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Universal Primary Education policies have been en@nted in many countries as a response to
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Development Goals. These policies often entail reahof fees so that education can become
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enabling environment for educational attainmentynzhildren do not complete primary
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1. Introduction

The following chapter will introduce the area o$earch and the purpose of the thesis, along
with identifying the research question that is goio be answered in this paper. In addition, a
definition of the concept of universal primary edtion along with a definition of contextual

factors will be provided, with a disposition of ttieesis ending the chapter.

1.1 Introduction to area of research

Universal primary education as a part of the dgqualent agenda has been prevalent to various
degrees since the 1960s, when the outcomes gathén@te participating in education first was
given notice (Moyi 2010:236). According to Kadzaanand Rose (2003) many international
organisations, along with national governmentsgharescribed education as a tool for
development and believe that educational attainwemiplay a role in poverty reduction, as it is
seen to enhance productivity on both agricultunal @conomic levels (Kadzamira and Rose
2003: 502). There are many factors that tend loénice and shape an education system, among
them are the roles of bi- and multilateral orgatmige, but also political and economic trends,
the mass-media and lastly are the conferences@ivata focus on agenda setting. An example
of such a conference was the Jomtien Conferen&sdanation for All (EFA), which has had a
major impact on the way in which education has kasamibed as a development tool
(Nieuwenhuis 1997:130-133). At the Jomtien Confeeson Education for All, consensus was
made on increasing the efforts to achieve univgmalary education by the end of the
Millennium. When that did not occur, achieving ugisal primary education became one of the
targets in the Millennium Development Goals (MDGE)hnston 2011:97). The Millennium
Development Goals were set to be reached by 20dth. BFA targets and the MDGs have
commitment to universal primary education as phtheir agendas and the design of the targets
and goals were done in order to increase the atedmsic schooling. By setting a time limit it
was assumed that this process would go faster (L2009:154-157).

Lewin (2011) sees that the setting and implemeaidf international targets, such as the EFA
and MDGs, are not taking the national political andial contexts into consideration and do not
take into account that the various countries mingivie different points of departure and different

capacity to achieve the targets. Each country défferent progression rates when it comes to
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achieving the targets and setting a time limit ohi@&vement are impacting many countries in
their strive to achieve the targets. Although théeévinium Development Goals have been
accepted by many developing countries it has nen lebligatory for the countries to do so or to
implement policies in order to achieve them. Ndwadss, after the Jomtien Conference on
Education for All, the policy field of educationdmme more homogenised as the targets became
a part of the development discourse and natiomalsp{Lewin 2011:3). Nieuwenhuis (1997)
argues that the design and implementation of ethrcpblicies are influenced by the context in
which it is to be implemented in, in particulartbe political and economic climate in the

country, given that these issues can facilitateimder the extent of implementation

(Nieuwenhuis 1997:130-133).

There are several challenges that developing desrdre facing in connection to policy
implementation and design. These range from unclederstanding of the education sector and
its structure, vague objectives, or not enoughyamabf the possible financial and social
consequences that an implementation of a policyhwhiigng with it (Jallade et al. 2001:13-14).

In addition, many developing countries are facetth Wwmited funds to allocate to education
priorities and therefore find it easier to implempalicies that are similar to those that have been
implemented elsewhere (Baker and Wiseman 200%k$63uch, with a situation where the
capability of a country to develop their educatsactor on their own accord is faced with
numerous challenges, it is not surprising thatrmégonal agendas are becoming prevalent in
national contexts (Jallade et al. 2001:2-4, 9).

Implementing policies in relation to the goal ofvwersal primary education has become a way to
further development towards reaching the targetsF# and MDGs for many governments
(Sasaoka & Nishimura 2010:80). The policies thathaeen implemented in

relation to the goal of Universal Primary Educatiend to entail removing school fees for
primary education in order to make it attainablegeeryone, no matter of socio-economic
background, thus trying to reach everyone thatpvagiously excluded due to financial reasons
when fees were in place (Nishimura et al. 2008:Péads Nudzor 2012:348; Johnston 2011:101).
As mentioned, many countries implemented Univdpsathary Education policies as a response

to the EFA goals, and these policies tend to lowilar no matter in what country they are



implemented, in that they are often of an econamaitre, with the fees on primary education

being removed for public education (Grogan 2008)236

Moyi (2010) argues that although there has bedanaaased focus on providing education so
that everyone can attain it, there are still ma@ygbe in developing countries that are not
enrolled in school or that have not finished tleeiucation (Moyi 2010:236). Chimombo (2005a)
continued on the same track as he noted in hisurgs¢hat although progression has been made
in increasing the enrolment rates of children imadeping countries in to education, it was noted
that a large amount of children do not attend shmy complete it, both in terms of dropping
out and of not having the adequate numeric andatieskills once they have finished
(Chimombo 2005a:129).

1.2Aim of thesis and research question

Uganda and Malawi are two countries that both irmglieted Universal Primary Education
policies, and did so in the 1990s, Malawi in 199ké¢tch & Inoue, 2008:42) and Uganda in
1997 (Ssewalmala et al. 2011:472). UNDP (2007)dhttat although the number of enrolments
increased significantly in Uganda after the UPElangentation in 1997 the rate of completion
did not match the enrolment figures. Between ttersyef 2004 to 2006, the completion rates
decreased from 60 per cent to 40 per cent of ttbeehad enrolled in school (UNDP 2007: 20).
When the Ugandan government implemented UPE psltbiey did so for all grades of primary
education at the same time, which thus consequiEttlio a massive increase of enrolment of
children into primary education. The same happdaedher countries that implemented similar
policies (Grogan 2008:183-184). In Malawi, Kadzaarand Rose (2003) noted in their research
that enrolment rates in primary education was lawerhigher up in the grades a student
advanced, which consequently means that the coimplettes did not match enrolment rates
(Kadzamira & Rose 2003:305). Statistics obtainedhft NESCO (2013) regarding enrolment
and completion in Uganda and Malawi respectivdtpvged that completion rates of primary
education are still not matching the enrolmentleva 2011 Uganda had a net enrolment of 94
per cent, but statistics showed that only 55 pat o&those enrolled finished primary education
(UNESCO 2013, Uganda). Malawi on the other hand,ih&2011 a net enrolment of 77 per cent
and with 71 per cent of those enrolled completingary education (UNESCO 2013, Malawi).



Although Uganda has achieved high enrolment r#tesgountry is still struggling with keeping
children in school and keeping them from dropping(&®iddell 2003:13).

These statistics then show that Uganda has a higtesof children enrolled than who complete
primary education and the same go for Malawi. Swoalgh UPE policies have been ascribed to
increase enrolment rates for both Malawi and Ugandlaeir attempt to achieve universal
primary education, a problem is that children documplete their education. This notion is
supported by Lewin (2007) who argues that whileknent figures have increased, these
figures do not reveal how many children are endofiat do not attend. As such, these children
are on paper receiving education although they tmghbe present in practice. In addition, the
enrolment numbers often entail students that hepeated grades or are older than what is
ascribed for a certain grade (Lewin 2007:579).#e¢ is a discrepancy between the enrolment
rates and completion rates this thesis will trgxamine what factors might be present which can
influence why children enrol in education but dd cemplete it. It will do so by trying to

answer the following question:

What contextual factors may underlie the low cotmuerates of Universal Primary Education

in the countries of Malawi and Uganda?

The purpose of this study is to present an ovendgewhat issues might attributed to why some
countries in Africa are struggling with keepingldnén in school, with reference to Uganda and

Malawi. This will be done in light of the theory wfstitutional monocropping.

1.3 Definitions

1.3.1 Definition of Universal Primary Education

The definition of Universal Primary Education wbk referring to that of the Millennium
Declaration (United Nations, 2000) which stated:tfia.] children everywhere, boys and girls
alike, will be able to complete a full course oinpary schooling, and that boys and girls will
have equal access to all levels of education’ @é¢hilations, 2000:5). In other words, universal
primary education means that everyone should Haeght to basic education, on a primary

level.



1.3.2 Definition of Contextual Factors

The research question sets out to find an explam#&ti what contextual factors might influence
the completion rates of Universal Primary Educatiothe two countries Uganda and Malawi.
According to the Longman Dictionary of Contemporarnyglish (2009), the wordontextis
defined as the following: ‘[t]he situation, evewtsinformation that are related to something and
that help you understand it' (Longman DictionaryGuintemporary English, 2009:364).
Furthermore, contextual are defined as ‘[r]elatm@ particular context’ (Longman Dictionary
of Contemporary English, 2009:365). As such, a@dntan thus be ascribed with many
connotations and therefore it is necessary to mbder what contextual factors actually will be
referring to in this paper. In this case, contektoneans the settings and structures that exist in
the two countries, for example, traditional genaées, predominately agricultural societies and
the relevance of educational attainment for theuatmarket. Therefore, the contextual factors
in this thesis are referring to the aspects whiaghirenforce or influence the reasons behind

why children might not complete their education.

1.4 Disposition

The thesis starts with an introduction to the dn@é has been researched, which also contains
the aim of the thesis and the research questioms&bond chapter discusses the methods that
have been used in order to collect data and thradgtt channels this has been done. The third
chapter entails the theoretical framework, anddeth chapter will provide a background in
order to get a better understanding of the togitead. Second to last comes the analysis, which
will investigate what factors might explain the loampletion rates in Uganda and Malawi. The
thesis will end with a conclusion that will try sommarise the main points and arguments of the

paper.

2. Methods
This chapter will present the method that has hedised when conducting research for this
paper, as well as identify from where this datalbeen collected. Furthermore, limitations to

this study will be discussed.



2.1 Method

This thesis will be done through a narrative litera review in order to, as Bryman (2012) notes:
‘[a]rrive at an overview of a field of study thrdug reasonable comprehensive assessment and
critical reading of the literature’ (Bryman 20122)0In other words, by using literature review
as a method this thesis will seek to explore whygletion rates of primary education in Africa
tend to be low, with Malawi and Uganda as refersnéecording to Bryman (2012), a narrative
review does not have strict criteria in which migeio include or exclude, thus giving them a
wide scope, in that the purpose is not to come itip soamething new, but instead to gather an
understanding of the topic at hand (Bryman 20121 Furthermore, a multiple-case study will
be undertaken, in order to see if the factorsdhainfluencing completion rates in the two
countries are similar to one another. The reaspnlfoosing Malawi and Uganda for the study
was because they were the two first countries fd@ment similar UPE policies in relation to

the targets and goals of the EFA and MDGs. Malaas wne of the first countries to implement
policies in relation to Universal Primary Educationth the introduction of Free Primary
Education policies in 1994 (Oketch & Inoue, 2008;4hereas in the case of Uganda UPE
policies were implemented in 1997 (Nishimura eR808: 162, Ssewamala et al. 2011:472)

2.2 Data

The thesis will be based on secondary data colldoben various reports, academic journals and
books that cover the issues of Universal Primanydation in Africa, particularly in reference to
Uganda and Malawi. The search for data has beesucted with the use of keywords that are
related to not only UPE, but also informal and farmstitutions in Africa and policy
implementation. Some of the keywords that have lsed are universal primary education,

livelihoods, education in Uganda, education in Mala

2.3 Boundaries/Limitations

When using secondary data it is important to keapind the authenticity, representativeness
and credibility of the sources, according to Brynfa@12). Bryman (2012) notes that the author
of whom the secondary data belongs to might hahiasato what is considered as important to

highlight and to be aware that a bias might esistiportant when using secondary data. As



such, it is important to examine the data in relato other documents in order to gain a more
comprehensive view of an issue. Furthermore, wiodeating secondary data it may be
impossible to cover everything that has been writtesaid on the topic, thus making one’s own
research subjective in what is chosen as relewardrfe’s own research (Bryman 2012: 544,
551). There are many issues that are pertaindetodtion of Universal Primary Education and
this paper has therefore focused on certain aspéttgrimarily completion rates and issues
connected to that problem, when doing the reseé&iatthermore, as the study is focused on two

cases with similar contexts it may be hard to galisr the findings to other contexts.

3. Theoretical Framework

3.1 Institutional monocropping

This thesis will build upon Evans (2004) theoryirwdtitutional monocropping, supported by
Hydén’s (2006) and Kelsall's (2008) notions of fanand informal structures. The theory of
institutional monocropping that Evans (2004) depelbrests on the notion of externally created
standardised institutional models being implemeintetkveloping countries, without taking the
national settings and context into consideratiomaddel that has been proven to work in one
setting is assumed to work in other ones as wetin éf the factors that generated success in one
country might not exist in another. What Evans tauges with the theory of institutional
monocropping is that these homogeneous institutimoaels do not take the diverse contexts in
which they are implemented in, into account. Furtiegge, Evans argues that with institutional
monocropping these models are often implementedganizational structures with formal

rules, which are assumed to be adhered to. Howiveigrgued that in many developing
countries the functioning of these institutionasides are influenced by informal structures as
well, and this factor must be taken into accoumtstitutional monocropping is going to work
(Evans 2004:30-34).

Hydén (2006) argues that with an international @mes in national politics, there has been a
significant pressure for African countries to strior aims that are seen as necessary for
governance from a Western point of view. Howeuse,way in which to achieve this have often

been through a blueprint, or institutional mono@iog, which consequently means that there is
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a standard that in theory should apply to all coest something that Hydén argues, the same as
Evans, are not taking into account the social alifigal climate in many African countries
(Hydén 2006:10). Bratton (2007) argues that in maoyntries formal and informal structures
often play a significant role in at the politicelatm. It is argued that in developed countrieseher
is a high reliance on formal structures, whereassttuation looks slightly different in many
developing countries as the role of informal stuoes can be seen to have more significance

when it comes to certain aspects (Bratton 2007 &6-9

Continuing along the same line as Evans (2004)s&e2008) argues that the forms of
institutions that are being implemented from owgsafl Africa do not match the local context and
therefore creates an environment which facilitatgsortunistic behaviour, and thus have an
impact on the way the state is perceived by thdiguls such, an explanation for the lack of
progress within development areas in African caaatmight then be ascribed the fact that the
institutions do not match the environment in whiisly are implemented in. In addition, it is
argued that people are most reliant on supporpaodsion from the extended family, and it is
within these relations where people are actingaitipal and moral grounds. These relations are
treated with value and people are careful of dignggthem (Kelsall 2008: 237-238).

4. Background

The following chapter will provide an insight insome social and political notions that are
prevalent to various extent across Africa, and ptewide a background on universal primary

education in order to provide a base on which tiedyais will be built on.

4.1 Informal and Formal Structures

The role of informal and formal structures was riaared briefly in the chapter on theoretical
framework and although the extent to which thesesagnificant differs across nations, it is
important to mention them in order to gain an ustierding of the analysis that will follow in

the subsequent chapter. It should be kept in Heasituations and scenarios that are going to be
discussed in this chapter are prevalent to vamatsnts in the different countries in Africa.

Hydén (2006) noted that in some countries the stageen as stronger than in others and at the
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same time the informal structures have more sicgniite in some countries than others (Hydén
2006:69). As such, the topics that will be brougitn the following chapter might be more

widespread in some countries in Africa than in cthe

According to Kelsall (2008) politics in many couet in Africa today are based on notions of
society and power that are remains from that ofgatenial eras, in that these notions are
viewed in the light of family and informal relatisnand that these relations have significant
influence on politics. In relation, it was also aeg that the extended family can play a
substantial role in the political sphere. It wasadiathat beyond the extended family reliance
were put on clans and ethnic groups, whereas #te wts emphasized last. In relation to this, it
was noted that public services were often secumexligh informal structures, which goes
against the structure of the formal structures franich these services are supposed to be
provided (Kelsall 2008:233-234,646). Hydén (200@)uas that a reason for the informal
relations prevalence over formal relations mighaberibed to the fact that the informal ones are
in a sense more concrete and direct than formal,aneich tend to be seen as more abstract. In
addition, in some African states, the divide betwpeablic and private is not as clear-cut as in
other parts of the world, and as such, the pubtierests might be meddled by private ones.
Furthermore, state and society are often seen ittéxwined, which impacts the power that the
state has as it is influenced by pressures fromnsdlegety. In such a situation it is argued that the
formal structures do not constitute the power thay have been seen to hold outside of Africa.
The informal structures are thus seen as the pranace for support which in turn have impact
on formal structures at the national scale, in #ffatrts from formal institutions are often being
overridden by the power of the informal structufldgdén 2006: 65-265).

According to Hydén (2006), the family and the nela$ associated with it are examples of
informal structures. In many African countriessitnot uncommon that the family tends to be
extensive and range beyond just the immediate yaffile informal structures provide another
form of security for people in that they presesease of familiarity and safety, and these factors
are seen to become increasingly relied upon whepleare facing risk or uncertainty. In
situations of uncertainty it becomes easier anis$ fesfer for people to rely on the informal,

familiar types of relations than that of the stagerelation that it is argued has previously been
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uncertain itself. Informal relations, such as kipsénd extended family, have for a long time
acted as a system of social security, when no sti@r system has been in place. These
informal relations rest upon the notion of reciptpand that those individuals entailed in such
relation shares that same assumption. In additiergs noted that relations such as kinship have
impact on social and economic activities, as neithe market nor the state have that influence
(Hydén 2006:80-88, 114, 164-165, 172, 226).

4.2 Universal Primary Education

The notion of education as a tool for developmgpnaccording to Semali (2007) based on other
countries positive experiences with education, wheglucational attainment is believed to
enhance productivity and make people participateermosociety. As such, it is assumed that
those same outcomes will be generated elsewhel&eyoali 2007:416). However, Kadzamira
and Rose (2003) note that although investmentduisaion are seen to have positive outcomes
once it has been attained, there are factors #matanstrain people from enrolling in the first
place or for continuing on with their education.ugdtion is seen as a long-term investment, but
does not have direct benefits in the short-ternctvkiien indicates that people are forced to
make sacrifices that might put strain on them aaghort-run but hopefully lead to progress once
education has been completed. For example, edaaaight not be the first priority when a
family is struggling to have enough food to eatdkamira & Rose 2001: 5, 11). Furthermore,
Nuwagaba (2012) argues that there are several tatiors that are ascribed to the attainment of
education, mainly that it is a tool for individyadogress in that it generates more opportunities
than without it, and that once education has bé&amad it will generate both personal
development and development for the community (Nyaka 2012:93).

When it comes to many developing countries, thailitg to carry out changes in the society is
often restricted due to many factors such as westkutions, with limited and wrongly allocated
resources. Furthermore, their initiatives mightlenpered by international agencies of which
the priorities differ from that of the governmefrindle 2004:536). Although Grindle (2004)
are referring to governance priorities, the notesreakes can be seen to have value when
referring to other topics as well. She notes tHag¢mit comes to priorities, donors often

emphasise the importance of rightful use of resssjrthe poor accentuates access to the
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services, whereas the politicians consider theemunsnces that an implementation of the
priorities might have on their political supporti3 then creates an adversity on which one
should be prioritised, and which of them shouldjlven most significance (Grindle 2004: 538).
Chimombo (2005a) argued in his research that itbeadifficult to reach everyone even when
policies pertained to a particular purpose has lmptemented. As such, there are groups that
are at a disadvantage when it comes to educatatahment and completion. Reasons for the
disadvantage are often ascribed to financial fadboit there are also other factors that bring
about the disadvantaged position of certain groupthat some educational policies are fixed in

the political, social and economic relations of sleeiety (Chimombo 2005a: 133).

Universal Primary Education policy implementatioriagled removal of school fees, which then
led to increased enrolment in many countries. Hawethis increase had unforeseen
consequences that affected the quality of educatiaimost every country. As the removal of
fees opened access to primary education for thagenad previously not been able to attend,
students that started attending school under thvelUfeE policy tended to be much older at the
time of entry than the ascribed starting age. bhitaxh, with a large amount of new students, the

size of classes also increased (Grogan 2008:208).

Keeping the theory of an institutional monocroppi@ing implemented in different settings in
mind, in this case UPE policies being implementedganda and Malawi, the next section will
try to uncover factors that might explain why botuntries are experiencing low completion
rates. This is to see if those factors are relaie¢de complications that Evans (2004) rose about

institutional monocropping.

5. Analysis

This part of the thesis will investigate what fastofluence completion of education in Uganda

and Malawi and try to gain an understanding whycit@pletion rates are low in both countries.
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5.1 Universal Primary Education in Uganda

As in many other developing countries, Universairy Education was put in place in Uganda
in order to increase the access to primary edutdfibis was done through the government
taking over the responsibility to cover cost susteatry fees and school administrative costs.
Initially it was meant to cover four children inakafamily that was of appropriate age to go to
school, but was changed in 2002 to cover everyl¢hat was of school-going age (UNDP
2007:19). Prior to the implementation in 1997, fumgdo public education was limited and the
costs that were present were funded by privatecesusuch as families, leaving the government
to fund the remaining part. After 1997, there wahift and the government took over the role of
providing for public education whereas the roleftonilies were to provide the costs for meals,
uniforms, classrooms and material. The fees fooslkcvere thus removed, but other costs
remained in place for the families to provide fdighimura et al. 2008: 162). Other fees that
might be associated with schooling, such as texfodothes and transport to and from school
are still to be provided by the family of the statléGrogan 2008:186).

McGee (2000) argues that the focus on universalgy education and formal education is
disregarding the fact that there are other formesdoication that are also taking place. Informal
education, along with vocational training is othepects that are prevalent in the Ugandan
society. The informal sector in Uganda is largeiciwithen puts a question towards if formal
education has any outcomes that are relevant faicipation in informal activities along with its
impact on livelihoods in rural areas (McGee 200Q@)10here are various forms of primary
schooling and the types differ across Uganda. Gr¢ga08) found in her research that 82% of
children that have partaken in primary schoolingehdeen attending schools that are provided
by the government, and thus falls under the UPEyof free education. After that, the other
forms are private non-religious schooling, whichnsts at around 10%, and religious private
schooling, which 3, 8 % of the children attendadttitermore, it was noted that non-religious
schooling was most prevalent in urban areas, wkenethe rural areas government provided
primary education had the highest prevalence. &h,stiwas implied that the UPE policy would
have more effect in rural areas than urban onesg@r2008: 191).
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Although there has been a significant increasenaflment rates it was also noted that Uganda
has had problems with children finishing their pripneducation. In addition, there is also an
uncertainty on the number of children that arepastaking in education at all (Ekaju 2007:40).
Uganda has been marked by conflict in the rurakiNon, North-east and West areas of the
country. As such, the unstable climate in whichaadion has been offered has had an impact on
the overall quality in those areas. There is atslgerof teachers in those areas, whereas areas
that have accommodated the people that have bpkted by the conflicts have problems with
facilitating these newcomers with education. Innbethern areas of Uganda, educational
services are highly dependent on efforts from etieagencies, such as UNICEF and NGOs
(UNDP 2007: 20). In addition, some teachers areadetjuately educated, or even educated to
teach at all. Furthermore, the reasons for higlp-dnat rates are ascribed to limited economic
resources, restricted health, along with signifiaistances to school (UNDP 2007: 20).

The education system in Uganda consists of prireangol, which entails seven years, with a
starting age of six. In addition, secondary scli@ohade up of six years and then three to five
years of tertiary or university studies. Primaryeation is free and also compulsory, whereas
education past primary school is optional (Kakud021).

5.1.1 Household Structures and Financial Costsin Uganda
Allison (1983) noted in her research that the exéehfamily plays a significant social and
economic role in many developing countries. As stioh consequences that education of a child
in the household will have on the household adéisitvill determine whether or not a child will
be sent to school. The outcomes from a child’s atioigal attainment in the long-run are often
put in relation to other opportunities and theisgibility for benefits for the household in the
short- and long-run. In other words, the loss pf@ductive member of the household will be put
in relation to what might be gained by attainingealucation (Allison 1983:265). McGee (2000)
notes the same thing when it comes to the casgandh, in that even though enrolment has
been made easier with the removal of fees the idaai$ when, or if, children enrol, along with
the decision of continuation of school lies withite household of the child. This is due to the
fact that it is in the household were the outcoares consequences of education are felt (McGee
2000:102).
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Nishimura et al. (2008) acknowledges that the @wera marginalized group and many
educational efforts have been made in order tardsm. However, in order to attain an
education a lot of both economic and personal imvests are required and many poor people
lack the resources for such investments. Thereéttiepugh fees have been removed as part of
UPE policies, the other costs can be a barriepdar in obtaining an education. As such,
economic aspects still have a large impact on tfagnanent of education in the case of Uganda
(Nishimura et al. 2008: 163, 169). Chimombo (20Q&g)es that indirect and direct costs of
schooling thus have an impact on educational attair for children of a household. The
indirect costs are particular relevant to ruraldeholds, as it is in these regions where children
often take part in activities to support househrekburces instead of going to school. Where
education is desired, but not compulsory, thereotanuch the state can do to influence the
households to send their children to school. Funibee, the socio-economic level of the
household from which a child comes also impactdetel of schooling that is being attained or
if they are talking part in education at all. Thdisat are poor are less likely to participate in
education than those that are better off, as ttliegot costs that are associated with educational

attainment can be too much for a poor family talitate (Chimombo 2005a: 131-132).

5.1.2 Harassment, Labour Structures and Unequal Gender Relationsin Uganda
As already mentioned, the enrolment rates increaggaficantly in Uganda after the
implementation of UPE policies, which generatedeasdor poor and rural children who had
previously been excluded from participating in saing (Kakuru 2008: 40). In her study on
gender in relation to primary education, Kakurug2pfound in the areas of Uganda which were
subjugated to research, that although the numbegirlefenrolled in education increased,
inequalities between boys and girls were unaffectéeé reason for this was ascribed to
household structures and livelihoods of the fargjlia that there was a high emphasis on labour,
both for economic purposes and within the househdidthese situations girls were prescribed
as having to carry the majority of the burden whioén impacted their school attendance and
participation. It was noted that this was partidylarevalent for public schools rather than
private schools, as many of the children in thelipigzhools came from backgrounds were the

livelihoods consisted of farming which entailedléiteconomic returns. This was put in contrast
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to the private schools where the students mosthyecd@aom a background where the parents
earned an income through economic work (Kakuru 20082). Furthermore, gender relations
also become apparent in schools when girls arecjpating in class. In his research, Chimombo
(2005a) argued that the expectations on girls \oever than they were for boys. In addition, the
distance to school also plays a factor for girlscational attainment as the longer distance a girl
has to school, the less likely she is to atterf@mimombo 2005a:133-135).

5.2 Universal Primary Education in Malawi

Malawi introduced Universal Primary Education p@gin 1994 and did after that experience a
significant increase in enrolment rates. Sevetaliss, such as Moyi (2012), Kadzamira and
Rose (2001), Chisamya et al. (2012) and KadzamidaRose (2003), noted the increase in
enrolment rates, but also noted other problemsahatrelated to the implementation of
Universal Primary Education policies (Kadzamira &de 2001: 5,8, 15-16, 19; Chisamya et al.
2012: 745; Kadzamira & Rose 2003:504, Moyi 201®)23adzamira and Rose (2001) and
Chisamya et al. (2012) both questioned whetheqtiadity of education declined as a result of
the upsurge of students that enrolled in educalibis due to the fact that it was seen that
insufficient resources were being allocated to atlan, there were teacher shortages in
combination with large size classes and the cuaiaas not adapted to the circumstances in
which they were teached (Kadzamira & Rose 200195Chisamya et al. 2012: 745).

Kadzamira and Rose (2003) ascribed the significammease in enrolment rates to children above
the given starting age re-entering education agfér school fees were eliminated (Kadzamira
2003:505). In addition, Moyi (2010) found in hisearch that the age of when a child starts
school has a relation to completion rates. He ntitetithere is a higher likelihood for a child

that enters school later than the ascribed agettbmsh school. The same situation applied if a
child is not in the grade corresponding to the @ge student. Furthermore, the reasons that
influence why children start school at a later agethe same as why they do not complete their
education. These vary from the responsibilitiethenhouseholds, financial constraints, quality of
school, their nutrition levels, along with longt@isces to school (Moyi 2010: 237). Furthermore,
although the enrolment levels have risen as hasdimpletion rate, the completion levels do not
match the number of enrolment as many studentguaiting school before they have learned to
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completely read and write. Thus there is a proldénetaining people in school, due to factors
such as poverty or that children are needed to woitke household (Kadzamira & Rose 2001:
8, 15-16).

Malawi has for a long time been dependent on eatenwestments into their education sector,
which gives international organisations a leewagxert their influence in the policy-making
process (Kadzamira & Rose 2003:504). This is dubdceducation sector not being able to
provide the needed efforts for development ancefoez donors are able to step in. The
insufficient efforts can be narrowed down to capglbshortages due to either unqualified or
new staff which consequently can lead to situatiwhsre policies are adopted where the
implications have not been properly consideredddition to this, it is uncommon in Malawi
that stakeholders are approached and take pastritufating education policies, which then
leads to policies in many cases being drawn upthegrs, such as donors (Kadzamira & Rose
2001: 9-10).

The current education system in Malawi is madeobe@ight years in primary school, following
of four years in secondary school and lastly faeairg of university, and the appropriate age to

start primary school is ascribed to the age oflgiayi 2010:237).

5.2.1 Household Structures and Financial Costsin Malawi
The level of economic resources are a factor thatss to play in determining if child takes part
in schooling, as financial costs associated wittosting, such as covering costs for textbooks
are impacting the participation of children, partarly girls, in school (Kadzamira & Rose
2003:304). Furthermore, Moyi (2010) noted thatfthancial aspects of schooling influence
whether or not a child attains education, in thatlevel of household resources determines if a
child can be sent to school. If there are highrexticosts of schooling, it is more likely that a
child will not attend or continue school. In additi, the indirect cost are not just directly redate
with school, but also entail costs for househoklthay might lose a productive member that
could have contributed to labour within the familyit, but instead is going to school (Moyi

2010: 237). This situation is particularly relevémMalawi, as it was noted that children might
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be needed to help out in the household ratherdttaming an education (Kadzamira & Rose
2003:508).

5.2.2 Harassment, Labour Structures and Unequal Gender Relationsin Malawi
Malawi is experiencing the problem of getting gidspartake in education at the same rate as
boys. According to Chisamya et al. (2012) the ddfee of girls’ and boys’ educational
attainment can be ascribed to the perceptionsatiedteld on women and the expected role they
have in society. Although there is now a more etpiadl of both boys and girls on educational
enrolment, gender relations seem to have staygdata (Chisamya et al. 2012:746-748). An
exacerbating factor to this can be that of thegaion held by parents and teachers on girls
versus boys when it comes to learning and whateagained from it (Kadzamira & Rose
2001: 21, Chisamya et al. 2012: 747). In additiwinen it comes to the gender structures in
Malawi, Bisika et al. (2009) noted that violencaldrarassment against women are other factors
that are influencing girls’ educational attainmértte same study noted that girls had been
exposed to unfair gender biases, as once in sghwak not uncommon that they were punished
to larger extent when doing something wrong thaatioys were. In addition, it was also not
uncommon that they were harassed at school. As gugas noted through the study that these
occurrences had impacted schooling for some ofjittee whereas for others it had not (Bisika et
al. 2009:288-292).

5.3 Agricultural and Urban/Rural Settings

When it comes to Universal Primary Education, RId@903) argues that there is inconsistency
between the provisions of education to everyortheasame time as maintaining a good quality
of education. This is due to the education systeot®eing properly developed for the UPE
policies (Riddell 2003:16-17), which points to wiatans (2004) noted about institutional
monocropping. Chisamya et al. (2012) noted thabalgh the number of enrolments improved
in the countries after the implementation of freenary education policies there are still slight
issues with being able to provide universal primadycation, with both governmental and
individual constraints that are impeding that psscéChisamya et al. 2012: 745). These issues
can be divided into demand and supply variatioriere the demand is ascribed to the individual
constraints whereas issues with supply are asctdb#tw government (Al-Samarrai and Zaman
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2007:364). Lewin (2011) argues that the problenh ¢lésts within the education sectors of
developing countries do so in connection to eabkroin that enrolment and completion
numbers are impacted by the problems of educatiality (Lewin 2011:5). Cremin and Goretti
Nakabugo (2012) argues that although there isasfoa supplying education so that everybody
have the chance to attain it, there should be fsignitly more focus on the quality of education,
so that the students are adequately prepared awddaigeable once they finish school and enter
the labour market (Cremin & Goretti Nakabugo 2003)5 In connection, Birdsall et al. (2005)
argued that the problem of children not completiogool is not going be solved even if the
quality deficits are being corrected, as therdaunger institutional problems at that needs to be
corrected as well (Birdsall et al. 2005:24).

Al-Samarrai and Zaman (2007) along with Bisikale{2009) noted that when it comes to
reasons for high drop-out rates, these vary frovarftial costs, or prioritising of household work
instead of education, to limited opportunities be labour market after education, gender
structures, or lack of quality of education (Al-Samai and Zaman 2007:364, Bisika et al.
2009:287). These are all factors that might expilaénlow completion rates when it comes to
achieving universal primary education. Howeverséhtactors do not offer an understanding of
why the completion rates are low. Chimombo (20@Bgles that education systems in Africa
are based on Western principles of schooling ircivkine outcomes of an education are to be
benefitted in a society based on modern princigleg creates an issue of educational outcomes
being generated towards a context that has lgtevance for many countries in Africa,
particularly Malawi and Uganda as both are largaicultural economies (Chimombo
2005a:137-142), with Uganda employing over 80 et of their labour force in agriculture
while the number is over 90 per cent for MalawiA@actbook Uganda 2013, CIA Factbook
Malawi 2013). Ellis and Freeman (2004) did a caselyson rural livelihoods in five countries,
two of them being Malawi and Uganda, and noted tasturces of income in rural areas where
generated primarily through self-subsistence aatii with household labour and education
following behind. It was noted in the same studt the further away from local meeting points
and services, the larger was the probability dtsabsistence farming (Ellis and Freeman
2004:13-17). This then suggests that as agricllfwcaluctivity is a large part of the livelihoods

in both countries, the livelihoods might have apatt on the level of schooling that is attained.
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In addition, in contrast to the perception of ediscabringing with it opportunities for a better
living that was noted by Nuwagaba (2012:93) inlikginning of this paper, Chimombo (2005b)
noted in his research that in many local commumineMalawi the perception on education
contradicts the statement of education leadingit@eced opportunities. It is argued that many
people in rural areas are dependent on the incbatest generated into the household and as that
has the first priority the result is that educatbmmes in second hand. Furthermore, it is argued
that the level of quality is low in general in Mafiaas schools are not adequately equipped with
material and textbooks, and lacks the facilitiesassary in order to provide satisfactory
education. As such, the demand for education desks well. It is thus argued that there is little
probability for people in rural areas of Malawirtove beyond primary school or even finish it,
and if they do, they often have limited numeric &tetacy skills. It was argued that the people
in rural areas was aware of this fact and theretbose to not send their children to school
(Chimombo 2005b:168-169).

Another aspect that might help to explain the l@mpletion rates is the urban and rural
discrepancies that exist in both countries. As maetl both Uganda and Malawi have large
agricultural sectors, and consequently have laogegms of the population living in rural areas,
with only 13 per cent of the Ugandan population 2@ger cent of the population of Malawi
living in urban areas (CIA Factbook Uganda 2013 €actbook Malawi 2013). This then

would presumably indicate that the focus of the Wkcies should be directed towards the
rural areas as that is where most of the populatiersituated. However, Ekaju (2007) noted in
his research on Uganda that the context in whieHXRE policies were implemented differed
across regions and that there was a concentrdtietucation efforts towards the Central and
West part of the country, areas that are considasedore affluent. The North and Western parts
are seen as more conflict-ridden and unstable,mis led to people in those areas feeling as
though they are not included in the same way asetiothe more affluent areas. The villages of
North and West Uganda are characterised by subsesfarming, and the levels of technology
tend to be low, which have impacted schooling esthareas, as the education services tends to
be of limited scale, teachers are not correctlycatkd and education supplies are limited. With a

limitation in education in the North and Westeraaa and a concentration of education on the
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East and Central areas, the levels of educatioasaeeconsequences better distributed and of

better quality in the urban areas than to thahefrtiral areas of Uganda (Ekaju 2007: 41-44).

5.4 Relevance of Education for the Households antlé Labour Market
Kadzamira and Rose (2003) noted in the case ofwakat education can increase socio-
economic levels and generate more opportunitiebtdined, but argue that this only occurs
when education beyond primary level has been oddiaiA primary education will thus generate
little prospect if not coupled with secondary edigra which it was noted that only a small
portion of those that finish primary school hav@oyunity to continue on to secondary school.
As such, for many poor people the relevance of @ryneducation for them on an individual
level or within the family is questioned as thegrtiselves are aware that primary educational

attainment is not enough (Kadzamira & Rose 2003:513

Similarly, Ekaju (2007) noted through his reseastblganda that people without a primary
education had limited ability to enhance their posiin society as a formal education is most
often considered a prerequisite for obtaining aifopublic and private sectors of the economy.
However, informal education is the form of educatibat is taking place in most villages in
Uganda, which then limits the opportunities for amtement for people in the villages from the
start (Ekaju 2007:47). Furthermore, Nuwagaba (2@t@)ed in his research that education in
Uganda tend to be very much based on a theorétsa, and not suitable to the labour market,
which then leads to unemployment of those that ltavepleted primary education. In addition,
the labour market cannot facilitate jobs for evesthat graduate, which leads to high
unemployment rates (Nuwagaba 2012:100). This aasitidicate why people choose not to
continue in education, given the prospect thabaltim primary education might be attained,
there are no jobs available. The investments aadfiees that go into education might not bring
back any economic or social enhancement. Furthexnideaju (2007) argues that poor people
might not see the need to let their children pariakprimary education as household work is
considered more important if they are living orbetow subsistence levels. In such cases, the
outcomes that are generated from universal priradugation are considered, and the view that
is often held is that although primary educatios been attained there are no place on the labour
market for them (Ekaju 2007:50). In her study, Kak(2008) concluded that access and
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completion of education are affected by unequabopipities for learning due to there being a
division of labour and ability to retain resourceshe households, a situation that is particularly
detrimental to girls (Kakuru 2008:45).

Chimombo (2005a) noted that the social and politbmate have not been taken into
consideration in the implementation process. Issuek as households being hesitant to the
outcomes generated by education, and the disreddineé importance of more suitable forms of
education such as informal or vocational trainirga@nly some of the problems that have not
been raised. It is further argued that there drerdorms of education that might be more
appropriate for some people to partake in, as us@r@rimary education is just part of the
formal education system. Informal education is pn¢so a large extent in many developing
countries (Chimombo 2005a:136-142).

5.5 Gender Structures

UNDP (2007) noted in the case of Uganda that boy$avoured when it comes to educational
attainment, which might be due to pre-existingualk, social and traditional notions. In many
developing countries the cultural norms ascribé tt@ expectations of education are less for
girls than for boys. This then generates that l@wgdavoured to partake in education, as girls are
expected to be more involved in work in the housgbiman what boys are. The fact that girls are
disadvantaged when it comes to education and thecgation of it might in part be due to the
fact that girls can be seen as inferior to boysclvibonsequently leads to differences of
educational attainment between boys and girlsdtiiten, the expected outcomes generated
from education often ascribes to enhanced participaf the formal sector, a sector that is less
accessible for girls. This then creates a disinegerior households to send their daughters to
school (UNDP 2007).

Chisamya (2012) argues that the gender structaodssimilar in Malawi, as there are often
limited opportunities for women to become a partoomal structures in many communities in
the country. Education can be seen as a threatdswiae traditional roles that women are
perceived to hold and it is common for women tdada in activities that entail care work,

whereas it is more common for men to participat®imal wage work. This is then creating a
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divide of what is perceived as feminized and maszéd labour. Consequently, although there
are more numbers of girls enrolling in primary @wven secondary education after the
implementation of UPE, there are still unequal gegndlations that are impacting the outcome
of education. In light of this, the expectationextucation is lower for girls than for boys, a
factor that might give a reason for the differebeéween the attainment of education between
girls and boys. Furthermore, another matter that sen in Malawi was that of girls attaining
both primary and secondary education, but endingsugnemployed, as there gender structures
do not facilitate them to take part in the formariet (Chisamya 2012: 748-753).

6. Conclusion

The question that was raised in the beginning ®fdper was what contextual factors that might
underlie the low completion rates of Universal RuignEducation in Malawi and Uganda. The
analysis of the situation of Universal Primary Eatimn in Malawi and Uganda noted that these
factors can range from financial and social onefhierent gender structures. Furthermore, it
was noted that the theory of institutional monogiog might also underlie the low completion
rates. Just as the theory assumed, the analysigedhibat the context of the two countries had
not been taken into consideration with the impletaitton of policies. The fact that both Malawi
and Uganda are predominately agricultural econonaiisges the question of the relevance of
education for those that are largely dependentbsistence farming, as the outcomes generated
from education are aimed towards a more moderosdairthermore, research showed that in
order to reap the benefits of education that haenlascribed by international organisations and
governments alike, education beyond primary leva$thm many cases be attained. For many
poor families this becomes a problem as they faeddss of a productive member of the

household when a child is sent to school.

In addition, the implementation of UPE policies eeen to impact the quality of education of
both countries, as there was a focus on quangtatitainment which led to the quality being
affected in order to try to accommodate the neédseostudents. This fact did not go unnoticed
by people partaking in education, and further cibe question of relevance of education to the

labour market. Due to the factors being similabath Uganda and Malawi it was difficult to
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contrast between the two, but it was shown thdt botintries are experiencing similar issues in
connection to universal primary education and #udrs that underlie the low completion rates

seems to be the same.
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