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EDITORIAL NOTE
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to take the opportunity to thank all the authors for their contribution to
the conference and the proceedings.
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Welcome and Introduction

Shirley Walters
Centre for Adult And Continuing Education
University of the Western Cape

e are gathered here today at another momentous moment in the history of South

Africa — shock waves reverberate throughout the country. The nation is traumatised

by the violent death of Chris Hani. Across the political spectrum there is a profound
realisation of the vulnerability of the political situation in South Africa.

The context shapes so much of our work as University-Based Adult Educators — so
inevitably the current events will weave themselves through our discussions in the next two days!
As indicated, the Conference has already been affected by the aforementioned events. There are
a number of people who are unable to attend because of the difficulties of mobility being experi-
enced in their areas. They are Dr & Mrs Meshack Matshazi, from the University of Fort Hare,
Lungisani Kunene, from the University of Natal/Pietermaritzburg, Vernon Weitz, from the
University of Transkei, and Nomvula Mtetwa. The programme will nzed to be adjusted
accordingly.

To those people who were able to attend, I'd like to extend a very warm weicome on behalf of
the CACE staf¥, particuiarly to those of you who have travelled a long way to be here. It is very
pleasing to have colleagues from other countries in the southern African region amongst us.

Background to the Conference

Last year saw the fir,t annual conference of South African university-based adult educators.
I will briefly give scme background to these conferences; this was elaborated on by Robyn
Mackie last year.

In South Africa there are 21 universities. Of these the University of Cape Town, the
University of the Witwatersrand and the University of the Western Cape have chairs in adult
education. Natal (PMB/DBN) and the University of Transkei have departments/centres of adult
education while several of the historically ‘white’ Afrikaans speaking universities have
Continuing Education Departments which have different traditions and orientations. They are
not involved in training adult educators.

Over the last 10 years there have been various meetings of the universities who do train adult
educators — in the last two years we decided to formalise an annual meeting. Last year the
‘inner circle’ met in Pietermaritzburg for a very rich exchange. This conference follows on that.
At that conference, the view was expressed that the smaller conference was a precursor to a con-




ference for Southem African University-Based Adult Educators. UWC was asked to host it.
Joe Samuels was asked to co-ordinate it by CACE. Confarences of this kind will therefore
become regular events, with next year’s being shaped by us here.

We are conscious as organisers of the predominance of South Africans at this conference. It
will be easy for a South African rather than a southern African focus to develop, and there may
often be times when we will need to be reminded of this bias by those of you, who are not from
South Africa. We apologise in advance if this tends to happen. As South Africans we are only
learning how to be more international/more African. To illustrate this point, many South
Africans (even the progressive ones) when talking about non-South Africans refer to people as
coming from “overseas” even when they come from north of the border! We look forward to
the contributions which can help us to understand and locate curselves more fully in the southem
African region. We are aware of South Africa’s controversial position in the region in the past,
present and as we go into the future. We hope this conference can provide us with some space
to grapple with our location in the region.

The programme has been constructed starting with the broad and flexible theme: Aduit
Educators: Issues for the Future. This was done to allow the shaping of the conference to be
done by you, the presenters. The main themes that emerged are:

« AE and transformation in the current socio-economic and political context;
« AE policy;

« Affirmative action;

« The role of universities;

« Accreditation of courses; and

o Curriculum.

Thank you for offering such a rich array of papers.

As the Organising Group, we are confident that the space has been created for very rich dis-
cussions and debates over the next two days. We hope that you will enjoy your stay and you
will feel really pleased that you gave up your time to be here. As the Organising Group we
would like to invite you t raise any issues or make suggestions as we go along. We would like
you to start sharing the responsibility with us for making this meeting a success!

=1




Introducing
Professor Marjorie Mbilinyi

Shirley Walters

have the privilege of introducing to you Professor Marjorie Mbilinyi, who is to present the

keynote address to us. I will introduce Marjorie to you through the words of a full-time
-A..peasant farmer with whom Marjorie has worked in Tanzania. Her name is Rebeka
Kalindile. Quoted in a chapter of a book edited by Magdalene Ngaiza and Bertha Koda,
Unsung Heroines, Rebeka says of Marjorie:

“As the producer of this text, she (Marjorie) has had a major influence on its contents: chal-
lenging me with questions, asking for more details, encouraging me to tell more of my stories.
Mbilinyi was bom in New York, USA, in 1943 (around the time of my youngest daughter, the
one I lost — Marjorie seems to have come to take her place, and maybe it’s mutual, since she lost
her mother when she was 16 years old). She came to Tanzania to get married to her fiancé in
1967, and became a citizen of Tanzania and bore her first child in that year. Her husband is a
mNgoni from Songea, a mtani or joking relation, because we waNyakyusa fought wars with
waNgoni in the old days. Mbilinyi gave birth to only four children, but three have survived com-
pared to my four out of nine. Her youngest, and the only boy, died just after reaching a year of
age; this is a painful subject for Marjorie as for me, but the death of children is still too common
in our country, which is why we agreed to include the stories of these deaths in our writing ...

Besides being a wife and mother, Mbilinyi teaches at the University of Dar-es-Salaam. She’s
been doing research and writing about issues conceming women for many years now, along
with education and agriculture refor.a.”

This passage gives us a glimpse of the muitiple facets of Marjorie’s life, and a feel for who
she is and what she stands for. To add to Rebeka’s description, I can say that Marjorie is a
Frofessor of Education at the Institute for Development Studies. She obtained a doctorate in
education in 1970, in the USA. She is a prolific writer and her research is wide-ranging. She
has made an important contribution to the theory and practice of participatory research since the
late 1970s.

One of the reasons why we invited Macjorie to participate in the conferencs, is to assist us as
South Africans to locate ourselves more firmly in the southern African region; to assist us in our
undersianding of the political-economy of the region and adult education’s place within it.

On behalf of all the participants I wish to welcome you, Marjorie, most warmly on your first
visit to South Africa, and we look forward to interacting with you during the next couple of
days. Thank you for agreeing to be with us. We look forward to your presentation.
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TRANSFORMATIVE ADULT EDUCATION

INTRODUCTION

I want to begin by thanking the organisers of this conference for inviting me to speak about

issues of adult education from a southem African perspective. It is an honour and a pleasure for

me as a Tanzanian to address this conference of adult educators from South African universities.

I am also happy to enter South African space for the very first time, in support of the liberation

goals which inspired Tanzanian people and other front-line nations to join forces with South

African liberation movements.

We come to this conference from different locations, identitics and positions. South Africans
still live in a context of colonial political structures and apartheid practices. Those of us from
‘independent’ southem African countries face the intensification of neo-colonial politics, eco-
nomic underdevelopment and financial conquest. Our identities are shaped by our gender, class
race-ethnic and imperial-national locations, and by the way we respond to these locations and
actively position ourselves.

Whether located in or out of South Africa, however, we share certain conditions in common:
» Heightened concentration of power in the hands of a few transnational corporations at the

global and national level;

« The growing incorporation of local and national economies in southern Africa into the
global capitalist economy;

* Growing poverty for the majority and wealth for a few in each nation;

« The dismantling of welfare and affirmative action programmes at national and local level;
globaliy, the shift in donor priorities from programmes which prioritised human development
and national self-reliance, to austerity measures which support the economic needs of big
business; '

* Multi-party forms of represeniative democracy, and the expansion of space for
community-based action and non-govemnmental organising; and

* Increasing national chauvinism, sexism and racism in popular culture and official state
ideology, and the growth of single-issue identity politics as one response.

Adult educators are challenged to take a clear position versus the growing power of the global
imperial state (which consists of the donor development agencies led by the World Bank/IMF,
the powerful Westem nation-states, and the client African nation-states), and the corporate eco-
nomic and financial interests it represents. The severity of the crisis we face, and the blatant
nature of imperial domination, make ‘neutral’ positions untenable. Educators and researchers,
like other citizens, are either for or against: imperial domination; authoritarian rule at house-
hold, national and global level; sexism, racism and ‘ethnic cleansing’; the growing powe: of
big business and heightened exploitation of workers worldwide.

Methodological and conceptual questions are among the most significant issues in adult edu-
cation today. Structures and practices in adult education partly reflect dominant ideas and dis-
course which go unchallenged. Mainstream bourgeois and Marxist theories have both failed to
mect the challenges of modem imperial/neo-colonial society. By questioning our methodolo-
gies and concepts, we can create a more transformative methodology and epistemology of adult
education. Altemative development strategies and oppositional ideologies are required which
are powerful enough to challenge imperial hegemony, and provide the disempowered with




TRANSFORMATIVE ADULT EDUCATION

effective tools of analysis and action on their own behalf. The disempowered (women, working
people, black and other oppressed ethnic groups) should be active participants in the process of
transforming adult education and creating a transformative education process.

I believe that the theories of Marxist political economy, critical cultural studies, and critical
Third World feminism have the most to contribute to a transformative adult education. By
examining the terrain of critical Third World feminism, I will explore the following issues in
adult education:

« The context of education and research in southem Africa today;

« Dominant social relations within the education and research process, and their impact on
knowledge;

« Epistemological issues in adult education/research, especially those which are oriented
towards ‘African wornen’; and.

« Future strategies to create and sustain transformative adult education.

I identify myself as a critical Third World feminist. Critical Third World feminism integrates
analysis/practice around gender, imperial, class and ‘race’/ethnic relations (Sen and Grown,
1987). My thinking draws heavily on the writings and experiences of other African and Third
World feminists, especially those living and working in ‘the south’.

Critical Third World feminists bave had a hard time representing themselves and their world
view to others in Africa, because of the dominance of mainstream thought and the distorted way
feminisms are represented in dominant discourse: the unequal structures of communications,
education and research which discriminate against women, especially against Third World
women living in the south; and denial among most progressive men, unable to confront their
own power and complicity in shaping an oppressive and exploitative world.

What is critical Third World feminism? How does critical Third World feminism differ from
other feminisms? What contribution can it make to transformative adult education? I will try to
answer these and other questions in this article, as my contribution to our evaluation of achieve-
ments and limitations vithin adult education, and the exploration of future strategies for analysis
and action.]

Methodological issues will be explored in the second section, in which I summarise key con-
cepts in epistemological work, and introduce a schematic representation of a conceptual frame-
work to study adult education. In the third section, I discuss the context in which we live and
work, and in the fourth section, I explore the different meanings of women and gender. The
concepts of women and gender have been highly contested in feminist circles, as a result of the
recognition of differences among women and variations in gender relations. However, state pol-
icy, and many adult educators, project static notions of an unproblematic and homogeneous
‘womarn’, ‘the rural woman’ and ‘traditional gender relaiions’.

Feminisms in Africa are contrasted in the fifth section, in order to clarify the difference
between different feminist approaches and highlight critical Third World feminism.

Adult educators have different theoretical paradigms, methodologies and epistemologies.
Our politics differ, as well as our personal locations and the way we position ourselves in the
world, which is the theme of the sixth section. My own understanding and positionality has
been shaped by my personal history and present locations, which reflect a rich array of multiple
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TRANSFORMATIVE ADULT EDUCATION

‘rositions and identities (a teacher, writer, activist, wife, mother, a Tanzanian bom in the USA of
Anglo parentage, a citizen of the world). In the seventh section, I will argue that our identities
are net given or reducible to our origins, skin colour, or material locations. Identities or posi-
tions are the product of struggle and represent an achieved, not an ascribed trait (Hawkesworth,
1989; Malson et. al., 1989).

In the concluding section, I briefly explore the implications of these methodological and
epistemological issues for transformative theory and practice in adult education.

The methodology used to write this essay will be discussed in the last part of this introducto-
ry section.

TONE AND FORMAT
I have consciously used the word ‘I’ to situate myself in this text, so as to help demystify
research and writing. My identities are multiple, however, and better represented by “I's".

Although writing is usually an individualised activity, it is a social process. ‘I/we’ write/
communicate to ‘others’ — the other participants in the University-based Adult Education
Conference; the ‘community” of critical scholars and activists in Africa and worldwide;
University students and grassroots participants in animation workshops. The impact of ideas
depends partly on how they are ‘read’ or interpreted by others, and on events in the ‘material
world’.

Ideas are collective as well as individual — the product of social processes, the result of lan-
guage and discourse. Our ability to think new thoughts and imagine new connections is derived
from constant questioning, listening, and acting; alone and in co-operation with others.

It is true that many people feel growing despair in southem Africa, provoked by a range of
events:

- “or example, the three burials I attended recently, two for young people who had died of

AIDS; the lack of electricity for four consecutive days and nights, ruining my writing sched-

ule; delayed wage payments arising from bureaucratic inefficiency; growing conservatism

in academia and increased state intervention; ‘government’ decision to sell viable nationally-
uwned industries to foreign capital; youth’s ignorance about colonialism and racial apartheid
in the past, their commitment to a bourgeois vision of upward mobility and ‘modemisation’.)

Accompanying despair is joy, however, arising from the solidarity which links women and men
of diverse Jocations in joint struggles against the global imperial order and its class/gender/race-
ethnic dimensions. Transformative adult educators are building viable support systems to sus-
tain analyeis/action during the hard times ahead (Imam and Mama, 1988). Alternative forms of
education and communications are rapidly emerging; the popularisation of science, research
and feminism is definitely on the agenda.

Critical thought and writing can be enjoyable and inspiring, by combining different styles in
an accessible and honest fashion. To do so is essential if we intend to change the world. You
can’t provoke many people to re-examine their lives, or decentre mainstream thought, or take
political action, if only a few people can or want to read our work.
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METHODOLOGICAL ISSUES AND A CONCEPTUAL FRAMEWORK

Key Concepts

Theory, method, epistemology and methodology are concepts frequently used in debates on
methodology in adult education. Drawing on Harding’s work (1987: ch. 1), i term theory will
be used for the construction of concepts to analyse specific problems or topics, and/or to exam-
ine, compare and contrast the connections among observed and imagined phenomena.

Method refers to the techniques used to gather evidence or ‘collect data’. There are three
major meihods used in research, (1) questioning and listening; (2) observing; and (3) reading,
re-reading, or examining documents of different kinds, ofien though not necessarily written
texts. Feminists usually use all three methods in their work.

Methodology is a theory and analysis about the kind of methods and general research
approach which is most appropriate for a given body of theory, such as political economy or
critical feminism. Methodological debates may centre around theoretical issues, such as the
appropriate concepts to analyse ‘the state’ and the ‘construction of class and gender relations’,
or link theory with method by challenging the research procedures adopted in empirical investi-
gations. The latter discussion usually raises epistemological questions at the same time.

There is no one transformative methodology. Researchers adopt different approaches
depending on context, positionality, the problem under study, the theoretical framework, and
epistemological position.

Epistemology concems different theories about knowledge, and specifically about how
knowledge is produced, distributed and consumed.

It answers questions about who can be a ‘knower’ [Can women?]: what tests beliefs must

pass in order to be legitimated as knowledge [Only tests against men'’s experiences and

observations?); what kinds of things can be known [Can ‘subjective truths’ count as knowl-
edge?]... Feminists have argued that traditional epistemologies, whether intentionally or
unintentionally, systematically exclude the possibility that women could be ‘knowers’ or
agents of knowledge; they claim that the voice of science is a masculine one; that history is
written from only the point of view of men {of the dominant class and race [and
imperial/neo-colonial location]); that the subject of a traditional sociological sentence is
always assumed to be a man. (ibid: 3, original emphasis, my [insertion])

1 added the concept of ‘imperial/neo-colonial’ to the locations mentioned by Harding in the
quotation above, because of its centrality in Africa. A major criticism I have of most critical
feminist work carried out in the ‘nortn’ (by European, Third World or African-American schol-
ars), is the failure to name and confront imperialism and imperialist relations. People refer to
gender, class and race, or gender and race alone, without challenging global imperialism. ‘Race’
also needs to be expanded to include ethnicity, which does not always fit ‘white/black’ dis-
course.

In Box 1, I have summarised the main epistemological questions asked in participatory
research and transformative political economy.

10
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TRANSFORMATIVE ADULT EDUCATION

Who is doing the research?

~— About whom?

What procedures/methods are used?

Who owns the tools/assaets used in the research production process?
Who controls them?

Who defines ths problem being studied? Constructs the research instruments ? interprets the
_ infarmation acquired? Writes up the final report? ‘ o

- ¥Who finances the research?
Wha is the audience?

_ﬁHow will knowlecge be reproduced and distributed ?(Written? Accessible language?) '
How accassible will the findings be to the papulation under study?

What will be done with the findings, eepecially with regards to state policy?
..Whoaromaroalbonoﬁahn'osofmo'mmrdﬂ A

BOX 1: Epistemological Questions

These questions about the research process are related to broader questions: What is knowledge?
What is reality? The connection between the two? What is science? ‘What is non-scientific
knowledge? How is knowledge produced? Who should research? Who should they research?
What should they do with the knowledge they produce? What kind of issues need studying?

Most rescarch on adult education in Africa has been produced within neo-positivist episte-
mology, including work within mainstream bourgeois and Marxian theories. The presumption
is that the only ‘true’ knowledge is that produced by scientists and experts.

According to neo-positivist outlooks, the objective of science is to produce neutral, objective
knowledge about the world situated ‘out there’. The researcher tries to remain detached from the
people under study, s0 as not to ‘bias’ the findings. Scientific procedures are refined to remove all
sorts of sampling and data collection ervors, in order to ensure the reliability and the validity of the
evidence. A sample is selected fror the population under study which is said to be representative,
and the researchers generalise from the sample to the entire population. Research instruments (e.g.
questionnaires, observation and interview schedules) are developed which focus on observable and
if possible, quantifiable data. Every effort is made to use methods which can be replicated by oth-
€rs, S0 s to test the truth of the data. As a result of their epistemological principles, which demand
observable, quantifiable and replicable data, neo-positivist researchers tend 1o chioose uncomplicat-
ed problem areas and produce descriptive, ahistorical work, avoiding ‘the big questions’.

Marxian and critical feminist epistemologies deny the possibility of neutral, value-free sci-
ence and knowledge. Researchers are part of the world under study. The conception of the

1
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problem under study, the construction of research instruments, and interpretation of data, are all
effected by our multiple identities and locations.

Some of the most significant phenomena in society are not directly observable, including
gender, imperial, class, and race-ethnic relations. Seeking to explain and to change these rela-
tions, researchers enter exploratory terrain and look for explanations for events and patierns of
behaviour, for example, by studying the unconscious of the individual psyche or social structures.

At the same time, we need accurate, systematic information about the world, and a way to
assess the reliability and validity of information provided to us. Ibelieve that many of the
research procedures developed by positivist researchers are useful for transformative adult edu-
cators. We need to know who said what? Where were tliey located in the social relations dis-
cussed above? Were statements made spontaneously, or in response to a set of questions?

What questions? How were they constructed and why? Researchers should present the research
design used, and the social relaticns of the research process in their writing. They need to bring
themselves and their positions into the terrain of the research process itself, and in their presen-
tation of the knowledge acquired. Readers have no other basis with which to assess where the
ideas came from.

Many feminists have labelled questions of validity and reliability, and even abstract analysis,
as ‘masculinist’ and oppressive. Some Africans and ‘ Africanists’ similarly argue that science is

_“‘Westem’ or ‘white’. Populists may argue that science is bourgeois. I think Hawkesworth

(1989) provides us with an alternative view. She urges us to reconceptualise and reclaim ratio-
nality and ‘science’; to reject totalising concepts of reason while acknowledging the power of a
new rationality. Human rationality is ever-expansive and plural, and includes “perception, intu-
ition, conceptualization, inference, representation, reflection, imagination, remembrance, con-
jecture, argumentation, justification ... mediation ...(Malson et. al,, 1989: 13).

Hawkesworth provides a way of going beyond the limits of relativism in participatory
research paradigms, by shifting our focus to include ‘claims about the known'’ as well as ‘ques-
tions about knowers’, adopting a conception of ‘cognition as a human practice’ (p. 332). She
points out that feminist (and Third World) critiques of *science’ and formal research methodolo-
gy, shifted attention from the validity of specific claims advanced by men, to the source of
knowledge, the knowers. As a result, ‘the terms of debate are shifted toward psychological and
functionalist analyses and away from issues of justification’ (p. 333).

No one vision or gaze is free of bias and distortion. There is no one authoritative knowledge,
should we argue otherwise, we build a case for authoritarianism, the way the Mobutu regime has
used ‘authenticity’ in Zaire, for example. Nor is there a privileged gaze from locations of the
oppressed; the people in those locations are not homogeneous or unitary subjects. Their vision,
like everyone else’s, is partial and bound by the limitations of their experience and oppression.

An understanding of cognition as a human practice provides the basis for a critical feminist
and transformative epistemology. Transformative epistemology critiques ‘deductive’ and
‘inductive’ logic and the pursuit of ‘objective’ knowledge. The dichotomy between ‘fects’ and
‘values' does not hold, after appreciating the power of discourse. Instead, *“*knowing” presup-
poses involvement in a social process replete with rules of compliance, norms of assessment,
and standards of excellence that are humanly created™ (p. 342). Being forms of human prac-
tice, they are subject to continual critique. The knowledge produced is understood to be the
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product of human practice, not ‘objective’ knowledge or a body of ‘real’ ‘facts’. Knowing is a
complex process, ‘heavily dependent on what questions are asked, what kind of knowledge is
sought, and the cortext in which cognition is undertaken’ (p. 345).

Using this approach, transformative adult educators can examine the different stages of the
research/writing process, and explore the effects of the different theories and methods used. Con-
trary to the extreme position within poststructuralist thought, that there is no ‘real’ world out there
with which to judge ‘the truth and falsity in divergent interpretations’, Hawkesworth argues that
we can develop standards for distinguishing partial views and false beliefs and wilful distortions.

In the absence of claims of universal validity, feminist accounts derive their justificatory

force from their capacity to illuminate existing social relations, to demonstrate the deficien-

cies of altemative interpretations, to debunk opposing views.

Precisely because feminists move beyond texts to confront the world, they can provide
concrete reasons in specific contexts for the superiority of their accounts.

Such claims to superiority are derived not from some privileged standpoint of the feminist
knower, nor from the putative merits of particular intuitions, but from the strength of rational
argument, from the ability to demonstrate point by point the deficiencies of altemative
explanations. At their best, feminist analyses engage both the critical intellect and the world;
they surpass androcentric accounts because in their systematicity more is examined and less
is assumed (p. 351) [breaks and emphasis added].

Advances made in challenging mainstream and counter-mainstream epistemology have been
presented in this sub-section. Below, I wish to explore methods and a conceptual framework for
analysis and action in adult education which are being used at grassroots level in Tanzania.

TRIPLE-A ANALYSIS AND A CONCEPTUAL FRAMEWORK

The methodology used to prepare this paper combines a Triple A Cycle of assessment-analysis-

action with a conceptual framework which embraces multiple la;"=r< and sectors of society and

the individual. The conceptual framework used to guide my analysis of adult education is sum-
marised below:

* The conditions of women and men can be best understood if situated in the context of
gender/class/imperial/race-ethnic relations involving both women and men;

» Social relations in adult education are rooted in economic, political, cultural and ideological
structures of society; they are produced (and reproduced) on a daily basis by the actions,
ideas, and discourse of individuals and groups;

* Social relations are the products of historical processes of conflict and change; they are
therefore changeable as a result of contestation, resistance, and struggle;

* Gender relations differ in different ‘locations’ of nationality, class, ethnicity-race, and
imperial north/south relations;

* Different layers of meaning and different levels of causality exist in society; the most
effective strategies for change are those which explore all the different layers and levels,
and focus at least to some extent on the basic, root causes of oppression and exploitation;

* Social relations cut acress different sectors of society — economic, cultural, psychological;
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multi-disciplinary analysis and multi-sectoral strategies of action are potentially the most
powerful means to understand and change them;

» Long-term transformation of oppression and exploitation depends on social mobilisation,
involving the majority of women and men who are poor, labouring, dissmpowered, in
grassroots organisations led by themselves; and

« Experts, writers, and other middle class women (and men) can make an important
contribution to social transformation, especially through participatory research/education
and animation techniques, so long as they recognise the limits of their social position and
are commitied to radical social change of the status quo.

The Triple A Cycle represented in Figure 1 reflects the way most people solve everyday prob-
lems: they assess a problem, analyse its causes, and act to solve it — and then, reassess the situ-
ation, and start the cycle all over again. The Triple A Cycle has been systematised within the
Child Survival, Protection and Development (CSPD) programme of the Tanzanian government
and UNICEF, and is being used to facilitate local level analysis and action by and on behalf of
women and children.

A graphic portrayal of a conceptual framework for studying aduit education (Figure 2) pro-
vides guidelines to analyse causes of problems and success in promoting transformative adult
education processes, at the immediate, intermediate, and basic levels. Using the framework,
people can explore the interaction among different factors and sectors, and different levels of
society. Figure 2 portrays the multi-dimensional aspects of social relations in adult education,
and their multi-layeredness.

The ‘problem’ we focus on may be ‘education levels and needs’, or the nature of the adult
education curriculum. ‘Different incomes’ and *different opportunities’ within the education
system are immediate causes of the problem. Education, culture, the gender division of labour
and social services represent \ntermediate causes;, and the web of resources, structures, external
economic systems, institutions, and distribution/consumption pattems connote the basic causes.
We cannot expect to transform social relations in adult education and ‘really’ liberate women
(and men) until we effect change at all levels, especially the basic root causes.

Figure 1 Triple A Cycle

ANALYSIS

PROBLEM

ACTION ASSESSMENT
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Both the Triple A Cycle and the conceptual framework have their roots in participatory research
debates of the 1970s. They are aspecis of most animation programmes in Tanzania. Basic prin-
ciples of animation, participatory pedagogy and guided discovery leaming are followed.
Animation techniques are used to gu;de transformative analysis/action in adult education,
because they:

* Are participatory;

* Produce a high level of output of new and creative ideas;

* Bring conflicting ideas and relations out into the open;

* Provide a means to resolve most conflicts ‘among the people’;

* Are fun and pleasurable; and

* Raise self-esteem.

Figure 2: Conceptual Framework for Adult Education
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PRACTICAL NEEDS AND STRATEGIC INTERESTS

Most adult education programmes in Tanzania have focused on practical needs, that is, on peo-
ple’s basic needs for survival such as food, water, fuel, income, nutrition education, and the
skills needed to access these needs. These are of special relevance to women because of the
gender division of 1abour and women'’s role in reproduction.

Strategic interests refers to a wider conceptualisation of the problem of gender and other
social relations. It focuses on the basic causes of illiteracy and a class-biased curricuium, for
example, and adopts a multisectoral approach which links cultural, econonic, political and envi-
ronmental factors together. Whereas the aim of practical needs approaches is to improve peo-
ple’s welfare, that of strategic intcrests approaches is to transform social relations. Box 2 pro-
vides a summary of the differences between practical needs and strategic interests, focusing on
gender issues.

The dichotomy between “practical’ and ‘strategic’ may be false and should not be reified.
What we are highlighting is the difference between improvement and transformative analysis
and action. Practical needs cannot be ignored in a transformative programme, and ‘practical’
action which targets immediate needs is necessary to win support at the local level. The practi-
cal needs are not considered to be the final goals, but their significance should not be forgotten.
Parents who have experienced child death want their children to live, for example — their priori-
tisation of child health helps explain the success of CSPD programmes in Tanzania, which have
begun to address structural issues.

Helping a woman feed her children better, or get easier access to water, however, may rein-
force the gender division of labour in which women feed babies, men do not. Practical orienta-
tion also emphasises immediate levels of causality, such as low incomes and unequal opportuni-
ties in education (Figure 2) and ignores the basic causes of inequality.

One reason for this emphasis is because immediate needs are more easily perceived by the
actors in a situation. Basic and even intermediate causes are more complex, less visible, and are
often hidden by dominant discourse. Another explanation for the bias towards practical needs is
that the steps necessary for the former are easier to implement, by local people as well as by
government and donors. Building a weli, providing a water pump, and even the creation of an
‘training-for-income-eaming project’ are easier to do than transforming the way people relate to
land, water, and basic social services.

They are also much less controversial. The disempowered have to have faith in their ability
to empower themselves, before they will be ready to risk the anger and hostility of the wealthy
and powerful people in society. Individual acts of resistance are highly significant, but without
some basis of moral support and solidarity from other women and men, the ‘rebellious’ get
exhausted and mentally stressed. Moreover, their actions will have limited results, because
oppression and exploitation ¢spends not just on one husband or employer. We need to focus on
‘the big’, as well as ‘the small’, which keep things the way they are.
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PRACTICAL, IMPROVEMENT | STRATEGIC, TRANSFORMATIVE
a} immediate, short term ' ’ &) fong-term
b) refates to daily needs: food, housing, water, b) relates o disempowerad position:
income, healthy children .., subordination, lack of resources, lack of
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¢) easily identifiable by people concerned <) basic causes of di:yynpowemd‘ position and
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BOX 2: Practicai Neads and Strategic interests — Improvement and Transformative Approaches

Source: Adapted by Marjorie Mbiiinyl. Based on Linda Moffat (MalchvCCIC GAD Workshop, February 1990,
Originally developed by Carole H o%hnn November 1589, ( 4

A strategic interests approach focuses on problems and developments which are rooted in the
basic causes of oppressior: and/or liberation. These basic causes concem differential access to
and control over productive and political resources and benefits, which depend on relations of
power and the way society is organised at all levels (from household to global).

Women/disempowered are conceptualised differently in these two approaches. The improve-
ment approach projects the image of the disempowered as victims; whereas the strategic trans-
formative approach assumes that they are active agents, capable of acting on their own behalf,
and therefore potentially transformative.

The position which is allocated to the ‘target’ group in adult education programmes also
varies, depending on approach. In the practical, improvement approach, grassroots participants
usually lack power of decision-making or control over resources. Instead, they become passive
recipients. Grassroots people become the major decision-makers in the strategic transformative
approach; they take control of major resources themselves, and empower themselves. Strategic
approaches reflect a programme for empowerment, which is outlined below.
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Empowerment2
Empowerment is a process which increases the capacity of women and other disempowered
people to:
« Analyse and know the world at all levels (household-village-national-global);
« Act on their own behalf; and
« Increase their power and control over the social resources necessary for sustainable
and dignified life.

Mobilisation approaches which strengthen empowerment include:

e Animation;

+ Relevant life-long education;

« Community participation in all stages of development planning and management
(participatory planning and management); and

« Advocacy by the disempowered themselves, voicing their own demands, seeking popular
support for their own agendas, lobbying the govemment and donor agencies.

Approaches which may be useful under certain conditions include:
+ Campaigns; and
« Education at the level of the community, defined from above.

Empowerment is not:
* Self-help; or
« Self-reliance, unless there is a change in power relations.

A contradiction has emerged between concepts of empowerment and sustainability, as shown
below.

Sustainability or empowerment or both?

One definition of sustainability adopted by the government and donor agencies, stresses cost
sharing at household and community level. Efforts are made to increase the contributions of
money and other resources from individuals and communities for education, health, and other
social services. Increased cost sharing is not combined with increased power and control over
resources at all levels, and becomes a form of taxation.

Cost sharing discourse presents a false imagery of ‘the people’ as being freeloaders, depen-
dent on the government and donors for handouts, lazy, unwilling to provide for themselves. The
discourse deliberately masks the contributions already made by people and communities to ser-
vices (e.g. digging wells and roads, building schools and teachers’ houses, paying contributions
to the government, subsidizing the government and big business through currency regulations
for export crop payments).

The beneficiaries are the rich and powerful in a position to pay for better services and gov-
emment attention, the more advantaged ethnic groups and regions, and men. Market principles
dominate everyday decision-making about (1) who should go to school; (2) which economic
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activities should be supported; (3) who should live. Economic ‘rationality’ and profits take the
place of moral or ethical judgements. Women, disadvantaged districts and ethnic groups, and
the poor, are the losers.

In conjunction with Structural Adjustment Policy, the aim of cost sharing and other austerity
measures is to reduce contributions for social services and infrastructure from central govern-
ment and donors, so as to free ‘capital’ for investment in big business. Burdens for reproducing
the 1abour force are shifted from business and the govemment to the people themselves, espe-
cially women. The nltimate goal is fo increase the profits of big business and entrepreneurs, by
reducing wage levels and alternative forms of employment, and increasing the export of cheap
foodstuffs and raw materials overseas.

An alternative definition of sustainability is linked to empowerment at household and com-
munity level. Efforts are made to increase local initiatives in assessment, analysis and action:

» Mobilisation of local resources at household, community and district level, under local
control, wt_ch includes the contribution of money and other resources;

* Increasing control and power in decision-making over resources generated at local level,
eg foreign exchange earnings, taxes and development levies, road tolls; and

» Increasing access to and control over resources which are deposiied and co-ordinated at
higher levels of the economy and govemnment.

Communities, the poor, and women, become more self-reliant about certain things, but are also
successful in accessing more resources from ‘outside’. Demands on central govemment and
donors increase, rather than decline, as people become more aware of the structure of the econo-
my and the state, and assertive in demanding their citizenship rights and entitlements. Citizenship
rights and entitlements are central components of collective self-empowemment, discussed below.

Citizenship rights and entitlements 3 )

Collective self-empowerment occurs as people act together to acquire collective and individual

citizens’ rights to the bases of social power:

» Financial and other resources (e.g. 1and, farm inputs, markets) to secure adequate food,
water, health services, shelter, other basic needs;

» Time free from all forms of work, to engage in educational, political and recreational
activities;

* Space in which to carry on production and reproduction activities;

* Relevant knowledge (knowing wiat and knowing how) about e.g. family planning techniques,
nutrition, how to organise community programmes and animated groups, citizenship rights
and entitlements;

* Accurate knowledge concerning the local community as well as nation, region, world;

» Social organisation to enable the collective struggle for other basic rights;

* Social networks of kin and fictive kin, clintilistic networks of who-knows-who, and networks
between grassroots organisations and supporters at a wider level, including political parties,
national and global state institutions, and donors;

* Access to the instruments and tools of production, including good health.
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Approaches like the Triple A Cycle and the conceptual framework, and animation, are oriented
in the direction of generating relevant and accurate information by the people themselves, with
the active support of extemnal facilitators and animators. Democratic social organisation is
strengthened at local level, providing people with the pressure groups needed to demand and get
more democracy at higher levels. Political space for organising is widened within the commu-
nity and civil society, especially necessary for women, the poor, the dissmpowered in general.

Households, local communities, NGOs, and the disadvantaged lack the necessary resources
to provide these social bases on their own, especially the majority who are poor. The people
increasingly demand and get access to social services and other resources from the state as their
entitiements, while generating local resources to support community programmes.

Social mobilisation helps democratise the state, including donors as well as national govern-
ment, at all levels. Social policies facilitate and support collective self-empowerment, and
increase the flow of resources to communities and the disempowered, instead of to the rich and
already well-endowed.

The disempowered in society, including the impoverished, women, and children, are entitled
to expect the govemnment to guarantee collective and individual rights which powerful forces
seek to deny. Community and collective organisations ensure that the state carries out this func-
tion. For example, the courts and the National Assembly in Tanzania have begun to take a
stroniger stand against rape and sexual abuse of children, because of growing publicity and pub-
lic action on the issue, in tum the result of NGO organisation led by a group of women journal-
ists (TAMWA) .

Participation in community-based analysis/action strengthens people’s capacity to govern
themselves. Women are often leaders in community-based programmes, as well as the most
numerous actors on the ground, carrying out door-to-door campaigns, organising money-making
sales of crafts and foodstuffs.

The process of social accumulation found in community- and household-supported pro-
grammer (e.g. community construction of schools, clinics, and wells) can be empowering so
long as an organisational framework is developed which increases accountability of central gov-
emment and donors to local government, NGOs, and community organisations. This necessi-
tates the decenralisation of finance functions of accumulation and allocation, of planning and
expertise, and the development of local capacity to produce and use information relevant to
planning and management.

A transformative approach to adult education is rooted in collective self-empowerment along
the lines outlined above. Below, I want to analyse key economic and political factors which
condition our work in Africa.

CONTEXT

Adult education is heavily influenced by the present context of Structural Adjustment Programmes
(SAP), and the accelerated development of the ‘new imperial worid order’ in the 1990s (Meena
1991d, Mbilinyi 1991b, Suliman 1991). Structural adjustnient programmes (SAP) is a short-
hand way of describing the imperial policies being implemented by nation-states and donors, as
a way of restructuring African economies in line with the imperatives of advanced capitalis n.
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Global capitalism was in severe recession during the last two-and-a-half decades, increasing-
ly dependent on deficit spending in the United States, for example, and state support for the mil-
itary-industrial complex. As incomes declined and unemployment rose in the ‘north’, Western
governments shifted to the right in both domestic and foreign affairs. Strict conditions have
been attached to the funding of bilateral and multilateral development agencies.
Parliamentarians demand that agencies show the positive impact of ‘aid’ programmes on the
domestic business of donors, in terms of increased exports of their goods and services, and the
hiring of personnel (technical assistance). In the case of Africa, donors insist on the ‘rolling
back’ of decolonisation measures, including protectionist tariffs, subsidy support systems for
national producers and traders, and state regulation of currency and trade. State-supported
social welfare systems are steadily being dismantled, with nothing of significance to replace
them for most of the poor women and men, boys and girls, in urban and rural areas.

The impact of cost sharing is especially devastating in the poorest countries of southem
Africa, like Tanzania. Social democratic policies had led to significant achievements in health,
education, water systems, and worker benefits in the 1970s, as the popular classes struggled for
practical and strategic needs. Many of the worst disparities in social services and employment
associated with the colonial apartheid system were abolished or reduced. These achievements
were limited, however, by authoritarian administration at all levels, and the growing power of
financial capital.

The social reforms of the 1970s have rapidly been replaced by Structural Adjustment policies,
similar in every African country. Austerity measures and tight fiscal policy have created a hostile
environment for indigenous producers and traders in the middle class, at the same time as liberal-
isation opened the doors to the goods, services and personnel of trans-national covporations (TNCS)
based in the north. National capital cannot survive without collaborating with forein capital,
whereas foreign businesses, and local companies with some family members in the north, thrive.

Major changes have occured in gender relations at household and community level in differ-
ent class and ethnic groups, stimulated by women’s increasing participation in the labour mar-
ket, in market-oriented production and trade, and in household provision of cash consumption
needs. Signs of change include increasing gender conflict over consumption and income distri-
bution at household and wider icvels, open resistance against oppressive relations at home or the
workplace, and the growth in female-headed households and, paradoxically, in the number of
self-declared middle class ‘house-wives’. These developments are uneven within the continent
and within each country, and depend upon the actions of different kinds of women and men, sit-
uated in different social locations. They signify growing gender consciousness (and conscious-
ness of class, race-ethnic and imperial relations) among many women.

Feminists are part of the changes taking place in gender relations at household and commu-
nity level, and are situated within the wider context wherein gender relations are a major site of
struggle — in the workplace, the media, the courts, religion, and state politics.

Historical material conditions and gender studies 4

The vagaries of Structural Adjustment Programmes (SAP) and specific gender policies of
nation-states and the World Bank/IMF and otner donors, have erected new and ‘old’ barriers
against the advancement of African women (Dawn 1991, Gladwin 1991, Mbilinyi and
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Mbughuni 1990, 1991, Meena 1991d). At the same time, male-biased imperial policies and
worsening conditions have radicalised a growing number of young educated women and men,
and fostered a growing democracy movement. ‘Democracy begins at home’ is becoming a ral-
lying cry for women in different Classes, confirming that the boundaries between ‘home’, Civil
society and the state are neither fixed nor natural.

Our choices are partly constrained by the historical material conditions of work, including
access to funding, equipment, time, infrastructural support ranging from regular electricity to
secretarial services and personal computers, and well-stocked libraries. Most research on gen-
der takes place outside of the supportive environment of a department of gender studies or a
course on ‘women and education’. Women usually face and resist different forms of male bias
and misogyny in studies and work, including outright abuse and sex discrimination (Dirasse
1990, Gaidzanwa 1991, Imam and Mama 1988, Mbilinyi and Mbughuni eds 1991). Women’s
education groups have provided the space and resources needed to promote gender studies and
critical Third World feminism.

Accompanying gender battles have been struggles against neo-colonial relations in the
knowledge process, partly emanating from the dependence on donor funding and the growing
power of the global imperial state in our countries. Intellectual work of academics has been
intemationalised by means of the social relations underlying the production of knowledge, and
assessed in the global marketplace of ideas and intellectual goods and services. ‘Northemn’
researchers monopolise access to and control of resources, and have gate-keeping power to
determine which ‘southern’ women and men will be invited to join them. Indigenous and other
African women have had to resist and struggle against neo-colonial, class, racial and ethnic bar-
riers at the national and global level. Critical feminists in Africa have io struggle against main-
stream thinking as well. Working women and men have yet to access the resources needed to
control their own research/writing process, and remain dependent on the goodwill of middle
class researchers. -

A whole series of epistemological questions about social science research and history were
raised in Africa and the rest of the south, beginning in the 1960s when colonial and
modemist/developmentalism theories were critiqued; again in the 1970s when nationalist and
under-development theories were under question; in the 1570s and 1980s, when a concerted
effort was made to distinguish between mechanical and dialectical approaches within Marxism;
and, in the 1980s, to grapple with the effects of crisis and ‘indirect’ rule through nation-states
and imperial donor agencies. These analyses were often situated in the context of national
liberation struggles, which continue today in South Africa, and sharpened the terms of the
debate.

Participatory education/research emerged during the 1970s as one response to the concems
noted above. Participants in participatory research debates introduced the issues of location,
identity and positionality long before they were fashionable in academic circles.3

In this section I have examined the context in which adult education is situated in southemn
Africa. In the next section I wish to explore the uses and abuses of the concepts, ‘woman’ and
*gender’. These words have different meanings for different approaches in adult education.
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THE CONCEPTS OF WOMEN, MEN, AND GENDER
I'will examine the way gender operates both as a tool of analysis and a set of social relations
(Flax, 1989) in this section.

Women are highly differentiated from one another; as are men. Women and men in the same
class-national-ethnic location are more alike than different. Women are not a homogeneous cate-
gory. The concepts of gender and women are therefore highly contested concepts: critical femi-
nists have argued the non-existence of a unitary subject called ‘woman’ or ‘women’ (or man/men).

Gender is a set of defining characteristics, defining people as masculine and feminine.
Although mainstream discourse would have us believe we are one or the other, human beings
are some of each, and usually more of one. These characteristics are socially constructed, they
are not inate, biological, ‘natural’. Moreover, they are not determined once and for all, be it by
Culture, political economy, or biology, and can be changed (Malson et. al., 1989). Our concep-
tualisation of ‘women’ and ‘men’ is partly produced by language and discourse.

Gender relations are socially constructed and deconstructed as a result of the behaviour of
women and men themselves. They are historical, changeable, subject to abolition and transfor-
mation through everyday happenings as well as periodic moments of crisis and transformation.
Gender analysis examines the multiple layers of social relations and identities among women
and men, individually and collectively, and the complex interconnections among gender, imperi-
al, class, race-ethnic relations.

Gender analysis shifts out of the home and the ‘private/personal” world, and explores the
construction of gender relations in the community, the school, the govemment, the ‘economy’.
The dichotomies constructed by dominant discourse in support of male supremacist re:ations are
critiqued in theory and practice: public/private, personal/political, base/superstructure, produc-
tion/reproduction, real/ideal, nature/nurture, urban/rural, and, of course, female/male (Stamp
1989, Eisenstein 1988, Mbilinyi 1977, Mama 1991).

‘Gender is ... a relation of domination’ (Flax, 1989: 67), but not all gender relations are dom-
inating. Some gender relations are more egalitarian and complementary than others. For e¢.am-
ple, in a recent study of gender relations among plantation workers in the sugar industry, we
found that rejations among workers were more egalitarian than those between the male foreman
and the female worker. Women workers were often forced to ‘have sex’ with their foremen in
order to keep their job and get paid without pay deductions (ongoing research on sugar planta-
tions in Tanzania), whereas male workers lacked the same power over fellow women workers.
Women may face sexual harassment from other workers, however, especially if they are
minority or work in non-traditional jobs.

Human beings are differentiated by male and female physiological characteristics, bodily
rhythmns, biological needs, including food, water, sleep, sexual fulfilment of some kind, life
itself. At the same time, the meaning of these differences is not ‘given’. There is no logical rea-
son why biological attributes like body shape and the presence or absence of certain sexual
organs should determine how much education and salary we get, or our position in society.

The meaning and impact of biological sex differences aiso varies, depending upon our social
locations. As Laketch Dirasse (ibid: 51) explains,

... The content of the identity that attaches to these givens, the specific roles and modes of

behaviour that go with them are culturally acquired and variable across cultures.
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The ‘biological givens’ need not be ignored, however (Dirasse, 1989: 51). They matter a lot in
neo-colonial situations where disease and death are everyday matters. The presence of illness
and death has increased, for some of us by our own ageing, as wel; as by the onslaught of AIDS
and other infectious diseases. Living in a context of war, armed robbers, and periodic drought
and famine, makes basic needs of food, water, and physical safety a paramount concern.

A major challenge today is to identify the way gender interacts with imperial, class and
race/ethnic relations. For example, most causes of high infant, child and maternal mortality are
socially constructed and rooted in imperial/class relations. Members of the middle and upper
classes — women and men — have higher survival rates, are better nourished, and usually can
meet their other physiological needs without major difficulty. Their life expectancies are much
higher in the north, with the exception, significantly, of groups like African-American men, and
members of the Native American population. State policies, institutionalised racism and the
dominance of market-oriented philosophy threaten the survival of anyone who resists capitalist
economy, or becomes ‘useless appendages’ (as indigenous women and children were once
referred to in South African discourse, to justify urban influx controls; present day immigration
policy in the north closely resembles apartheid policy in South Africa).

We can conceptualise these relations as ‘quadruple’ oppression: women being oppressed by
gendericlassirace-ethniclimperial relations. The concept of ‘quadruple’ is not additive. It does
not mean we set up a pecking order, determining who is more or less oppressed. Instead, the
concept asks how the different sets of social relations connect, interact, oppose, contradict? Our
question is never abstract, but rather conteztualised in a specific location, by examining con-
crete social relations.

The social construction of gender is part of ruling relations (Smith, 1986): the ideas and prac-
tices of ruling at different levels (household, national, regional, global). Research on the way
states and dominant classes bave invented and manipulated concepts of ‘sex’, gender, ‘tribe’, and
all the other varieties of ‘us’ and ‘them’, informs us about how rulers rule in pre-colonial, colonial
and neo-colonial societies. Research on resistances and struggles, on ‘subaltern’ voices of
oppressed women and men, provides us with alternative constructions of gender relations. Gender
research can explore oppositional and subaltern relations which challenge the ruling relations.

The multiple meanings of woman and gender have been discussed in this section. In the next
section I will compare and contrast the most prevalent approaches in feminism, and show why
critical Third World feminism provides 2 powerful contribution to transformative political econ-
omy in adult education.

FEMINISM AND FEMINISM

I would like to emphasise from the start that there arc many different feminisms in Africa, and
worldwide. Broad distinctions are mere abstractions, and ignore the varieties of approaches and
concepts within each broad category.

Women (their oppression and liberation) may not be an adequate marker, since this ignores
the instability and varied nature of ‘women’, and the way men have been oppressed by gender
relations. Similarly, there can be no one ‘African feminism’ or “Third World feminism’,
because there is no one homogeneous group or reference point. Researchers use one or the
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other feminist theory in their work, usually a combination of several. Nor are the different femi-
nisms as exclusive as the literature makes them appear.

Radical feminists generally adopt women/men, male/female dichotomies. Their concepts of
women and men tend to be essentialising and naturalising. Women are ‘essentially’ nurturing
and co-operative, men are ‘essentially’ competitive and instrumental. Such concepts become
totalising, i.e. they generalise from one trait or aspect of a person to the whole and ignore possi-
bilities of difference and change. Moreover, the cause of the different essences is reduced to
biology by adopting concepts of ‘inate’ differences between women and men. Concepts of
trans-historical patriarchy are situated within radical feminism.

Bourgeois liberal feminism aims to increase opportunity and equality within society as it is
presently constructed. It lacks an explicit critique of imperial and capitalist structures and tends
to adopt accomodating positions vis-d-vis the state. The theory and practice of Women in
Development (hereafter WID) is one example, which now dominates most women-oriented pro-
grammes and gender-related research. 6

Nationalist feminism emerged as a form of resistance against imperial and European/white
domination in Africanist feminist studies. Theoretical contributions are many and diverse,
including the ‘discovery’ of women'’s contributions to anti-colonial struggles, their presence as
members of ruling classes in pre-colonial societies, and the need to re-evaluate our understand-
ing of the impact of colonialism and capitalism on gender relations,

Many nationalist feminists adopt homogenising concepts about * African culture’ and
‘African women’, however, and reproduce the colonial constructs they began critiquing. Racial
stereotypes about African women replace concrete, empirical analysis. European conceptions
- of the African as the essential ‘other’ have been intemalised as adequate representations and
negate a diverse and hetereogeneous reality. Imam and Mama (1991: 10), using Okot p’Bitek’s
poetry as illustrative, note:

The docile, obedient, village woman, custcdian of culture; the simple peasant grinding millet

outside the productive life of the community; the matriarch of the shrine and the market-

place, the corrupt urban prostitutc: these are the stereotypes of much Africanist, Westemn
feminist and African male scholaxshlp on African women, such as it is.

Romanticising and homogenising the past contributes to the ‘invention of tradition’, and can be
used by male (and female) rulers to endorse new forms of gendered authoritarian rule.
Nationalist feminism, or ‘false particularism’ as critiqued by Imam and Mama (1988: 14),
in stressing difference from the West, homogenises Africa and promotes stereotypes which
ignore variations in historical experience, economic structures, cultures and changes over time.
This reaction has yielded the essentialist and ahistorical myths of “The African Family’, a sin-
gle “African Culture’ or *African Philosophy’ and ‘the Golden Age of pre-colonial Africa’.

Nationalist feminism ends up supporting the status quo, because of its failure to critique the
interconnections among gender, class, ethnic and imperial relations. Nationalist theories and
epistemologies have been used to betray the majority by the new ‘black’ ruling class, in Africa
as in North America (King, 1989). Women were specifically betrayed by nationalism in African
politics, just as working people were betrayed by state socialism.
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Marxist feminism includes a wide range of approaches, from neo-Marxism to the more dog-
matic and orthodox positions of mainstream Marxism. In the past, mainsiream Marxists consis-
tently tried to silence debate and alternative approaches at the University of Dar-es-Salaam and
elsewhere. Feminism was one of their favourite ‘targets’ — many of us have been scarred by
their macho behaviour and authoritarian tactics.

Orthodox Marxist positions focused exclusively on economic issues, and neglected politics,
culture, psychology, discourse. The economism and dogmatism of mainstream Marxist theoreti-
cians in the region produced stultifying notions about, for example, the ‘real’ proletariat (leav-
ing out most women, peasants, and people in the ‘informal’ sector), base/superstructure dis-
course, and the secondary nature of gender and race. Neo-Marxists rejected the
base/superstructure paradigm of orthodox Marxism, and recognised the power of the subjective
level. Nevertheless, class continued to take pride of place, its definition grounded in economic
relations.

Marxist feminists explain women’s oppression in terms of their location in class relations,
with respect to ownership and contro! ~f the means of production and position in the labour
force. Women'’s liberation reportedly depends on entry into wage empleyment, market-oriented
production, and membership of the ‘working class’. Their consciousness is derived from their
economic position. In spite of efforts to insert such questions as reproduction, family and com-
munity into the concept of class, the approach limits our attention primarily to ‘economic’ mat-
ters (Mbilinyi, 1984c).

Marxist feminist positions on policy matters have also been incorporated within state dis-
course on WID: (1) remove barriers to women'’s full participation in the economy; (2) encourage
women to produce more, get more income, get jobs. The combination of WID’s focus on
income-eaming activities for women (i.e. commoditisation of women’s work) and SAP has
meant that women bear even more responsibility for family maintenance than before. Upward
pressures on wages and crop prices are reduced, and women'’s working day gets ever longer.

Many transformative theories and methods have their roots in historical materialism, such as
the sigmificance given to ‘consciousness-raising’, and the awareness that people can change
their identity through struggle. The more significant contributions of historical materialist
thought to adult education for me, are the following:

« The power of class analysis, so long as it incorporates the intersection with gender,
imperial and race-ethnic relations;

» The materiality of the world, including the subjective level;

« The significance of historical analysis in combating essentialising and naturalising ideas
about the universality and inevitability of women's oppression, for example, or African
poverty and under-development; '

« Structural analysis of economy, politics, culture, discourse;

« The power of the subjective level in changing society, with its own autonomy and effect; and

« The potential for change and re-education at the individual and collective levels, arising from
engagement in concrete praxis of struggle and resistance.
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Post-structuralist feminism

The development of discursive analysis contributed to the possibility of a more nuanced gender

analysis, which explores changeable identities and positions in histories and societies. Analysis

of positionality and identity explores two ceniral issues:

* The multiple, complex, changing and contradictory nature of positions and identities
(individually, collectively); and

* The impact of positions and identities on rescarch, writing, and reading/interpretation.

The post-structuralist feminists tumned our attention towards the process of research and writing
(and reading). They insisted that the researcher put herself into the terrain of investigation and
analysis even more systematically than earlier efforts within participatory research. Colonial and
post-colonial myths have been created about African women and men, which have been incor-
porated in mainstream ideology and used by donor agencies and governments to oppress women
(Mama, 1991). Mohanty (1988, et. al., 1991) and Minh-ha (1989) have emphasised the colonis-
ing impact of words-and analyses based on concepts like ‘Third World women’ or ‘the rural
woman’ or the ‘natural’ ‘African woman’. These concepts colonise women by homogenising
them; they deny women their histories, their individualities, their multiple identities.

Many feminists who are inclined towards activism have been made uncasy by the political
implications of post-structuralism, however.” The instability and plurality of the concepts of
women and feminism, and the resulting fragmentation of feminist organisation and discourse
may mean the 1oss of the social base (women) for political action.8 The substitution of gender
for women distracts from the -central focus, which is, after all, the liberation of women from
(classed/raced/imperialist) gender oppression. Critics have argued that unitary structures of
exploitation and oppression are ‘real’, and that part of the task of discursive analysis is to decon-
struct and decentre dominant structures (see the debate in Malson et. al., 1989; also Stamp, 1989).

Addressin~ this problem, Harding (1989) argues that solidarity can be mobilised around
those specific goals which can be shared, but that feminists need to relinquish the goal of unity
around a shared social experience as women, which is imaginary. Similarly, African adult edu-
cators may need to reconsider the notion of a shared social experience as ‘ Africans’, or as
‘workers’, or as ‘illiterates’.

Ruling groups in Africa legitimise authoritarian rule in response to the democratic movement
by means of a discourse about tradition, custom, and ethnicity. Suggestions to bring back
‘chiefs’ and ‘native court systems’ in Tanzania, for example, are specifically targeted against
‘unruly’ (i.e. unruled) women and youth. Promoting ethnic divisions deflects popular atiention
from the exploitative nature of ruling classes, nation-states and global imperial capitalism. The
debates on *What is an African?’ and *What is tradition?’ which are taking place in adult educa-
tion circles, and the strategy proposed by some to retum to ‘traditional community’ and pre-
colonial society, illuminate the pmblem.9 An imaginary Golden Age in Africa (or Asia, or
Americas, or anywhere), reproduces colonial imagery about African community and ‘tribe’
which is factually incorrect and colonising. 10

Women and men of different social groups can unite together around specific action strate-
gies to fight imperialism, racism, sexism, and capitalist exploitation, without having to assume
they are members of one ‘loving family’ or community. A crucial point to me is that you can
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work with people/groups without having to love them: coalition is not ‘home’ , as Bernice
Reagon has so eloquently argued (1983: 360). At the same time,
It must become necessary for all of us to feel that this is our world. And that we are
here to stay and that anything that is here is ours to take and to use in our image. (p. 365)

Reagon's (1983: 356-7) argument against single-issue identity politics and for ‘coalition poli-
tics’ is especially enlightening:
You don't go into coalition because you just like it. The only reason you would consider try-
ing to team up with somebody who could possibly kill you, is because that’s the only way
you can figure you can stay alive.
We've pretty much come to the end of a time when you can have a space that is ‘yours
only’ — just for the people you want to be there ... There is no hiding place. There is
nowhere you can go and only be with peopie who are like you. It's over. Give it up.

Coalition and the crossing of (class/gender/race-ethnic/imperial) borders is necessary to success-
fully face the growing power of big capital and the far right. Coalition does require space with-
in for the different groups and issues. Reagon notes the sometime need for separation so as to
get nurturance as women, indigenous African people, Wachagga or Masai. However, the nur-
turing place can become a d¢structive place.
At a certain stage nationalism is crucial to a people if you are going to ever impact as a group
in your own interest. Nationalism at another point becomes reactionary because it is toally
inadequatz for surviving in the world with many peoples. (p. 358).

Reagon'’s analysis is grounded within, and has helped to shape, what I have called critical Third
World feminism, discussed below.

Critical Third Werld feminism

Critical feminism incorporates elements from Marxist, nationalist, and post-structuralist femi-
nisms. It focuses on all four social relations in analysis and action: gender, imperial, class, race-
ethnicity. The *Third World’ component highlights its location within and of the neo-colonised
nations of the world (including African-Americans and indigenous Native Americars), and the
anti-imperialist position held by critical feminists in the north or the south.

Critical Third World feminists incorporate historical analysis in their work. Multi-disci-
plinary and multi-dimensional, they link economic, political, cultural and psychological issues
together. Adopting innovative methodology and epistemology, they combine the subjective and
the objective realms, and make the research/writing process part of the object under inquiry.
Their analysis has shown how gender is constructed as well as deconstructed within diiferent
feminist discourses (Mohanty, 1987, 1988, 1991; Minh-ha, 1989; Imam and Mama, 1988;
Stamp, 1989).

Experience is not taken for granted; instead, it is necessary to theorise about experience and
construct new visions of the future. No one gaze is privileged or omniscient.

Critical feminism represents African women (and men) in a different way from all the other
approaches: hetereogeneous, strong, potentially powerful women, prepared to resist oppression
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and to adoft many different sirategies of survival and struggle. The individuality of different
women shines through, and colonising stereotypes about ‘the African woman’ and ‘tradition’
are deconstructed. Most remarkable and hopeful of all, analyses of differences highlights same-
ness as well. Women and men are free to explore their individual idiosyncracies, the common
parameters of their existence and identities, and the differences and divisions among themselves
and between them and ‘others’.
I believe that African-based critical feminism provides the following major contributions to
the general body of critical feminist work, and to transformative adult education:
* Analysis of imperialism, embedded in class/gender/race-ethnicity;
* A more coherent and nuanced critique of ‘the’ state, including the African nation-state and
donor agencies; and
* A critique of class relations among women within the same and different ethnic and national
locations.

I have compared and contrasted different feminist theories and their impact on methodology and
epistemology here. In the next section, I wish to explore the concepts of identity and positional-
ity in more detail, partly using my ‘self” as illustrative material.

ON PERSONAL LOCATION AND POSITIONING

Adult educators/researchers have become increasingly self-conscious about their location in the
education and research process, and the social relations within which they produce and transmit
knowledge. Anthropologists coined the term “self-reflexivity’ for inserting themselves as
researchers into the terrain of the research: in the planning stage (the research proposal); the
entire research process; writings on findings; and overall analysis. | believe that educators need
to act similarly, to place ourselves into the terrain of knowledge.

Women and men’s lives are experienced differently, because we live differently structured
lives, arising from the intersection between gender, class, imperial and race-ethnic (and other) rela-
tions. The inter-relationships among and between these major social relations are complex and
contradictory. The definition of who is privileged and disadvantaged, oppressor and oppressed,
changes, depending on where we ‘stand’ and how we position ourselves in an active sense.

My own identity is not clear-cut or straightforward; you can’t read what I am from what I
look like. Quotation marks are deliberately placed around white and black here, because of my
belief that these are imaginary distinctions. White and black do not correspond to ‘real’ skin
colour; we are all multi-hued, individually and collectively. The meanings given to our various
skin shades are socially constructed, multiple, unstable, changeabie.

So, what am I? A middle-class Tanzanian woman; privileged in certain situations by virtue
of ‘white’ skin, Anglo-American origins, and middie class location; oppressed in my neo-
colonised and female locations; oppressed/suppressed by conservative forces because of my
anti-imperialist critical feminist positions. I must also comply with expectations of a good
Mngoni wife, mother, and in-law; a neighbour who attends everyone’s funeral and wedding; a
hostess who provides instant hospitality to unexpected guests, regardless of other plans; a mid-
dle-aged “elder’ (50 years old) who is supposed to be maternal and sexless. I am part of an aca-
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demic community, a respected Professor; accepted as a citizen of Tanzania, in spite of ‘white’
skin and American imperial origins. My husband and I have three beautiful daughters, and a
lovely baby boy who died at the age of 13 months. My family have experienced my rage at all
things mean, unjust, sexist, in our personal lives, and remain steadfast if critical supporters.

I am the mother of four ‘black’ Wangoni children. In some situations people define me as
‘black’ ‘native’ (mweriyeji), in contrast to West Africans and African-Americans, for example,
who may be called ‘Europeans’ (Wazungu) because they don’t speak Kiswahili and behave dif-
ferently.

Sometimes I am discriminated against for being ‘white’, or because of my American origins;
dislike of Europeans is not surprising given our history of slavery, racism, and colonisation.
Other times I am favoured, e.g. by restaurant waiters who expect better tips from foreigners;
most ‘whites’ are non-Tanzanians. Some Europeans bond with each other and try to include me
in their imaginary shared unity. Inmost situations, however, the ‘race’ issue does not arise.
Other markers of difference take priority, especially class, gender, and nationality.

Govemments try to impose official conceptions about nationality, sex, race and class. People
will often reject dominant labels and images of who or what they are. Critical feminists value
what otheJs are alarmed by — multiple, changing, unstable identities. Still, I must coniend with
the ambivalences, inconsistencies, and contradictions among the identities within and in the way
others try to define me and the situations I'm in 11

Each one of us, writer and reader, can locate our multiple positions, in Table 1. Additional
attributes of power and privilege (power on the left side of the dichotomy) are gender identity
(hetereosexuai/ homosexual), age (0ld/young), marital status (married/unmarried), fertility (fer-
tile/childless). The cells in Table 1 are not fixed, their boundaries are unstable, and the direction
of the power relationships is not unilinear.
~ How do adult educators position themselves vis-a-vis ‘working people’? Other strata in the

middle classes? The ruling classes? Do ‘we’ adult educators share the same locations in society,
nationally and globally? In fact, who is this ‘we’? Do ‘we’ exist? In Box 3, an imaginary con-
versation between three voices, is used to explore these questions.

In this section I have analvsed the politics of personal location. In the next section, I exam-
ine how adult educators can cross borders and position themselves beyond their locations.

AN ACTIVE POSITIONALITY

In the sections above, I have shown how critical Third World feminists have studied the discourse

of gender and its impact on analysis and action, and the effect of different gender (imperial/

class/race-ethnicity) locations and positions. How we can move beyond our locations, build on

our differences and similarities, become more than ‘society’ or ‘the state’ ordains us o be, is the

subject of this section. The following statement by Flax (1989: 71) is useful and clarifying.
Feminist (transformative) theorists are faced with a four-fold task. We need to (1) articulate
feminist viewpoints of/within the social worlds in which we live; (2) think about how we are
affected by these worlds; (3) consider the ways in which how we think about them may be
implicated in existing power/knowledge relationships; and (4) imagine ways in which these
worlds ought to/can be transformed.
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SOCIAL RELATIONS PRIVILEGE/POWER DISADVANTAGE/
LESS POWER
Gender Men Women
Imperie! ‘Northy'! ‘South’
Class Rulers (ruling class globally, Autc/Exploited - working
nationafly) Capitalists & Top paople (including smalf
Bureaucrats [middie dass have producers/~traders) {middje
relaiive prywqge] class are marginalised,
pauperisad under SAF]
Race/Ethnicity Of European origin, globally; { Of non-European ofigin,
dominant ethnic & indigenous | globally; indigenous peaples,
groups, locally/nationally of disadvantaged 1ribes’
BOX 3: Who are We?
How do we define ourselves?
‘Progressives’ ‘I sclidarity with the oppressed’

Ah ha! Which oppressed?
‘Organised labous’

What about casual and temporary workers, many of whom are women and chiidren?
And all the women and men who work in the so-called informal sector?

‘Well, they're not “real” protetariate, you know; but we are interested in the informal sector,
and women, the most  neradle.’ )

Sounds condescending to me. Women are not victims. Which women are vou referring to?

‘The poor women, especially the rural women, and especially in the Third World*

3
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Ah, the rural women. How are they different from urban women? There are rich land-owning
women, you know, in rural areas, and the new entreprenaurs of government credit schemes?
Cities have growing numbers of homeless and impoverished people?
(silonce]
Who are ‘Third Werid Women'?
[Exasperated] “You know who | mean, the most exploited woman, and men, everywhaere.’
Does that mean you won't deal with gender confiicts and other divisions amongst ‘ug’ intellectuals?
{mumbles] ‘Middle class women. Corrupt governments,’

Whatabqutyourpﬁvilogodpasitbnin the north?

‘Ch, imperialism is no longer an issue; colonialism is nearly over, now that Mandela is
frew. South Africa will soon be independant, iie other African countries.’

‘Besides, ook what you peopl have done with your independence, anyway.
Nationalism is a dead issue.’ :
Is imperialism dead? The global impetial state now rules, led by the World Bank/IMF and the
major ‘Wasterr’ powers, State militarisation accompanies structural adjusiment, not only in

 ‘the south’: 10,000 armed palice and soldiers marched into Los Angeles to quell civil ‘unrest’
after the Rodney Hilicase! - - . - ‘

" Exactly — the real issuas are about class, race and gender.’
kthmmuW? -

You are raising toc many issues. Making things compiicated. We need to have
simple issues, to rally round the people.” - -

Who are ‘the people’?
‘Will you shut up?’
NO!

Our work can be compensatory and critical at the same time. We can recover the histories and
theories of women and other disadvantaged people, while recognising the partial nature of their
vision. Each set of multiple locations provides a different way of seeing; we can acknowledge
the limitations and scope of vision within each without privileging any one gaze. Knowing that
consciousness is never fixed, because discursive boundaries change with historical conditions
(Lauretis, 1986: 8), means we can recognise individual potentiality for crossing cultural borders
(Reagon, 1983).

June Jordan's work (1987: 12) helps clarify issues for me, especially given my own multiple
identities, and the confusing and ambivalent responses they arouse in others.
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1 think there is something deficient in the thinking on the part of anybody who proposes
either gender identity politics or race identity politics as sufficient, because every single one
of us is more than whatever race we represent or embody and more than whatever gender
category we fall into. We have other kinds of allegiances, other kinds of dreams that have
nothing to do with whether we are white or not white ... each one of us is more than what
cannot be changed about us. [emphasis added)

Jordan adopts an international perspective which transcends ‘race’ or ‘gender’ issues, and
includes imperial and class relations:
If 1, a black woman poet and writer, a Professor of English at State University, if I am
oppressed, then we need another word to describe a woman in a refugee camp or the mother
of six in a rural village in Nicaragua or any counterpart inside South Africa (p. 14).

A radical interpretation of positionality and identity recognises the agency of the suhbject
(researcher and researched) and the multiple and changing nature of gender (GICER). In her
exploration of these issues, Alcoff (1989: 324) points out that we actively choose our identities,
and that this choice-making is a political act:
.... The identity of a woman is the product of her own interpretation and reconstruction of her
history, as mediated through the cultural discursive context to which she has access.
Transformative adult educators can actively use their location for the construction of mean-
ing and position themselves elsewhere. Location is not just a place where meaning is derived.

Experience cannot be taken for granted, or essentialised, because our perceptions and interpreta-
tions of experience are problematic. Instead, we need to theorise our experience, and
question/deconstruct our interpretation of personal and coliective experiences. In doing so, we
produce analytic catcgories and strategic decisions with real material effects.

However, I think that we must also recognise the limits which are rooted in ‘real’ structures
of power and exploitation, and cannot be ‘wished’ away by discursive analysis alone. Somehow
we must grapple with agencCy and the limitations of circumstances.

Jordan points out how painful a process it may be to ‘tell the truth’: “To put yourself in the
world is to teil the truth. Nobody else can tell your truth and if you don’t do that nobody else
will’. By telling the truth, you ‘give birth to yourself in the world’. The process is ‘never fin-
ished because none of us are ever finished’.

An active view of positionality has been presented in this section. In my conclusion, I high-
light priorities for future strategies in transformative adult education, which includes a critical
Third World feminist dimension.

STRATEGIES FOR THE FUTURE

Adult educators need to develop more self-consciousness and reflexivity about all aspects of
theory and practice, and subject their actions and ideas to constant criticism. New procedures of
accountability can be created which enable our constituencies to provide us with ‘informed cri-
tique’, including participants in the research process. The accountability procedures should
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incorporate all members of an oppressed constituency as fully as possible, and not be réstricted
to a given organisation.

From the point of view of working women and men, I think a lot more research is needed
which ‘studies up’, and communicates the results to the ‘people below’. Understanding how
concrete, specific, decisions and policies are actually made, by whom, is necessary information
for a people wishing to take control of their lives. Helping working women to insert their own
claims on the state and on organisations in civil society, and resist policies detrimental to their
interests, is part of what empowerment is all about. To do so, they need tools of discursive anal-
ysis to decode the state, media, and popular culture.

As middle class researchers, studying up will often mean studying ourselves. Inconsistencies,
ambivalences, conflicts and contradictions will increase and become more evident as imperial
and class exploitation intensify in Africa. The stakes involved in monopolising channels of
communication and controlling resources will increase. The petty commoditisation’ of intel-
lectual work has forced adult educators to ‘hustle’ for aliving. Circumstances like ours nourish
*small thoughts’ and ‘mean’ spirits. We need to consciously develop a different life style and
mode of thought and action.

Another priority, therefore, is to develop and strengthen already-existing support groups and
networks which provide space for transformative adult educators, including critical Tthird
Worid feminists, to survive and work. Part of the space can and ought to be shared with work-
ing women and men, to develop skills and knowledge for doing critical research/writing on their
own behalf. Partial self-financing will help ease the dependency on donor agencies, and
increase our power of negotiation.

Transformative adult educators can adopt critical third world feminism as an integral aspect
of transformative adult education. Transformative educators are, by definition, also critical fem-
inists, if they seek to abolish the underlying power relations which support imperialism, class
exploitation, and gender and race-ethnic oppression.

Finally, adult educators need to focus on practical action based on their own critical analysis
of adult education and the reality in which it is situated. 12 My priorities for action are pesented
below, and reflect the Tanzanian context in which I live and work.

PRACTICAL SUGGESTIONS

1.1 Education and training in transformative political economy and critical Third World
feminism is a top priority, at all levels (including formal and informal adult education).
Being practical, the first step would be the training of adult educators and teacher training
colleges and universities, to ‘re-educate the educators’ (Dirasse, 1990; Namuddu, 1990).

1.2 Strengthen the vision of ‘life-long education’ and put it into practice, by creating mobile
short courses and seminars and taking them to working people. Educationists can run
one-day workshops and weekend camps on different topics.

1.3 Support for transformative adult education and critical gender studies at the under-
graduate and post-graduate (MA and PhD) level needs to be created and reinforced, within
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already existing departments and faculties, and by establishing separate institutes and
departments.

Promote the popularisation of education and ‘science’ (including social science) at all
levels, partly by universalising primary, secondary and higher education. Community
colleges can be created in one ‘classroom’; schools and colleges can start running evening
and Saturday courses for people at work. Weekend schools, week-long ‘camps’, mobile
education units, two-month courses during long holidays — the possibilities are endless.

Research methodology courses should include the explicit study of epistemological issues.

Research methodology courses should concentrate on both quantitative and qualitative
methods of data collection and analysis (Namuddu, 1990).

We need to support and promote transformative research, including both basic and activist
research.

Different kinds of communication formats can be used, to reach as many as possible, as
quickly as possible. The mainstream public media is useful but limited because of state
control and (self-)censorship. Alternative media include ‘smail altemnative presses’ and
magazines, popular theatre, radio stations and newsletters based at grassroots level.

Educators and theorists need to develop skills of textbook writing and produce readable
and enjoyable texts about adult education and other issues, for universities and other
secondary and higher education institutions in the region.

Researchers/writers should develop their skills of popular writing, for mass media as well as
alternative communications, and be prepared to use local national languages. People desper-
ately need rejevant and attractive reading material. The format could represent multiple voices
in society and the community, and express the differences, ambivalences, conflicts and con-
tradictions, so as to decentre mainstream views of a unitary stable ‘woman’ and ‘man’.13

in conjunction with (2.3), we need to write and publish basic textbooks and manuals on
research methodology, for different levels, including grassroots (see Hope and Timmel,
1984; Taylor and Stewart, 1991).

Experienced adult educators/researchers/writers need support by acknowledging their contri-
butions, and assisting them to develop ‘apprenticeship’ and mentoring systems with *juniors’.

Transformative educators need to create, strengthen and support women’s and gender groups
of "l kinds. We can develop procedures for supportive criticismy/self-criticism/counter-crit-
icism, and nurture a critical self-consciousness about our ‘selves’, our multiple identities and
our work. We also need to increase solidarity and support for one another through networking,
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and reduce back-biting and petty competition, if we are to successfully combat the present
backlash against feminism and other progressive movements (Imam and Mama, 1988: 3).

Transformative adult educators and groups can develop more viable forms of self-
financing, including commercial publishing, education programmes charging nominal fees,
T-shirts, cultural shows, consultancy projects which are compatible with the political
positions of a group, provision of other services (like workshop organisation).

In our present near-obsession with differences, we need to shift focus from intra-class
differences to inter-class conflicts and contradictions which cut across imperial, gender and
race-ethnic locations. Given the monopoly which the global imperial state has on popular
discourse, we can structure a new, oppositional discourse based on a critical analysis of
the experiences and struggles of working women and men.

Self-reflexivity can be encouraged among adult educators, in order to increase their
awareness of gender/class/race-ethnic/imperial differences, and enable them to adopt a
more active positionality. We can take advantage of our middie class locations to study
‘how the system works’, *how rulers rule’, and ‘study up’, and communicate what we leam
to our local, grassroots constituency, as well nationally and globally.

We need to contest pressure to concentrate solely on differences rathier than engage in joint
action around specific issues (Jordan, 1987). We can develop the coalitions necessary for
survival and effective action, within and towards the state as well as in ‘civil society’. The
coalition groups which have emerged in the struggle against AIDS and in support for AIDS
patients and their carers provide one example.

Interational research teams could be set up 0 jointly investigate the construction of
imperial policies in both the north and the south. Studies of global state systems and big
business can be linked to intemational action programmes, like the farmer-farmer alliances
set up by small growers in the USA and EEC.

We need to develop new kinds of democratic organisational principles, in conjunction with
(4.3) and (5.1) above, which sustain apprenticeship, mentoring, support and criticism,
without reproducing new forms of hierarchy, authoritarianism and terrorism.

Gender groups and others need to develop more support among sympathetic men,
incorporate them into gender studies, and encourage more research about ‘men’.

Recognising victories in transformative analysis/action/education, is a necessary

component of empowerment. Acknowledging the contributions of those who preceded us,
we recognise that change is possible, through hard work and organised collective struggle.
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We need to fight back against the present revisionism in modem history, worldwide, which
teaches Americans, for example, that ‘the 1960s’ struggles for racial integration, civil rights
and social justice never happened or were wrong; tells Africans that the struggles to '
decolonise our societies in the 1960s and 1970s were wasted.

Related to (7.1), adult educators need to take positions in the current debates on
democracy, structural adjustment, and ‘the environment’, and become activists within the

spaces we inhabit. Our perspective matters, it is different, it might save Africa and the
world (Sen with Grown, 1987).

Talking about democracy without talking about democracy in the household, women’s rights
and children’s rights, makes a mockery of the present debate (McFadden, 1992; Meena, 1991b).
It won’t be enough to sit back and be critical. We need to insert ourselves into the political
arena, within the government and the opposition, and in the organisations mushrooming in civil
society. The everyday mechanisms of power within state systems ang in civil society can be
highlighted, including everyday language and discourse, and class/gender/age relations in
family and houschold and community (Eisenstein, 1988: 16). One reason anti-colonial and
socialist struggles for democracy and justice did not succeed, is the failure to grapple with
the way power is dispersed in many different ‘informal’ cen‘res and locations, and inter-
nalised at the psychological level, not only centralised in state and corporate institutions.

Elson (1991: 20) has distinguished between two tactics for advancing gender and women’s
issues. In the shori-term, activists (including scholars, WID practitioners and members of
women'’s groups) can show how gender-sensitive analysis and action will help achieve goals
‘on an agenda that has already been set’ in official and unofficial circles by people without

a particular concem for the advancement of women. Showing agriculturalists and develop-
ment planners how gender sensitivity can lead to higher aéﬁcultural output is one example.

The more difficult but long-lasting and transformative approach is to change the development
agenda, 10 broaden the objectives, to introduce different values, and to give women much more
of a role in setting the agenda in the first place. ... It requires a mixture of critical argument to
challenge established ways of thinking; creative proposals for altematives; and political mobili-
sation to change decision-making structures. Here, scholars and activists, working with NGOs,
have a vital role to play.

Antrobus (1991: 7) discusses the need for scholars, activists and WID practitioners to link their
efforts ‘within’ and ‘outside’ the system. As Krawczyk (1991) noted, we need to negotiate
within the state, while expanding space for organisation outside the state. The goal becomes
one of undermining authoritarian practices and structures at all levels while developing altemna-
tive forms of govemnance, ‘real’ direct democracy instead of the present representative models.

We need models for change and utopian visions for the future, which energise women and
men in different locations and encourage action. They incorporate short-term objectives that
are realisable without much ado, and inspire people for ‘the long haul’necessary to reach
long-term strategic objectives. 14
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A substantial part of this paper is based on ‘Towards a Transformative Methodc:~gy of
Political Economy in Adult Education: A Critical Third World Feminist Perspective’ which
was presented ai the AALAE International Workshop on the Political Economy of Adult
Education in 1990s and Beyond, Mombasa, Kenya, 20-24 July, 1992, and revised for publi-
cation in Paul Wangoola and Frank Youngman (eds) Towards a Transformative Political
Economy of Adult Education: Theoretical and Practical Challenges (AALAE(Northern
Hlinois University, forthcoming).

Marjorie Mbilinyi is an American-born Tanzanian citizen; Professor of Education in the
Institute of Development Studies, University of Dar-es-Salaam, Tanzania where she has
taught since 1968; founder member of Women's Research and Documentation Project
(WRDP) and African Participatory Research Network (APRN); wife of Simon Mbilinyi and
mother of N’ nali, Anina, Lyungai and the late Mhelema.

I would like to thank the participants in the AALAE International Workshop on the Political
Economy of Adult Education in 1990s and Beyond; their comments on an eariier paper have
helped shape the present essay.

The ideas in this paper are mainly based on my work within participatory research and
critical Third Werld feminism. In order of time sequence, I would like to express my grati-
tude here to Linda Zerilli and the participants in the ‘post-structuralist’ seminar at the
Centre for the Humanities, Oregon State University; to the Centre and its Direcior, Peter
Copek, and Administrative Assistant, Patty Paulson; and to the Facuity Women'’s Writing
Group, for providing me with a supportive environment in which to study and write as a
research fellow, in 1990/91; to Ayesha Imam and Amina Mama and other participants of
the CODESRIA Gender Workshop (1991); to Ruth Meena, the director of the SAPES
Gender Project during 1991-1992, and other participants, for providing a network and sup-
port system, and valuable contributicns of theory and knowledge; to members of the
Women's Research and Documentation Project and the participants in the ‘post-structural-
ist feminist theory group’ (1991/92) at the University of Dar-es-Salaam for providing me
with a supportive base and continual stimulation. I also leamed a great deal from my par-
ticipation in the OTTU/MWEMA-ILO project with sugar cane plantation workers, the
Gender Education Review team supported by SIDA, and participants at all levels (from vil-
lage, district, to national) in the participatory research project on social mobilisation spon-
sored by UNICEF. Students in the MA course on Gender Issues & Socio-Economic
Development in 1991/92 and 1992/93 have challenged and inspired me. The animation
workshops and other activities of the Tanzania Gender Networking Programme provide
inspiration and hope.

This section is taken from ‘Social Mobilisation for Child Survival and Development:
Overview' edited by Marjorie Mbilinyi (UNICEF, Dar-es-Salaam, 1992: p. 3).
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3 'This section is drawn from John Friedmann, ‘Collective Self-Empowerment and Social
Change’ ifda dossier 69 (1989:3-14). See also Marjorie Mbilinyi, ‘Crisis of Education and
Research in the 1980s — Challenges for the Future’ in Gaontatlhe Mautle and Frank
Youngman eds Educational Research in the SADCC Region: Present and Future (Gaborone,
Botswana Educational Research Association, 1990).

4 Unfortunately space does not allow a detailed discussion here about the issue of historical
material conditions and progressive research/writing. See Imam and Mama, 1988; Mbilinyi

et. al., 1982, 1984c; Kassam and Mustafa, 1982; CODESRIA, 1991; Mautle and Youngman,
1990.

5 See Mlama, 1991; Kassam and Mustafa, 1982; African Participatory Research Journal,
Mustafa, 1982; Vuorela, 1987. Ramphele (1990) provides a cogent analysis of the contradic-
tions which occur in participatory research processes.

6 For critiques of WID in Africa, see Mascarenhas and Mbilinyi, 1983; Mbilinyi, 1984a;
Meena, 1984.

7 These issues were raised at the 1991 CODESRIA and 1991 and 1992 SAPES workshops on
gender.

8 Similar developments in the American civil rights movement in the late *50s and early *60s,
involving white tendencies to dominate a black movement, led SNCC and other organisations
to insist on separate, identity politics (i.e. black only membership; white support from outside).

9 See Wangoola and Youngman.

10 There were kings, queens, commoners, and slaves for centuries in pre-coionial Africa;
simple and more complex societies, including empires, kingdoms, chiefdoms; many soci-
eties were multi-cultural and multi-ethnic. The Omani Zanzibar Empire stretched south-
wards from Kenya to the southem tip of Mozambique in the 1800s.

11 See especially the collections edited by Harding, 1987; Malson et. al., 1989; Hull et. al., 1982;
Smith, 1983; de Lauretis, 1986; Nicholson, 1990; and the work of Jordan, 1987; Mohanty,
1987, 1988; Minh-ha, 1989; Fuss, 1989.

12 See Wangoola and Youngman; CODESRIA, 1991; Mbilinyi, 1984c; Dirasse, 1990;
Mbughuni and Mbilinyi eds, 1991. Many of the ideas in this section are derived from my
ongoing participatory research activities.

13 Authors who present multiple and conflicting voices include Lugones and Spelman 1983,
Kalindile et. al., 1991; Mbilinyi, Kalindile and Sambulika, 1989.
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14 Here I’d like to repeat part of Edelman’s (1988) ‘agenda for empowerment’ list, which

focuses especially on children and youth — our future and priority, in adult education as any
other sector.

(Marion Wright Edelman is founder and president of the Children’s Defense Fund in
Washington DC, USA. The CDF is a research and activist organisation which lobbies on
behalf of all poor and disadvantaged children. I am grateful to Pat Made for sharing this arti-
cle with me. The similarities in concerns and conditions of African-American people in the
USA and the indigenous peoples of Africa reflect common histories and the globalisation
process of advanced capitalism.)

1) Remember to teach children that Black folks have never been able to take anything for
granted ... Tell our children that they’re not going to jive their way up the career ladder.
They have got to work their way up — hard and continuously. ... And tell them to take the
initiative in creating their own opportunity.

2) Teach our children the importance of getting a good education ... a precondition to sur-
vival ... a liberal education and learn how to think so that they can navigate in an ever-chang-
ing job market.

3) When the next recession arrives — and it will — Black unemployment rates will soar. ...
How, then, do we work toward a full share in the power to set the goals in place, and not just
the right to run the race?

4) Set goals and work quietly and systematically toward them. So often we feel we have 10
talk loudly rather than act effectively. ... You can get a mighty lot done in this world if you
don’t mind doing the work and letting other people take the credit.

5) Know the difference between substance and style. ... Get your insides in order and your
direction clear first, and then worry about your clothes and your wheels.

6) Value family life. We must do things with our children. Listen to them. Be moral exam-
ples for them.

7) Vote and use our political and economic power. ... Don’t even pretend that you care about
the Black community, about poor children, about your nation, even about your own future, if
you don’t exercise the political leverage Medgar Evers and others died for to make sure we
had. And run for political office. And when you win don’t forget that you are the means to
serve others well and not the end.

8) Remember your roots, your history and the forebears’ shoulders on which you stand. ...
Young people who do not know where they come from and the struggle it took to get them
where they are now, will not know where they are going or what to do for anyone besides
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themselves, if and when they finally arrive somewhere. And if they run into bad weather on
the way, they will not have the protective clothing to withstand the wind and the rain ...

9) Keep dreaming and aiming high. ... (quoting Dr. Benjamin Mays) ... ‘... the tragedy of

life doesn’t lie in not reaching your goal. The tragedy lies in having no goal to reach. Itis
not a calamity to die with dreams unfulfilled, but it is a calamity not to dream ...

REFERENCES

(Not all are cited in the text, but they are listed here to share information about 1elevant texts
produced in Africa and elsewhere.)

Alcoff, Linda 1989 *Cultural Feminism versus Post-Structuralism’ in Malson e.t al. 1989.
Amadiume, Ifi 1987 Male Daughters, Female Husbands (London, Zed).

Antrobus, Peggy 1991 ‘Development, Women and Gender’ in DAW 1991.

Burford, Barbara 1987 “The Landscape Painted on the Inside of My Skin’ Spare Rib 179: 36-39.

CODESRIA 1991 ‘Workshop on Gender Analysis and African Social Science’ Dakar, Senegal,
September 16-21, 1991.

Collins, Merle 1988 ‘Women Writers from the Caribbean’ Spare Rib 194 (Sept): 18-22.

DAW (Division for the Advancement of Women) 1991 Seminar on Integration of Women in
Development, Vienna, 9-11 December 1991.

DAWN 1991 Alternatives Vols 1,11 (Editora Rosa dos Temr.os).
Dirasse, Laketch 1990 ‘Gender and Education’ in Mautle and Youngman 1990.
Edelman, Marian Wright 1988 ‘An Agenda for Empowerment’ Essence (May): 65-66.132-134,

Eisenstein, Zillah R 1988 The Female Body and the Law Berkeley, University of California
Press.

Elson, Diane 1991 ‘Gender Issues in Development Strategies’ in DAW 1991.

Filson, Glen and Cecilia Green 1982 Towards a Political Economy of Adult Education in the
Third World Toronto, ICAE PEAE Working Papers 3.

Flax, Jane 1989 ‘Postmodemism and Gender Relations in Feminist Theory’ in Malson et. al. 1989.

41




TRANSFORMATIVE ADULT EDUCATION

Fuss, Diana 1989 Essentially Speaking New York, Routledge.

Gaidzanwa, Rudo 1991 “Gender Analysis in the Field of Education: A Zimbabwean Example™
CODESRIA 1991.

Geiger, Susan N G 1986 “Women’s Life Histories: Method and Content” Review Essay, Signs
11(2): 334-351

Gender Education Review Team 1991 Towards Gender-Transformative Education in Tanzania
Report for SIDA (Dar-es-Salaam), based on National Workshop on Education in Tanzania with
a Gender Perspective, 18-20 November, 1991.

Giadwin, Christina H ed 1991 Structural Adjustment and African Women Farmers Gainesville,
University of Florida Press.

Harding, Sandra ed 1987 Feminism and Methodology Bloomington, Indiana University
(chs 1,7).

Harding, Sandra 1989 “The Instability of the Analytical Categories of Feminist Theory” in
Malson et al 1989.

Hawkesworth, Mary E 1989 “Knowers, Knowing, Known"” in Malson et al 1989.

Healey, Patrick 1983 “‘Who Gains and Who Loses? The Political Economy of Adult Education”
Convergence XVI 4:49-55.

Hendricks, Cheryl 1992 “Rumours of Rape: An Analysis 01 Sexual Harassment at the
University of the Westem Cape” SAPEM 5(6): 7-10.

Higgintotham, Elizabeth 1982 “Two Representative Issues in Contemporary Sociological Work
on Black Women” in Hull et al 1982. -

Hope, Anne and Sally Timmel 1984 Training for Transformation 3 vols, Harare, Mambo Press.

Hull, Gloria T, Patricia Bell Scott and Barbara Smith eds 1982 But Some of Us Are Brave Old
Westbury, NY, The Feminist Press.

Imam, Ayesha M and Amina Mama 1988 “The Role of Academics in Limiting and Expanding
Academic Freedom” Dakar, CODESRIA paper.

Jordan, June 1983 “From Sea to Shining Sea” in Smith 1983.

Jordan, June 1987 “Other Kinds of Dreams” Spare Rib 184:12-15.

42




TRANSFORMATIVE ADULT EDUCATION

Kalindile, Rebeka and Marjorie Mbilinyi with Tusajigwe Sambulika 1991 “Grassroot Struggles
for Women'’s Advancement: the Story of Rebeka Kalindile” in Ngaiza and Koda 1991.

Kassam, Yusuf and Kemal Mustafa eds 1982 African Participatory Research Toronto,
Intemnational Council of Adult Education.

King, Deborah K 1989 “Multiple Jeopardy, Multiple Consciousness: The Context of a Black
Feminist Ideology” in Malson et al 1989.

Koda, Bertha et al 1987 Women's Initiatives in the United Republic of Tanzania Geneva, ILO,
Technical Cooperation Report.

Krawczyk, Miriam1991 “Meeting of Experts on Women and Development in Latin America
and the Caribbean” in DAW 1991.

Lauretis, Teresa de 1986 Feminist Studies/Critical Studies Bloomington, Indiana University
Press.

Lugones, Maria C and Elizabeth V Spelman 1983 “Have we got a theory for you! Feminist the-
ory, cultural imperialism and the demand for ‘the woman's voice'” Women's Studies
International Forum 6(6):573-581.

Made, Patricia and Birgitta Lagerstrom 1985 Zimbabwean Women in Industry Harare,
Zimbabwe Publishing House.

Malson, Micheline R, Jean F O’Barr, Sarah Westphal-Wihl and Mary Wyer eds 1989
Feminist Theory in Practice and Process Chicago, University of Chicago Press.

Mama, Amina 1989 “Violence against Black Women: Gender, Race and State” Feminist Review
32:3048.

Mama, Amina 1991 “Shedding the Masks and Tearing the Veils” CODESRIA 1991.

Mascarennas, Ophelia and Marjorie Mbilinyi 1983 Women in Tanzania (Uppsala, Scandinavian
I of African Studies)

Mascia-Lees, Frances E et al 1989 “The Postmodemist Tum in Anthropology” in Malson et al
1589

Mautle, Gaontatlhe and Frank Youngman ed 1990 Educational Research in the SADCC Region
Gaborone, Botswana Educational Research Association

43

..
o2




TRANSFORMATIVE ADULT EDUCATION

Mbilinyi, Marjorie 1977 “‘Women: Producers and Reproducers in Peasant Production” ERB
Occasional paper 77.3, UDM.

Mbilinyi, Marjorie, Ulla Vuorela, Yusuf Kassam and Yohana Masisi 1982 “The Politics of
Research Methodology in the Social Sciences” in Kassam and Mustafa 1982.

Mbilinyi, Marjorie 1982 Towards a Methodology in Political Economy of Adult Education in
Tanzania Toronto, ICAE PEAE Working Papers 5.

Mbilinyi, Marjorie and Ruth Meena eds 1984 ‘The Women Question’ special issue,
African Review 11(1).

Mbilinyi, Marjorie 1984a ** Women in Development’ Ideology” African Review 11(1).

Mbilinyi, Marjorie 1984b “Research Priorities in Women's Studies in Eastem Africa” Women's
Studies Int Forum 7(4): 289-300. '

Mbilinyi, Marjorie and Rebeka Kalindili with Tusajigwe Sambulika 1989a “‘I'd have been a
Man!’: Politics and the Labour process in producing Personal Narratives” in Personal Narratives
Group 1989.

Mbilinyi, Marjorie 1990 “Crisis of Education and Research in the 1980s — Challenges for the
Future” in Mautle and Youngman 1990.

Mbilinyi, Marjorie 1991a “Beyond Oppression and Crisis” CODESRIA 1991(alpha).
Mbilinyi, Marjorie 1991b Big Slavery (Dar-es-Salaam University Press).

Mbilinyi, Marjorie and Patricia Mbughuni ed 1991 Women in Tanzania with a Gender
Perspective (Stockholm, SIDA).

McFadden, Patricia 1989 “Call a Women by her Name™ SAPEM 3(2):46-48.
McFadden, Patricia 1991a *“The Reality of Hating Women” SAPEM 4(12):41-43.
McFadden, Patricia 1991b “Growing Older as a Woma.m" SAPEM 5(1):43-45.
McFadden, Patricia 1992 “Gender and Democracy” SAPEM 5(5):39-42.

Meena, Ruth 1984 “Foreign Aid and the Question of Women'’s Liberation” African Review
11(1): 1-13,

Meena, Ruth E 1991a “Incorporating Gender Analysis into Political Science” SAPEM 5(1):40-42.

44




TRANSFORMATIVE ADULT EDUCATION

Meena, Ruth 1991b “Can Women Combat Violence against Them?” SAPEM 5(2):40-44.
Meena, Ruth 1991c¢ “Absorbing the Shock of Adjustment” SAPEM 4(12):38-40.
Meena, Ruth 1992*Bibi Titi: Traitor or Heroine of Uhuru” SAPEM 5(7); 45-48.

Meena, Ruth ed 1992 ‘Gender issues in Southern Africa’ Proceedings of Gender Writers
Workshop, Harare, SAPES Trust, in press.

Minh-ha, Trinh T 1989 Woman Native Other Bloomington, Indiana University Press.

Mirza, Sarah and Margaret Strobel ed/tms 1989 Three Swahili Women Bloomington, Indiana
University Press.

Mitchell, Juliet and Ann Oakley ecs 1986 What is Feminism? New York, Pantheon Books.
Mlama, Penina 1991 Women and Popular Theatre Upvsala, Scandinavian I of African Studies.
Mohanty, Chandra Talpade 1987 “Feminist Encounters™ Copyright 1 (Fall): 30-44.

Mohanty, Chandra Talpade 1988 “Under Western Eyes: Feminist Scholarship and Colonial
Discourses” Feminist Review 30: 61-88.

Mohanty, Chandra Talpade, Ann Russo and Lourdes Torres eds 1991 Third World Women and
the Politics of Feminism Bloomington, Indiana Univ Press.

Muro, Asseny 1991 “Participatory Research (PR)” in WRDP 1991.

Mustafa, Kemal ed 1982 African Perspectives on Participatory Research Toronto,
Participatory Research Group.

Namuddu, Katherine 1990 “Issues in the Future Development of Educational Research in the
SADCC Region” in Mautle and Youngman 1990.

Narayan, U 1989 “The Project of Feminist Epistemology: Perspectives from a Non-Western
Feminist™ in Alison Jagger and S Bordo eds Gender/Body/Knowledge Rutgers University Press.

Ngaiza, Magdalena and Bertha Koda eds 1992 Unsung Heroines WRDP publications, Dar-es-
Salaam Univ Press.

Nicholson, Linda J ed 1990 Feminism/Postmodernism New York, Routledge.

|
O]




S

TRANSFORMATIVE ADULT EDUCATION

Personal Narratives Group 1989 Interpreting Women's Lives Bloomington, Indiana University
Press.

Pons, Valdo ed 1988 Introduction to Social Research University of Dar-es-Salaam, Department
of Sociology.

Qunta, Christine ed 1987 Women in Southern Africa London, Allison & Busby 1td.

Ramphele, Mamphela 1990 “Participatory Research — the Myths and Realities™ Social
Dynamics 16(2):1-15.

Reagon, Bemnice Johnson 1983 “Coalition Politics” in Smith 1983.
SAPEM 1992 5(6) special issue on gender..

Sen, Gita and Caren Grown 1987 Development, Cises and Alternative Visions New YOrk,
Monthly Review Press, New Delhi- DAWN

Smith, Dorothy 1986 “Institutional Ethnography: A Feminist Method™ Resources for Feminist
Research 15(1):6-12..

Smith, Barbara ed 1983 Home Girls, A Black Feminist Anthology New York, Kitchen Table:
Women of Color Press

Stamp, Patricia 1989 Technology, Gender, and Power in Africa (Ottawa, IDRC).

Stamp, Patricia 1991 “Burying Otieno: The Politics of Gender and Ethnicity in Kenya™ Signs
16(4): 808-845.

Suliman, Mohamed ed 1991 Alternative Development Strategies for Africa vol 2, Environment,
Women London, IFAA.

Taylor, Jill and Sheelagh Stewart 1991 Sexual and domestic violence, Help, recovery and action
in Zimbabwe Harare, A von Giehn and J Taylor in collaboration with Women and Law in
Southern Africa.

Vuorela, Ulla 1987 The Women's Question and the Modes of Human Reproduction Helsiriki,
Finnish Soc for Devt Studies Mono No 1.

WRDP 1991 Research Methodology — Workshop Papers Dar-es-Salaam, UDM

46

b“-s.
(oY)




ADULT EDUCATION
POLICY

PIST COPY AVEINATLE




CONTINUITY NOT RUPTURE:
AN ANALYSIS OF ADULT EDUCATION POLICY
PROPOSALS EMANATING FROM THE NATIONAL
EDUCATION POLICY INVESTIGATION (NEPI)

Shirley Walters
Centre for Adult and Continuing Education,
University of Western Cape

The poor do not divide their lives into the purely economic or social or credit. The overall
design should be capable of responding to the basic needs of the poor in an inter-related fashion
(Wignaraja, 1990)

INTRODUCTION

In this paper I will identify key assumptions imbedded within the four NEPI reports which are
most directly related to the field of adult education. The term ‘adult education’ is used here in an
inclusive way to refer to all educational provision for adults excluding formal tertiary training. The
NEPI reports which cover this are ADULT EDUCATION, ADULT BASIC EDUCATION and
HUMAN RESOURCE DEVELOPMENT, plus the FRAMEWORK REPORT. I will argue that
both from the standpoints of the professional adult educator and the adult leamers, the reports have
not moved the field of aduit education significantly out of its fragmented, chaotic institutional and
conceptual state. If anything they may tend to entrench the fragmentation. The investigation for
the most part operated within the historical divisions of the field. In doing this it may well have
unwittingly reinforced certain structural inequities based on race, gender, class and geography.

The failure of the reports to move the conception of the field beyond the present, is best
demonstrated in the FRAMEWORK REPORT, where the authors state-their view of adult edu-
cation. This is worth quoting in full:

While some would define AE broadly to include ABE, skills-training and parts of post-secondary
education, others consider it as a sector in a more restricted sense, namely as the sector which :
 Caters for the greatest degree of diversity and initiative;

+ Lays least emphasis on formal skills and qualifications;

+ Articulates least with the forraal system;

« Isoriented more explicitly towards citizenship and social enrichment than towards
productive skills; and

« Is therefore rather less concemed with development and redress, than with democracy.

Many of the options for this sector will be constrained by choices made at other points in the
education system.
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AE is traditionally served by a large and loosely connected NGO sector. Most of its finance
comes from private sources. There may be valid reasons to co-ordinate it more, by means of a
National Council for AE and regional aduit education councils. Practitioners often argue for
greater decentralisation to facilitate the diversity of the sector. This should not be interpreted to
mean that this sector is unimportant; but under the circumstances it is likely to remain the least
articulated, and most decentralised and most diverse sector.

Its relation to the state, therefore, is likely to be more attenuated than any other sector, and it
will impact more on the quality of life than on equity, the formal system, or formal employment
chances (NEPI Framework: 36).

The authors, in three paragraphs, commit adult education to ongoing obscurity. They believe
it requires neither state support nor much institutional shaping. It is concerned with ‘democracy’
and ‘improving the quality of life’, not with ‘development and redress’. (In the documents
‘development’ is used in a very particular way to refer to economic development primarily in
the formal labour market). From the point of view of the majority of people who are outside the
formal labour market and are poor, adult education which could improve their quality of life
would, I assume, be welcomed. But there is silence on what this consists of and who is to pay
for it. This policy proposal for adult education in South Africa succeeds in sidelining adult edu-
cation as a worthwhile educational enterprise and sidelining the adult educational needs of many
people who are outside fu mal educational systems and employment.

If we agree with Clive Millar (1991: 9) that our task as professional adult educators is ‘to
secure a wider state commitment to adult education than isolated forms of practice’, then we
need to acknowledge that with this kind of proposal emanating from individuals within the
‘democratic movement’, to daie, we have failed.

Why has the NEPI project failed to move adult education ‘beyond the fragments'? What are

the conceptual and practical implications for the field of adult education as defined in the NEPI
reporis?

THE NEPI PROJECT AND THE DELINEATION

OF THE EDUCATIONAL SECTORS

The unbanning of political organisations in February 1990, made certain intellectuals in the
National Education Co-ordinating Committee (NECC), particularly from the Education Policy
Units, realise that imminent negotiations were going to demand more detailed policy positions
than previously advanced. In February 1991 the NEPI project was approved, with a submission
date for 20 months" later (NEPI PSE: 124). During this period the NEPI brief was to produce an
analysis of education policy. The first step was to delineate the areas, and the second was to cre-
ate research groups for each area. Convenors of the research groups were appointed by the
National Executive Committee of the NECC apparently ‘after much horse trading’. An office
was set up in Johannesburg. The majority of work was done for NEPI on a voluntary basis
(NEPI Framework: 2; see also Muller, 1992).
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The 12 research groups which were established were adult education, adult basic education,
curriculum, early childhood educare, education planning, systems and structure, governance and
administration, human resource development, language, library and information services, post-
secondary education, support services (incorporating guidance and counselling, special educe
tion, and health), and teacher education. The authors state that ‘these were admittedly arbitrary
divisions, which allowed us to emphasize certain fearures of education and not others’. On
reflection, the only problem they noted was that *a specific emphasis on primary education is a
distinct gap’ (ibid).

Delineation of fields is done for many purposes: claiming ownership of territory, disclaiming
ownership of territory, advancing the interests of particular groups of people, planning alloca-
tion of responsibility and so on. Through the process of delineation, boundaries are drawn which
help to estabiish a field's professional identity and its significance for individuals and society at
large (Griffin 1987 :136). Therefore the process of delineation is very much a political act over
which we can anticipate vigorous contestation. It is thus suprising that in the NEPI publications
there is no explanation of how or why delineation of the field of education was done the way it
was. It is hardly adequate for the authors to deal with the issue by saying ‘these were admittedly
arbitrary divisions’. It is an area of the NEPI project which requires much more probing and
research to reconstruct what happened and why? Whose interests where best served through the
delineation as constructed?

The field of adult education was divided between adult basic education, human resource
development and adult education. When I asked one of the members of the executive committee
why this had happened, he said that initially they had seen ABE and AE as one sector, but the
split was being promoted by a strong COSATU-linked lobby within the ABE field and this pre-
vailed. The executive committee had felt that HRD should be separate from ABE and AE. At
the only meeting called of all three research groups in early 1991, the members of the adult edu-
cation and ABE voiced their opposition to the divisions and proceeded to have a joint meeting.
The HRD met separately. A recommendation from that meeting was that at ieast the AE and
ABE groups should constitute one group. This recommendation was not accepted and no expla-
nation was ever given to participants of the groups. The three groups developed separately from
then on, with very limited interaction among them. Each group had a very different process
which was informed very much by the convenors and participants. The adult education group
barely operated as a group. There was minimal consultation and input from members, with the
convenor writing the report on his own. The ABE group had four convenors and three Writers,
and they held various workshops and meetings in the course of their work. The HRD group had
one convenor, three writers, and several paid researchers. They operated in a more traditional
academic way.

1t is not the purpose of this paper to try to write a contemporary history of the decision-
making processes within NEPI and the operations of the different research groups. Clearly this
would be extremely difficult at this stage, with participants having their own interpretations and
very recent memories of events. It is also not the purpose to critique individuals or g:oups who
were operating under various constraints in what was a complex, and, in many ways, a com-
mendable project. However, it is relevant for this paper to note the silences in the NEPI publica-
tions about the highly political and formative stage of delineation.
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" In the rest of the paper, I will argue that the way that adult education was parcelled out has
had serious consequences for the advancement of the conceptual and practical policy proposals
for the field. It could also have serious consequences in the longer term, if the delineations are
accepted by future policy makers and present and future funders, for the delivery of adult educa-
tion services which do try to address the needs of the majority of marginalised, poor, women
and men, in urban and rural areas.

WHAT DO THE NEPI REPORTS SAY?

In this section I will briefly sketch the pertinent arguments within the three reports. These
reports are themselves a distillation of many other papers and documents, therefore sketches I
present will not be able to do full justice to the complexity of the arguments.

Adult Education

The adult education research group was in a very difficult position from the start. They were
asked to develop policy options for adult education which was defined to exclude adult basic
education and workplace education and training (HRD). If we accept for the moment a classifi-
cation of the social purposes of adult education, which includes compensatory education,
upgrading of work-related knowledge and skills, and cultural and political non-formal educa-
tion, then the definition of adult education to be used was restricted only to include the latter.
The participants in the group refused tc accept this definition and proceeded to define adult edu-
cation in an inclusive way.

The report makes a bid for ‘adult education’ to be the main frame within which policy
should be developed. It uses the UNESCO definition and then claims a particular ethos or set of
value positions for AE. It argues that AE should be recognised as the overarching term to
describe education provision outside the conventional formal system of initial education, includ-
ing vocational education and training, human resource development, and literacy and basic _
education.

It is interesting that the report does not explicitly take issue with the delineation of aduit edu-
cation, as handed down by the NEPI lzadership, or reflect on the process of decision-making
which resulied in its restricted terms of reference. It also does not engage in the debates around
delineation among adult educators themselves, for example, as to whether the ‘economy’ is
included or excluded from the definitions of adult education. The tone of the report is much
more that of advocacy than argument.

There is an assumption in the text that there is consensus among adult educators across coun-
tries, social class origins, political affiliations, and sectors, around certain core beliefs and val-
ues. These beliefs include ‘adults have as much right *o education as children’ and that ‘all
adults should have access to the means of leaming the things they need in order to function in
society’. This claim is reinforced with a discussion of AE which stresses cquality, human digni-
ty, liberal and radical political values, emancipation and critical thought. There is slippage
between a claim for AE to be the main frame for considering policy options covering all aspects
of adult education, as in the UNESCO definition, and advocacy for ‘social movement’ AE
which has a more egalitarian tradition.
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The report addresses the question ‘What is adult education?’ and, quite rightly, argues that
AE policy decisions need to be built on a foundation of conceptual clarity regarding what is
meant by ‘adult education’. There is a discussion of terms including community education, non-
formal education, continuing education and life-long education. Of these terms, the only one
that is situated, to some degree, historically is NFE. The discussion does not reflect the ongoing
contestation over terms as different interest groups at different times and in different places
argue for the supremacy of ‘their" term (as was happening in NEPI). This contestation is not
acknowledged and the discussion is not contextualised. This limits its vaiue, as does the fact that
no argument is presented for the most appropriate terms to be used in South Africa today. It is
only in the last few pages that an argument is developed for using ‘aduit and continuing educa-
tion’ which ‘combines both an emancipatory social and egalitarian vision of the leaming society
and a continuing education ethos that aids development and productivity’. It is also only at this
late stage that the author differentiates between ‘radical adult education’ and ‘aduit education’.
At different times, terms are used interchangeably, and this leads to greater confusion rather
than clarity.

The third chapter describes present adult education provision and this is the heart of the text.
Interesting information is given on issues of govemance, finance, certification, state provision,
corporate sector provision, universities and NGO provision. The discussion of the state provi-
sion demonstrates a far wider occurence of adult education than even the report acknowledges.
There is speculation that the state could be spending at least R250 million a year on adult educa-
tion activities which are not defined as such in the various state departments’ budgets.
Officially, the state does not refer to AE. In the recently released ‘Educational Renewal
Strategy’ document of the government, it was only NFE that was mentioned and by this they
meant, mainly, vocational training.

Emerging policy altematives are discussed in the report. The basic divisions among the vari-
ous parties revolve mainly around AE’s priority status, with those on the left of the political
spectrum, i.e. the ANC and COSATU, arguing for it in terms of ABE and HRD policies.
Differences around the form of governance of AE and who should pay for it are reflecied in the
differences between the right and left, with the left arguing for substantial state involvement.
Across the political spectrum there appears to be remarkable agreement on the need for a better
system of certification and accreditation, and for links between formal and NFE. Distance
education is regarded as useful, and a number of groups are interested in the idea of community
colleges.

In this summary of the various proposals, the differences among people broadly on the left
are not elaborated. Some of the differences are graphically illustrated in the NEPI project itself
and in the way the diffcrent factions contested the delineation of the sectors. For example, the
COSATU-linked participants were apparently arguing for ABE to be separate from AE and to
be closer to HRD. The report does not confront the differences and their implications for the dif-
ferent policy options. The report does state that it was difficult to get to the details of the differ-
ent positions, as in some instances these have not been fully developed. So it has meant working
from policy statements which are extremely generalised and at the level of principle rather than
strategic planning. Few of the parties have developed the cost implications of their plans, partic-
ularly COSATU which is arguing for major state investment.
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The final chapter focuses on policy options for the future. The author argues that AE needs
to be considered important as it is an integral part of being able to achieve the NEPI principles
which are non-racism, non-sexism, democracy, a unitary system and redress. Options relating to
conceptions of AE are given, and an argument is developed for a concepiion of adult and con-
tinuing education which combines both an emancipatory social and egalitarian vision of the
leaming society, and a continuing education ethos that aids development and productivity.
Options relating to the govemance of AE are also given, with an argument developed for a
mixed system with extensive collaboration between state and civil society. The proposal is
made, as an interim measure, to have a national council for AE which could create a forum for
policy making, with regional councils. The state could play a facilitative role in creating an
enabling environment for the participation of leamners, for example, through giving tax incen-
tives, open access to institutions and so on. There may be need of an Adult Edacation Act.

In summary, the NEPI Adult Education report makes a bid for the use of the term adult educa-
tion as the main frame of the debate. This does not succeed in terms of the NEPI project nor in its
own terms. Perhaps it could not succeed in terms of the NEPI project because NEPI leadership
had adopted the distinctions at the outset, and when it came to summarising their positions in the
Framework report, they were caught within the existing distinctions and the logic of these
ensured a minimalist conception of adult education. However, it may have assisted the argument ‘
for an inclusive conception of AE if the contestation over the delineation was more explicit in the '
text. The text itself combines information-giving, argument and advocacy to some degree, but
errs more strongly on the latter. It would seem that because of the terms of reference and the fact
that the research group found itself ‘painted into a comer’, advocacy of an inclusive conception
was more strongly developed rather than argument. By not putting forward the legitimate argu-
ments for different conceptions, the power of the arguments has perhaps been weakened. Greater
conceptual clarity of the meaning of ‘adult education’ was also not achieved through slippage
between advocacy for a particular view of adult education and the claim to include all adult edu-
cation whether it be in a military establishment or a civic association. Rather than analysing dif-
ferent policy options, this report is inclined to propose and advocate one policy option.

R .

Adult Basic Education

The research group on ABE was working in a context where there is increasing recognition of
the importance of adult literacy provision for a third of the adult population who do not have
effective reading and writing skills, and do not have a basic school education. On the one hand,
there is the political argument that a society that is striving for democratic participation of all its
citizens has to address the fact that many cannot participate in literate communications. On the
other hand, the economic argument is put that with the changing economic world order since the
1980s, nations with high levels of general education among the workforce have had the advan-
tage over nations where the general educational levels of the workforce was low. Aduli literacy
and basic education programmes have therefore acquired greater economic importance. The
state, employers and trades unions share some agreement that widespread provision of basic
education is a crucial feature of any sustainable strategy for economic renewal. Success in
addressing this problem is said to be critical to the economic well-being of the society (ABE: 2).
There is therefore a new, more receptive ABE policy environment.
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The meaning given to literacy takes into account the view that it is not useful to think of lit-
eracy outside its social context, and that the notion of multiple literacies which may co-exist for
the performance of widely varying personal, social and economic functions is important.

Literacy learning is most usefully placed in the context of basic education for adults. Therefore
the research group argues the need to develop an understanding of what constitutes a general
basic education for adults. This necessitates thinking about different levels of provision of basic
education, not merely literacy.

With this broader notion of adult literacy and basic education, a question about delineation
betweer: the adult education and ABE sectors becomes apparent. If ABE is motivated to serve
the political ends of a democratic citizenry, and economic needs of the individual and society
located within the specific social conditions of the leamers, what distiguishes AE and ABE?

ABE within this definition is concemned with all three social purposes of AE mentioned earlier, i
i.e. compensation, upgrading of work-related skills and political- and culture-related education. }g-
What is the useful purpose of their separation? )

As in the AE report, it is interesting to note that the ABE report is silent on the scemingly
irrational division between AE and ABE, and it does not argue explicitly that ABE should be
located within a broader policy and system of AE. It argues rather for an ABE system. It does,
however, suggest that non-formal post-literacy provision is the domain of the AE research group
although the articulation between the literacy and post-litsracy, and therefore the AE and ABE,
is not developed (ABE : 23). Does this assume that ABE covers all aspects of adult education
until a school equivalent level of standard five or seven? Is it arguing for an inclusive concep-
tion of ABE so that it becomes the main frame for policy development and provision in the field
of AE? It would seem that within the Framework report there is acceptance of a more inclusive
understanding of ABE.

The ABE report goes on to give an overview of the scope of illiteracy and literacy provision
in South Africa. It presents an interesting description of intemnational perspectives and then
comes to emerging policy directions of the major actors in the country. These are the state,
industry, NGOs, COSATU, and the ANC.

As stated above, the state in its latest ERS document takes up a familiar position that a cer-
tificated, non-formal system should be linked with format education. In relation to literacy per
se, it believes the primary actors should be employer groups and NGOs. From the perspective of
the ERS, illiteracy remains a marginal problem located at the edge of the larger and more signif-
icant problems facing the system of formal and non-formal education and training. The priority
is universal primary education.

Among the employers, the report notes varying atitudes to ABE. The National Training
Board/HSRC Investigation into a National Training Strategy for South Africa 1991 (NTS), rep-
resents thinking of the 10 employer associations represented on it. The report states that high
illiteracy and semi-literacy levels constitute a major obstacle with regard to the development
strategies to strengthen the economy. However, the NTS does not contain any recommendations
for the large-scale planning, organisation and implementation of ABE programmes. The com-
mitment to the eradication of illiteracy is therefore seen as questionable. By implication, the
NTS is similar to the state’s view that suggests that the universalisation of primary education is
a better way of reducing illiteracy than the extension of ABE.
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Other employers are identified who share the democratic movement'’s concems about the
inadequate nature of the present provision of ABE, and have expressed suppost for the need for
a national system of ABE which would articulate with the training and formal education sys-
tems. These employers recognise the need to develop strategies of scale and would possibly
support some form of national negotiations about ABE. However, as the report points out, even
among these employers there are likely to be major points of difference with the unions regard-
ing the nature of the curricula, the role of the state, the role of the employers in the provision of
resources, the right to paid educational leave, and so on. This view is reflected in the NTS,
with its narrow conception of the needs of the labour market rather than emphasising generic
skills and knowledge needed for political, social and economic reconstruction
(ABE: 56).

Among the NGO literacy projects, there has had to be a major rethinking of their roles and
their work as the small-scale work that they have been engaged in is challenged and they are
forced to respond to issues of large-scale provision. While progressive literacy NGOs have
been central in thinking about innovative approaches to literacy work in South Africa over the
last 30 years, others such as COSATU and the employers are making the bidding now. NGOs
are arguing for their ongoing involvement at levels of policy and provision. There does seem to
be fairly widespread acceptance of NGOs' abilities to deliver more responsive services at very
local levels and in creative ways.

Possibly the single most significant change in the ABE policy environment, since 1990,
has been the formulation of a position by organised labour. COSATU has developed a number
of documents dealing with its proposal for an integrated, modularised, competency-based
education and training system. ABE forms a vital part of the total system. The objective of
the system is ‘the development of skills and knowledge needed to help shape and develop
economic policies, run industries, build a democratic society and stengthen job creation pro-
jects’ (ABE: 58).

The key elements of the proposal are that it should be a national system of education and
training, with ABE at its base, providing modularised, certificated courses which are integrated
across formal schooling, adult secondary education and industrial training. The central point is
that the system should permit access at all levels, and the continuous accumulation of
exchangeable certificates. It is COSATU policy that employers and the state provide facilities
for classes, and must assist in paying for teachers and the costs of developing materials. It sees
ABE courses as needing to provide a general basic education that will equip people with the
knowledge and skills for govenance. The courses must enable leamers to link up with other
educational and training opportunities, and job-creation projects, and must have clear national
standards. They also propose a nationally recognised system of training and paying adult basic
education educators.

Like COSATU, the ANC is also committed to a coherent and integrated system for adult edu-
cation and ABE which has a national system of standards and certificates to enable mobility
between the formal and non-formal education and training system. However, the ANC has not
yet developed practical s:ggestions on how its emergent policies are to be mounted.

In the final section of the report, major potential policy options are discussed. The first
option is an integrated education and training system with the provision of ABE as part of a
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national development policy aimed at the restructuring of the economy, redistribution, and polit-
ical democratisation. This approach assumes a strong interventionist state in order to correct the
social inequalities of apartheid. The provision of ABE would be co-ordinated within a national
framework of human resources development and affirmative action. Institutional locations of
ABE are given as possibly within the education department, as a separate directorate within an
adult education division which is part of a human resources ministry, or ABE could be part ofa
separate AE department.

The second option put forward is a state-enabling structure co-ordinating a differentiated
field of provision. In terms of this model, the government’s commitment and tasks, as well as
the rights and the obligations of other institutions, would be established within an Adult
Education Act. Parastatal structures may be established to co-ordinate various aspects of ABE
provision and development.

The third option presented is for a centralised ‘second-chance’ system. This model is sub-
stantially based on the AE provided by the state education departments at present.

In discussion of the options, the report does not advocate one position explicitly, but seems
to see a combination of the options being a possibility. But, the report argues, more develop-
mental work and research is necessary in order to have 2 Geeper level of understanding of the
field and what is needed.

In summary, ABE is used as an inciusive term to refer to adult literacy and basic education
up to a Standard 6 or 7 equivalency level. There is acceptance of the argument that rather than
providing literacy skills in the narrow sense, what is needed is a sound general education on
which further training can be built. ABE’s imporiance is argued in terms of its ecomomic and
political importance for South Africa. The report presents a very useful overview of the current,
limited provision, i this country and intemnationally.

In the final section, which is concemed with the policy options, the report starts with a very
strong presentation of the COSATU integrated option and then goes on to others. In the end the
report seems to peter out with the view that a combination of the options is most probably what
is needed, but more research is required in order to develop a deeper understanding of the field.
The report moves from being very confident in its assertions to being very tentative. On the
whole, the report succeeds in ‘tidying up’ the ABE field, but it does not advance conceptual
understanding of literacy and basic education. It does not address some of the difficult issues
which underpin the scenarin that is sketched. For example, there is abysmal ABE provision in
the country and the identified needs are vast. Why is it then that many of the classes that are
provided are not well attended and why has it not become an issue for mass mobilisation within
civic associations, trades unions and among ordinary women and men? While accepting the
notion of ‘literacies’, they have not problematised understandings of literacies and illiteracies
which Morphet (UCT, 1992) begins to do.

HUMAN RESOURCES DEVELOPMENT

The report states that it interprets HRD not in a functionalist and technocratic way, but in
essence it ‘is concemed with the processes whereby the citizens of a nation acquire the knowl-
edge and skills necessary to perform both specific occupational tasks and other social, cultural,
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intellectual, and political roles that are part of a vibrant, democratic society. Central to this pro-
cess of skill and knowledge formation is the provision of vocational education and training
(VET)'. It argues that a HRD policy must be composite and comprehensive in character ~ it
must outline coherent and integrated policies in a range of related institutions, including eco-
nomic, manpower and VET agencies, and those of civil society.

The report argues that with regard to HRD policies it is possible to locate nations at particu-
lar points on what is referred to as the ‘low-skill, high-skill continuum’. At one extreme is a rel-
atively small group of nations whose HRD strategies can be characterised as ‘high-participation,
high-skill’. These include Germany, France, Austria and Sweden in Europe, and the late-
industrialising countries (LICs) of the Pacific Rim: South Korea, Singapore, Taiwan, and Hong
Kong. At the other end of the continuum are nations that are ‘low-participation, low-skill’,
including middle-industrialising countries (MICs), such as Britain, as well as most developing
countries — South Africa amongst them.

The report contends that HRD policy proposals of the ANC and COSATU are a variant of
the ‘high-participation, high-skiil’ strategy, whereas the state’s proposals amount to a ‘low-

" participation, low-skill’ model (Framework: 168).

The report describes the global context as one in which the world economy is being trans-
formed as a result of the widespread application of the new production and organisational tech-
nologies. The new production technologies, unlike those based on mass Fordist methods of pro-
duction, enable the production process to become highly automated, flexible, and smaller in scale.
Enterprises switching over to the new technologies require much smaller, but more highly skilled
workforces. Workers in the new automated enterprises have to be able to perform a wide range of
both manual and mental tasks as part of close-knit production teams. Post-Fordism has also been
accompanied by increases in employment and service activities, and a decline in manufacturing
employment. The impact of post-Fordism is never uniform, nor, in all cases, are its effects entire-
ly beneficial. The impact of post-Fordism has been greatest in strategic export-oriented industries,
and in these industries there has been an increase in education and training levels.

The negative side of post-Fordism is that in many cases the new technologies have led to de-
skilling of work and displacement of labour. As a consequence, there has been an informalisa-
tion of economies, with growing numbers of low-wage firms struggling for survival.

Within the South African economy there has been a crisis for the past two decades, and
growth rates have declined dramatically. Faced with this massive economic crisis, there is a
growing convergence of views among employer’s crganisations, trade unions, and the state
about: the need to increase exports of manufactured goods coupled with the production of high-
er value-added activities, and the need to reduce dependence on primary commodity exports and
promotion of inward industrialisation strategies, based on black urbanisation and basic needs
provision. Nevertheless, key policy differences exist conceming the roles of the state and market
forces in the process of economic restructuring. Clearly, the dual strategies of export-oriented
industry restructuring and satisfying basic needs will require specific and differentiated VET
policies. The former will require a high level of technological capacity, research and dev¢lop-
ment expertise, and technological skill, while the latter requires a broad package of social poli-
cies aimed at meeting basic needs and development potential of the disadvantaged sectors of
South African society (Framework: 169).
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In the report, while there is acceptance of a very broad definition of HRD which needs to
take into account all levels of VET provisions and the need for provision in multiple sites,
including state, industry and civil society, the study in actual fact concentrates mainly on the
needs of the formal labour market. VET at school level and within the informal economic
sectors are not elaborated to any extent. While it is acknowledged that the meaning of HRD
needs broad interpretation and preferably be linked to a broad-based general education, there
is little discussion of how the VET policies will link to ABE and other forms of AE. The
ABE proposals of COSATU are seen as very much part of the COSATU VET strategy, but
in general, ABE is mentioned as it relates to the formal 1abour market only-not to the broader
society.

The report does recognise the problems with the ‘high-participation, high-skill’ model of
ANC/COSATU in South Africa given that the conditions for the success of this model do not
exist. The model has succeeded apparently in two types of societies: highly authoritarian and
late industrialising countries, including Japan, and strongly social democratic countries, such as
Germany and Sweden. These are characterised by a high degree of social cohesiveness. In the
ANC/COSATU model, equity concems tend to dominate over efficiency issues. In the short
term, operationalising this model could be difficult, given the opposition of employers to large
increases in general skills training and higher training and wage costs (HRD: 175).

The challenge for the VET policies is to span the formal, informal and unemployed sectors
of the economy. A unified system must make allowances for diversity and differences, such as
in training in the informal sector. Another challenge is for it to overcome the class, racial and
gender inequalities. The report argues that it is essential that the ANC/COSATU formulate equi-
ty and economic development policies directly in relation to each other. The economic develop-
ment policies are required to generate finances and jobs which can assist in providing the capac-
ity for VET programmes in the disadvantaged communities.

The discussions of HRD policy options assume the role VET can play in economic growth
and development. The argument seems to reinstate a version of human capital theory which has
been largely discredited among educationalists and economists on the left. Unlike human capi-
tal theory, the HRD report does contextualise education and it argues that education is a power-
ful agent if active labour markets work more democratically and, in the process (as in Sweden)

. workers have ongoing access to education. The thesis conceming the role of education in the
regeneration of the economy will remain a highly contentious area of debate.

As mentioned above, there is some convergence of views between the state, the corporate
sector and the ANC/COSATU alliance. This includes the need for better interface between insti-
tutions to allow adequate transferability of credits obtained in one instituion to another. Details
on how this articulation will be possible have not been developed.

In summary, the HRD policy discussions are driven by considerations of the formal labour
market, even though there is acknowledgement that VET policy must consider the informal and
the unemployed sectors as well. The ANC/COSATU policies are strongly supported, although
the challenges facing the achievement of both equity and economic development are pointed
out. One of the biggest dangers of the way in which the debates have been conducted, is that
policies will be centred around the interests of the formal labour market which may only be rele-
vant for 40 — 50% of the working population. The formal labour market comprises mainly men.
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The VET provision could continue to serve a small relatively elite group of mainly male work-
ers. The way VET is being discussed is also mainly a tripartite arrangement between the state,
unions and the corporate sector. This again excludes, in many instances, sectors other than the
formal 1abour market.

NEPI AND ADULT EDUCATION POLICY INTO THE FUTURE

The delineation of the adult education sectors within the NEPI project maintained the delin-
eation more or less as it currently stands, with industrial education and training as one distinct
sector, compensatory adult education as another and community education (used here as a short-
hand for cultural and political NFE) yet another. At one level, stariing from the logic of the
given reality of policy and provision is a legitimate way of proceeding. There are complex con-
ceptual and practical issues within each area of adult education provision and they may best be
addressed separately. At another level, by working within the current reality, it may be impossi-
ble to make the conceptual and practical leaps in order to change the present reality in any fun-
damental way, which the NEPI reports describe as grossly unequal, highly inefficient and inef-
fective in terms of economic growth, and democratic political, social and cultural
reconstruction.

In each of the three reports there are argi.ments made for degrees of integration of the educa-
tion and training systems. The adult education report advocates most strongly the need for an
integrated conceptual and practical system of provision. It argues this from the point of view of
both redress and economic growth. It suggests the terms ‘adult’ and ‘continuing education’ to
capture these two important aspects of any new system. The ABE report starts from the premise
of an inclusive notion of ABE, including a general basic education which can serve the purposes

_of compensatory education, work-related skills in the formal and informal sectors, and commu-
nity education. The HRD report supports the COSATU/ANC proposals which argue strongly for
a highly articulated system which allows recognition and mobility between institutions in for-
mal and non-formal education. It acknowledges the need for a VET policy to cater for people in
the formal labour market and in the informal sector. It argues for ABE to be seen as an integral
part of VET provision.

Each of the reports in fact argues, in different ways, that the three social purposes of adult edu-
cation, i.e. work-related skills upgrading, compensatory education, and cultural and political edu-
cation, cannot be separated in conceptual or practical terms if the needs of the majority of the pop-
ulation are to be met. They recognise that the majority of the population are economically,
politically and socially disadvantaged. They are disadvantaged as a result of a highly differentiat-
ed system based on class, gender and race discrimination, plus geographic location. The reports,
however, do not advance the debate very far as to how, in conceptual and practical terms, a highly
articulated system, which can achieve both equity and economic development, can occur. Perhaps
they could not because of the way the problems were set up, and because of the particular interests
and orientations of the researchers themselves. How, then, might the discussion be taken forward?

During the IEB/CACE colloquium on ‘Adult Education: Policy for the Future’ in 1991, after
an intense debate about the meaning of adult education and the delineation of the field, a visitor
from Namibia, Zach Kazapua, said, ‘The most important thing is to know who the leamers are,
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and what methods are most appropriate for them as adults. We cannot fit an adult into one box —
she is all things simultancously.’ Similarly, in much of the ‘gender and development literature’
itis pointed out that it is highly problematic to treat women and men as just economic or social
beings. Women in particular have a multiplicity of roles. Besides being heavily involved in eco-
nomic production, they take prime responsibility as home managers, child-bearers and carers of
children and the elderly, plus are community organisers (Bown 1990). Productive and reproduc-
tive roles are integrated. ,

Another starting point, therefore, for thinking about adult education policy and provision
which is going to meet the integrated economic and social needs and interests of the potential
participants, is to start with their complex realities. What are the ‘daily lived experiences’ of the
different women and men whom the policy and the provision are to assist?

An immediate argument against this approach may be that this is utopian, and that the harsh
historical macro-economic and political realities are of paramount importance. I would argue in
response to this that, firstly, utopian thinking is what we may need to develop a new vision of
what may be possible rather than taking the present market-driven economic imperatives as the
only possible engines for human development (See Hart, 1992, for an elaboration of this argu-
ment). Secondly, taking different people’s realities as starting points of analysis does not rule
out, and is not in opposition to, starting from other points simultaneously. I would argue that the
different starting points allow for the opening up of a wide range of different perspectives — they
are analytical tools which allow complex situations to be analysed more thoroughly, taking dif-
ferent interests and points of view into account.

In order to develop this point further and test its merits, we can take one case study. We can
ask what the social, economic and educational needs may be of a twenty-nine year-old woman,
living in Khayelitsha, who is the mother of three children, who is the head of the household, and
who has a standard five school education? What is her daily lived experience, and in what way
can an adult education system alleviate some of the hardship of her position?

In all probability, she will be concemed with the physical, emotional, and spiritual survival
of herself and her family. She will be eking out an existence under harsh conditions, with the
physical safety of herself and her family a major source of anxiety and concem. Her time will be
extremely scarce as she juggles the various demands being made on her. If she is to participate
in any activity over and above that which is already structured into her daily existence, it will
have to be of a very particular kind which fits her reality. Even then, she will need to be highly
motivated to juggle yet another activity into her life. It will need to serve her primary economic,
social and spiritual survival concems.

With the profile of this woman as a point of reference, what are the conceptual and practical
issues that the debate about adult education policy and provision should take into account?
Some of the most obvious practical points concem the need for:

» A problematising of the role of education and training in meeting her practical needs and
strategic interests;

« An integrated conceptual understanding of her education and training needs;

» An integrated system of provision;

A local venue which is easily accessible, and takes into account her physical vulnerability in
getiing 10 and from the place;
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« Minimal financial costs; and

+ Curricula and methods of delivery which relate to her daily realities and need for economic
survival. ‘

At present, within many of the policy options that are being presented, it does not appear that
the daily lived realities of the majority of the potential beneficiaries of a system have been start-
ing points for the discussions. If they were, perhaps the debates would have been shaped differ-

. ently. For example, if it is accepted that any system developed will need to integrate compen-
satory, work-related skills training and community educational needs, that it must be provided at
low cost, and be situated in neighbourhoods, then the coceptualisation of the system begins at a
very different point. Inmediately the schools and other local facilities become key potential
sites of provision. Debates about new institutions such as ‘adult leaming centres’ or ‘community
colleges’ become important. In essence, the problems confronting the development of an inte-
grated adult education system are generated from below.

Some of the key issues that obviously do confront the development of an integrated system,
and which have been mentioned in the reports to varying degrees, may be explored both from
the macro historical, socio-economic and political perspectives, and from the ‘daily lived expe-
riences’ of the potential beneficiaries at the micro level. These include:

* Certification and accreditation of courses;

* Funding mechanisms;

* Govemance;

» Training of the adult educators; and

* Articulation and mobility between institutions.

Besides using different ‘daily lived experiences’ of a range of women and men who may work
in the formal or informal sectors, in rural or urban areas, and so on, as a way of opening up pos-
sibilities for envisioning an altemative system of adult education policy and provision, it is also
a useful method for evaluating any policy options that are developed. It would be interesting to
explore the ways the various policy options developed in the NEPI reports may or may not
address the situation of the woman mentioned above?

CONCLUDING REMARKS

I have argued that the way that the NEPI project delineated the field of aduit education
reflected the way policy and provision has been delineated in South Africa to date. It was an
act of continuity rather than rupture. This delineation has unwittingly limited the scope for
conceptual and practical policy development. It has perpetuated a fragmented way of address-
ing the education and training needs of the majority of women and men. In each of the
reports, but particularly the ABE and HRD reports, the COSATU proposals dominated think-
ing. These proposals are obviously extremely important and innovative in many ways, but
they are inevitably driven by the requirements and the logic of the formal labour market with
its urban, male, production orientaiion. While the limitations of this are acknowledged, and
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there are suggestions for trying to counter this bias (see Bird, 1992), the proposals are unable
to break out of this dominant frame.

In this paper I argue that if policy options are to be developed which are to counter this
extremely powerful logic successfully. other starting points for analysis must be generated. I
have suggested that one method could be based on the ‘daily lived experiences’ of the different
women and men whom the new system is to benefit. New, integrated conceptions of adult edu-
cation could be built by working with both macro and micro perspectives simultaneously. The
continuation of fragmented conceptions of adult education will mean the continuation of frag-
mented provision, which will, in ail likelihood, mean the continuation of maie, urban, and for-
mal labour market-orientated policy and provision. The ‘new’ system will be about continuity
and not rupture.
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INSERTING FEMINISM
INTO ADULT EDUCATION

Ann Marie Wolpe
Centre for Adu't and Continuing Education
University of the Western Cape

...Although no-one doubts that the destruction of apartheid is an essential component of
meaningful change, it has become more difficult to assert with confidence thot secialist, or
even freedom from white capitalist domination, will automatically bring equality for women
(Berger, 1992:.300)

As is well known, some Aduit Education (AE)l measures in South Africa took new directions
in the late 1970s, following the student uprisings and worker resistance to repressive state mea-
sures. People who moved into AE, as Aitcheson (1991: 410) said at a conference of University-
based Adult Educators in 1987, in the *70s and ’80s
... did believe that they were going to train ‘leaders’ and ‘managers’ of an alternative educa-
tion movement/system that would have high impact on adult masses.

It was part of a social movement, concentrating on African, Indian and Coloured communities.
The movement was concemed with opposition to the state in general, thus not necessarily
directly related to class o gender factors.2

AE as a social movement by no means represents the full range of provision. Apat from a
number of women'’s and religious organisations (the latter plays a highly important part particu-
larly among black women, yet little is known of this) which provide varying forms of AE for
their members, the state also supports AE through night schools for blacks and vocational edu-
cation, which is supposed to be available to all.

The overall effectivity of these AE initiatives is not the concem of this paper. Rather, the
question is whether and in what way do AE measures, provided both by community organisa-
tions and the state, take account of women'’s interests? It will be argued, that neither in terms of
the stated goals of AE, or in the provision by AE community organisations or the state, is the
specificity of women'’s interests recognised.

In order to do so, it is necessary at the outset to consider what constitutes women’s interests.
Itis only then that the question can be posed as to how far the ideologies of AE and its actual
delivery provide for these interests. Before embarking on this task, however, a preliminary point
must be made. A considerable debate has been waged in the literature covering the classification
of the field of AE. Whether the attempts at taxonomy warrant the space devoted to them is high-
ly problematical and it is not intended to enter into this issue here. Instead, utilizing Millar’s
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(1991) classification, three major variants of AE, distinguished in terms of the distinct ideologi-
cal claims made by their proposals, are examined.

There are, no doubt, other currents of AE which would warrant examination in terms of the
gender issue posed in this paper. However, no claim is made here to complete coverage. The
main objective lies elsewhere — to provide a frame of reference for the analysis of gender in AE
and to apply this to three important currents in AE.

WOMEN’S NEEDS AND INTERESTS
In what is now a much quoted and highly influential article, Molyneux (1985) questioned a
number of assumptions about the participation of women in the Nicaraguan struggle against the
dictator Somoza, and their continuing subordination in the post-revolutionary situation. She said
that the assumptions were:
... that gender interests are the equivalent of women’s interests, that gender is the principal
determinant of women’s interest, and that women's subjectivity, real or potential, is structured
uniquely through gender effects. It is, by extension, also supposed that women have certain com-
mon interests by virtue of their ger«der, and that these interests are primary for women (p. 231).

She rejected these assumptions, arguing that it was not possible to speak about women as an
homogenous category because of the multifactoral causes of women's oppression and “the
extreme variability of its forms of existence across class and nation’. For this reason, she
claimed the notion of women'’s interests in general as untenable. For reasons associated with
social positioning related to class, ethnic and gender differences, she said that while there may
be some general interests, “it is difficult, if not impossible, to generalize about women’s inter-
ests”. This is an extremely important point and is particularly relevant to this paper. Women'’s
interests may coincide at certain moments but their differences create different needs. So, for
example, the needs of a woman in an isolated rural area must be very different from one inhabit-
ing a shack in a shanty town, and so on.

Molyneux then distinguished between strategic and practical gender interests. Strategic inter-
ests are, she argued, directly related to women’s subordination and would “assist in the formula-
tion of strategic objectives to overcome [this] subordination”. And here the key word is subordi-
nation. Strategic interests are those which correspond to feminists’ definition of “real” interests,
and would not be recognised as such except by feminists.

The demands that are formulated on this basis are usually termed “feminist” as is the level of

consciousness required to struggle effectively for them (p. 233).

This position takes as given that women are, in general, sebordinate to men as is reflected in the
following. Various UNESCO documents have estimated that women work two-thirds of the
world’s working hours, eam one-tenth of the world’s income, own one-tenth of the worid’s
property, produce half of the world’s agricultural production, constitute two thirds of the world's
illiterate population, and head a third of the world’s households. Such giobal figures are some-
what shocking. As Taylor (1985) said, in the preface to a world report on women, in relation to
the role of women in the production of food,
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it was not until four years into the Decade of Women [1975-1985] — at The Conference on
Agrarian Reform and Rural Development in 1979 — that the international community began
to realise the extent of women's contribution to agriculture.

Subordination occurs in all aspects of women's lives ~ in the private sphere at home and in the
public sphere of education, work, and politics, in urban and rural areas which take distinctive
forms. However, it does not follow that women necessarily recognise or acknowledge that they
live under subordinate conditions. For the majority, this is the “natural” state which they do not
question. Consequently, the majority would not identify strategic interests which could lead to
changes in their material conditions and remove the bases of subordination. Thus many women
would not \juestion their traditional role, which involves child care and household management
and, where applicable, food production or work, of whatever nature, which supports their families.

In contrast to these strategic interests are “practical gender interests™ which are,

... usually a response to an immediate perceived need, and they do not generaily entail a

strategic goal such as women's emancipation or gender equality (Molyneux, p. 233).

So, for example, practical interests could be related to women’s domestic duties, where their
exploitation and double burden, as it is for so many urban poor women working outside the
home, is taken as “normal” and unquestionable. Thus leaming about primary health care could
facilitate effective means of child-care. Or teaching women how to dress-make could enable
them to earn some income working from home. This could have the unintended consequences
of upsetting the power balance between men and women. But overall, most training and educa-
tion is associated with women'’s “traditional” roles which serve their practical interests insofar
as they enable them to employ survival stmtegies4 but at the same time reinforce women's tradi-
tional roles. In so doing, the meeting of women’s practical interests in no way threatens the sta-
tus quo or alters the existing power structures.

Molyneux fully recognises the difficulties involved in realising women'’s strategic interests
and prioritises practical interests. She says,

... the formulation of strategic interests can only be effective as a form of intervention when

full account is taken of these practical interests. Indeed, it is the politicization of these practi-

cal interests and their transformation into strategic interests that women can identify with and

support which constitutes a central aspect of feminist political practice (p. 234).

But politicization leading to a recognition of strategic interests does not necessarily follow on
from a satisfying of or accomodating of practical interests, which very often involve strategies for
survival. And these strategies may be related to individual behaviour and individual attainment.
The application of this distinction to AE provision immediately alerts one to question which
of women's interests, practical or strategic, are being targetted? Not surprisingly, AE in the
main, as the following discussion will illustrate, is guided by principles which primarily directs
its activities to deal with underprivileged people. Insofar as AE provision is related to women
specifically, it will be demonstrated that it meets women'’s practical intercsts, thereby providing
women with strategies to deal with and survive their overall harsh living conditions. The assis-
tance which provides women with strategies for survival does not necessarily lead to a transfor-




INSERTING FEMINISM INTO ADULT EDUCATION

mation of their lives through their liberation from subordination. Thus, AE contributes uninten-
tionally to the reinforcement of women's traditional roles, in that much of what is done is locat-
ed within women'’s conventional roles. The consequences of all this is not recognised by AE
because its goals are informed by the interests of underprivileged people as a whole, without
taking account of the specificity of women'’s needs.

AE PROVISION AND WOMEN’S INTERESTS

It is generally recognised that AE occupies a marginal position in the educational world, in that
it lies outside the “formal frame” of mainstream education. Its structures tend to be informal and
not necessarily subject to professional and/or state control. Yet in spite of the similarity with
some aspects of the formal education system, AE quaifications do not have the same status as
the formal system. Contradictorily, although the formal education system provides a pathway
through from schooling at childhood to the tertiary level for adults, it is not termed adult educa-
tion when it reaches the tertiary level.

Adult educators represent a disparate group of people with no consensus about the goals and
aims of AE. Consequently, their ideologies as a whole are not consistent and reflect different
political beliefs and different understandings of the agenda of adult education, all of which
affects the content. Literacy classes, for example, may be used to inculcate the dominant values
of the ruling class (Donald) or as part of a liberation movement (Freire, 1972). The reasons for
this are, cbviously, complex and reside both in the historical development of aduit education and
in the social conditions at any one time. AE provision is wide ranging, ever changing, respond-
ing to transformations in the socio-economic conditions, and serving specific sectors of the pop-
ulation, as its history in South Africa reflects.

These disparate movements all form part of what constitutes the AE movement. Millar’s
(1991) framework of “non-formal continuing education”, subsequently used in National
Education Policy Investigation (NEPI) AE (1992), demarcated three major areas in which the
AE provisions fall, and these are compensatory, upgrading and cultural/political functions. Each
of these areas will be examined to establish the question posed earlier, and that is how far the
ideologies of AE and its actual delivery provide for women’s practical and strategic interests? .

COMPENSATORY EDUCATION
Compensatory education can refer to comparable levels of the formal education system, from the
acquisition of literaCy to university entrance qualification. AE is concemed to redress all these
deficits a aong the population, and its ideology is to ensure that the population becomes literate.
Beginning with illiteracy, the rates are extremely high in South Africa and always have been,
given the failure of successive govemments to provide a basic education for the black popuia-
tion. The history of AE provision in this area was provided initially by two main groups — the
Communist Party and liberals. To combat the appalling level of illiteracy in the 1920s and 1930s
... networks of privately established literacy classes and night schools, started in the 1920s
and '30s mainly by radical and liberal political groupings, develop(ed] in urban centres and
cater{ed] mainly for workers engaged in the broad processes of urbanisation and industriali-
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sation. By 1955, there were about 10 000 African night-school students in the cities of
Johannesburg, Cape Town, Durban and Pietermaritzburg (Millar, 1991, p. 113)

Largely through the work of the SA Institute of Race Relations the first literacy organisation
was established (French, 1992). But the whole movement was severely curtailed following the
banning of the Communist Party and the closure of all night schools in the 1960s.

In regard to the classes run by the Communist Party, their concern was informed by political
strategies: to help combat illiteracy among the working class and to recruit literate people to the
Communist Party; the concem of the Iiberals was informed by liberal thought and to achieve
change through reform. The question of gender nevey entered into the goals of either group.

The numbers reached by these schools barely scratched the surface of the problem. These night
schools flourished in mainly urban areas throughout the country, and the dissension between the
radicals and the liberals continued. In the Cape, for example, liberals played a leading role, “con-
centrating on educational advancement on purely academic lines” avoiding “any political context™
(Wilson, 1988), unlike some of the Communist Party schools. The state finally crushed all these
schools, and it was only after the mid 1970s that the state introduced its own night schools or sup-
ported church-based schools, in an attempt to combat illiteracy and extend adults’ level of school-
ing with matriculation as the goal. So, once again, NGOs were allowed to re-enter the field.

The state-supported night schools have developed and cater for all levels, from literacy to
Standard 10, and now have approximately 67 067 odults. Less than a quarter are in literacy
classes, and almost 55% from Standard 8 to Standard 10 (NEPI, ABE, 1992). Industry provides
some schooling in predominantly urban areas, but it is not clear at what levels, although proba-
bly to equip its own workers to be functionally literate in relation to the needs of the particular
enterprise. NGOs account for the rest, but the numbers involved are insignificant.

Overall literacy provision is mimimal. It is estimated that fewer than 100 000 adults are
leaming to become literate, and this represents less than 1% of all the estimated 15 million illit-
erates (NEPI, ABE, 1992). The night school movement reaches a relatively small number. The
NGOs, while highly innovative, cannot be seen to have significantly devised a means of over-
coming illiteracy. Rather the contrary seems to be the case. Furthermore, some research com-
missioned by SACHED indicates that people who never went to school seldom, if ever, attend
literacy classes.

A start on the history and details of current provision of night school and literacy measures
has been made (French, 1992), but nothing has been written in relation to provision for women.
What follows is highly speculative and indicates the urgent need for research.

It would appear that night schools prior to the banning by the state were directed to the male
worker, although some people who were active in the Communist Party night schools do recall a
few women attending5. Black women worked (and still do) predominantly as domestic workers
(and it is possible that some night schools did cater for small numbers of them in white areas).
Those who worked in industry at that stage were mainly garment workers and represented the
township elite. They were educated and the highest paid group of black women workers
(Berger, 1992).

Wilson’s (1988) comments about the night schools operating in the Cape suggests that the
classes were for men. She said:
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Migrants who were illitcrate and confused in a new urban worker society among speakers of
two foreign languages, far from wives and children, and with their few leisure hours spent in

the direst of living quarters, found a wam, responsive and creative home in the night schools
(p. 303).

There is, overall, a dearth of information both historically and contemporarily about ABE facili-
ties for women. NGOs may cater for women and indeed now some have targeted women
(USWE, for example), but it is not clear to what extent and what needs of the women will be
met by these endeavours.

There are isolated examples in which some aspects of women'’s interests are taken into
account. Consider the example of facilities offered by Maryland Centre in Cape Town. Sister
Marina of that Centre said, in an interview, that her literacy programme was no longer con-
cemed “with traditional methods of leaming the alphabet and always sitting down with pencils
and paper”, quite the contrary. Literacy, she said, was “more than just reading and writing. It is a
weapon against exploitation and oppression” and to back this up she cited examples of women
domestic servants who were able to talk about the way in which they were treated by their
employers, or farm workers whose white employer began to complain when they questioned the
amount they received or the deductions she made for goods given to them.

A literacy programme for her had taken on a different meaning than that associated with the
more formal method of teaching reading and writing. Her ideology on the role of literacy train-
ing had clearly undergone a change, and now was seen as a tool “against exploitation and
oppression”, reflecting the influence of Freire. But did this oppression also include women's
oppression as women? Sister Marina did envisage literacy programmes as enabling women to
confront some of the problems they experienced as women, although she did not specify which
these were. Was it to help women in their strategies for survival thus meeting their practical
interests? Was it to help women in their strategic interests? This was quite unclear and would
have to be investigated further.

If, for example, women domestic workers are targeted in literacy programmes, the question
arises: What are their specific needs? Being literate — being capable of taking adequate mes-
sages, reading recipes, communicating more adequately with children in their care and so on ~
could enhance a woman'’s eaming capacity and this would have obvious reprecussions on her
survival strategies. However, while there is no shortage of women seeking domestic work, an
overall improvement of domestic workers’ conditions would probably only occur through
unionisation. Should this happen, domestic workers are likely to begin to address their strategic
interests. But this is a long way from providing literacy ciasses for this group of women work-
ers, unless it was conducted under the auspices of a trade union.

The differentiation that exists among women relates not only to their status, but includes how
they support their families, whether they work and where they work — in the formal or informal
sector, and so on. This would highlight, in the first place, the particular practical interests of the
particular group of women. And here a lesson may be leamed from community work in India.
One project conducted among illiterate village women employed as daily labourers did not
introduce literacy classes until the women themselves demanded these facilities, and this
occurred after three years' work among the women®. In this instance, women's practical inter-
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ests were met initially, and only when they themselves expressed their desise to become literate
in order to check that the supervisor was not cheating them, was this successfully provided. It
could be seen that this could lead to women’s consideration of the overall conditions relating to
their subordination, a recognition of their straiegic interests.

A coherent policy on literacy provision which aims initially to meet women’s practical needs
is complex. To begin with, any overall policy would have to take as its starting point the exis-
tence of multiple literacies, which as the ABE Report (1993), says refers to the “performance of
widely varying personal, social and economic functions” (p. 3), and also widely varying gender
differences, a point that the ABE working group did not take into account.

UPGRADING
Upgrading refers to continuing education that has as its function the development of knowl-
edge and competence that leads to increased effectiveness in specific contexts, usually the
work place. Whereas compensatory education is school-related and general, upgrading is
work related and specific. [It is related to] the industrial training effort and has as a major
goal the incorporation of black workers at raising levels in the industrial sector” (Millar,
1992, p. 114)

Upgrading adults’ skills in South Africa is only peripherally provided by NGO. The trade union
movement, business and commerce and the state, through the Department of “Manpower”, has
and currently is addressing this and provide various types of training. As in England, where
there is evidence that community organisations concemed initially with provision for communi-
ty activists have, with increasing unemployment, given way to providing courses which resuit in
certification and qualifications related to skilling (Lovett, 1988), similar developments may take
place here. However, for a variety of reasons, but largely because adult educationists located
primarily in NGOs have been govemed by an ideology on AE as a social movement, upgrading
has not been seen as a major goal in South Africa,

Clearly the revitalisation of the economy, and its development needed to transport South
Africa into a state where it can compete with Third World countries which have entered suc-
cessfully advanced industrial capitalism, is essential. Among other things, it is taken for granted
right across the political spectrum that this development can only be attained with a highly
skilled, technologically literate group of workers. And it is this notion, whether right or wrong,
which seems to be generally accepted. Given the low skill-level of the majority of the work-
force, upgrading becomes a matter of urgency and is likely to be high on the list of priorities.

But the gender of the skilled workers is never discussed. The work-force is spoken about in
abstract terms, but when analysed it becomes apparent that the skilled population is defined as
male. This is so for many reasons but not least is that, associated with ideologies surrounding
male and female roles, and consequently what constitutes appropriate male and female labour,
men are seen as the family providers and women as the family caretakers, not engaged perma-
nently in the 1abour market. Women become invisible in the labour force.

COSATU is an exception to this. It has played a prominent role in delineating this field and
does single out women. Berger (1992) refers to the Third Congress in July 1989, when the prin-
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ciple of the development of women'’s leadership within the trade union movement was accepted.

Their policy now goes beyond that. According to the HRD NEPI document (1992), COSATU

has plans to upgrade the qualifications among its existing members through provision of basic

education for all, and has extensive goals to effect equity for women workers. According to the

HRD Report (1992), COSATU wants

* Women'’s skills to be recognized and paid for — ‘equal wages for skills of equal value;

* Women trained for skilled jobs nomally performed by men;

» Career paths for areas of traditional women'’s work; and

» To make it easier for women to receive training — by provision of child-care facilities for all
trainees, equal facilities for men and women, and non-sexist documentation (p. 38).

All these goals are admirable and would require, not only extensive aduit education pro-
grammes, but also the removal of a number of obstacles.

But it is necessary to recall black women'’s overall position in the labour market, predomi-
nantly in domestic work, with smaller numbers in production and the service industry, generally
earning far iess than men. Where they are employed they occupy the lowest paid, lowest skilled,
and lowest status jobs in industry. In industry, for example, many women work as cleaners, and,
as Budlender (1992) pointed out, even if they become functionally literate through a skilling
programme at work, there can be no career path in such work. To progress such women would
have to find new employment, and that is no easy task.

Nor can it be assumed that women would take advantage of available training. There are fac-
tors which mitigate against this, primarily because of their domestic responsibilities. Women's
work in the labour market cannot be divorced from their broader familial responsibilities, and
with the increasing number of households headed by women, this becomes even more impor-
tant. The range of women’s responsibilities goes way beyond pre-schoo! child-care. They care
for dependents, supervise older children and have household labour to perform. Because of their
responsibilities at home the amount of time they can devote to continuing education is limited
and their motivation is likely to be low.

Then there is another dimension. Breaking the monopoly that men have had over the job
market has made little progress in Western European countries over the past 20 years in spite
of equal opportunity programmes. Here, there is likely to be a struggle by men to safeguard
their skilled work once they gain access to it. With the collapse of apartheid, black men, in par-
ticular, are striving to acquire skill qualifications in order to join the ranks of the higher paid
artisan. Having campaigned for so long to get access to skilled work, is it likely they will allow
women into their ranks? This puts into question one of the COSATU goals, viz. for “women
[10] train for skilled jobs normally performed by men”. Men may legitimate their exclusion of
women on the grounds of the age-0ld argument that they should eam a “family wage” (Land,
1980; Beechey, 1986) and already there are informal reports that they legitimate the position of
women as dependents in the family by invoking ideological arguments about “traditional” fam-
ily values which prescribe women’s activities (Wolpe, 1992). In addition, women's labour has
often undercut that of men’s, and this is another potential source of conflict between men and
women.
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Training in the existing labour market for women, therefore, involves more than rhetoric. If
it is to succeed, some fundamental changes will have to be effected. The task is formidable, but
one which needs to be tackled. AE can play an important role in this sphere but not only would
women's specific practical needs be taken into account, but the skilling of women needs to be
located in the social conditions which reflect on their strategic interests.

Upgrading also applies to the unemployed worker. The Department of “Manpower” spent
R93 million in 1991, “mainly on unemployed work seckers” (NEPI, 1993). The development of
these and other state initiatives’ as Millar (1991) pointed out in reference to the formal econo-
my, was the concem of the state in beginning to “correct” the deficiencies of the system and to
forge a link between bott formal and non-formal facilities. This latter initiative, he said, arose
from a shift in official thinking and the “active partnership between the state and private sector”
following the disruption caused by students’ and workers® resistance to the apartheid regime.

The Department of “Manpower” has and will commission training and may work together
with organisations, such as the Westem Cape Training Centre which was established in 1986, in
terms of the Manpower Training Act No. 56 of 1981. Together they may set out to provide train-
ing for workers in such areas as driving, building related courses, mechanical courses, food and
allied industry (WCTC, 1993). The training is likely to focus on labour intensive schemes for
men which will not only provide temporary employment, particularly in black urban areas, but
will also train them while on the job. Where training will be made available to women it is like-
ly to be in traditional areas which will not threaten male preserves, such as sewing classes, but
this falls under what constitutes the informal economy, which is briefly considered below.

There are, therefore, two levels of upgrading. One is the reskilling of the existing labour
force, which, given its nature, may not significantly affect women. The other is skilling at the
lower levels of the occupational structure, largely among the unemployed with little or no skills.
Here, as pointed out, the labour intensive training of semi-skilled and unskilled men will seldom
include women. As already mentioned above, ideologically women are not recognised as an
integral part of the labour force. Rather their major role is seen as homemaker and all that that
involves, and women, themselves conceptualise their needs in these term:s. But more and more
women, who are the main providers for their families and dependents, are in need of employ-
ment in the urban areas. This has repercussions on their practical needs vis 4 vis employment,
bat these, as the discussion above indicates, are seldom taken seriously.

The discussion, so far, has not included the informal economy, which Millar’s definition
excluded. Yet this “is a critically important source of economic growth and employment for bur-
geoning Third World populations” (HRD, 1992, p. 59), a phenomenon recognised by such
august bodies as ILO and the World Bank. It is interesting that AE report (1993) also ignored
this very important area, even though a number of NGOs do provide informal training for
income-generating work.

Women work extensively in the informal sector. Friedman and Hambridge (1991) suggest
that it may be seen as preferable to the low wages they would eam elsewhere, although Masdell
(1991) says, in his study in Pietermaritzburg, that women are mainly hawkers and “hawking is
survival struggle, rather than capitalist enterprise”, suggesting that they have no other altema-
tive. Where women are given training for the informal sector it tends to be in the sphere of their
traditional activities, such as sewing, knitting and crochet classes, and it is here that NGOs have
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provided such training and education. It is regarded as something women can do easily from
their homes, and simultaneoulsy generate some income for themselves and their family.
... The WCTC believes there is opportunity for people to leam the basics of producing high
quality ethnic style clothing for sale to the less privileged areas in the Peninsuia, especially if
this clothing is in the colours that are required by the local people (p. 34).

Neither AE (1993) nor HRD (1993) reports acknowledged this type of training provided for
women largely by NGOs, even though the HRD report referred to different forms of training
which have developed in other countries, saying that “informal training must be flexible and of
high quality, but also affordable” (p. 63). Clearly the upgrading of skills in the informal sector,
given the size and the poverty of urban groups, is particularly important, and more so for
women. This blindness reflects the overall neglect of specific aspects of women's practical
needs by the state, NGOs and policy writers. The provision of training in the limited range of
traditional work cannot solve the problems of urban poverty, inadequate housing, primary health
care, to mention just a few problems, all of which affect women’s everyday lives. Research into
the lives of women in urban areas which would begin to detail what constitutes urban women’s
practical needs could then inform the work of these various agencies.

There is one section of upgrading in which provision does appear to affect a certain group of
women, and this is night school. Although night schools can be seen as a compensatory form of
provision, in South Africa obtaining a matriculation exemption constitutes a basis for upgrading
for many hundreds of teachers employed by the DET, as Millar (1991) pointed out. Although
from 1939 onwards until the banning of night schools facilities were developed in urban areas to
include “skill development” (Bird, 1986), it is only since the reintroduction of night schools that
women have benefited. But such schools seem to cater predominantly for women already in
employment. It is not known to what extent unemployed women would take advantage of these
facilities. Research would have to be carried out to determine what women themselves attest as
their main need in enhancing their levels of education.

In coriclusion, it is necessary to recognise that the available provisions must correspond with
the specific needs of the women in relation to both their practical and strategic interests. Even
when provisions could lead to upgrading, it does so within the constraints of social formation
which perpetuates the overall conditions of women'’s subordination.

CULTURAL/POLITICAL

The final section in the classificatory system is the cultural/political, which includes some
measures provided by the state3. Under the heading of cultural programmes, religious, sport-
ing, and some extra-mural work of some universities were included. Because the cultural and
recreational facilities are directed largely towards the middle classes and not the underprivi-
leged people, these aspects of AE will not be considered in this paper. Political AE refers to
“the networks of community, worker and student organisations with the goals of social recon-
struction and conscientising agendas” (Millar, 1991). Adult educationists working in communi-
ty organisations would have espoused an ideology of social justice which focused on how the
conditions of the underprivileged could be improved and, for many, how the same people
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could attain political power. Organisations in this category proliferated in the 1980s in the face
of massive state repressive measures, and played an important part in the struggle against
apartheid.

A survey and history of political community organisations have been captured in several
publications by the Centre for Continuing and Adult Education (CACE) at the University of the
Western Cape. The Struggie for Democracy (Matiwana et al, 1989) was one such publication
and surveyed organisations which “have historically been viewed as training grounds for the
development of leadership skiils” (p. 14). To qualify for inclusion in the study, none of the
organisations could have received a state subsidy or been concerned solely with leisure or recre-
ational pursuits; they had to provide informal or non-formal education. Education was concep-
utalised in its broadest sense and included all types, however limited, which could be interpreted
as training for democratic leadership and participation: a workshop of a few hours, leaming how
to run a committee, counselling, legal support for detainees, discussion groups and so on all
constituted “education”. There appeared few limits as to what qualified as educational — every-
thing that related to the very broad goals of overthrowing apartheid and seiting up an alternate
society. And when organisations directly engaged with community issues it was thought that the
people who worked within the framework of these organisations were being groomed for taking
over power within the communities: they were learning how to organise, run committees,
engage with bureaucracy on behalf of the community and so on.

Tangential to this notion that community organisations are engaged in an educative process,
and clearly reflecting Freire’s influence, is the concept of education as an “empowering pro-
cess”. “Empowerment” has become a catch word, and has even entered the vocatulary of politi-
cians. When now President Clinton was campaigning he too spoke of empowering the weak and
disadvantaged!

In South Africa “empowering” has become synonomous with the overthrow of the apartheid
system and the establishment of a nonracial democracy. Community organisations which were
ensaged in work that could be termed educational and “empowering” fell within the ambit of
those associated with “‘social movement and radical change” and qualified, according to Lovett,
as adult education. Empowering was defined in Struggle for Democracy as,

... people gaining an understanding of and control over social economic and/or political

forces in order to improve their standing in society. An empowering process is the means to

bring about such understanding and control (Matiwana et al, 1989, p. 20)

In accordance with this definition, the empowerment process is linked both to an understanding
by individuals of the operation of power relations in society and, following this, control over the
socio-economic and/or political power. This process of “empowerment” takes pluce through the
participation of individuals in organisations which, provided they are opposed to apartheid forces,
will through their actions within these organisations bring about the collapse of the regime. It is
as though the understanding and the participation provide the necessary conditions for over-
throwing the whole state apparatus, as well as g>ining some measure of control over industry,
commerce and all that constitutes the “social economic force™. Clearly, in line with AE provision,
what constitutes “empowerment” must be much more limited and, as Lazarus argued (1990), is
located in the individual’s psychology. “Empowerment” may be intimately connected with under-
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standing the conditions of oppression, but cannot deliver the means to obtain actual control. This
involves a series of complex political actions which are way beyond the scope of AE provision.
To talk in terms of “empowerment” is to mystify the whole process.

The question that can now be posed is: To what extent can community organisations engaged
in political AE contnibute to the meeting of women’s needs? There is little doubt that at the height
of the struggle against the state, and even upto the, present, women participated fully in commu-
nity organisations. Certainly many women gained self confidence, and developed their organising
abilities in the process. But which of women'’s practical needs were at the forefront?

Issues relating to fighting rent increases, absence of community services, absence of trans-
port and so on were high on the agenda of community organisations. While these obviously
impinged on the lives of women as the household managers, the problems were subsumed and
appropriated under the heading of “community”. Indeed, what comprises the “community” is
taken-for granted and it appears as an homogeneous group of péople, with common identity and
shared goals. Communities are much more heterogeneous than this.

Although many of the problems dealt with under community have direct relevance to sur-
vival strategies for women, the discourse on community problems ignored the direct link with
women's lives. This in itself is not surprising, particularly as issues relating to gender differ-
ences have been scomed in the political context. They have been defined as an unwelcome con-
sequence of bourgeois Westem feminism with no place in South Africa. It was put very directly
in 1989, by “Clara” from the underground in South Africa: '

If we understand that the women question is at this point in time a subordinate, less antago-

nistic contradiction in South Africa, then we will draw correct conclusions about when and

how to organise around women's experiences in the different stages of our revolution.

It should be clear that the total emancipation of women is only realisable under a developed

socialist economy, and only if, in each stage of our revolution, we organise womer: to partici-

pate fully and raise their demands as part of the people’s demands (Clara, 1989, p. 40).

Women’s concems had, therefore, according to “Clara”, to be postponed to a later date.

This, the political sector of AE provision, is the most problematic. Under the guiding princi-
ple of AE as a social movement concemed with redressing the wrongs of the underprivileged
people, a number of initiatives have been taken to “empower” the people. But the actual content
of the provisions is unclear and it has yet to be established to what extent the recipients have
benefited. As for women, their actual practical needs do not determine the agenda, although
they are likely to benefit from any improvements achieved for the “community”. It is not sur-
prising that in the present day discourse on AE provision, this sector, which is furthest removed
from economic factors, is considered the least important (Framework, 1993).

CONCLUSION

This paper has demonstrated that AE encompasses far more work than is usually ascribed to that
provided by the NGOs. While the ideology of adult educationists in many of the NGOs might
properly be described as related to a social movement ideal directed towards social change, this
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is not necessarily the case with other educationists working particularly in areas related to the
labour market. Here the ideology is informed by economic factors. The overall improvement of
the socio-economic status of the country is linked to the level of skill of the labour force, and,
tangentially this also applies to people working in the informal sector.

The people who are the subject of AE provision are, in South Africa, the underprivileged for
a variety of reasons. But when deconstructed, the underprivileged turn out to be predominantly
men because women's needs are simply not articulated. But the danger of talking about
women’s needs in general was pointed out, and the paper aimed to demarcate the different
aspects of women's practical and strategic needs. If AE fails to take note of the particularity of
the needs of different groups of women in accordance with their specific circumstances, then the
attempts at redress of the many inequities generated by apartheid and the righting of the econo-
my must fail miserably.
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NOTES

1. It may be pertinent to draw a distinction between AE provision and the aid or development
programmes of donor agencies. The latter tend to concentrate their work in rural areas. It is
interesting that these two areas are treated as though they are quite different although
development work does involve a certain amount of education. However, for the purposes of
this paper AE provision will not include the work of agencies which primarily are concemed
with aid or development. The paper focuses exclusively on urban areas.

2. As a result of the focus on combating apartheid and the political alignment of the white
working class with the state, such initiatives were not directed towards the white working
class. I am not aware of a history of AE provision for this group.

3. Although Millar’s classification was originally drawn up in 1985 for a specific purpose, it
has been adopted in the recent NEPI exercise by the AE working group.

4. As Sylvia Chant has pointed out there is a growing body of literature concerned with women
and survival in urban areas. “**Survival strategies’ is a term used fairly commonly to describe
the basic activities of underprivileged individuals and households (usually the latter) in the
process of daily reproduction” (1991, p. 1). She delineates income generation, domestic
labour and social reproduction, which includes education, health care, housing and so on as
of “central importance”.

5. There does not appear to be any published record about these schools. I have asked several
people who taught in them but their responses vary. One person says that he did recall some
women attending his class, but others are not sure whether the classes were mixed or not.

6. This information was given to me personally in discussions held with Nirmala Nair, a
community worker from India.

7. Other state initiatives include the SADF which has a literacy programme and the Prisons
Services which has an educational programme (AE, 1993).

8. Millar (1991), regarded the military service programme and the media as forms of adult
education through the political agenda they both contain. But this, 1 would argue, is part of
the ideological state apparatus and does not fall under the heading of AE in that neither the
overall goal of the military, nor that of the media, is educational in the sense of actively
setting out to educate the soldiers or the viewers. To include these sectors of the state would
be to extend the concept of education to include all aspects of social interaction. There is
no limit, then, as to what comprises adult education.
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This paper is concerned with what is required of university work in adult literacy and basic edu-
cation in South Africa at this time. The paper draws from and is an extension of the thinking
that went into the Independent Development Trust-commissioned paper entitled ‘ Development
Strategies in Adult Education’.

The first section of the paper, through a review of the ‘new literacy studies’ presents an account
of what is thought to be the best emerging theoretical orientation in the field, intemationally.

The second section of the paper develops an account of how particular understandings of lit-
eracy have shaped policy directions in adult literacy and, in tum, have been shaped by wider
political concems. This section is particularly concemed with policies that aim to bring about
large-scale provision of adult literacy and examines their assumptions and implications.

The third section of the paper examines the nature of work that has been developed and
delivered by university adult education departments in South Africa, and what is possible and
appropriate for the future.

The final section starts to develop a programme of work.

PART ONE: LITERACY STUDIES

Intemnationally, there have been a few notable historical studies of literacy but there was little in
the way of established or emerging traditions of literacy-iinked research and theorisation before
the 1970s. While there is a body of research focused specifically on the cognitive consequences
and problems of acquisition and remedial work around reading and writing, there has been little
focus on literacy as a social practice. Over the last two decades, a handful of anthropoiogists,
socio-linguists, historians and educationalists have been attempting to develop more rigorous
and sophisticated theoretical and methodological tools for analysing literacy in social context.
This body of work has not as yet had much impact on the worlds of literacy practitioners and
less on policy-inakers in South Africa. Its impact will start to be felt, however, as it produces
turther tools for understanding the problems and complexities of policy and practice, as prac-
tices are brought to closer account and policy becomes concerned with the difficulties associat-
ed with success in this field. At the same time, it will not be surprising if the public, as opposed
to the academic, understanding of literacy will continue to make exaggerated claims on behalf
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of literacy's social effectivity. It is likely to carry symbolic dimensions beyond its capacity,
given the intractable domains it is linked to: the economy, development, progress, democracy,
health and happiness. While literacy might continue to accrue exaggerated and mythical dimen-
sions in public, however, it must ever more so be a concem of serious research to delineate

those things which can reaily be said about literacy and those things which adhere to it like
hopeful baggage.

THE ‘NEW LITERACY STUDIES’

Influential literacy-linked studies at universities on both sides of the Atlantic have emerged over
the last fifteen years or so, in a number of different disciplines, sharing some key assumptions,
and have become known as the ‘new literacy studies’.

The literacy myth
Firstly, these scholars have set up as a target the popular and prevailing concept of literacy that
assign its acquisition with positive and unproblematic outcomes. Street’s early contribution was
to characterise the prevailing views of literacy as embodying an autonomous view of literacy,
where literacy, regardless of context, was seen to embody particular good effects. Implicitly, lit-
eracy did things to people, regardless of context, e. g. raising their cognitive skills, enabling
them to be detached and developing a meta-cognitive understanding or rational outlook that was
crucial for progress.l

Street’s attack on the ‘autonomous’ conception of literacy is very similar to others’ attacks on the
‘literacy myth’ . Harvey Graff attacked the esseatial assumption that cloaks popular and prevailing
conceptions of literacy as a path to development. Neither writing nor printing alone, he argues, are
‘agents of change’. Their impacts are determined by their social use. Literacy is, he stresses,

... A technology or set of techniques for communications and for reproducing writien or

printed materials. It shouldn’t be taken as anything more or less.2

Nonetheless, the concept ‘literacy’ has become an ove-rburdened social signifier.

In the popular imagination, literacy is the most significant distinguishing feature of a
civilised man and a civilised society.... The assumption that non-literacy is a problem with
dreadful social and personal consequences is not only held by laymen, it is implicit in the
writings of academics as well 3

Such assumptions about literacy he labels ‘zhe literacy myth’.

Graff details what the mythical associations around literacy include:
... In typical formulations or listings, attitudes ranging from empathy, innovativeness,
achievement orientation, ‘cosmo-politanness’, information and media awareness, national
identification, technological acceptedness, rationality and commitment to democracy, o
opportunism, linearity of thought and behaviour, or urban residence!?
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On other levels, literacy ‘thresholds’ are seen as requirements for economic development,
‘take-offs’, ‘modemisation’, political development and stability, standards of living, fertility
control and so on. *The number of asserted consequences and ecological correlations is literally
massive.’

James Gee has another such list, drawn from a study of the claims and expectations of litera-
cy that have abounded. The ‘literacy myth’ is seen to include claims that literacy leads to logical
and analytical modes of thought; general and abstract use of language; critical and rational
thought; a sceptical and questioning attitude; a distinction between myth and history; the recog-
nition of the importance of time and space; complex and modern governments; political democ-
racy and greater social equity; economic development; wealth and productivity; political stabili-
ty; urbanisation; lower birth rates; people who are achievement oriented, productive,
cosmopolitan, politically aware, more globally (nationally and internationally) and less locally
oriented, who have more liberal and humane social attitudes; are less likely to commit a crime;
and more likely to take the rights and duties of citizenship seriously.5

Gee argues that the traditional concept of literacy as the ability to read and write is deeply
problematic.

This traditional notion rips literacy out of any social context and treats it as an autonomous,
asocial cognitive skill with little or nothing to do with human relationships. It cloaks literacy’s
connection to political power, to social identity and to ideologies ... often in the service of privi-
leging certain types of literacies and certain types of people.6

Literacy and ideology

Against the ‘autonomous’ view of literacy, Street put forward what he called an ideological
view of literacy. The move, in essence, is a shift away from a focus on individual and discrete
skills to a focus on reading and writing as cultural practices. The new formulation stresses the
sorts of social practices in which reading, writing and talking are embedded and out of which
they develop, rather than the private cognitive ‘skills’ of individuals.

Criticised for constructing a dichotomous view and of constructing an approach to literacy
that leaves no substance to the concept, Street has said that his perspective is one that does not
deny the significance of technical aspects of reading and writing, such as decoding,
sound/shape, correspondence and reading ‘difficulties’; rather, he argues that these features are
always embedded in particular social practices: ‘the socialisation process through which reading
and writing are acquired and the power relations between groups engaged in different literacy
practices are central to the understanding of specific issues and “problems“‘.7 As Gee puts it:

In the end, we might sy that, contrary to the literacy myth, nothing follows from literacy or

schooling. Much follows, however, from what comes with literacy and schooling, what liter-

acy and schooling come wrapped up in, namely the attitudes, values, norms and beliefs (at
once social, cultural, political) that always accompany literacy and schooling ... the focus of
literacy studies cannot be, and ought not to be, on language, or even literacy itself as tradi-
tionally constructed. Rather, the focus must be on social prac!ices.8

The route to this orientation on literacy needs to be traced briefly to make sense of these provo-
cative claims, and for developing an understanding of the implications for research and practice.
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Orality and literacy

The offensive of the ‘new literacy studies’ has its origins in the debate over the oral culture-lit-
erate culture contrast, and its submergence in the ‘primitive culture-modem culture perspec-
tives. Street and Gee, in particular have engaged directly with this literature, and Gee provides a
succinct summary of the debate. He sees the primitive-civilised dichotomy that informed mod-
emisation and development discourses as having been broken down nearly completely at the
hands of modem social anthropology, through anthropologists like Ruth Benedict, Margaret
Mead, Evans-Pritchard and Robert Horton. In various ways they have shown that so-called
primitive people did make use of the same elements of thought, though applied to different con-
tent. There are, undoubtedly, no primitive languages, those of many ‘primitive’ cultures being
among the world’s most complex.

Studies concerned with society and cognition keep the distinction, however, in revised form.
The start is Levi Strauss’s distinction between primitive and modem culture, between two dis-
tinct ways of knowing; ‘two distinct modes of scientific thought’, one ‘supremely concrete’, the
other ‘supremely abstract’. One proceeds from the angle of sensible qualities and the other from
formal propertiesg.

In Eric Haverlock’s Preface to Plato and Jack Goody's The Domestication of the Savage
Mind, it is the crucial social technology of literacy that is at the base of the shift from primitive
to modern mindset. Walter Ong’s Orality and Literacy popularises these ideas. He makes the
case for the view of literacy as a strong and socially determining technology, as being the pivot
around which major differences between broad types of society are drawn: between oral and lit-
erate cultures. !0 '

Ong’s perspective is that writing — commitment of the word to space — enlarges the potentiality
of language ‘almost beyond measure’ and ‘restructures thought’:

Oral cultures indeed produce powerful and beautiful perfermances of high artistic and

human worth, which are no longer even possible once writing has taken possession of the

psyche. Nevertheless, without writing, human consciousness cannot achieve its fuller poten-
tials, cannot produce other powerful and beautiful creations. In this sense, orality needs to
produce and is destined to produce writing. Literacy, as will be seen, is absolutely necessary
for the development not only of science but aiso history, philosophy, explicative understand-
ing of literature and of any art, and indeed for the expianation of language (including oral
speech) itself. 11

Lev Vygotsky and A. Luria’s work with literate and illiterate peasants and their conclusions
have been major influences in this tradition. Based on a study of the categorisation processes of
literate and illiterate peasants they