does not gppear to interfere with
teaching duties, despite its widespread occurrence and the extremely low levd of
teachers sdaries. Fewer women than men obtain promotion in the education system,
in the GAPS sample of 20 schools there were only two femae headteachers
(Kadzamira and Chibwana 2000). The relative effect of opportunities for generating
extra income and their patne’s income might therefore be greater for women than
for men.

Attracting and retaining teachers in rurd schools is dealy an issue in Mdawi. In
paticular there is a need for more qudified teachers and femde teachers in rurd
areas. In some countries there are policies to increase the supply of teachers to rurd
schools, for example in Si Lanka beginning teachers must work for a maximum of
three years in ‘difficult schools, usudly those that are remote and under-resourced
(Tatto and Dharmadasa, 1995). In effect the Mdawian sysem is amilar to this in that
entrants to teacher education programmes such as MITEP mugt firs work as
temporary teachers in rurd schools, and continue working throughout most of their
course. More research is needed into incentives that would promote the recruitment
and retention of qudified femade teachers in rurd schools dthough the improved
working and living conditions a schools built by PCOSP do appear to hep with this
issue.

The proportion of temporary teachers who are femde, 42%, is amilar to the overdl
proportion of femde teachers, 39%. Thus, even with a policy of temporary teachers
taking the middie primary classes, if the dlocation of teachers across standards within
and between schools was gender-balanced, around 40% of teachers in each standard
would be femde. In urban digtricts the pattern of a high proportion of women teachers

18 | nterview conducted by Demis Kunje, July 2000
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in the lower dandards is dmilar to the nationd picture, dthough the overdl
proportion of women to men is much higher than the national average, (for example
in Zomba Urban; 94% of teachers are femde in Standard 1, and 44% are femde in
Standard 8)*°.

The dlocation of teachers within schools is the responshbility of the headteacher,
dthough there seems to be a degree of negotiation with the teachers. Some of the
infant teachers in my sudy, both made and femde, sad tha they had asked for the
infant standards, while other teachers of both sexes taked about having to teach a
gandard that they did not enjoy. The next section will look at the image of an infant
teecher in Mdawi, and see if this can hdp explan why infat Sandards are
disproportionately allocated to women teachers.

3.8 Theimageof an infant teacher

Fird, | will look a the extent to which infant teachers are thought of as femae, before
congdering the type of femde role that they are expected to fulfill. | asked 22 student
teachers, divided into six focus groups, to draw a picture of an infant teacher. | used
these pictures as the basis for discussons about their image of an infant teacher, ther
own experience of primary teaching, their ideas of how to teach, and the conditions in
which they taught.

Table 3.2: Sex of drawings of infant teachers by student teachers

Gender of infant teacher drawn by student teacher | Number of student teachers

Females drawing femal e teachers 1

Females drawing male teachers

Males drawing male teachers

(@] FN[ \N]Ne))

Males drawing female teachers

All of the men (4/4) drew mde infant teachers. As many infant teachers are women it
is interesting that none of the men drew women. It may be that many of the students
were drawing themsdlves as the teachers. Mogt of the women drew femae teachers,
however a couple (2/18) of the women drew mde infant teechers. Mog of the
teachers did not eaborate when | commented on the sex of ther teacher drawings
athough one exchange went as follows:

AC. Andyour teachers are both women.

L: Yes

AC: Why have you done two women for infant teachers?
L: Because they always give the women infant classes.

This was in the group where two women had drawn male teachers. In another group a
femde sudent teacher again expressed the idea that infant teaching was for women,
athough she had only taught in standard 5:

AC: Whydid you draw a woman?

19 Basic Education Statistics 1997, Ministry of Education
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D: Only women can be an infant teacher.
No teachers stated that only men could be infant teachers.

Some of the mae student teachers were teaching infants, however, and | asked them
about their favourite standard to teach. One declared that he did not like infant
dandards because there was ‘too much urin€ in class, presumably from incontinent
gmdl children. Another said that sandard 6 was his favourite class because he liked
science and mathematics. This teacher was in MIITEP cohort 1, where dl the student
teachers were MSCE-holders.  As a rdaively academicdly well-qudified teacher he
could expect to be given higher standards in future, athough he was teaching standard
1 a the time. Other qudified mde infant teachers indged that they taught these
standards because they liked the children’s enthusiasm.

The drawings and discussons show different ideas around gender and infant teaching.
For some teechers, infant teachers can be mae, while for others this is definitely a job
for awoman.

A sudy in the Gambia and South Africa that looked a teachers explanations of what
teeching is, found that they often used the ‘language of parenting as the basic
metaphor for primary teaching (Jessop and Penny, 1998: 398). In the early
sandards, parenting was sometimes interpreted as mothering.  If this undersanding of
the role of an infant tescher is dso found in Mdawi, it could form pat of the
explanation for the gender- stereotyping of women as lower primary teachers.

In an informa discusson, after observing her lesson, a qudified teacher explained
how she was like a mother to the children in her infant class adding that if you are
‘hardh’ with them they will sop atending school. Another qudified teacher, when
asked about attendance patterns in her class, taked about how the children's
attendance had been poor when she was absent due to ill hedth. This suggest the
importance of ther reationship with her, dthough it could aso be reated to the
children's fedings aout being taught in a large group when two classes ae
andgamated.  In her written autobiography?® a student teacher recdls her own
relationship with a Standard 1 teacher during her first days at school:

When | was in Standard one | did not know the reason for going to school. |
was just interested in playing with my fellow friends. Most of thetime | cried
During break to go home and eat lunch. My teacher encouraged me not to go
home and stopped me crying by sharing me some food she prepared for her
daughter. At home my mother said to me not to cry at school because when |
can be well educated | can be teacher or a nurse she encouraged me to go to
school everyday and, she prepared packed meal for me to take when | was
going to school.

20 Data collected as part of the wider MUSTER study. | have included in this analysis the
autobiographies of three of the student teachers from the MUSTER longitudinal study who I
interviewed, observed teach and visited at their homes. Quotations from the autobiographies and
interviews are recorded verbatim, or as written; this gives some indication of the student teachers
English language ahilities.

22



During an interview, | asked another student teacher if she could think of a good
teacher she had when she was a pupil in the infant sandards. She described her
Standard 1 teacher as follows ‘She knew that I'm teaching the children, so | have to
handle them as my own children.’

39 Summary

Women are under-represented in the teaching force as a whole, and are concentrated
in the lower primary standards that have lower daus than other teaching posts.
Although dmog hdf of dl infant teachers are men, and some made teachers told me
that they asked to be given these sandards, most femde teachers have an image of
infant teaching as either a job for a motherly woman, or a job that is given to women.
The rdaively low numbers of women in the professon, 3% of the teaching forcein
1997, and ds0 the underqudification of many women teachers, is the legacy of an
historic lack of equity in access to primary and secondary education for girls. As long
as gender ggps continue in the school system this will affect the future supply of
teachers. The next section will discuss severd government and other policy proposas
amed a reducing the gender gaps in the Maawian education sysem that relae to
teacher education.
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4. POLICIESTO INCREASE GENDER EQUITY

4.1  Increasing the numbersof femaleteachers

As noted above the draft Mdawian Policy and Investment Framework (PIF) ams to
increase femde participaion in al levels of the education system to ‘a leest 50% .
With regard to teachers, the PIF gtates that the Ministry of Education (MOES&C) will
introduce incentives to ensure that more women ae recruited as primary school
teachers.

4.1.2 Benefits of femal e teachers

As well as providing greater equity for women in access to teaching as a career,
femde teachers in schools are often thought to be potentid role models for girl pupils
(Kunje with Chimombo 1999). Kadzamira and Chibwana, (2000) found that when
school pupils had role models these tended to be a person of the same sex in forma
employment. The young person's own caeer aspirations closdy reflected the
occupation of their most admired person. Comments from my interviews, and from
autobiographies written as part of the wider MUSTER Project, contain examples of
female teachers acting as role models and mentors.

| had a bad habit | liked playing in class while the teacher was teaching. And
| had difficulties in the following subjects Arithmetic, English and Science
subjects. | hated these subjects very much. Luck enough we had Madam Mrs
Phiri who was trying to encourage us about how school is good. Shetried to
give us her example that she had no parent to pay her school fees. But she
tried her own effort until she finished her education — and by then she joined
teaching. This madam was teaching us Arithmetic in standard 8 she was a
good teacher.... At the same school ...we had the best teacher who was the one
encouraged me to continue with my education though | didn’t finished what
she wanted us to be....The woman was looking very young but a hard worker
in class. When someone was absent she was trying to find out what was
wrong to the boy or girl. She was doing this especially to us girls, because in
these day(s) pregnancies cases were just too much, so she tried these
incidence not to be happened again. Through fear of this teacher many girls
wer e selected to go to different secondary schools. (Student autobiography).

A second potential benefit to schools is a woman teacher’s role in helping to create a
more supportive environment for girl pupils?. The need for this is stated in the PIF;
‘Gender equity shdl be promoted by making the school an environment supportive of
the needs of both boys and girls (PIF, 2000:16). Kadzamira and Chibwana (2000)
found that the mgority of girl pupils in ther sudy preferred to be taught by women,
because they fdt a ease tadking to them, and because mde teachers sometimes

21 vanbelle-Prouty and Miske, (1997) discuss in depth the possible effects of teacher as role model, and
the teacher as nurturer/facilitator of learning. The latter appears to be more important for girls
persistence and achievement in school.
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harassed them. There were, however, some negative comments about femae
teachers ability to teach senior classes from boys and girls. To break through gender-
dereotyped pupil perceptions, femae teachers may need support in developing
additional classoom management drategies that bresk down exiging prgudices
about their teaching ability. In a gendered school environment it might be that femde
teachers who are going beyond their expected role, i.e. teaching senior classes, have
to work harder than mae teachers to successfully teach the same classes.  Allocating
femde teachers to higher-gatus pogtions is not enough to promote gender equity, if
they do not have the support necessary to do their jobs well.

The Primary Community Schools Programme described above provides an example
of a gmilar gtuation in which women ae enabled to devdop ther skills when they
obtain promotion. PCOSP requests that didtrict education offices gppoint ether a
femae headteacher or a femae deputy headteacher to the primary schools that the
PCOSP is building. PCOSP provide school management training for the school
management team, mae and femde, and support vigts to the schools. The women |
sooke to were very happy with this support, and spontaneoudy commented that the
INSET had enabled them to be successful managers. This kind of support would
seem to be helpful to many women when bresking down gender-stereotypes of their
roles.

4.2 Raisngentry criteriafor selection to teacher training

In an effort to increase the qudity of teachers, and hence primary education, the draft

PIF includes the following policy:
Beginning 2000, the minimum entry qudification for primary school teacher
trainee shal be raised to MSCE and the current untrained teachers who are
JCE holders shdl be afforded an opportunity to upgrade their academic
qudifications and to take advantage of the available training opportunities.
From 2000, potentid primary teacher trainees will be required to have credit
pases in Mathematics, English, one naturd science and one socid science.
(2000:22)

This policy is currently under debate and there is some question over whether its
implementation could be sustained. A srong argument againgt implementation in the
short and medium term is presented in Kunje and Lewin (2000). They project a
demand for around 10,000 new primary teachers per annum for the next few years,
but a likdy yearly supply to primary teacher education of no more than 1000 MSCE
graduates given the competition from other career/study opportunities open to them.

As discused in section 3 above, the most recent TDU advertisng campaign in
December 1999 recruited a surprisngly large number of MSCE-holders. over 9073.
Some of these obtained ther qudification severa years ago, and so it is likey that a
lack of jobs in other sectors of the forma economy has attracted people to teaching
who did not join at ther first gportunity. This lack of dternatives has probably aso
dlowed teaching to recruit a greater percentage than Kunje and Lewin predicted of
the 1999 MSCE graduates. It is not a al clear that this level of recruitment, close to
the 10,000 required per annum, will be sudained in the future, particulaly if last
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year's exercise recruited mogt of the formaly unemployed MSCE graduates from the
past severd years.

There is dso a need to condder the posshility that inflating the qudifications
necessary for a post will affect men and women differently. The historic gender gap
affects the recent cohorts of MSCE graduates, and the current gender gap in primary
and secondary schools will  affect future cohorts of potentid primary  teacher
education recruits for many years to come. Fewer women than men have the
opportunity to succeed a this level (see table 3.1b), and therefore, raisng the
minimum entry criteria for teacher traning will conflict with the dedre to recruit
more female primary teechers.

Of the 9073 MSCE-holders recruited in late 1999 only 1753, around 20% were
females As discussed in section 2, an education officid attributed this to women not
wanting the rurd location of the jobs as wdl as noting that in the rurd didricts they
did not find women with the MSCE. As the figures in table 2 show, it is likey that
the limited overdl number of women with MSCE could account for a subgstantid part
of the difference in femade and mae recruitment. The explanation that women do not
want to work in rurd aeass should not go unquestioned; dgnificant numbers of
women were recruited into teaching as temporary teachers to teach in rurd aress
under MIITEP when the qudification was lower, dthough it seems likey that most
teachers would prefer a town poging if avalable. Over three-quarters of Maawi’s
people live in rurd aress, the issue of recruiting and retaining teschers for rurd
schools is therefore important for creating an equitable education system. If there are
factors that make rud schools particularly inhospitable for women teechers they
should be addressed (eg housing), however, women's gpparent reluctance to work in
rurd areas does not conditute the largest part of the teacher recruitment problem, and
it seems likely thet raisng the main entry criterion to teaching to MSCE leved will
lead to a shortfal in the overal number of teachers and not adlow the recruitment of
greater numbers of women into teaching.

Decisons made about the organisation of the educationd system, both at school and
teacher education college level, are not gender-neutrd. While the gender effects of
the sysem might be unintended, falure to consder how the sysem affects males and
femaes differently by gender, and to research solutions is increesngly an active
choice rather than a passve omisson, as policy-makers, implementers, and
researchers become more aware of the gender dimensions of their work.

4.3  Academic upgrading while teaching: a second chance for women?

Sonificantly increesng teachers pay as recommended in the GAPS report, for
example, might attract more MSCE-holders into teaching; however, as the pressure on
‘jobs in town” shows, working and living conditions are aso important, and there may
dill be insufficient MSCE graduetes wanting to join primary teeching. This will aso
not address the issue of unequa access to educationd achievement a secondary leve
that results in few women obtaining M SCE.
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One way of increasng the gender equity of the education system, and having better-
qudified femde primay school teachers is to provide more flexible forms of
delivering the secondary curriculum to suit young women's lives even if the
academic nature of the curricullum remains the same.  This is recognised in the above
policy with regard to the approximatdy 7,500 JCE-holders, mostly women, working
in the schools as temporary teachers and not enrolled in MIITEP. The women who
have obtained JCEs could be viewed as those who have successfully negotiated their
way through a system with the odds stacked againgt them. They are likely not to have
fulfilled their academic potentia, but may well be cgpable of being good teechers
nonetheess.  Severa headteachers in my sudy praised the teaching of some of the
MIITEP trainees who had only a JCE cetificate. In a large-scde study of teachers
and lower primary pupils in West Africa, pass, falure and drop-out rates did not show
any sysemdic relaionship to the educationd level of the teachers, (Daun, 1997). In
a sudy of Village Based Schools run by Save the Children Federation in Mangochi, a
digrict of Mdawi, Hyde et d (1996) found that the pupils in infant classes performed
as well or better than pupils in government schools dthough their teechers had only a
Primary School Leaving Certificate.

Many of the women teachers | spoke to had left school early, as noted above in
section 3, and had continued their sudies while juggling their other commitments,
such as childcare, housework, employment, and growing food for home consumption
or sde. Food in the shops is expendve compared to sdary leves, for example, while
| was doing my fiddwork a temporary teacher’s entire monthly sdary bought about
ten 1 litre bottles of cooking ail.

After gaining their JCE, many teachers were motivated to upgrade ther qualifications
to MSCE by digance learning. The Minigtry of Education’s Teacher Development
Unit (TDU) co-ordinates MIITEP and keeps a database of al the temporary teachers.
Evidence that a smdl number of temporary teachers were passing their MSCE was
supplied by TDU as the temporary teachers send notification of their upgraded
qudification to this unit?®> This appears to be a good ded for the government as the
costs of obtaining the senior secondary leve certificate are borne by the individud
(such as fees for the vacation revison courses run by the teachers union). The sadary
differentids between JC and MSCE-holders dthough smdl, may be pat of the
incentive for teachers to do this  Other incentives may be odf-fulfilment and
increased opportunities for promotion.

A rights-based ideology of education, where inequality of opportunity is held to
contradict justice (Lamm, 1990:29) supports the upgrading of JCE holders in pogt, to
give women a ‘second chance to complete their secondary educeation. Greene
describes this concept as follows:

Second chances in education obvioudy depend in great measure on the
provison of opportunities for those who fed disstisfied with what they are
doing or have done, deprived, discriminated againg, unlucky, or incomplete.
They may not have been able to make the best uses of ther initid chances
because of dringencies in ther lives: family pressures, economic need... The

22 1n an interview | was told that in the first six months of 1999, TDU had received this notification
from six or seven temporary teachers.
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demands of their environment may have hdted them, deflected their energies,
and dopped them from even conddering dternaives. There may have been
no support for their desires, no one to suggest a direction take...(1990:37)

Lamm, however, comments that dthough this gStuation is commonly known as a
second chance, where people have been deprived of a chance of educationa success
in childhood or youth, it is ‘...actudly the firg chance they were being given’
(1990:29)

Primary teaching is however not seen as an end in itsdf by many of rr;y participants as
the following quotations from three student teacher autobiographies show.?

Teaching is and still my future career and | want to try hard to get an MSCE
so then | will apply for a diploma course at Domasi because | want to be a
secondary teacher.

Teaching will be my future career. | will first try as much as possible to get an
MSCE then go to Domasi and get a degree. From there | want to be a
secondary teacher or Headmistress.

I’m glad to inform you that now | have got MSCE through my part-time study.
But I’'m not satisfied with this qualification | want to continue reading so that
one day | will become a tutor at any Teacher Training Colleges all elsewhere.
| got MSCE through in-service courses which conducted by teachers union of
Malawi (TUM).

Ther views may result from secondary teachers better pay and higher status.

44  Women's multiple roles and the dsructure of teacher education
programmes

On the one hand it can be consdered that distance learning can give women access to
education and training by providing flexibility so thet they can fulfil ther other family
responghbilities.  On the other hand, resdentid courses have the advantage of giving
women temporary respite from ther multiple responghilities, and time to Sudy.
(Hurst, 1997). Severd of the student teachers that | interviewed had stopped their
academic upgrading while taking the two-year MII TEP course.

One student had originaly been sdected for an earlier cohort, but had been able to
ddlay her atendance at college for the three-month residential period as her baby was
very young. She therefore joined the last cohort of MIITEP trainees. | spoke to her
gx months into her twenty-month period of distance study for MIITEP. She had
faled her MSCE a school, but had since taken some subjects and passed them while
teaching:

2 These are the comments of the three women who participated in both my study and the MUSTER
longitudinal study, and were not especially selected for their ambition.
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AC. S0, you'regetting there. That’s good, are you taking some this year?

ST:  No, thisyear I’'m not taking.

AC: Whyisthat?

ST:  I’'mnot ready, I’'m so busy with the MIITEP work. So, reading the MIITEP
notes, and to read the notes what I’m going to write the MSCE, it’s difficult.
It's better to take on one part and the other part later on. Yes.....

AC:. How do you find time for studying for MIITEP?

ST:  During nights. | think I have time during the night hours. From eight o’ clock
to ten reading notes, then after that, sleeping. Then three o’ clock waking up,
reading, to four o’clock. After that then...[tralled off]

AC. o, four o’ clock, what do you do?

ST:  Four o'clock, from four o’ clock up to five o' clock busy, I'll be busy cooking,
ready for going to school.

AC:. How many people do you have to cook for?

ST:  Three, three people

AC: And how do you cook? On awood fire, on charcoal ?

ST:  Mbaula (charcoal).... Or log firewhich we use. That’'s how | cook.

AC: Fromfive o' clock?

ST:  From five o’ clock washing, and then cooking breakfast, eating breakfast on

the way to school.
AC:. Whnat time do you leave home?
ST: | leave home at quarter to seven. By seven o'clock | will be here. From seven

o’ clock to quarter past seven pupils are busy working, sweeping, around this
school. From quarter past to half past; assembly, then half past starting our
lessons.

Digurbingly, the MIITEP trainees seem to have to teach more periods a week than
quaified teschers, even though they are aso dudying. Kadzamira and Chibwana,
(2000) looked a the average workload of 349 teachers with varying qudifications.
They found that athough the untrained teachers were mostly enrolled in MIITEP and
therefore studying as wel as working, they had a mean of 29 periods to teach each
week, compared to 25 periods for qudified teachers with a JCE, and 23 periods for
qudified teachers with an MSCE. 74 of the untrained teachers were femde and 57 of
them were mae?* There was an even sharper split between untrained teschers in
urban and rurd schools; with the latter teaching 32 periods per week, compared to 22
periods for their urban counterparts.

There are conflicting ideas on the suitability of resdentid courses for women. Earlier
teacher training programmes in Maawi were fully resdentid for one or two years,
and, as noted above, only a third of the hostel places were reserved for women. TTC
lecturers often suggested to me that if MIITEP was adapted so that JCE-holders came
to college for five or sx months, compared to the exiging three months, it would be
long enough to cover the course materid adequately, given the trainees wesk
academic background. It might aso provide an opportunity to give them some

24 At one level these differences are probably ‘explained’ by the temporary teachers being lower
primary classteachers with a full timetable, and the qualified teachers being upper primary subject
teachers. This does not however explain why in many countries subject teachers have lighter
timetables tan lower primary classteachers. On the other hand, the length of a teaching period
sometimes increases in upper primary.
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intensgve English language tuition. | asked a femde college tutor about how this
might affect women:

AC: And what about some of the female teachers, the length of time they're in
college? Does that affect men and women differently because of their roles?
You know, if they have five, six months in colleges, is that more difficult for
them, you know, if they have small children?

CT: Yeah, it depends, it depends with families. If the baby is very small, under six
months, | think it makes life difficult because you think of your baby. Unless
you were really determined that come what may | must go to school, so it
requires a bit of self-esteem. But maybe for women from very rural areas, it
will be very difficult because every time you get a message that your baby is
sick, you have to ask permission to go home and look for this child. In my
case, when | went to college, we left our child with the grandmother and they
never told me of hisillness, they told me when he was out of hospital, so | was
learning with no obstacles at all. | wasn’t thinking about him, I thought, ‘ Oh,
he's being taken care of.” Until when | got a letter, ah, ‘We were with himin
the hospital, but now heis OK’, so what, it has passed. But if they told me that
your child is in hospital, surely | would say, | should go and see him, as a
mother, those things should come anyway, it’s nature.

Currently, however, it might be more difficult for a woman to find adequate childcare
as the extended family networks across Southern Africa are under severe pressure
caing for AIDS orphans, and people ill with AIDS. UNAIDS edimate that amost
16% of the adult population (15-49 years) of Mdawi were living with HIV/AIDS at
the end of 1999 (Wwww.UNAIids.org/hivaidsinfo).

One evening | had a conversation with a group of ten female sudent teachers during
the resdential period of ther course. They were dl in thar mid-twenties, and al but
one had a least one child. They raised the issue of the opportunity cost to them of the
resdential course, rather than the issue of childcare:

The students complained about teachers salaries, how they can’t afford
leather second-hand shoes anymore, but have to buy the all-in-one plastic
moulded shoes....Then one of them said that clothes didn’t really matter, the
fact that they were hungry mattered more, and while they were at college they
were too busy to run a business to supplement their salaries. [Excerpt from
research diary]

When decisons are made about the future form of initid teacher education in Maawi
it is important that the views of stakeholders are sought and used throughout the
desgn and implementation process, 0 that the dructure of the programme will be
supportive of women's success.
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45  Specialised training for infant teachers

In contrast to supporting academic upgrading, an dternative response to the
condderable concern about the academic levd and Englishrspesking ability of
temporary and student teachers would be for teachers to specidise at different levels
of the primary curriculum. Current training expects teachers to teach any subject
across eight grades. English is taught only as a subject in Standards 1 to 4, and is the
officidly the language of instruction from Standard 5°°. Teachers working at lower
primary levd where Chichewa, or another loca language is the medium of indruction
would not need to be so proficient a English, and would not need as much subject
content knowledge as those working with higher sandards. They could dso focus on
relevant pedagogy for this levd. There is a need to recognise and vdidate both
generd pedagogicd knowledge, and specific pedagogy for teaching lower primary
subjects, for example the pedagogica content knowledge of the initid teaching of

locd language literacy.

A more radicd solution would be to extend the use of indigenous languages for
indruction into the upper primary section, and to have subject specidigts teaching
English, (Bunyi, 1999). Lowering academic requirements for teaching a this leve
would dlow more women into teaching, as wdl as addressng issues of teacher
recruitment and retention in rurad areas. This has been found to be successful in the
BRAC non-forma primary educatiion programme in Bangladesh (Lovel and Fatema,
1989).

There have been a number of gpecidised training programmes for lower primary
teechers in Maawi. At one time the forma teacher education sysem in Mdawi had
such training. More recently, as described above, the Village-based Schools Project
in Mangochi employed and trained local people who moslly had only a Primary
School Leaving Certificate as teachers in Standards 1 and 2. A higher percentage of
these teachers were femde than infant teachers in government schools. The schools
were only planned to cater for Standards 1 to 4, and the curriculum was modified to
focus on core subjects - English, mathematics, Chichewa and generd dudies, (Hyde
et d, 1996). A report on the project for the funding agency, Save the Children
Federation, concluded that children in Standards 1 and 2 in these schools achieved at
leest as wdl as gmilar children in government schools, and that government schools
should employ primary school graduates as teachers where housing is a problem (op
ct). The Primay Community Schools Progranme, working with the Didrict
Education Offices, has dso atempted to encourage loca recruitment, to solve
accommodation and other problems in the supply of rurd teachers. This was often
not posshble, as there were no people avalable in the locad community with a Junior
Cetificate. Government regulations do not alow people with only a Primary School
Leaving Certificate, to be employed as teachers in government schools, even though
the PCOSP was originally planned to build schools for standards 1 to 4.

| discussed the possibility of specidised training for infant teechers with some of the
college tutors and education officids. One tutor commented tha this could cause

25 Williams notes that some teachers in Malawi are said to teach in English from Standard 3, and that
‘local languages are in fact used to varying degrees throughout the primary school’ (1998:7)
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difficulties in the dlocation of teachers within and between schools. A Primay
Education Advisor, however, spontaneoudy raised the need for a return to specidised
infant training twice during my interview with him.  Ancther potentid problem is that
lower primary teaching could become a ‘ghetto’ that less academicdly qudified
women teachers are unable to escape from.

There is a proposa in the GAPS report for teaching assistants to work with teachers in
lower primary cdasses  If implemented this will need to be carefully thought through
to ensure that the assistants are not forced to take over a class, and become
unqudified and underpaid teachers without opportunities for promotion. Agan, if
there is support for upgrading in post this could be a postive move, which could
dlow more women into teaching and hdp children in large classes lean.  Raynor
(2000)%° described the negative effects of lowering the entry requirements to tesching
for women in Bangladesh. This created a second-class system where women had less
pay and less chance of promotion than men. As Kadzamira and Chibwana point out
however, there is a ‘need to address some of the condraints facing education
flexibly.” (2000:125)

In discussing the advantages and disadvantages of gspecidised training for infant
teachers it becomes clear that here is a tendon here between increasing the
representation of women in the teaching force and providing more rurd children with
teechers and femae role modds, and a mutud reinforcement of the low datus of
infant teaching and femde teachers by having a lower academic entry requirement for
thisleve of teaching.

Conddering the exiding problems with the qudity of infant education, and the
interaction of the low datus of teaching at this level with its image as women's work,
it may wel be counter-productive to introduce specidised training for infant teachers,
paticulaly if this was for women with low qudifications Given the shortage of
recruits to teaching it gopears necessaxy, a least in the short to medium term, to
continue employing temporary teachers with a JCE in Standards 3 and 4. This would
dlow more women entry to teaching & a levd where English ability is not as crucid
as in higher classes.  Any programme provided, should be in addition to supporting
upgrading in pog, rather than as an dternative, so that it becomes a way forward for
women, and not a dead end. The stresses of teaching at this leve are frequently not
recognised; they incdude teaching a full timetable with often litte more than a
chakboard and on€'s own energy and persondity to motivate and educate over a
hundred children for severd hours. There is a need to consder redistributing teachers
and resources between sandards so that the teaching and learning conditions in the
lower standards are improved;, for example by a reduction in class sze. Subject
teachers who work in higher standards need a broader knowledge base, but have more
resources, may have lighter timetables and therefore time during school hours to
prepare lessons or do adminigration.  The work may be different, and require a
different bdance of skills and perhaps training, but it should be equaly vaued and

compensated appropriately.

26 presentation given at the Education for All conference, Institute of Education, University of London,
1/6/00
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4.6 Promoation

Although women are under-represented in teaching, and are mostly teaching lower
dandards, there were aso some women in postions of authority at the top of the
teecher education hierarchy, including femde principds of teacher education
colleges, and a femde director of the Teacher Development Unit a the Minisry of
Education. It may be that a career in education is one of the few open to wdll-
qudified women.

Women teechers and tutors descriptions of their efforts to upgrade themsdves
academicdly, generdly portray a very active role for themsdves. By contrast
however, ther role in their promotion sounds as if it is most often bestowed rather
than being sought, with people being moved around by the Didrict Education Offices
and the Minigry of Education. This pardles Evetts (1990) description of the role of
headteachers and inspectors/advisors in the UK as gatekeepers to promotion who
uggest to femde teachers that they agpply for promotion. In Maawi some women
decribed how they ressted promotion offered to them by Primary Education
Advisors.  One teacher refused a headship in one school because of ‘the weather’
there, and also promotion to headteacher in the school where she was teaching
because of her opinion of the temporary teachers:

...most of the temporary teachers who were appointed in 1994 were rude, and
| said aargh, | can't, | won't head this school just because of these teachers.
Had it been that there were qualified teachers, that was OK, but with the
temporary teachers aargh, shame!

When | spoke to her she was enjoying her podtion in management in a community
school, and was pleased with the support and training she had received from the
PCOSP.

Although the Didrict Education Officer, (working through the Primary Education
Advisors) dlocates teachers to posts, teachers passve comments ‘I was posted may
however mask informa lobbying and the role of networks and ‘connections. One
male teacher educator described to me the way he had come to be in his current
postion

AC: Didyou apply to be a lecturer or how did you come to be a lecturer here?

TE: No, the ministry had to post me to this post. | didn’'t apply. Of course | had
shown an interest at one point... People were asking me, they were normally
asking, you, where would you like, so | showed the interest in joining this
area. Yes, | taught briefly in primary school soon after my secondary school.

As his find point indicates, obtaining a post is not only about ‘showing an interest’,
but aso about having reevant experience and qudifications. There may be issues
here about how much women have access to the reevant networks, and aso about
how much they will put themselves forward. One woman talked about her husband's
role in her gpplication for a diploma in teacher education, which led to her promotion
to college tutor:
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| had a baby about one year old, and when this advert came out, | said no, |
think my baby’s small, | have to take care of the baby. But he said, no, you
must apply. But | said no, the baby is small. He applied, he did the
application for me and asked me only to sign!

Many senior podtions in Maawi are filled by people ‘acting or with unestablished
datus, and they are not therefore paid for their additionad responsbility. There has
been a push for jobs to be advertised, and people recruited through sdection by
interview, dthough this will mean that the government's sdary hill will increese An
additiona effect of ‘acting’ in a pog, is that when people do achieve higher postions
in the hierarchy, they can be demoted when the minimum qudifications required for
the job are increased. This may affect women more than men, as women have often
had less access to education.

47 Gender issues in making primary teacher training an all-graduate
profession

The following section will look a the proposd to increase the minimum qudifications
for primary teacher trainers. As wel as proposng tha the entry requirements to
teaching should be increased, as described above, the draft PIF (January 2000 version)
a0 proposes increasing the minimum qudifications of the primary teecher trainers:

The MOES&C shdl pursue the target of raisng the minimum qudification for
a primary teacher trainer to possesson of at least a first degree and at least
three years teaching experience in primary schools. (2000:22)

| welcome the baance shown in the above policy proposa between academic
qudification and relevant work experience.  With the skewing of women's teaching
experience towards the lower standards, and towards primary school teaching in
generd, this will recognise what they can bring to a job as a teaching college tutor.
The tutors | spoke to had dl had primary school teaching experience, dthough a least
one younger mae tutor had only taught standards 7 and 8. In their in-depth study of a
20% sample of Mdawi’'s teacher education tutors, by questionnaire and interview,
Stuart and Kunje found that 90% of the tutors had primary teaching experience,
ranging from 1 to 17 years. This sharply contradicts the German (GTZ) project
review report on MIITEP which dates that, ‘Nearly 80% of the tutors lack any firgt
hand teaching experience in primary school’(1998:40). Some of the tutors | spoke to
tended to focus on their secondary school teaching experience, presumably because
this has higher dtatus, and it was only by repeated questioning and checking that |
discovered that they did in fact have some primary experience.

As women have been disadvantaged in the education sysem in Maawi, it might be
farex to move towards an dl-graduate professon for college tutors by dlowing
current tutors who so wished, and other recruits to the colleges to pgrade to graduate
datus in post. This would mean dlowing tutors time and opportunities to upgrade in
post rather than demoting them. It would aso provide an opportunity to integrate
theoreticadl knowledge gained from academic study, and practicd knowledge gained
from teaching experience. Current gpproaches to teacher education, such as action



research, and reflective practice’’ encourage this. This kind of first degree-level study
would seem to be a least of equa reevance for primary teacher educators as the
pecidist subject content knowledge that graduates who sudied full-time a universty
for three or four years would gain. A gender andyss of the baance of cods to be
borne by the individud or the state would be needed, dong with a gender andysis of
the way distance or residentid components of the course might affect women.

48 Summary

If the am of increesing femde paticipation in dl levels of the education system is to
be achieved, then the possbility that education policies will afect men and women
differently must be consdered. In particular, policies which lead to ‘qudification
inflation’ should be carefully consdered as these ae likdy to discriminate againgt
women who have less opportunity to gain qudifications than men. A focus on the
ends of education reform, getting teachers and tutors working wel at ther jobs,
should lead to a more cregtive search for a range of possble options, that will aso
dlow more women to be included. If the levd of academic qudification required for
a pod is raised, then professonal and academic upgrading in post will be the farest
way of achieving this.  With the limited number of academicaly-qudified people
available to the Mdawian education system, it is dso likey to be the most pragmatic
option.  Therefore, from ether a rightsbased or an indrumentaist ideologica
postion, the analyss points to the same policy. The condraints on exising post-
holders in their work peformance may wel be dructurd; meking them into the
underqudified villans of the piece, rather than the victims of an under-resourced
system, can only give a short-term impression that something is being done.  With the
teachers college tutors, there is an opportunity to redefine qudifications at this levd
s tha professond and academic development can be combined. The current
gtuation, where only a secondary diploma in education is available, reinforces the low
datus of primary education, and does not help the recruitment and retention of
academicaly well-qudified teachersin primary schools.

27 These approaches are included in MSSSP's National Training Programme for headteachers. Two
headteachersthat | interviewed spontaneously commented on how useful thiswas to them.
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5. DISCUSSION

51  Women’sagency

For women to have a ‘second educationd chance (as discussed above), via upgrading
in podt, it must be percaved as an option by the underquaified teacher or teacher
educator, (Inbar, 1990:2). This requires agency: a sense of control over on€'s own
degtiny. Comments from the women that | interviewed suggest a srong sense of
agency over certain aress of their lives, but aso include some ascription of control of
their fate to ggnificant others, luck and the will of God (these latter two may on
occasion be only afigure of speech, or sdlf-depreciating).

Clearly, the women | talked to were, on this issue, a sdf-sdecting sample. They had
achieved a measure of success, in some cases (perhaps most) working hard to do so.
It is likely therefore that they would have agency, and that women who fet they had
no control, or indeed had very little control over ther lives (fighting againgt bariers
which they could not surmount), would not become teachers, headteachers, teacher
educators etc. Agan, sadly, the issue of HIV/AIDS may be pertinent here, and is
perhaps beginning to affect how women view their future and therr degree of control
over it. There were only a few ingtances during my fiddwork when | think a woman
may have been dluding to this. | asked a student teacher, an MSCE-holder in her
mid-twenties, what plans she had for her career in five years time. She answered that
only God knew whether she would Hill be herein five years time.

These different ascriptions of agency do not suggest different world-views in water-
tight compartments. The same person can ascribe agency to different sources, which
may at firs dght appear contradictory. There can be a hierarchicd rdationship
between them, where, for example, God could be viewed as working through
scientific processes, or a witchdoctor as working through the economic system when a
busness fals. Or different ascriptions for different redms of life; the Western world
of school, college and forma employment being subject to different processes from
the world of extended family relationships. To a greater or lesser extent, most people
in the world negotiate their own way of living through and between different ways of
explaining socid and materid events,

In severd cases, femae sudent teachers had heard from friends or family that
temporary teachers were being taken on by the government in the wake of the
introduction of free primary education in 1994. They then took the initiative to go to
a Didlrict Education Office, or to look out for the relevant advertisement and respond
to this

One day | met with my primary school classmate and she told me that sheisa
teacher, and | asked her how | can be a teacher. She told me to apply for a
post as a primary teacher soon after hearing a vacancy of primary school
teacher. When the vacancy was out | applied and | was called to attend the
interview and | was taken’ (written autobiography)
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Another dudent teecher mentions luck three times in her description of sgnificant
events in her life  After faling Standard 4 and repeeting the year, ‘lucky enough i
(sc) passed my test at the second time to go to standard five” In describing a good
teacher who taught her a primary school, ‘Luck enough we had Madam Mrs Phiri
who was trying to encourage us that school was good” And, agan when she
describes how she became a teacher;

In 1995 is where | dicided (sic) to write my application letter to Ministry of
Education, luck enough | was among those selected to attend interview in
Zomba district — on 11" September 1995, and | selected to start teaching in
1997 on 20" February.

Underdanding an individud’s ascription of agency is a complex process, and the
above use of ‘luck’ may be mostly afigure of speech.

Moving away from the arena of individud educationd and career histories; how much
do women fed that they can contribute to the direction of Madawian teacher
education? Severd college tutorss men and women, expressed the feding that
MIITEP had been foisted on them, and that only a few favoured tutors had been able
to be involved in the writing of the handbooks. No tutors mentioned that they had
been involved in discussons about the dructure of MIITEP, induding arrangements
for teaching practice, and the sdection criteria for candidates. The lower primary
pedagogy presented in MIITEP is tied to the active learning approaches promoted in
the structure of the recently rewritten national extbooks. This is postive in that there
is a cose link between the college course and the schools, (many of the teacher
education handbook units were written by the same teams), however, only a limited
number of tutors were able to be involved. Among tachers and tutors the active and
participatory learning approaches suggested in the textbooks and handbooks seem to
be implemented supeficidly in many cases with some clear exceptions | saw
dynamic discussons among groups of dudent teachers, and aso creative and
humorous role plays following activities suggested in the handbooks. At school leve
participation sometimes took a different form from that suggested in the teschers
guides A smdl number of teachers were aso in the writing teams and | had direct
comments on the process from one woman who had enjoyed it and thought it had aso
helped her get promoted. Another qudified teacher, however, with some thirty years
experience, was taking to me about the teaching of English. She referred © a section
of the textbook which she thought was over-ambitious for second language teaching
for Standard 1 village children. She flicked to the front of the teacher’s guide and
jabbed at the list of contributors, * These people, do they know infants? They don't!’®

While not idedisgng the aticulation of teacher voice as automaticdly empowering
and transformative, Jessop and Penny consder that those with the power to define the
education system are often loathe to let go of it, and dlow teachers a say in policy-
making.

‘The omisson of teacher voice in policy-making continues to represent a
falure to understand and take account of endogenous value systems, and to

28 Curriculum overload was an overwhelming concern, spontaneously raised by many teachers and
tutors.
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recognise that teachers themselves have explicit and implicit theories about
how to achieve sustainable educationa change and development.’ (1998: 393)

As has been shown earlier in this paper, most of the knowledge of relevant lower
primary pedagogy for the Maawian context is hed by women teachers, and perhaps
adso the women teacher educators. Is there therefore a gender dimenson to this
falure to take teecher voice into account? With the implementation of FPE lower
primary classsoom conditions in paticular have changed condderably, and so it will
be necessary to get new teacher educators into the colleges who have experience of
the chdlenges of implementing education for dl. What are the possble implications
of a lack of consderation of the redity of the classsoom for the relevance of teacher
education reforms, and the pragmatism of policies? Many older education officids
darted off their careers as primary teschers and have worked their way up, often
obtaning more qudifications en route.  Younger ‘high-fliers however, are more
likey to have degrees or diplomas, and to have taught only in secondary schools if a
dl. While it is not necessary for policy-makers to have fird-hand experience of dl
the areas that they make decisons about, it is important that the views and knowledge
of teachers and teacher educators who will have to implement policies are consdered.

5.2  Breakingthe cycle of female under achievement

There is a need to am for an academicdly well-qudified teaching force in Mdawi to
improve the quaity of primary education. In order to achieve this, teacher education
tutors need a good understanding of current thinking in education in Africa and
globdly, and dso to have had primary teaching experience. This drive for qudity,
however, should not be a the expense of equity for women teachers and teacher
educators in their career prospects. They are the inheritors of the legacy of gender
gaps, and in their contributions to schools should be alowed to be part of the solution
to gender inequity for today’s generation of Madawian schoolchildren. As has been
shown, women teachers form the mgority of the infant teeching forcee They ae
likdy to have condderable knowledge about the physical and socio-culturd context
of infant classes, and fird-hand experience of implementing Free Primary Education.
Their voice is needed in the education reform process.

In the interests of getting more femde teachers in schools, particularly rurd schools,
and trying to bresk into the current cycle of girls underachievement, illustrated by
figure 5.1 below, it may be necessary to accept and plan around the current Situation;
i.e. that women leave education earlier and have multiple rolesin society.
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Figure 5.1: Cycle of female underachievement as students and teachers in the
Malawian education system
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Gaynor's (1997) andyss is ussful here with her discusson of the more immediate
practical gender needs of women (eg childcare during studying), and aso of the
longer term strategic gender needs. These latter address inequities in access to further
traning, under-representation of women in management in education, and form a
generd chadlenge to women's subordinate podtion in the professon. There will need
to be consultation with girls and women educationists and other stakeholders a dl
levels to produce teacher education policies that will work to create a virtuous circle®
where women teechers are able to play ther role in reducing gender gaps.
Condderation will dso need to be given to the attitudes of mae educationiss.
Evidence from the GAPS sudy suggests that made teachers beieve the current
programmes to enhance gender equity to be biased againg boys (Kadzamira and
Chibwana).

29| am grateful to Pauline Rose for this way of viewing the situation, and also to her, Dominic Furlong,
Demis Kunje, John Pryor and Janet Stuart for other helpful comments on a draft of this paper.
Nevertheless, any mistakesin the paper remain my own responsibility.
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6.1

6. RECOMMENDATIONS

Policy recommendations

These recommendations are put forward as a stimulus to discusson rather than as
definitive answers to complex problems.

1

Participation in policy-making: There is a need for increased voice and
influence for teachers teaching college tutors and other stakeholders throughout
the planning and implementation of future changes to initid tescher training. This
should include gender analysis of policy proposds. Some teachers and college
tutors are consulted, but there is a need to broaden representation to counter the
current perception that a smal group is regulaly picked to paticipate in
conqultative fora, from which they dso bendfit financidly through subsstence
alowances.

Academic level of student teachers: In the interests of gender equity and the
adequate supply of teachers, the entry point for initid teacher education should
not be raised to MSCE in the short or medium term. The teacher education
curriculum should be adapted to support the learning of JCE-holders.

English language support for student teachers: Congderaion should be given
to lengthening the resdentid component of initid teecher training to four, five or
gx months, depending on avalable finances and possble expanson of boarding
capacity in the colleges. During the firg month, student teachers could follow an
intersve English language course to increase their fluency, accuracy, range of
expresson and confidence in spesking English. This would then be reinforced by
the subsequent months of intendve study in English, from which they would be
better able to benefit. With a five or sx month programme, the time available to
cover the Student Teacher Handbook materiad could aso be expanded. An
dternative modd would be for an English language course to run concurrently
with the existing curriculum for four to Sx months.

Proportion of boarding places allocated to women: The proportion of boarding
places avalable for women should be increased. In the short term it might be
possible to do this by making one or more cohorts at a normaly mixed college dl-
femde. Sanitary facilities might need to be upgraded prior to this.

Academic upgrading of teachers: Ways of supporting teachers as they upgrade
from JCE to MSCE in post should be investigated. This is particularly important
for the untrained teachers in schools who are required to upgrade before enrolling
in a teacher education course. Mogt of these are women who are likely to have
been disadvantaged in their access to schooling, and who now have to teach, study
and raise ther families Support may include providing vacation courses such as
those run by the Teachers Union of Maawi, and encouraging the expanson of
the use of the Teacher Development Centres for study circles. If lower primary
classyoom assgants are employed, their professonad development should be
considered.
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6 Professonal development of teachers: Zond levd (ie sub-digtrict) professond
development for heads, deputies and qudified teachers should give teachers the
opportunity to reflect on socid bariers to girls participation in educaion. This
should aso address the issue of supporting girls and women teachers in senior
primary standards, including preparation for the development of whole school
discipline/behaviour policies a schoal levd.

7 Recruitment of teaching college tutors: Qudified teachers with experience of
implementing Free Primary Education a the lower primary levd should be
recruited as teachers college tutors. Selection criteria should be transparent and
should include primary teaching experience as wel as academic qudifications
Congderation should be given to supporting the academic upgrading of femde
teechers to enable them to quaify. It may be possble for tutors to study in-
sarvice through the Univeraty of Mdawi by disance mode, perhaps with a lighter
teaching load. There could be some short residential courses and support vigts
from the universty education faculty as pat of this The college libraries should
be updated as a pre-condition for this. Internet and emal access should be
avalable for this programme, but the limitations of the telephone, dectricity and
technicad support infrastructure need to be teken serioudy.  There is no
technologica ‘quick fix' here.

8 Upgrading to graduate status of teachers college tutors: Exiding college
tutors who wish to remain in service, should be given a number of years in which
to upgrade ther diploma  The percentage of tutors with primary teaching
experience needs daification, following sharply contradictory research findings.
Opportunities should be available for them to study primary education to degree
levd. Condderation should be given as to how the course can be linked to current
primary practice across the standards, and to their own work as teacher educators.
Action research projects including a leest one a infant level, one looking a
gender, and another on teacher education, may be away of doing this.

6.2 Conclusion

Getting more women into teaching, and into podtions of power in educetion, will
require gender analyss of the possble implications of policy proposds. There are
many aspects of teacher education that relate to these issues, such as sdlection criteria
for initid teacher training, the relationship between promotion and qudifications, and
access to insarvice training and academic upgrading.  In paticular, where there is a
long legacy of gender gaps in education, the women who ae now working in
education will have been subject to these, so0 inflating the qudifications needed for a
job might well cut out present and potentid women employees, for example teachers
or teacher educators. Recognising work experience, as with the teacher educator
proposd is a useful sep.  Inservice upgrading programmes will be the farest way to
complement this. The Maawian women | met seemed to have worked hard to obtain
ther podtions, often baancing many other commitments. From a human rights
perspective they deserve to be treated fairly, but aso the education system needs their
contribution.  If they are not as well qudified as ther mae colleagues this is likely to
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be due to lack of opportunity earlier on, and it would help them and their pupils if
they were asssted to fulfil more of ther potentid.
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