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Abstract

The complexity of Third World women's lives is compoundzd by pressures of
economic growth and development and the expectations of their traditional way of life.
This is evident in Chitral District, 2 mountainous region of Northern Pakistan, where
the relatively recent process of "schooling” is impacting on the Shia Ismaili and Sunni
Muslim women's daily lives. In Chitral District, which is relatively isclated in its
geography, politics and economy of Pakistan, the principle source of livelihood and
the main industry for the majority of the region’s population is agriculture. Local
women play an important role in this agricultural production. However, since the
1980's, development initiatives by non-government organizations, like the Aga Khan
Development Network (AKDN), combined with an influx of mode m sector activites
have resulted in a growing need for women's participation in areas like formal
education, rural development and health care.

This study has taken an ethnographic perspective and has assumed that an
understanding of women's schooling and work requires a detailed, in-depth account of
women's zctual experiences in a specific cultural setting, in this case Booni Valley,
Chitral District. Twenty-seven women of various schooling, age, work and religious
backgrounds have shared their experiences and perspectives of schooling and work in
the cultural context of their life.

This study has found similarities and differences in the way women with and
without schooling perceive formal education and work. Schooling is seen as the
avenue to what is perceived as the prestigious and valued modem world of formal
sector work, cash incomes and independence; in the process, women's traditional
work, which is vital to the well-being of their families and community, is devalued.
The older generation of women wish schooling had been available to them and
encourage their daughters to attend school so that they can lead a better and easier life
with formal sector work. Paradoxically, these women also view schooling as a way to
enhance their daughters' traditional roles. Their workload has increased as they take
on the domestic tasks of their daughters who are nearly all in school today'.

In the younger generation, many girls are unhappy about the school culture,
but the majority of them continue through the process with the same hopes as their
mothers: to access the modern world and to enhance their traditional roles. However,
many of these girls are unable to reach their goals because of cultural, educational,
economic and gender barriers. This leads to frustration and disappointment amongst
the girls. They perceive the time spent in school as time which would have been better



spent on other activities becausc schooling is irrelevant to the household and
agricultural labour to which they return. A paradox is also apparent in their views as
schooling seems to both contribute to the enhancement of their traditional roles and to a
devaluing of their existing contributions to their families and community. The few
women who do enter formal sector work are very happy, but find that their workload
has increased as they encounter pressures of both formal sector and household and
agricultural work.

After observing different aspects of women's lives in Booni Valley, it is
evident that the gender siructures are deeply rooted and restrict women from
participating in many activities in the community or from expressing their opinions on
issues concerning their needs and desires. The power of the women's voices leads to
a number of recommendations for possible change in education and in the way work is

perceived in the valley.
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CHAPTER I:
INTRODUCTION
Bismillah ar-Rahman ar-Rahim



Beginning the Journey

As a Shia Imami Ismaili Muslim woman who, by virtue of my destiny, has
been granted many privileges and fortunes such as access to schooling, the opportunity
to follow whatever road in life I choose and, most importantly, a voice to respond to
the situations and difficulties that challenge my independence, I feel a sense of
compassion toward my Ismaili sisters of Booni Valley in Northern Pakistan who, by
virtue of their destiny, have entered the world not knowing nor having the means to
know of such fortunes in life. However, in no way does this statement suggest that 1
view these women as helpless and powerless. On the contrary, ithese are women who
play a significant part in the many dynamic processes which characterize their region's
economic and cultural as well as their families' development, but whose contribution
has not been put in its proper perspective.

As a2 Muslim woman I also come to this study with the realization that the image
of the Pakistani Muslim women I portray comes face to face with the highly generalized
and ethnocentric image, portrayed by academia and the Western media, of a
"traditional," "oppressive” and "backward" fundamental Muslim culture which veils
and segregates its women. It is an image which presents a "blocked and
distorted...analysis of the Muslim woman's situation" (Mermnissi, 1975: vii) where the
"cultural argument" (Okeyo, 1984: 8) is used to explain the inequality of opportunities
between the genders as based solely on cultural factors. Invariably, this viewpoint
treats culture as monolithic and static, and usually chooses one index, such as the
Islamic religion, as the overriding determinant of women's low status (Okeyo 1984:

8). In presenting this image, most Western feminists have failed to recognize the
religious, cultural and historical differences between Muslim women and themselves as
well as amongst Muslim women. As a result, Western feminists have created
predominantly Eurocentric theories of women's oppression. In reality, however,
Muslim women are facing a more complex struggle against many forms of oppression
including Western imperialism and, particularly in Southern nations, access to the basic
needs for survival.

In presenting the realities of Muslim women in Booni Valley, I have app=ached
this study with the view that their culture and religion cannot be disconnected fro.n the
social, economic, political and harsh geographical circumstances in which they live.
Moreover, I do not presume that their culture is static. Rather, it is a dynamic culture
where numerous economic and social changes in the past two decades, such as girls'
and women's access to schooling as well as their access to paid employment, have



resulted in many cultural shifts and have greatly affected women's conditions. I believe
that Muslim women in Booni Valley must begin to speak for themsclves about the:
activities and concerns of their own lives. In the process, ihe significance of their
contributions will be revealed, and the women will develop inner resources that will
enable them to find additional sources of strength to deal with life's challenges
(Maison-Bishop, 1994: 2). As a Muslim woman my most meaningful experience in
being with these women for the months of my study has been the women'’s constant
invocations of God and Prophet Muhammed (Peace Be Upon Him)! which are critical
to their self-definition in the community and which reflect lives that are "imbued with
faith in God, rich in practices that reinforce their sense of God's constant presence, and
colored by a confident sense of belonging to a community of Muslims" (Abu-Lughod,
1994: 42).

Purpose of the Research and Choosing the Research Question

The main purpose of my study has been to understand the meaning of schooling
and work in the lives of women in Booni Valley in Chitral District of Northern
Pakistan. For generations, local women have played an important role in agricultural
production, the principle source of livelihood and the main industry for the majority of
the region's population. In addition, they have also had domestic and child-rearing
responsibilities.

In recent decades, however, this primarily agrarian society has witnessed much
development with the improvement of communication and the establishment of various
institutions like health care, rural development and education. These developments have
greatly impacted the local people and the cultural meaning systems which have been a
part of their primarily agrarian society for many generations. However, local women
are not receiving the same social and economic benefits as the men, nor are they
participating in investment decisions. The spread of mechanization and economic
growth has decreased the workload of men and increased their opportunities in waged
labour, but has not contributed to reducing women's workload (Merchant, 1992). Asa
result, women's work often goes unrecognized.

Only during the past decade have girls begun to participate more actively in
schooling up to class 10 and in some areas of the paid employment sector. Previously
these activities were only considered appropriate and acceptable for boys and men

IFurther references to Prophet Muhammed in this text will be followed by (P.B.U.H).



because of various cultural, social and economic factors. A major factor in women's
entry to schooling, in particular amongst the Ismaili women who maks up more than
two thirds of the Maslim population in Booni, has been the influence of their spiritual
leader, His Highness Prince Karim Aga Khan IV, and his late grandfather, Sir Sultan
Muhammad Shah Aga Khan IIl. Their guidance to families to educate their daughters
and initiatives by the non-government organization Aga Khan Education Service to
establish girls schools in many Ismaili-populated villages in the District have had a great
impact on girls' schooling. Development initiatives by the Aga Khan Development
Network and the Chitral Area Dey<lopment Project, combined with the influx of
modern sector activities, have opened up paid employment for women in areas like
rural development, education and medicine.

However, while "mass schooling” for girls indicates an increase in access to
schooling in the valley, it does not suggest how this is affecting the women,
particularly in relation to their family roles, gender relationships, their work and other
long-held cultural values. This study is, therefore, undertaken against a background of
the women's experiences to highlight how schooling is perceived by the women and
the meaning which schooling holds for them in relation to the various aspects of their
lives. It explores how women view their traditional work and paid labour in light of
their exposure to schooling. The research question thus addresses "the perceptions of
schooling and work of women in Booni Valley of Chitral District, Northern Pakistan.”
Women's entry into these milieux, however, has been and continues to be mediated by
social, cultural, and economic factors.

My decision to choose this area of research and to listen to as well as share the
personal experiences of the women in Booni Valley stems from an experience related to
my religion, Ismailism, and to the ethics of Islam. I have been greatly inspired by a
key aspect of Islam emphasized and practiced by His Highness Prince Karim Aga Khan
1V, spiritual leader of Ismaili Muslims, to serve humanity by extending a hand to those
who have only known a life of extreme poverty so that they can be in a situation to
better help themselves. Not only has the Aga Khan stressed the importance of
developing women's formal education as the pillar to personal, familial and communal
development, but he has also put much effort into establishing schools for girls in arcas
like Northern Pakistan where women's schooling has received very little attention in
government plans and initiatives. In undertaking this study and by listening to and
sharing the personal experiences of women in Booni Valley, I can orly hope that this
contribution, minute as it is in relation to the efforts put forth by the Aga Khan, will in



some way aid in the development of women's schooling and in the overall development

of women.
Significance of the Study

The increased consciousness brought about by the United Nations Decade for
Women has resulted in many Southern women gaining strength to speak out on the
issues which are important to their lives. Research on the lives of Southem women has
greatly increased. However, in Chitral District research pertaining to women in
development, in particular as it relates to fomal education, is limited. Impediments to
research include the infancy of women's schooling in many parts of the distric! and the
geography and the climate of the district which are not conducive to conduct such
research. Nonetheless, for any development to take place in the District, as in any other
part of the world, it is vital that the complexities of the women's lives be understood.
This can only be done by listening to the women and allowing them to voice their
experiences.

The need for Southern women's voices to be heard is compounded by feminist
discourse which depicts their experiences as homogeneous and universal and which
does not take into account the deeply embedded conflicts between the different groups
of women all over the world (Mohanty, 1991, Trinh T., 1989). Although
commonalties exist in the experiences of Southern nations’ women due to the
development process in the Third World, Southern nations’ women also experience
different realities specific to their own regions. Therefore, to lump all the experiences
of the women in Booni Valley together with the experiences of Southern women
around the world implying that they are homogenous would only perpetuate the cycle
of simplistic and meaningless recommendations for empowering Southern women.
Recognizing this critical need to allow Southern women to express their different needs
and concems as well as their commonalties so that recommendations can respond to
their experiences, I have come to this research with the view that listening to women'’s
voices and learning from their experiences is crucial to the reconstruction of our
understanding of education and development in their regions.

1 believe that the most significant part of this study is the voice which it has
given the women of Booni Valley. Most of these women live in a "culture of silence”
where cultural norms have emphasized male authority in every echelon of life including
women's lives at home, school, and the workplace. One of the most painful
experiences I encountered in Booni was the men who questioned the value of the



women's words to the work I was doing and, in some instances, who wondered why I
did not just get my answers from the men. What was even more saddening was that
the women themselves, particalarly those with no schooling, often believed that they
had nothing of value to share or offer when I asked them about their lives. Ironically,
the women's stories are full of purpose, richness and aspiration. Some of their stories
are painful, others are exhilarating and some are a mixture of both; but all are inspiring
as they open up a wealth of experiences rmeaningful to the world around each woman.
Each story reflects a different experience based on the varying ages of the women, their
different schooling and work experiences as well as the different religious sects, Sunni
or Ismaili Muslim, to which they belong.

This study has permitted the women to talk about their lives and their
experiences, in their own voices, thus allowing them "not only to develop and express
a consciousness of gender but at the same time enabling them to verbalize their
conception of social reality, regardless of whether it challenges a hegemonic world
view of gendered arrangements in the society” (Maison-Bishop, 1994: 6). It depicts
the women's constant struggle to manage both the pressures of development and the
expectations of their ancestral way of life. While these women aspire to enter the
"modern world," they are still required to participate in the "traditional world." Inboth
worlds, they encounter gender, class, ethnic and religious barriers.

Methodology

The approach which has generally been accepted to conducting cross-cultural
research is ethnography. Unlike positivist research methods which are often conducted
in controlled, artificial settings, ethnographic research takes place in natural settings
(Hammersley and Atkinson, 1983). In comparison to positivist methods which assume
that there are social facts with an objective reality apart from individual beliefs and
values, ethnographic research recognizes that reality is socially constructed through
individual or collective perceptions of a situation (Spradley, 1979).

Previous cross-cultural research, particularly as it relates to women's
experiences, has failed to take into account how different people themselves
conzeptualize social phenomena and has, instead, approached people as being passive
and having a neutral and universal character. In recent years, various scholars have
recognized that the rich cultural variations in the practices and conceptions of social
phenomena can only be understood through detailed, in-depth research in different

cultural settings.



With this in mind, I chose ethnography recognizing that the experiences of
women in Booni Valley and their way of conceptualizing the evolving culture in which
they live might best be captured by this methodology. I was committed to the view that
a construct of the culture in Booni Valley, especially as it affects women, could only be
developed from the women's patterns of social organization and communication. I
have therefore used the women's experiences and have listened to their voices to come
to an understanding of their conceptions of formal schooling and work.

The data in this study was collected from field research in 1994 during which
in-depth unstructured interviews were conducted with 27 women in Booni Valley.2 1
also gathered data from participant observation, conversations and informal interviews.
In addition, I used secondary sources collected from government and non-government
organizations in Chitral District and Karachi. The data was gathered over a period of
ten weeks during the months of August, September and October.

Organization of the Study

This thesis is organized into eight major chapters as follows:

Chapter I: "Introduction” presents the issues that led to the identification of the
research question. It outlines the purpose and significance of the study and the
methodological approach. The organization of the thesis is also presented.

Chapter II: "Women and Development" is divided into two main sections. The
first part examines the theories and approaches which have been articulated for women
in development. The second part is a literature review of the more practical aspect of
the complexities of schooling and work in Third World women's lives. The second
part also illustrates various gaps in the development literature on women's schooling
and work and the shifts taking place in cross-cultural research today.

Chapter IIl: "Approaching the Study: Field Methods" articulates a rationale for
selecting the methodology used in the study. The reader is provided with the steps and
strategies used for collecting and interpreting the data.

Chapter IV: "Historical Perspectives: Pakistan and Chitral" gives an overview
of the geography and history of schooling in Pakistan. It also provides a profile of
women's life in rural Pakistan. The reader is presented with the physical features,
history, culture and social and economic development in Chitral Disirict, in which the
research site, Booni Valley, is situated. In addition, the history of girls' schooling in

2See Table 3-1 in Chapter ITI "Approaching the Study: Field Methods" for a description of the women.



Chitral District is articulated and indicators on formal education in the district are
provided.

Chapter V: "Description of the Village: Booni Valley" presents the reader with
a detailed description of the village. It describes the village location in relation to the
rest of Chitral District and the facilities and economic characteristics of the valley. This
chapter also takes the reader into the life of women in Booni Valley. Three perspectives
are provided, each one representing a particular role of women in the valley today.

Chapter VI: "Women's Perceptions of Schooling" focuses on the women's
perspectives of schooling and gives importance to their words as the women
contextualize their experiences of schooling.

Chapter VII: "Women's Perceptions of Schooling and Work" explores
women's views of schooling in relation to work and vice versa. Again, emphasis is
placed on women's words as they give meaning to schooling and work in their lives.

Chapter VII: "Learning from the Women's Experiences" looks at the
conclusions which can be drawn from the women's conceptions of schooling and
work, and the implications of their perceptions in relation to the culture as a whole.
Recommendations for further research are also provided.



CHAPTER II:
WOMEN AND DEVELOPMENT



Part 1: Theories and Approaches

In the past two and a half decades, studies relating to "women and
development" have grown tremendously in academic scholarship, policymaking, and
planning. Issues relating to Southern women's schooling and work comprise a large
part of this growing literature. The United Nations Decade for Women (1976-85) has
played a crucial role in this process by highlighting and publicizing the important, but
previously invisible role of women in the economic and social development of their
countries and communities, as well as the effects of Third World economies and social
development on women. Women's relationship to the development process is complex
and problematic. This complexity often remains unrecognized as subjects relating to
women and development and education and development are not well integrated in the
li*=rature. While this study recognizes the complexity and interrelatedness of women's
relationship to development and schooling, these two frameworks will be addressed
separately in this section because of problems within the literature which rarely
examines these two issues together. This section wili first provide an overview of the
theoretical trends for development in relation to women.

Trends in Conceptual Frameworks: WID, WAD, GAD

During the past two and a half decades, there has been a considerable shift in
the theory of development as it relates to women (Kelly and Kelly, 1989; Moser, 1989;
Rathgeber, 1990; Tinker, 1990). Rathgeber (1990) looks at the assumptions rooted in
three different perspectives : Women in Development (WID); Women and
Development, (WAD); Gender and Development (GAD). Each framework has led to
the formulation of different development strategies for women. However, as
Rathgeber notes, the linkages between theory and practice are often difficult to
maintain, and "too frequently development practitioners lose sight of the theory
underlying their work” (1990: 489).

Women in Development (WID)

The WID paradigm, which originated in the early 1970s, was a reaction to the
welfare approach of the 1950s and 1960s. The welfare approach viewed women as
passive recipients of development and assumed reproduction to be the most important
and only role of women. The WID paradigm emerged as a result of Ester Boserup's
(1970) study, Women's Role in Economic Development, which drew attention to the
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differing effects of the development process on men and women and the fact that
women had not shared equally in the benefits of economic growth. Boserup (1970)
was also the first scholar to systematically delineate the roles of men and women in
agrarian societies. Although Boserup'’s work was later criticized for oversimplifying
women's roles and work, it was important in focusing attention on gender as a variable
in development analysis. Based on Boserup's conclusions, American liberal feminists
began to advocate the "integration” of women into economic development (Rathgeber,
1990). They emphasized the importance of legal and administrative changes to ensure
equality for women in terms of participation in education and employment.

Although the WID paradigm drew attention to gender inequities in the
development process and strategies within this perspective may have improved
opportunities for a few women, the majority of women in agrarian societies of South
nations did not experience any benefits. The WID paradigm did not challenge the
broader development approach and, consequently, it was grounded in traditional
modernization theory. The modemization theory falsely assumes that benefits of
economic growth "trickle-down" to all segments of society in the South and North
(Hill, 1983; Jacobson, 1993). The WID perspective did not challenge the structures of
subordination in Southern and Northern nations. The impact of race, class and culture
were overlooked in this approach (Beneria and Sen, 1981; Rathgeber, 1990). The
WID paradigm has also received criticism for focusing primarily on women's
productive work and ignoring the reproductive side of their work and lives.

Women and Development (WAD)

The Women and Development (WAD) paradigm ensued as a result of criticisms
with the modernization process. This approach draws on neo-Marxist or dependency
theory which questions the inequalities between North and South nations due to
modernization. It also draws on Marxist analysis of class inequalities in Third World
nations. The WAD paradigm focuses on the relationship between women and the
development process rather than purely on strategies for the integration of women into
development (Rathgeber, 1990). It affirms that women have always been an integral
part of the development process, but their roles have been exploited (Gayfer, 1980;
Rathgeber, 1990). Within thc WAD framework, neo-Marxist feminists have
emphazised development with an empowering aspect and which is based on the
principles of participation, equity, self-reliance and social justice.

Although the WAD paradigm offers a more critical analysis of women's realities
than WID, it gives little attention to gender discrimination within classes (Moser,

11



1989). It also tends to ignore differences such as race and ethnicity (Benaria and Sen,
1981; Moser, 1993; Rathgeber, 1990). Like the WID perspective, the WAD paradigm
is not holistic because it ignores women's reproductive roles. Both persepectives fail to
undertake a full scale analysis of the relationship between patriarchy, differing modes
of production, and women's subordination and oppression” (Rathgeber, 1990: 493).
Development within the WAD framework has only widened the gap of social
inequalities and increased women's poverty.

Gender and Development (GAD)

In the 1980s, the Gander and Development (GAD) paradigm emerged as an
alternative to the previous paradigms (Rathgeber, 1990). Rooted in socialist feminist
theory, this perspective concerns itself with the social relations of gender and, thus,
views women's concerns not in isolation, but in relation to men (Gallin and Ferguson,
1991; Moser, 1993). Women and men play different roles in society and their gender
differences are shaped by history, religion, ethnicity, economies and culture. The GAD
paradigm questions the validity of men's and women's roles in different societies since
women have almost always been "assigned to inferior and/or secondary roles”
(Rathgeber, 1990: 494). The GAD paradigm is more holistic as it tries to understand
women's positions by exploring the connections and contradictions among gender,
class, race and international exploitation (Rathgeber, 1990). This perspective also
recognizes that the way gender relationships are socially constructed is always
temporarily and spatially specific (Gallin and Ferguson, 1991; Rathgeber, 1990;
Wieringa, 1994).

The holistic approach of the GAD perspective is also seen through its attempt to
link both women's productive and reproductive roles (Rathgeber, 1990; Moser,1989).
The GAD model rejects the private and public dichotomy which has commonly been
used to undervalue women's domestic roles (Rathgeber, 1990). It examines the
"private sphere” of women's lives and gives special attention to the oppression and
violence which women experience within their families (Jacobson, 1993; Rathgeber,
1990). The GAD paradigm recognizes that a preoccupation with only one aspect of
women's lives such as their productive work is problematic. For example, projects
designed to increase women's participation in income generating activities, without
considering their reproductive roles, could double or even triple women's already
heavy workload (Beneria and Sen, 1981; Sen and Grown, 1987). The GAD approach
does not focus solely on either the productive or reproductive aspects of women's
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lives, but attempts to understand the interrelationship between these roles (Rathgeber,
1990).

The GAD paradigm adheres to the empowerment approach whose origins are
derived less from research of First World women and more from the emergent feminist
writings and grass-roots organization experiences of Third World women (Mohanty,
1991: Sen and Grown, 1987). Women are no longer viewed as passive recipients of
development, but as change agents who are committed to structural transformation and
shifts in unequal power relations. The GAD model goes further than the WID and
WAD perspectives in challenging the underlying assumptions of current social,
economic and political structures, and in demanding a degree of commitment to
structural change and power shifts (Ra*hgeber, 1990).

Because of its emancipatory nature, the GAD approach is perceived as a
threatening approach to development by governments of Southern nations as well as
many international aid agencies. Consequently, a very limited number of projects and
activities are situated fully within the GAD perspective (Rathgeber, 1990).

Women's Gender Planning Needs: The GAD Perspective

In order to incorporate the gender issue into development, a gender planning
framework that distinguishes between women's practical gender interests and strategic
gender interests as well as their practical gender needs and strategic gender needs was
developed by Molyneux (1985) and later made popular by Moser (1989; 1993). Moser
(1989) emphasizes that issues like class, race, ethnicity and religion are not ignored in
the rationale for gender planning; the focus is "specifically on gender precisely because
this tends to be subsumed within class in so much of policy and planning” (Moser,
1989: 1802).

Practical gender needs respond to women's immediate needs and are easily
identified by women. This approach is not linked to an overall strategy to reduce
gender and income inequalities or to emancipate women. Strategic gender needs,
however, relate to women's subordinate position to men and their consequent social
and economic position (Grown and Sebstad, 1989; Moser, 1993; Wieringa, 1994).
Strategic responses differ from ore nation to another, are less easily identifiable by
women and are more likely to transform the long-term structure and nature of gender
relat'ons as well as income inequalities (Moser,1989; 1993). The strategic gender
needs approach recognizes women as important agents of change in addressing
strategic gender needs through empowerment, consciousness-raising, collective
organization, legal changes and political mobilization (Moser, 1993).
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Most development agencies focus on projects and policies which reflect a
practical response to gender needs as strategic gender needs are harder to identify
(Moser, 1993). This represents only a partial approach to meeting women's gender
needs and often results in women working longer hours or doing more unpaid work.
Women themselves are rarely given the opportunity to recognize and articulate their
strategic gender needs, and existing gender inequalities are often reinforced or even
made worse (Grown and Sebstad, 1989; Moser, 1989; 1993). While it is important for
both practical gender needs and strategic gender needs to be met, development planning
and policies must aim to tum these practical needs into strategic responses. This is
possible when practical interventions attempt to transform unequal structures of gender
relations (Alsop, 1994; Grown and Sebstad, 1989; Moser,1993).

While Moser's approach towards identifying women's practical and strategic
cender needs has provided a theoretical framework to assist in gender planning, it has
received some criticism. Firstly, Wieringa (1994) argues that the focus should be more
on who defines and plans a means to meet women's needs than on how the needs are
categorized. Moser's framework is criticized for being too "top-down," as her model
suggests that women express their concemns, but not be fully involved in the planning
process. Referring to Foucault, Wieringa states that "the distinction between practical
and strategic gender interests... is another attempt... not to explain reality, but rather to
control and normalize it" (1994: 840). Wieringa also argues that Moser's model is too
mechanistical and is oversimplified. Wieringa recognizes that women's realities, which
are diccursively constructed, are diverse and complex and "may contradict each other,
may strengthen or alleviate the relations of oppression in which they live, and their
impact may be felt differently at distinct times or phases of the lifecycle” (1994: 835).

Wieringa (1994) calls for a planning process which is able to adjust to the
ongoing shifts and complexities in women's realities rather than bending women's
needs to fit rigid and simplified theoretical tools. Thus it is more important that gender
planning be concerned with the critical, contextualized analysis of gender oppression
and with policies designed to transform this. Women should be directly involved in
this process so that the interrelated nature of their different activites and roles can be
taken into account. Wieringa (1994) recommends that gender planning should not be a
one-time activity, but a constant dynamic process in which different interests are
prioritized at different times.

While Wieringa has expressed some valid criticisms about Moser's model,
Moser's (1989) framework is still useful as it provides a means to critique the content
of development programs for women and to determine to some extent their impact on
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women's lives. Equally important is Wieringa's (1994) insistence on the on- going
needs identification and planning process in shifting and diverse social, economic and
political climates. Moser's (1989) and Wieringa's (1994) gender planning frameworks
can actually complement each other, and together they provide a more holistic approach
to understanding women's gender needs.

Develc, ment Approaches and Women

Welfare Approach

Several development approaches designed to assist Southern nations' women
have ensued from the above conceptual frameworks on women and the development
process. The earliest approach is the welfare approach which is based on the
assumptions that women are passive recipients of development. Projects situated
within this framework aim to enhance women's domestic work which is perceived to
be the most important role for women. Although this development model only
addresses women's practical gender needs, it is still the most popular with governments
and with some non-government organizations (Moser, 1989).

Equity Approach

The equity approach surfaced during the United Nation's Decade for women in
the 1970s as a reaction to the welfare approach and the negative impact of the
modernization development policy on women. The equity approach is the original WID
approach and was influenced by Boserup's (1970) study, Women's Roles in Economic
Development, and by Western feminism. Women were recognized as active
participants in development and the primary goal was to gain equity for women in the
development process. The equity approach recognizes women's practical gender need
to earn a livelihood and it also attempts to meet an important strategic need by aiming to
reduce inequalities in the gender division of labour (Moser, 1989).

However, the equity approach has been criticized for its assumption that
women's economic independence is synonymous with equity. This approach is also
problematic in its attempt to meet women's strategic needs through "top-down”
legislative measures. Politically, the equity approach has been challenged by many
development agencies and local governments who have labelled it an ethnocentric
feminism (Moser, 1989).
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Anti-Poverty Approach

The second WID approach, the anti-poverty approach, emerged in response to
criticism of the original WID approach. The anti-poverty approach assumes that
poverty rather than subordination is the main cause of economic inequality between
men and women. This development : ;proach aims to remove poverty and,
consequently, to eliminate gender inequalities by providing women with employment
and increasing their incomes (Moser, 1989; Wieringa, 1994). Although development
agencies like the International Labour Organization (ILO) have adopted the anti-poverty
approach, most of the income-generating projects have focused on meeting women's
practical gender needs. Moser writes, »_..unless employment leads to greater
autonomy, it does not meet strategic gender needs" (1989: 1813). The predominant
focus on women's productive role in the anti-poverty approach means that their
reproductive role is largely ignored. Coisequently, income-generating projects situated
within the anti-poverty framework only succeed in extending women's working day
and increasing their triple burden3 (Moser, 1989).

Efficiency Approach

In the 1980s, a shift from the anti-poverty approach to the third and now
predominant WID approach, the efficiency approach, took place. The emphasis moved
from women toward development, on the assumption that increased economic
participation for Southern nations' women is automatically linked with increased equity
(Moser, 1989). This policy approach, which aims to increase efficiency and
productivity through structural adjustment policies, is currently popular among
international aid agencies and national governments.

However, the efficiency approach defines women's work only in terms of
marketed goods and services and disregards women's reproductive work. This
approach relies heavily on the elasticity of women's labour in both their reproductive
and community managing roles, and only meets practical gender needs at the expense
of longer working hours and increased paid work to achieve the goals of structural
adjustment policies (Moser, 1989). Women's practical gender needs are often not met
because these structural adjustment policies reallocate resources from social programs
to increase economic growth and to earn wealth through foreign exchange by exporting
goods. Cuts in social programs and an increase in the cost of living have affected rural
populations, those with no formal education and, most of all, Southern nations’

3Triple burden"” refers to women's reproductive, productive and community managing work. These
roles will be elaborated upon later in this chapter.
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women. Third World women are further disadvantaged because the efficiency
approach makes no attempt to address their strategic gender needs.

Empowerment Approach

A fifth development approach to women, the empowerment approach, has
recently emerged in response to the previous unholistic development approaches. The
empowerment approach, which is adhered to by the Gender and Development (GAD)
perspective, differs from the previous approaches in its origins, in the causes,
dynamics and structures of women's oppression which it identifies and in the strategies
it proposes to change the position of Southern nations’ women. The origins of this
development approach are derived less from research of First World women, and miore
from the emergent feminist writings and grass-roots organization experiences ol Third
World women (Mohanty, 1991; Sen and Grown, 1987). Third World feminists like
Mohanty (1991) have acknowledged the empowerment approach for its emphasis on
gender inequalities and the fact that women experience oppression differently according
to their race, class, colonial history, religion and current position in the international
economic order. The process of women's empowerment also has two other important
dimensions: critically challenging unequal gender relations and creatively shaping new
social relations (Wieringa, 1994). This approach finds its roots in Freirean concepts of
consciousness-raising through dialogue and political mobilization, but employs a
stronger focus on gender discrimination (Freire, 1985; Wieringa, 1994). The
advancement of women, particularly in Southern nations, requires a political agenda
because their struggle for equality and justice occurs not only at the houschold level,
but also at the national and international levels (Johnson-Odim, 1991).

Unlike previous development approaches, the empowerment approach isa
"bottom-up" approach which recognizes the diverse aspects of women's lives and the
important contributions women can make to development. This approach views
women's empowerment in terms of providing them with the means to make their own
choices, speak out on their own behalf, control their own lives, participate fully with
men in determining and directing their common future, and thereby, increase their self
reliance and internal strength (Gayfer, 1980; Moser, 1989; Wieringa, 1994).
Women's reproductive and productive roles are equally acknowledged and the
empowerment approach is committed to meeting both women's practical and strategic
gender needs. Short-term strategies are identified as necessary to provide ways of
responding to current crises and long-term strategies are required to eliminate the
structures of inequality between genders, classes and nations through the collective
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organization of Southern nations women as well as through government legislation
(Moser, 1989).

However, with its goal of emancipation, Southern nations' governments and
international aid agencies perceive the empowerment approach as a threatening
approach. Consequently, there are only a limited number of projects and activities
which aim to empower women according to the objectives of this development
approach (Moser, 1989).

My study of women's schooling and work in Booni Valley recognizes the
empowerment approach to development as the most relevant approach to the needs and
conditions of the women in Booni Valley. Women's roles, needs and contributions are
significant and unique, and they must be acknowledged. Not only would this
acknowledgement help in identifying women's real gender needs, but it would also
allow their input into development to be made visible. The notion of empowerment that
my project adheres to is one which seeks to help all people to change their self-
perceptions and to see clearly the important contributions that both women and men are

already making to society.
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Part 2: Practical Approaches: The Complexities of Schooling and
Work in Third World Women's Lives

Women's Schooling

Shifts in Concepts of Knowing

The way people strategically orient themselves towards their environment and
their fellows to satisfy physical, social and emotional needs is guided by their
understanding of the cosmos - the world and their place in it. The framing of a
cosmology is usually done unconsciously, in a culturally and historically specific
manner (Branson and Miller, 1992). Branson and Miller write, "this mode of thought,
of speech, possibly of writing, of reading, this way of seeing, this way of articulating
the cosmos is their epistemology” (1992: 223); that is, it reflects and incorporates their
ways of knowing in their society.

Modernization and urbanization have led people in Southern nations tc revise
their perceptions of the world and themselves (Kulick, 1992). In most instances, this
social change imposed from the outside has resulted in epistemological problems as
Southern nations' people are experiencing challenges to their world views (Branson
and Miller, 1992). Westem-style schooling has played a crucial role in this
transformation of consciousness as new epistemologies and cosmologies arc
encountered via formal education.

Origin of Schocling

In order to understand the links between schooling and the wider socio-cultural
environment of the Third World, it is necessary to examine theories developed in the
context of understanding schooling in capitalist societies. Schooling in the West is an
historically and culturally specific part of Western capitalist society. In the fifteenth
century, an era of economic, political and religious upheaval, the triumph of science
and the glorification of the scientific method -- rational and ordered --set the stage for
progress firmly grounded in capitalist production (Branson and Miller, 1992). Since
the Enlightenment period, the expansion of education in the new science has
“followed, in form and cortent, the contours of a society egalitarian ideologically but
unequal in practice, a practice shaped by unequal relations of production” (Branson and
Miller, 1992: 232).

The Western formal education system, measured in terms of *schools” and the
achievement of "literacy,” continues to be ideologically committed to individual
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achievement through competition and the transmission of secular based knowledge by
formally, secularly-trained specialists (Branson and Miller, 1992). All knowledge is
presented as tangible and accessible to everyone through schooling via books and
formal classrooms. The focus on the scientific and empirically verifiable has been
dominant in Western formal education, but has also been challenged and revised in the
past twenty years. Formal schooling thus transforms consciousness to reproduce
individualistic, egalitarian and competitive consciousness basic to capitalist relations of
production and democracy (Branson and Miller, 1992).

Expansion of Schooling into Southern Nations

Western schooling in Third World countries was initiated and then spread by
colonialists who set themselves up as an implicit "yardstick" against which to compare
the "cultural Others" (Branson and Miller, 1992; Mohanty, 1991; Said, 1978).
Southern nations people were deemed "backward" or "un/under developed" and were
deemed needy of formal education to step onto the path to "progress” (Branson and
Miller, 1992). Foundations for continued capitalist expansion were established and all
local forms of knowledge, literate and non-literate, were seen as irrelevant to progress.
In the process, local knowledge and language was reevaluated, dominated, displaced
and redefined by new local political leaders of Third World countries, thus "wreaking
epistemic violence? on the unschooled” (Branson and Miller, 1992: 235).

Since the 1960s, the expansion of formal schooling has continued in newly
independent Southern nations, particularly at the secondary and tertiary levels in urban
centres (Bacchus, 1981; Schultz, 1961; Toh, 1987). In many regions, the expansion
of schools and students has far exceeded the number of teachers, especially those who
are adequately trained, as well as the number of buildings (Branson and Miller, 1992;
McNamara, 1989).5 The spread of schooling legitimizes equality of opportunity,
freedom, individualism and progress (Rockhill, 1993). This strategy of expansion is
based on theories of development, like the human capital theory, generated by Western
economists during the 1960s (Schultz, 1961). The human capital theory recognizes
education as the principle provider of a productive labour force which was necessary
for a nation's economic growth (Bacchus, 1981; Schultz, 1961; Toh, 1987).

4Epistemic violence results when people experience challenges to their world view as a result of
theories imposed from other cultures. Said's (1978) Orientalism discusses the framing of reality from a
Eurocentric context and the way Westem ideology has been put forward as the ideal way to understand
the world.

5The establishment of a "school” in the Third World does not hecessarily equate to a the establishment
of a building; many schools are held outdoors since buildings are unavailable.
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Education is also perceived &  #ay Yo reduce socjal inequalities. Traditional
knowledge and work as wefl# ¥o=3 languages continue to be devalued as people
aspire to enter modern sectr Atk rgulh schogling (Branson and Miller, 1990;
Kulick, 1992; Street, 19939,

However, the aforeynot§0meQ 5 ssumptiong have come into conflict with
complex cultural and econ()m1¢Q vealiReg Which prevent people from accessing the
promises held by capitalisny. /Ihemk pitfe or no ynderstanding of the relationship
between modern education 2y [Abour market gransmitted through socialization.
Unemployment and undemfnflbym&m 1ates are ajso rising as existing economic
structures have been unably (v Mp Rp with the large number of "qualified" people or
with escalating population g#¥Wi (Qxenham, 1984; Simmons, 1980; Toh, 1987).
This unemployment problast A sigilipg in "diploma disease” as people are driven to
exam-oriented education wyli(fh $wokyes Cramming material from irrelevant curriculums
(Dave and Hill, 1974; OxeyiPy, 19R4). As well, structural inequalities are widespread
as economic wealth continge? &y \e D d in the hands of a small elite who can afford
formal education (Simmonys, 1MC)). Some econgmists 10day Suggest, therefore, that
there is no evidence that sth‘)liﬂg generles ecopomic growth (Branson and Miller,
1992; Simmons, 1980).

People's perception s wiait is valuable gs far as themselves, their work and
their families have been reg ™" ici2q 25 a result of modemization. Schooling has been
integral in transforming thy® “hgionshibs and the values of local cultures.
Furthermore, formal educy 1’ N a5 xg at agent of social control (Freire, 1976).
Competition, individualisnf,tﬂiu'&m aljenation and hierarchy have now become
widespread in cultures why® ‘ypeRation was Once considered important in community
life. Many young people it ¥® Thir Werld are discontent after completing their
formal education because xSyl (RopoMic structures Jo not have the capacity to
absorb them into modern et \oRk (Branson and Miller, 1992). Even their parents’
expectations are work-orieplﬂ\ frad they o beggme disheartened when their children
are unable to find employne™ ¥ £1& modern secror. There is also little connection
between school and villagy lif\ Orte students leave school, it is difficult for them to
return to traditional work V/hﬂh \s5\jg the packhone of most Southern nations'
economies (Branson and Ml ty, 8982,

Bourdieu's notion of }'Q.bw&, a et of digpositions which unconsciously
influence people "to act and CRNA it ceriain ways,..8enerating practices, perceptions
and attitudes which are 'mglf]‘\i" (ChoMmpson, in Bourdieu, 1991: 12) is doubly
implicated in the schooliny Migiss: On the One pand, the habitus of people in Third
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World nations has been changed by schooling; on the other hand, it interacts with the
schooling context in ways which tend to lead youngsters from particular groups to fail

in school. Bourdieu argues that,

[t]he culture of the elite is so near to that of the school that children from
the lower middle class [and a forfiori from the agricultural and industrial
working class] can only acquire with great effort something which is
given to the children of the cultivated classes - style, taste, wit - in short,
those attitudes and aptitudes which seem natural in members of the
cultivated classes and are naturally expected of them precisely because
(in the ethnological sense) they are the culture of that class. (in Harker,

1990: 87)

The habitus redefines personal identity and world view. As a result, the younger
generation who is now recognized as "educated” is being increasingly divorced from
the "cosmos” of their ancestors (Branson and Miller, 1990; Kulick, 1992).

The understanding of schooling cannot be holistic unless gender issues are also
addressed. The examination of formal education in Southern nations becomes even
more complex and problematic when gender is also considered. Asa result of gender
biases within the traditional and modem sectors, Southern nations' women have not
benefitted proportionally from economic growth and have not gained equal access to
education (Boserup, 1970; Charlton, 1984; Joekes, 1987). The withdrawal rate of
girls is much higher than for boys, and girls do not enter school as frequently as boys
(Charlton, 1984; Hill, 1983). Indicators from 1987-88 reveal that 50% of the girls in
rural Pakistan begin primary school compared to 88% of the boys (Pakistani Planning
Commission, 1987). Men's schooling has been favored over women's schooling as a
result of the complex combination of Western patriarchal relationships and patriarchal
values which have survived from the pre-colonial culture (Hill, 1983; Sivard, 1985;
Smock, 1981). Hill writes, "when schooling was/[is] available for girls, it was/[is}]
usually justified on the grounds that they needed/[need] training to be wives, mothers
and the first educators of their children” (1983: 75). Although policies have been
introduced to ensure that all citizens receive equal education and to prioritize women's
schooling, social and economic indicators of development show that women's
opportunities have not improved greatly (Mumtaz and Shaheed, c. 1985). Third World
women, particularly those in rural areas, continue to form the largest disadvantaged
group in terms of access to education (Mumtaz and Shaheed, c. 1985; Sivard, 1985).
Their situation is compounded by gender, class and ethnic bias (Jacobson, 1993).
Most of these women work in unpaid and undervalued domestic and farm work,
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undervalued as a result of cultural and economic factors as well as a tendency in
*modern” contexts to assign value by educational requirements. This work is also not
recognized as work because it does not generate any visible assets (Beneria, 1989;
Jacobson, 1993).

Research on Women's Schooling

Research on women's schooling in the Third World reveals the complexity of
women's situations. Women are disadvantaged from both the macro and micro levels.
At the macro level, women's education has suffered from government priorities toward
men's schooling (Charlton, 1984; Kelly, 1984; Mumtaz and Shaheed, c. 1985).
Investment in schooling must also compete with industrial development and defense
which is recognized as a priority to a nation's modernization process. Pakistan's
military expenditures in 1988 accounted for 29.5% of the GNP while education
expenditures around the same period were approximately 2.6% (UNDP, 1992).
Political and bureaucratic competition may hinder policy implementation as well
(Charlton, 1984).

Furthermore, governments focus their plans on expanding education at the
secondary and tertiary level in urban areas as a way o secure employment in the
modern sector (Simmons, 1980; Toh, 1987). This situation has been found by
Bacchus (1981) in some of the African Commonwealth countries like Sierra Leone,
Malawi and Tanzania and by Merchant (1992) and Nabi (1991) in Pakistan, Urban
schools are inaccessible to women in rural areas due to cultural norms, economic
constraints, geographic conditions and distance (Brown, 1984; Hayes, 1985;
Merchant, 1992; Nabi, 1991; Preston, 1984). In Nigeria girls' personal educational
aspirations are influenced by their family location. 63% of urban girls, compared to
26.3% of rural girls, aspired to go on to higher education (Akande, 1987).

At the micro level, women's schooling is also affected by dynamics within the
community and the household. Women's formal education is seen as having a high
opportunity cost because households would suffer if girls were absent from their
reproductive and productive responsibilities (Preston, 1984). Girls also leave their
parents home after marriage so parents believe that their daughters should repay their
debt for nurturance by working at home before going to their husbands’ homes (Bruce,
1989). In Taiwan girls are sent to work in factories so that they can earn money 10 pay
for their brothers' schooling (Greenhalgh in Bruce, 1989). Rural parents with very
little money will send their sons to school before their daughters because men have a
better chance of getting high income-generating employment off the farm (Ashby,
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1985). Sons' employment is important to parents in rural areas where therc is no other
form of social security (Bruce, 1989). Ashby's (1985) study in Nepal also reveals a
priority of boys' education over girls' due to beliefs that women's work is within the
household and formal education is not necessary for this type of work.

With increasing poverty due to modernization, the growing rate of male
migration and more men working off the farms, women's workload within the
household has increased. Consequently, women lean heavily on the contributions of
their children, particularly girls. Jacobson writes, "the increasing tendency in many
areas of keeping girls out of school to help with their mothers' work virtually ensures
that another generation of females will grow up with poorer prospects than their
brothers” (1993: 75). Chabaud (1970) reports that the less education there is among
mothers, the less likely their daughters are to receive any formal education.

Socio-cultural factors are also recognized as barriers to girls' schooling. For
example, purdah, the institutionalized system of seclusion and veiling of women in
some Muslim cultures, has restricted women's access to education (Nabi, 1991). The
ideology of purdah has also resulted in segregated schooling for girls and boys (h.abi,
1991). Commenting on the religious and social norms that influence girls' access to
education, Merchant (1992) draws an interesting conclusion in her study in the Gilgit
Agency of Northern Pakistan. She notes that in this predominantly Muslim society,
where three sub-sects of Islam -- Sunni, Shia Ithna'ashari and Shia Ismailis -- live side
by side, the Shia Ismaili parents accept most readily the importance of formal schooling
for girls following the directive of thei spiritual leader, His Highness Prince Karim
Aga Khan IV (Merchant, 1992: 116). Merchant (1992) also notes that Ismaili girls are
given more liberty to participate in activities outside the domestic scene.

Traditional values have also been recognized as affecting women's participation
in school. Nabi (1991) states that, in some places, women are not sent to school
because their education is perceived as a threat to tradition and to the status quo. Nabi
(1991) remarks that even if gisls were "permitted” to go to school, early marriage and a
lifestyle that is very demanding of their labour leave them with very little time for
studying.

Tied to both macro and micro problems are factors within the education system
itself which hinder women's participation in school. Firstly, curriculums are designed
mainly to certify people for well-paying jobs in the modern sector. These curriculums
are irrelevant to women's lives as most women are not absorbed into the modem
sector. Women's needs are not included in the educational content (Dave and Hill,
1974: Dore, 1976; Nabi, 1991). Moreover, modern theories of education stress
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educating all children in the same way at school, but gender stereotyping is evident
throughout educational content (Charlton, 1984).

Current research on women's schooling in the Third World has brought out the
complexity of women's situation with regards to schooling. However, most research
splits the public and private realms and reinforces the same gendercd practices through
which women are oppressed in their everyday lives (Rockhill, 1992). While research
of this nature is important to provide a general picture of women's situation, it often
presupposes Southern nations' women to be passive recipients of schooling, and, in
some instances, to experience the same problems as women worldwide. Mohanty
(1991) has criticized the construction of "third world woman" as a singular universal
subject and the descriptions of these women which attempt to develop a common
explanation and analysis. Although a pattern of the issues affecting women's
participation in schooling is evident throughout most of the Third World, the way this
pattern is perceived at different periods in history and in specific cultural situations has
not been documented (Kulick and Stroud, 1992; Street, 1992). A lack of research on
the way people perceive and apply schooling and literacy in their daily lives leads to a
downplay of the creativity and cultural concems of those people being taught to read
and write (Kulick and Stroud, 1992).

Current Shifts in Research

Ethnographic studies on literacy by Kulick and Stroud (1993), Kulick (1992),
Farah (1992) and Rockhill (1992) are examples of a shift in the literature toward an
understanding of people's perceptions of literacy and, to some extent, schooling in their
lives. Kulick and Stroud's study (1992) in a Papua New Guinea village, Gapun,
shows that newcomers to literacy learned at school are not necessarily passive
"victims," but take an active role in employing this literacy as a "resource.” The people
of Gapun have their own ideas about reading and writing, generated from their own
cultural concerns. Rather than being "transformed by literacy, the villagers have
"transformed" it themselves.

While Kulick and Stroud's research does not specifically address gender,
Rockhill's (1992) and Farah's (1992) studies both take into account gender issues
pertaining to literacy. Rockhill's (1992) study on the politics of literacy among
Hispanic women in Los Angeles illustrates that the way women live with sexual
oppression is integrally connected to race, class and ethnicity. She notes that it is
difficult to find studies which consider the simultaneity of gender, race, ethnicity and
class as lived together in the "mosaic of people's lives” (Rockhill, 1992: 157). Her
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study demonstrates that "the construction of literacy is embedded in the discursive
practices and power relations of everyday life; it is socially constructed, materially
produced, morally regulated, and carries a symbolic significance which cannot be
captured by its reduction to any one of them" (1992: 171).

Rockhill's research has shown multiple and contradictory ways in which
women view literacy and schooling. The women experience literacy as both a threat
and a desire. For them, to learn English means to go to school and to enter a world that
holds the promise of change. However, this change represents a threat to all that the
women know. It also represents a threat to their male partners and to traditional
domestic authority relations.

Farah's (1992) study on literacy practices in a rural village, Chaman, in
Pakistan, also shows a paradox of threat and desire in women's experiences of literacy.
Literacy for women through the Islami sabaq (religious knowledge, for example, like
the reading the Holy Quran) has existed for at least two generations. It is approved in
the community and is expected to teach appropriate and pious behavior. However,
girls' schooling in the community is quite new, and attitudes towards women's secular
education are still ambivalent. The application of women's literacy to non-Islamic
domains is, therefore, problematic.

Nearly all the women with whom Farah (1992) spoke had a desire to be literate
or for their daughters to be literate. These desires varied from specific and practical
goals like "becoming a doctor” to more general goals such as "learning good manners"”
(Farah, 1992: 244). However, this desire has been *mixed with fears of challenging
the acceptable behavior of women and thus threatening their status in the community”
(Farah, 1992: 246). Going to school and learning to read and write are also perceived
as potential threats to the authority of tlic parents, brothers and husbands. When
women's literacy is used to accomplish household tasks like reading letters or reading
religious books, the ability for women to read and write is desired by everyone.
However, it represents a threat when it extends outside the household (Farah, 1992).

The understanding of women's schooling requires detailed, in-depth accounts
of actual practice in different cultural settings. In order to put the missing piece of the
puzzle back into research, studies must now take into account how women themselves
actually think about schooling, their access to schooling and how they apply their
schooling skills in their daily lives (Kulick and Stroud, 1992; Street, 1992). Rockhill
writes that it is "important to look at schooling, both in terms of its symbolic meaning
and the material realities in women's lives" (1992: 172). My study of women's
perceptions of schooling in Booni Valley is in response to the gap in the literature on
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gender and schooling. My research is also in response to the limited research on
women's schooling in Chitral District.
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Women's Working World

Women's working world in rural areas of Southern nations is complex and
involves many forms of labour, including subsistence production, domestic work,
informal marketing and paid employment in the formal sector (Beneria, 1992; Sivard,
1985). It differs from the men's working woild in the type of work, the hours of work
done per day, income, status, and patterns of entering and leaving the paid labour
market (Sivard, 1985). One important aspect of women's working world is its
contribution toward the survival and well-being of the approximately three billion
people living in the subsistence economies of Third World nations (Charlton, 1984;
Jacobson, 1993). Women provide critical economic support to their families, alone or
in conjunction with their spouses, by earning income in cash or kind. However, much
of women's labour is underestimated, unrecognized and undervalued due to
androcentric and Eurocentric theories and cultural attitudes about gender divisions of
labour (Acosta-Belen and Bose, 1990; Beneria, 1992; Cashman, 1991; Grown and
Sebstad, 1989; Jacobson, 1993). During the United Nations Decade for Women
(1976-85) it was estimated that women receive only 10% of the world's wealth,
possess less than 1% of the world's wealth, constitute 75% of the world's
undernourished along with children, perform 60-89% of all agricultural work and
account for 50% of all food production (Gayfer, 1980).

This section will provide an overview of the various components of women's
work in the Third World. The importance of women's work to their families,
communities and nations and the gender biases that undermine the value and importance
of women's essential contributions will be examined. Women's work will be
discussed in terms of their reproductive and productive roles at the household level and
their involvement in the formal sector of the broader socio-economic sphere. These
distinctions will provide a clear understanding of the complex nature of women's work
and the problems encountered in accounting for this work (Moser, 1993).

Women's "Triple Role"
In most subsistence economies of the Third World, women have a triple role
which they undertake primarily within and around the household (Moser, 1993: 27).
*Women's work" includes reproductive work comprising the "childbearing/rearing
responsibilities and domestic tasks undertaken by women, required to guarantee the
maintenance and reproduction of the labour force” (1993: 29). It also includes
productive work which "comprises work done by both men and women for payment in
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cash orkind. It includes both market production with an exchange value, and
subsistence/home production with an actual use-value, but also a potential exchange
value" (Moser, 1993: 31). Women also take on community managing work as an
extension of their reproductive role. This role, which ensures the provision and
maintenance of scarce resources of collective consumption, like water and health care,
is voluntary unpaid work, undertzken in "free time" (Moser, 1993: 31).

Traditionally, rural women have been engaged primarily in production for
household use or consumption rather than in production for cash or exchange. Their
roles have rarely extended outside the household realm for two reasons. Firstly, their
reproductive role reduces their mobility as well as their time and energy to carry out
even their farming responsibilities. Secondly, socio-cultural factors, like religion,
class/caste, cultural attitudes and formal legal systems, keep women home-bound and
relegate them to an inferior legal status in many Third World countries. These socio-
cultural factors also reduce women's economic options and social interactions and
restrict their access to the information and resources needed to respond to economic
opportunities (Saito and Spurling, 1992). In patrilineal cultures found in Bangladesh,
India, Pakistan, much of the sub-Saharan Africa and Latin America, women's access to
land and their security is tied to their marital status and the number of sons they bear
(Jacobson, 1993). Men do not generally assist in domestic tasks as such tasks are
considered below their status.

Today, the role of rural women has also been affected greatly by
industrialization which is encouraging and, at times, forcing women to earn cash to
help meet basic food, clothing and shelter needs (Charlton, 1984). Although women's
position and participation in productive activities were parallel to those of men in many
pre-colonial societies, their role is now being increasingly viewed as subservient to
men's roles (Acosta-Belen and Bose, 1990). Various development approaches usually
bypass women's needs thereby reducing their productivity and perpetuating
occupational and wage discrimination (Jacobson, 1993; Saito and Spurling, 1992).

One of the main reasons that development planners fail to address women's
needs is the conceptual, methodological and theoretical problems surrounding
traditional notions of "work" (Beneria, 1992). Much of women's work remains
invisible because traditional definitions of "work" have failed to capture the various
roles women undertake at the household level (Beneria, 1992; Grown and Sebstad,
1989: Jacobson, 1993). Labour force statistics and national income accounts have been
historically designed to collect information based on capitalist conventions of economic
activity that is part of the market or paid exchanges of good and services. Although
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there have been some attempts to incorporate subsistence farming into GDP accounts,
methodological inconsistencies have resulted in significant statistical disparities between
countries (Beneria, 1992). Women's activities such as producing food crops,
collecting firewood and gathering fodder are not counted as economically productive
because they take place in the nonwage economy for the purpose of household
consumption (Charlton, 1984; Jacobson, 1993). Women's reproductive work has
been perceived as a "natural” phenomenon and there has been little attempt to include it
in government record-keeping (Beneria, 1992). Women's agricultural work and their
participation in the informal sector is also viewed as an extension of their domestic
work. Consequently, women's work is undervalued, and women are viewed as
"unproductive” by government statisticians, development planners, the men in their
communities and even the women themselves (Bruce, 1989; Jacobson, 1993; Mocer,
1993). The invisible nature of women's contributions feeds into social perceptions of
women as "dependents” rather than "producers” and results in welfare-oriented
approaches for women (Jacobson, 1993). In contrast, men's contributions are
recognized and they benefit from most development planning and policy strategies
because they are mainly involved in productive sectors outside the household and retain
control of productive resources as well as the income generated from them.

Gender Roles, the Family and the Household

The tendency to downplay the importance of women's contributions can be
attributed to three interrelated assumptions: household structures consisting of a
nuclear family of husband, wife and children; the ideology of the male "breadwinner";
the household as a natural socio-economic unit within which adults share equal control
over resources and decision-making power (Moser, 1993). The nuclear family
structure is assumed to be concomitant with modernization and urbanization (Jacobson,
1993; Moser,1993). However, complex extended family structures are still
characteristic of many low-income households in Southern nations. Moser notes that
»where it remains vital for low-income survival strategies, as happens in countries
experiencing stringent adjustment conditions, extended families of widely different and
complex structures may not only survive but increase in numbers" (1993: 17).

The most important non-nuclear family household structure still "invisible" in
many planning contexts is the female-headed household (Bruce, 1989; Jacobson, 1993;
Moser, 1993). Two main types have been identified: de jure and de facto female
headed households. De jure woman-headed households are those in which the male
partner is permanently absent due to separation or death, and the woman is legally
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single, divorced, or widowed (Moser, 1993). The de facto female-headed household is
one in which the male partner is "temporarily” absent. In the recent decades, there has
been a rise in the number of de facto female-headed houscholds as poverty has forced
men to migrate in search of employment. This absenteeism has resulted in a reduction
in the amount of labour and income contributed to the family by men and an increased
pressure on women to make up labour shortages by carrying out traditionally male
activities as well as their own (Jacobson, 1993). Sivard notes that women are the sole
breadwinners in one-fourth to one-third of the families in the world (1985: 11). Their
income-generating activity for the purpose of household consumption becomes
particularly important and vital when there is no available cash to buy ihese essential
goods. False assumptions of male head ship and the household as a unit result in men
receiving development allocations and aid while women are reduced to worse penury
(Bruce, 1993).

Assumptions of male head ship are linked to conventional economic
development notions that increasing men's access to productive resources will raise
their income and will thus improve the welfare of the whole family (Acosta-Belen and
Bose, 1990; Jacobson, 1993; Moser, 1993). However, these notions have provea
erroneous. Women work about twelve to eighteen hours per day compared to men
who work for approximately eight to twelve hours per day. The use and exchange
value of women's work shows that they are the most productive labourers in the Third
World (Jacobson, 1993). They contribute more of their income, in cash or in kind, to
meet their family's basic needs (Bruce, 1989; Jacobson, 1993; Sivard, 1985). In most
subsistence economies, men have less responsibility than women to produce food and
other goods solely for household consumption. Thus men spend most of their time
developing businesses or pursuing personal interests (Bruce, 1989;J acobson, 1993).
As Bruce notes, "gender ideologies support the notion that men have a right to personal
spending money, which they are perceived to need or deserve, and that women's
income is for collective purposes” (1989: 986).

In much of sub-Saharan Africa, for example, men grow cash crops and keep
the income from them either to increase their personal consumption or to raise the
productivity of their own crops. Women, however, use their land primarily for
subsistence crops to feed their families. Because they are also expected to provide
shelter, food, school fees and medical care for their children and for themselves, some
of these women double their workload by engaging in income-generating activities to
supplement their farming income (Jacobson, 1993). Even in certain South Asian
countries where men are culturally responsible for providing shelter and paying their
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children's school expenses, women's productivity comprises a substantial, if not a
predominant, part of a family's income (Bruce, 1989).

Overall, women who retain control over income and expenditures spend more
on their children's food, health care, school and clothes than men whose outside world
claims a substantial amount of their earnings (Bruce, 1989; Jacobson, 1993). Even
when overall income is clearly inadequate, men generally withhold a proportion of their
wages for personal use (Bruce, 1989). The allocational priorities which women apply
to their own income and other income they control can be explained by the priority that
they place on attaining a better life for their children (Bruce, 1989).

Certain trends which have ignored women's important role in agriculture have
also affected women's access to resources, such as agricultural technology.
Agricultural modemization has been perceived as one of the ways of increasing men's
access to productivity and, consequently, increasing their income (Bourque and
Warren, 1990; Hill, 1983; Jacobson, 1993). As Hill notes, this is a result of
"predominantly male and predominantly European agricultural extension officers in
many colonial or immediately post-colonial countries [who] have tended to assume that
agriculture is a male responsibility” (1983: 70). Whiie mechanization has reduced or
replaced men's traditional labour, it has done litde to lighten women's workload and, in
some instances, has even increased their workload without increasing their income.
For example, men are able to plough their fields quickly and easily with tractors, but
women still have to perform the manual task of weeding and have larger areas to weed
(Bourque and Warren, 1990; Hill, 1983; Jacobson, 1993). In many Third World
regions, mechanization has made it easy to expand fields and cultivate for cash
=ropping. Not only are women deprived of the income from cash crops, but their
access to land for subsistence farming and to forest resources from commons lands is
severely limited (Jacobson, 1993).

Women's access to land for subsistence farming and to forest resources is also
affected by privatization of land once jointly owned and controlled by villagers and
accessible to women. Legal and cultural obstacles which favor male ownership and
control of productive resources prevent women from obtaining title to land. Jacobson

writes,

{IJandtitles invariably are given to men because governments and
international agencies routinely identify them as heads of their
households, regardless of whether or not they actually support their
families. Women's rights to land are now subject to the wishes of their
husbands or the whims of male-dominated courts and community
councils. (1993: 71)
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With women's access to land being limited, women depend more and more on sons for
access to land. Furthermore, when women's labour increases, they depend more on
their children for assistance. Consequently, children, particularly daughters, are kept
out of school. This trend also results in an increase in population rates and, in tumn,
increases the demand on the already scarce resources and arfects women's access . -
land (Jacobson, 1993).

Development planning is also based on a third erroneous assumption of
Western theory that resources and decision-making power are distributed equally in
families. Within households, the distribution of income is usually according to status
rather than need (Jacobson, 1993; Bruce, 1989). Studies in India, Bangladesh, Nepal
and Pakistan have shown a discrimination in the allocation of resources with sons
recieving more and better food, healthcare, and education than their sisters (Jacobson,
1993).

Gender bias within the household and the broader socio-economic context is a
leading cause of poverty. The importance placed on production with a monetary use
and exchange value as well as the notion held by men that housework is not "work" has
resulted in many women perceiving their work and themselves as valueless and inferior
(Bruce, 1989). Cashman has noted that it is important to acknowledge women's
knowledge and their survival strategies which are indispensible in a world where their
resources are scarce.

Paid Employment: Informal and Formal Sectors

As modernization results in various social and economical transformations, the
need for cash is an inescapable reality Jor families in subsistence economies of
Southern nations. Even in the most isolated communities, money is of increasing
significance because it functions as the general means of exchange. This is particularly
evident in the mountainous region of northern Pakistan where agriculture is the main
source of livelihood. Geographical conditions in this area make agricultural production
low and insufficient for most families to maintain a susbsistence level of consumption.
Shifts in patterns of consumption due to rising expecations have also increased the need
for a cash income (Lawson McDowall, 1994; Merchant, 1992).

More and more Southern nations' women are turning to income-generating
activities in the informal sector as well as activities in the formal labour force to ensure
the survival of their families. Their contributions from subsistence production are no
longer enough for household consumption because their access to agricultural land is
slowly diminishing with increasing population growth rates, privatization of land and
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cash cropping activities (Charlton, 1984; Jacobson, 1993). Furthermore, male
migration, marital instability, or the death of husbands has resulted in a growing
number of women who are the sole household supporters (Ibrahim, 1989; Jacobson,
1993). Ibrahim (1989) points to a movement towards jobs that pay an individual wage
instead of wages that support a family, a trend which is causing women to move into
the labour market in order to supplement inadequate male earnings. Growi and
Sebstad comment that money also matters to women "because it is the route to the
accumulation of wealth, power, and status" (1989: 940). Programs and policies are
also designed primarily around monetary activities. Although women's need and desire
for money income is increasing, their ability to eam income is constrained by the forces
that impel them to seek renumerative work.

While women's economic contributions are usually underestimated by the daia,
current statistics of Southern women's participation in the paid labou.r force has shown
both an absolute and a relative increase (Grown and Sebstad, 1989; Sivard, 1985). In
1991 the United Nations reported that 41% of world’s women aged 15 and over - 828
million - were officially measured as economically active (United Nations, 1991). ILO
(in Grown and Sebstad, 1989) reports indicate that between 1950 and 1985, there was
an increase in the proportion of all adult women seeking paid employment as well as in
the female share of the total labour force. In 1950, 37% of women in Southern nations
were counted as labour force participants, and this number had risen to 42% by 1985
(ILO in Grown and Sebstad, 1989). However, huge regional variations are masked by
these aggregate numbers. For example, in Latin America women's labour force
participation rate was 25%; in South Asia, 36%: in Africa, 42%; and in East Asia, 52%
(TLO in Grown and Sebstad, 1989).

While the greater visibility of women in the economic sphere can be taken as an
indicator of economic progress for women, this advancement is more complex and
uncertain than the increasing numbers may suggest (Ibrahim, 1989; Sivard, 1985).
The available information is limited in its coverage of the types of work women do,
their status and pay and some of the problems women encounter as they move into the
world of paid labour (Sivard, 1985). Even this information shows that the large influx
of women into the labour market has not significantly changed the nature of work for
the majority of women. It has done little to reconcile women's productive and
reproductive roles, to narrow the gap between women'’s and men's wages or to reduce
the increasing poverty now consuming the world's women (Sivard, 1985). In the
following section these issues will be examined as they pertain to the informal and

formal sectors.



Informal Sector

In Southern nations, women are concentrated heavily in informal sector
activities, including self-employment. The ILO has defined this sector "as that set of
economic activities characterized by relative ease of entry, reliance on indigencous
resources, family ownership, small scale of operations, labour intensity, reliance on
skills acquired outside the formal educational system, and unregulated and competitive
markets” (in Grown and Sebstad, 1989: 940). The informal sector is a residual
enterprise, often completely dependent on the larger formal employment sector (Grown
and Sebstad, 1989; Sivard, 1985). Women's work in the informal sector includes
activities such as marketing of fruit and vegetables as well as handicraft work.

The informal sector is crucial to the survival strategies of many Third World
women. Women enter the informal sector because of necessity and convenience and
because it opens up important long-term opportunities in situations where declining or
inadequate salaried employment is closed to women (United Nations, 1991). Not only
do women require less formal education to work in the informal sector, but there are
fewer biases in favor of men. It also allows women to comply with cultural norms that
keep women near the home, and there is less conflict between working hours and
household tasks.

However, the informal sector is not secure and productivity is often low
(Sivard, 1985). While women's participation is rising in the informal sector, their
returns are declining. This is due to the absence or high cost of credit, lack of
government support, exploitation by larger firms controlling raw matzrials or markets.
Studies indicate that there is a greater difference between inen’s and women's earnings
in the informal sector than in the formal sector (Sivard, 1985). Wornen in the informal
sector are vulnerable to even slight deteriorations in an economy. With the increasing
number of people entering the informal sector, particularly in countries with high debts,
informal sector returns are falling even more than in the formal sector (Sivard, 1985).
Eroding resource bases no longer generate what womgil need most: cash income
(Grown and Sebstad, 1989: 940).

Despite women's high rate of participation in the informal sector, much of their
work in this sector has been underestimated. Beneria claims that there is a lack of
statistical information on workers engaged in this area due to the "underground
character of at least an important proportion of this sector as well as from its unstable,
precarious and unregulated nature” (1989: 1549). The hidden nature of informal sector
activities creates many problems in obtaining reliable data and elaborating sources of
systematic data collection. For example, only those who engage in visible activities in

35



visible spaces are counted; those who work in "invisible” activities in the home are
ignored (Grown and Sebstad, 1989). In some instances, women's involvement in the
informal sector is also viewed as an extension to their demestic responsibilities, and is,
therefore, undervalued and not recognized as being economically productive (Charlton,

1984)

Formal Sector
The formal sector is referred o as "that set of activities in private or publicly-

owned enterprises or in the civil service which conform generally to tax and labour
laws and other state regulations” (Grown and Sebstad, 1989: 940). Unlike the
informal sector, it is comprised of regulated, high-growth, dynamic enterprises which
use a substantial amount of physical, human and financial capital (Grown and Sebstad,
1989). Women's work within the formal sector involves various activities, including
professional, clerical, skilled and unskilled work mainly in larger establishments in
industry, services and agriculture (Ibrahim, 1989).

Women are increasingly engaging in formal sector activities for a number of
reasons, some of which parallel the reasons for their involvement in the informal
sector. Increasing levels of educational attainment, rising costs of living, growing
number of female headed households and increasing self-awareness have influenced
women's participation in formal sector activities (Grown and Sebstad, 1989). For
many women, formal sector work also represents a desirable alternative to the options
available to them in domestic service or the informal sector. There is more status
associated with formal paid employment than subsistence farming and informal sector
work which is generally viewed as an off-shoot to subsistence production (Charlton,
1984: Sivard, 1985). Income and job security are better and more dependable for
women, and they may also have increased protection under the law. Morcover, it gives
women the opportunity to be exposed to modern work environments and to form
supportive networks with fellow workers (Sivard, 1985).

Despite women's need and desire for cash income, entering the formal paid
labour market is not a simple process. Women have to overcome many economic and
social barriers within the household as well as at the workplace in the broader socio-
economic context (Ibrahim, 1989; Sivard, 1985). Some women are unable to join the
paid labour market because they face transport difficulties. Cultural norms, like the
practice of purdah amongst some Muslim women, also prevent them from working
outside the household and from contributing money to the household (Malik, 1993;

Saeed, 1990).
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Another social obstacle faced by women is a double work burden resulting from
their responsibility to nurture their children and manage their households even when
they take on full-time wage employment (Tbrahim, 1989). Some women are even
restricted from engaging in wage labour because they are unable to coordinate work
schedules with their child care responsibilities and seasonal subsistence farming dutics.
Most women find it easier to work before they are married since they do not have to
juggle dual responsibilities of reproductive and productive tasks. Many women can no
longer count on childcare assistance from female relatives because of transformations
within the household structure from extended to nuclear families (Ibrahim,1989). The
help once provided by older daugthers is now in conflict with the desire of some
families to keep their daughters in school for as long as possible (Ibrahim, 1989).
There are also no "tradeoffs" between husbands and wives, and mothers must,
therefore, balance the conflict between market work and child care by reducing sleep
and leisure (Bruce, 1989: 982). Employers who expect flexibility from their workers
also tend to hire men rather than women.

Women also encounter various economic barriers in market activities of the
formal sector which place them in a relatively disadvantaged position. They face much
discrimination in the type of jobs open to them (Sivard, 1985). Women are often
clustered around jobs at the lower tier of the occupational ladder as a result of
discrimination built into the structure of job market (Ibrahim, 1989). Armstrong and
Armstrong (1990) also note that women's disadvantaged positions in the labour market
are due to a vertical differentiation which relegates them to the lower echelons of the
paid labour market. While there is some gender cross-over in terms of work, it is still
quite rare for women to take up management positions at the top of the pay scale which
are mainly filled by men (Sivard, 1985). According to Kenya's Economic Survey
(1992), the proportion of women in traditional male domains like managerial and
supervisory positions was miniscule.

Women generally tend to cluster around a limited number of occupational
groups in the commercial, social and personal services sectors which are considered to
be traditionally female jobs (Armstrong and Armstrong, 1990; Ibrahim, 1989; Sivard,
1985; Smock, 1981). In a number of instances, for example, women enter into fields
like teaching and nursing which are an extension of their caregiving and supportive
roles at home (Sivard, 1985). For example, Kenya's Economic Survey (1992: 45)
shows that in 1990, 24% of the total number of women employed in wage labour
worked in the educational services sector as opposed to 14.8% of the total number of
men employed in this area. Merchant (1992: 194) also illustrates a similar situation for
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women in the Gilgit Agency where most women in the paid labour force are employed
in professional occupations such as teaching, nursing or social organizations.

Many women also cluster arcund dead-end jobs like assembly lines in
industries, which are no longer acceptable to men. Many companies hire young,
unmarried women whom they view as "a flexible and [disposible] labour force that will
expand and contract with the business cycles” (Charlton, 1984: 141). Most positions
for which women are hired require limited skills, are low in status, offer no job
security, have little potential for advancement and are unlikely to provide training or
career development (Charlton, 1984; Sivard, 1985).

Third ¥’orld women's work in the paid labour force is also affected by
govemment structural policies that aim to increase productivity through improved
efficiency and that view women's economic participation in development as a link to
both efficiency and equity. Such policies are often shifting and result in women
overworking or not being guaranteed a job because they do not take into account
women's reproductive roles.

Because much of women's work is deemed to require less responsibility and
skill, a hierarchy in pay results with women receiving less pay than men. This
hierarchy in wages reflects gender relations in occupations. Sivard writes that "indirect
discrimination which results in lower pay levels [for the same or similar jobs done by
men and women] persists in many forms, implict in recruitment procedures, and
training and promotion policies which favor men" (1985: 14). Although government
legislations have aimed at dimnishing such discriminations in some industrialized
countries, substaritial gender differentials in wages and promotions persist. In
countsies like Canada where women have made inroads into male-dominated, high
status, high-paying jobs, women's earnings are still only 71% of men's (United
Nations, 1991: 88). Few Third World nations have made gender discrimination in the
workplace an issue. In addition, men are more likely to have regular full-time work
and receive greater seniority and benefits.

Labour market segregation and inequality reflect cultural patterns and
stereotypes which are hard to change (Sivard, 1985). A complex combination of
colonial oppression and patriarchal values extant from the pre-colonial culture has
restricted women's productive functions to a selected range of activities at the lowest
end of the hie:irchical scale (Acosta-Belen and Bose, 1990; Smock, 1981).
Occupational segregation is further affected by cultusal norms which only allow women
to work in the presence of other women in settings like educational institutions and
healih care facilities and which are resistant to change (Tbrahim, 1989; Saeed, 1990).
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Women's lack of formal education also prevents them from reaching supervisory and
management positions. The already overcrowded labour market cannot accommodate
the number of women who want to work. Many women are thus compelled to work
for low wages and in insecure positions which do not reflect their skills or education
(It~ 'm, 1989). Acosta-Belen and Bose refer to women as the "last colony" because
"wuisie': and colonies are both low-wage and non-wage producers, share structural
subordination and dependency, and are overwhelmingly poor” (1990: 310).

While improvements have been made within the paid labour market, if present
trends continue, earnings differentials between wemen and men will widen, working
conditions and occupational mobility will decline and women will become an even more
disposable labour force (Tbrahim, 1989: 1099). The conceptual evolution in the study
of women and development calls for research to pay attention to the ignored sectors of
working women who are essential to Third World economies. My study will examine
the various sectors of women's working world in Booni Valley. It will critically
examine women's perspectives of their work and the way it has been impacted by
formal schooling.
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CHAPTER III:
APPROACHING THE STUDY - FIELD METHODS



Research Problem

The purpose of my study was to understand women's perspectives on
schooling and work in Booni Valley in Chitral District of Northern Pakistan.

Choice of Research Site

I chose to conduct my study in Booni Valley, the sub-division headquarters of
Upper Chitral for a number of reasons, the two most important ones being
accommodation and availability of a translator. Arrangements were made for me to live
at the Aga Khan Hostel, Booni where I had the opportunity to interact daily with about
45 girls who attend the local Government Girls High School. Furthermore, the matron
of the hostel, Zarina, speaks English, and was, therefore, able to help me with the
translation and to discuss culturally specific knowledge. I also wanted to be in a village
where there was at least one girls' school.

As I wanted to find Ismaili and Sunni women's perspectives on schooling,
before my arrival to the research site, I had anticipated working in two villages, one
predominantly Ismaili and the other predominantly Sunni. However, as members from
both these religious groups live in Bocni, I focused on the experiences of women from
this valley only. This proved to be favorable as it took into account problems of
distance due to the challenging terrain. It was not easy for Zarina to travel far from the
village, and even the hostel, because of her committments to the hostel and her family.
Furthermore, we did not have easy access to a jeep. In this culture where women's
space is limited to the household realm, to school and, for some, to the place of
employment, it was also difficult for Zarina and I to travel alone. Even while walking
through the village we had to be accompanied by a man, usually a hostel staff member.
Religious tensions between Ismailis and Sunnis in Chitral District also made it unwise
for Zarina and I, who are both Ismailis, to travel alone, particulariy i Sunni dominated
areas of the district.

"Beginning Relationships"
Like Haig-Brown (1992: 97), I prefer "to think of the start of research in which

I participate with other human beings as beginning a relationship” rather than as
"gaining access" (Berg, 1989) to the study setting. I also recognize that my work can
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begin only when the participant accepts me as a worthwhile confidante” (Haig-
Brown, 1992: 97).

My relationships, and consequently, my work began when I contacted the Aga
Khan Education Service, Pakistan (AKES, P) in the fall of 1993. I explained my
research project to the staff and they expressed their willingness to support my study.
They were encouraged because this would be the first study conducted in the area
where the women themselves would get the opportunity to speak about their
perspectives on as well as their experiences of schooling.

"Beginning Relationships" With My Research Collaborator

As an "outsider” to the Chitrali culture, I explained to the staff of AKES, P
(Chitral) that I would need to seek the assistance of a research collaborator to begin
relationships with the local women (Lightning, 1992). Thus, upon arrival at the field
they helped me to establish one of the most important relationships during my study,
the relationship with my research collaborator and friend, Zarina.

Zarina is one of the first Chitrali women to have had the opportunity to go to
school and to leave the valley for higher education. She is currently working toward a
degree in education. Zarina is very involved in women's issues in Chitral and is
dedicated to the work she is doing for her people. Zarina introduced me to most of the
participants in the study as well as to many local people in the community who
contributed valuable information to the research. She also provided me with useful
information for establishing rapport with the people (Dobbert, 1982). She was my
main resource on women's activities, women's schooling, women'’s employment,
social networkings and family geneology. Zarina also helped me to verify and to
understand culturally specific data. She gave me a perspective which made it easier for
meé to understand her culture and the information which the local people shared with
me. Zarina and I also developed a special friendship, and her support was important
and valuable for me in adapting and feeling comfortable in this culture.

"Beginning Relationships"” With the Women
I had initially proposed to interview a sample of about six to eight women with
various backgrounds of schooling experiences. Once in the field, I increased the
sample to 27 women as I wanted the women to represent different perspectives based
on age, employment, religion and levels of schooling.
The process of building relationships with the Ismaili women in the sample was
done with the help of Zarina. Iexplained to Zarina the criteria I was looking for in my
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sample. The first step was to contact women who had confidence to express
themselves verbally and who were willing to share their experiences with me. 1 told
Zarina that I wanted these women to represent certain age, employment and schooling
experiences and that they should represent perspectives of Isrnaili and Sunni women.

Being an Ismaili, it was easy for Zarina to help me build relationships with
Ismaili women. She identified some Ismaili women with whom I could speak. The
hostel staff members also helped me to identify a few women, mainly Ismailis. As
Ismailis, it was harder for Zarina and the hostel staff members to identify Sunni women
in the community. Nonetheless, Zarina was able to locate some Sunni women because
of her work in the community, and through their contacts, some of the hostel staff
members were also able to identify some women from this religious group. Zarina and
I located ore of the Sunni women in the sample through a contact we established while
walking through the village on our way to the hostel from one of the homes.

The relationships which were built with most of the Sunni women in the sample
were done with the help of Taker bhaib, a key person in the community. Taher bhai,
who is 2 close friend of Zarina, is a very respected individual in the community and has
good relationships with most of the people. Zarina and I explained the criteria for my
sample to him. Taher bhai accompanied Zarina and myself to the Sunni homes which
he identified for us. He would explain the nature of my study and my purpose of
speaking with the women to the household women and men; he would also request
permission from the women and their fathers or husbands for me to conduct the
interviews. During the interviews, however, Taher bhai and other male members of the
household were not present as I sensed that the women were not comfortable to speak
with men around.

At the beginning of each interview, I explained my presence in Booni Valley to
the women. In many instances, the women had already made assumptions about my
presence. They thought I was involved with an aid agency and had come to give them
financial or educational assistance. However, I told them that I was a student from
Canada and that I had come to speak with the women about their schooling, work and
life experiences for my thesis. Most of the women, particularly those with no
schooling, found it difficult to understand the concept of a thesis so I told them I was
going to write a book based on their experiences. Many of these women thought that
they could not contribute anything to my project because they have never been to
school. I would tell them that their life experiences and their contributions to their

6Bhai means brother and is used as a form of respect.
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families and communities are of great value, and that their insights would be important
to my project. At the end of each interview 1 also asked the women if they would like
to learn anything about my life experiences and most of them usually asked me
questions about my family.

Overall, I contacted more than 27 women in Booni because a number of women
did not wish to participate in the study. It was mainly amongst the Sunnis that 1
encountered challenges connecting with the women. I think that a big part of this was
due to religious tensions within the community between the Ismailis and Sunnis. As
Zarina and I are both Ismaili, the Sunni women probably felt hesitant and suspicious of
my presence. There was a rumor in one of the Sunni dominated hamlets that I was 2
newspaper reporter. In one instance, I had to reassure one woman during a follow-up
session that I was not a newspaper reporter and that the work I was doing was for the
women. Iexplained to her that all the information she shared with me would be treated
confidentially and that anonymity would be assured. I also informed her that the
consent form which I requested each woman to sign and which she had signed during
our first meeting, was to protect her. Furthermore, I told her that if she did not want
me to use what she had shared with me, I would respect her wish.

A second factor which I feel might have made it difficult to build relationships
with Sunni women is the practice of purdah which appeared to be observed more
strictly by the Sunni women than Ismaili women.” I felt it was easier to build
relationships and to speak with Ismaili women as they tend to be more liberal and
relaxed about purdah.

A summarized description of the age, marital status, schooling and work
experiences of the women who participated in this study is presented in Table 3-1.
Women in Booni Valley who work in the formal sector are mainly in the health care and
education professions or in the women's organizations of the Aga Khan Rural Support
Programme and the Chitral Area Development Project. A few women are also
employed in the service sector at a non-professional level. This description also
indicates whether these women belong to high, middle or low castes. The exact caste
name has not been given as this is a sensitive subject. In some instances it was not
possible to find out the caste to which a woman belonged; a "--" has been used to show

this.

7See Chapier V "Description of Research Site: Booni Valley" for the practice of purdah amongst Shia
Ismailis and Sunni Muslim women in Booni Valley.
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Table 3-1

Social Characteristics of the Participants: Keeping the NamesS Straight

Name | Age |Marital|School® Work¢ Religiond | Caste
Group| Status?

Fatima 45-55 M None Hhid & agric labour S. L H

Ashraf 45-55 w None Service Sector S. L L

Suitana 45-55 w None Hhild & agric labour S L

Mariam 45 - 55 M None Hhld & agric labour S -
Azada 35-45 M B. Sch. Service Sector S. L H

T. Prep.

Bibi Rah 35-45 M B. Sch. Hhld & agric labour S. L L
Shora 35 - 45 M None Hhid & agric labour S. L L
Azza 35-45 M None Hhld & agric labour S H

Sakeena 35-45 M None Hhld & agric labour S L

Gulshan 20-34 M G. Sch. Hhld & agric labour S. L H
Aisha 20-34 M G. Sch. | Hhld & agric labour S L

Naseema 20-34 M None Hhld & agric labour S M_ |

Khatun 20-34 M None Hhld & agric labour S.1 M

Roshan 20-34 M G. Sch. Service Sector S. 1 -
T. Prep.

Mehnaz 20-34 M B. Sch. Service Sector S H
Dist. Ed.

Shabnum | 20-34 S G. Sch. Service Sector S. 1 H

Health care

Training

Rubina 20-34 S G. Sch. Service Sector S M

Shahnaz 20-34 S G. Sch. | Hhld & agric labour S M-L

Dist. Ed.

Rabia 20-34 S G. Sch. | Hhld & agric labour S. L. L
Dist. Ed.

Zeinab 20-34 S NFE (aduit | Hhld & agric labour S -
classes)

Yasmin 15-19 S G. Sch. | Completing Matric. S. L H
Umah 15-19 S G. Sch. | Completing Matric. S. L M-L

Zubexia 15-19 S G. Sch. | Completing Matric. S. L H
Sahebjhan | 15-19 M G. Sch. | Completing Matric. S. L M
Nilufer 15-19 S G. Sch. | Completing Matric. S H

Sameera 15-19 S G. Sch. Completing Matric. S H

Basra 15-19 S G. Sch. Beginning Dist. S H
Ed./Hhld & agric
labour

M = married, W = widowed, S = single; PB. Sch. = Boys' School, Teacher Prep. = Teacher Preparation
(Training), G. Sch. = Girls' School, Dist. Ed. = Distance Education,
CMatric. = matriculation, Hhld and agric labour = Household and agricultural labour;

Shia Ismaili; ¢ H = High, M = Middle, L = Low, -- = not known

8pseudonyms have been used for the

people appearing throughout
“Interviews and Conversations’

the text.
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NFE = Nonformal Education;
dS = Sunni, S.I. =

women's names. Pseudonyms have been used to refer 10 local
My mother’s name (which appears later in this chapter under
") is the only name which has not been changed.




Research Methods

The choice of research methods is directly guided by the nature of the problem
one wants to address. As my study was to understand the meaning of schooling and
work in the lives of women in Booni Valley in Northern Pakistan, I chose ethnographic
research methods. I thought that ethnography is appropriate for conducting cross-
cultural research as the principle objective of ethnographic research is to provide a
natural description of the cultural group being studied (Haig-Brown, 1992: 105).
Furthermore, ethnography allowed me the opportunity to leam from the people
themselves about their culture; to try to understand the "inside” perspective of the
cultural group I had chosen to study; to record how these people behave and how they
explain their behaviour; to make explicit the cultural knowledge that is implicitly
understood by those native to the study situation (Spindler and Spindler, 1987;
Spradley, 1979; Wax, 1971; Wolcott, 1987).

During my study, I used multi-modal collecting techniques such as participant
observation, interviews and the collection of other written and non wriften sources in
the field. Iused a number of data collecting techinques as this provides the basis for
triangulation whereby information is obtained in many ways rather than relying solely
on one technique (Goetz and LeCompte, 1984; Hammersley and Atkinson, 1983). 1
also cross-checked the data to prevent myself from accepting too quickly the validity of
initial impressions (Lather, 1986; Wolcott, 1988). This allowed me to enhance the
scope, density and clarity of constructs which I developed during the research process
(Glaser and Strauss, 1967). It also helped me to correct the influence of my
subjectivity and bias on the data as 2 researcher (Goetz and LeCompte, 1984). Thus, I
participated in the people’s daily lives for an extended period of time "watching,
listening, asking questions, formulating hypotheses...[so that I could] acquire some
sense of the social structure of the setting and begin to understand the culture of the
participants” (Hammersley and Atkinson: 1983: 89). In order for me to get and to
verify information through a variety of techniques, I had to become the "essential
research tool" in my study (Wolcott 1975: 115).

Participant Observation
While in the field, I used participant observation as a technique for collecting
data. According to Spradley (1980), participant observers engage in activities
appropriate to the social situation and observe the activities, the people and the physical
aspects of the social situation. Wolcott (1988 in Farah, 1992: 22) observes, "1 think it
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is fair to ask anyone who claims title as a participant observer to provide a fuller
expression about how each facet - participant, observer, and the precarious nexus
between them - is to be played out in an actual research setting.”

During the first few weeks in the research site, I was primarily an observer of
village life. I wanted to observe and try to understand the community in a cultural
context. My main form of participation in the community was in eating, in living and in
visiting people in the community. I spent a lot of time observing daily routines at the
hostel as well as interactions between Zarina and her children. When I visited the
different schools in the village, I also had a chance to observe some of the classroom
situations as well as other activities at the school.

It took me a few weeks to become comfortable visiting homes and walking in
the village. Although I took on the status of sister of the hostel girls and Zarina right
from the beginning of my stay, it also took a few weeks before we were all comfortable
with each other. Once rapport had been established, the hostel girls began to confide in
rne and to share their schooling experiences with me. They also talked about their
homes and how they felt living so far away from their families. Ifelt that the girls
connected with me for three main reasons: 1) we shared a common gender; 2) we
shared a common religion; 3) like them, I was a young weman living far away from her
family. Zarina alsc shared her life experiences with me. I began to participate in some
activities at the hostel like cleaning the grain with Zarina and some of the girls. I found
myself having to guard against becoming involved in gossip or taking sides which
sometimes meant being careful not to express opinions. Ifelt that I'had to be
particularly careful during discussions about religion, a sensitive topic in the district, or
when hostel girls had any conflicts with one another.

I discovered that it was not always easy to maintain a balance between
participant and observer (Farah, 1992). It was essential to become an active participant
to create a rapport with the local people so that they would allow me to observe, listen
to and experiences parts of their culture. However, this involved a lot of time and
energy which made it difficult at times to find time to write. Idid manage to write brief
notes after observing or participating in a particular situation and then elaborated on
then when I had time and privacy for reflecting (Farah, 1992).
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Interviews

Conversations and Informal Interviews
In addition to the unstructured interviews, 1 also gathered data from

conversations with the local people, including the hostel girls, Zarina and other hostel
staff members. These conversations focused on topics like school, women's work,
men’s work, family relationships, employment, and religion. For example, the topic of
school and women's life and family experiences would often come up during my
conversations with the hostel girls. They were awed by my schooling opportunities,
my work and the fact that I was a single woman living so far away from her family.
This led to them telling me about their schooling opportunities and their experiences as
girls living away from home in a community where this is not a common occurence.

Conversations with maie staf* - “ywed me to explore some male perspectives
oa schooling and life in Chitra

I had some conversatior. -r2d out tc be informal interviews with key
people? in the community .. < »: . ueadmistresses, headmasters, principals at the

jocal schools, hostel staff, exdets, r.ugious guides, as well as the staff and
administration of organizations inclug.ag the Aga Khan Education Service, the Aga
Khan Health Service, the Aga Khan Rural Support Programme and the Chitral Area
Development Project. These informal interviews and conversations were important in
providing information about family structure, daily routines and division of labour,
types of social networks in the community, the history of the area, schooling, the
economy, religion and various development initiatives taking place in Chitral. They
proved to be crucial to my  derstanding of where schooling fits in the context of the

women's lives.

The Ethnographic Interview

In my study, the unstructured ethnographic interview was used to gather
descriptive data using the women's own words to help me develop insights about their
perceptions and interpretations of some piece of their world (Bogdan and Biklen, 1982;
Dobbert, 1982: Spradley, 1979). The interviews were open-ended with some stated
structure and purpose. For me, it was a process of the women telling me their stories

and directing me in mutual exploration (Wolcott, 1987).

9Spradley (1979) has defined these people as "key informants.”
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U 1 .

During the unstructured interviews, I employed exploratory research methods
using what Spradley (1979: 60) calls "descriptive questions” 10 to find out how local
women perceive schooling in their lives. These initial questions were prepared t0
answer my research problem and were modified once I was in the field on the basis of
observation and conversations with local people. To maintain the flow of the "stories,"
I did not always ask the questions in the order that they appear on the interview
schedule.1!

I began conducting the interviews using a tape recorder one week after my
arrival to the village and continued to conduct them over a period of 10 weeks with
Zarina. Of the 27 interviews, nearly all were conducted using both English and the
local language, Khowar. Iasked the questions in English and Zarina translated them in
Khowar. Zarina then translated the women's responses in English. Six interviews
were condr cted in Pakistan's two official languages, English and Urdu, with women
and girls who have been or are currently going to school. These six interviews were
translated by my mother, Harcharan Parchan, who speaks Urdu, using the same
procedure as those interviews conducted in English and Khowar. I also conducted one
focus group with three school-going girls. Ibegan conducting this interview in Urdu
with the help of my mother. However, because the girls felt uncomfortable expressing
themselves in Urdu, we changed to the local language and Zarina translated.12

Each individual interview lasted one to two hours. The length of the interviews
was due in large part to the translation process and to uncontrollable factors like
interruptions and "personal" discussions between the translator and the participants
during the interviews. The interviews were conducted either in the participants' homes
or at my residence, the hostel. Of the total 27 interviews, nine were conducted at the
hostel.

In order to strengthen the credibility of the data, I transcribed the data after each
interview and conducted follow-up interviews with the women to fill in gaps or to
clarify information from the initial interviews. Lather (1986) refers to this as "face
validity" and it is established by recycling categories and emerging theories back
through at least a subsample of the participants (Hampton, 1993; Lather, 1986). 1often

10"Descriptive questions” are intended to allow the informants to provide a broad description of their

experiences.

11See Appendix A and Appendix B for interview questions.

12The hesitation and groping for words indicated to me that these girls are not fluent in Urdu and hence

this could be a reason many of them face language difficulties when they go to the "down district” for

gur;heli studies. This topic will be further elaborated in Chapter VI “Women's Perceptions of
chooling”.
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checked culturally specific data with Zarina. She would also tell me about family
geneologies as well as talk about village history which helped in interpreting the data.

Translating Interviews

Before leaving for the research site, I realized that language which plays a
profoundly important role for constructing reality in ethnographic research (Spradley,
1979) might be a limitation. Being somewhat familiar with Urdu before arriving in the
field, it was easy for me to learn enough of this language that I spoke it on a regular
basis with the girls and hostel staff. It was not possible for me to speak with most of
the local women in Urdu as they only spoke Khowar. Urdu is spoken and understood
primarily by those people with schooling as Urdu is the medium of instruction at
schools. Irelied on my mother's assistance to conduct the unstructured interviews in
Urdu as I did not feel confidant enough of my knowledge of the language to conduct
them alone.

As I was only able to be in the research site for about three months, it was not
long enough for me to also learn the local language, Khowar. It was often frustrating
not being able to speak and understand Khowar. 1 realized that a lot of valuable cultural
knowledge transmitted simply through ‘everyday’ conversations was being lost.
Moreover, I was aware that I was unable to understand the "cognitive maps” (Dobbert,
1982: 130) of the women as they were being lost during the translation process,
particularly when the women spoke at length to certain questions. It was difficult at
times for Zarina to remember everything or to remember it in the order spoken by the
women. Although she tried to be as accurate as possible, it wa' not always easy for
Zarina to translate meanings and concepts particular to Khowar into Englisk. Hence, I
not only had to be careful of my own subjective interpretation of language meanings
and concepts, but also of the translator’s subjectivity (Spradley, 1979). I also had to
be careCal to word guestions in a way that when translated, had meaning for the
women. For example, when asking women about their age, I would try to estimate
their ages by first asking questions about whether they got married before or after
menstruation (I was told that Chitrali women begin to menstruate usually at the age of
14 or 15), how long after marriage they had their first child and approximately how old
their children are now (this was sometimes estimated according to the class in which
their children were).

In retrospect, if I had had more time, I would have tried to learn the local
language. However, I feel I was able to leam enough of the local language to sense
where translator subjectivity might be coming into play and to pick up on any data
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which I thought might not have been translated. In order to validate the accuracy of
translation, I checked two interviews that were conducted during my first week in
Booni Valley with a second source. As mentioned earlier, I also conducted follow-up
interviews and checked culturally specific data with my research collaborator.

Choice of a Female Translator

Given the nature of my study and the Chitrali culture, I felt it necessary and
important to have a female translator. While I was in Booni there were only four
women who spoke English well enough to function as transiators. These women are
either teachers in the community or are in some way associated with educational
institutions. However, due to their personal work committments it was convenient to
rely primarily on one local woman as a translator, a key resource person and a research
collaborator, Zarina. As indicated earlier, my mother also helped me to translate
interviews with girls who are currently going to school. Idid not feel that these
participants would be able to taik comfortably or freely with their "teachers” as
translators.

Recording Unstructured Interviews

I had anticipated tape recording as many of the unstructured interviews as
possible. However, I did not want to record the conversations as they were personal
and open, and I did not want the women to feel threatened and inhibited from speaking
by the tape recorder. I felt that the presence of my tape recorder might jeopardize the
relationship of friendship and trust that I wanted to establish with them. On some
occasions. I did record the informal interviews with the consent of the participants.

Before recording the unstructured interviews, I sought consent from the
women. All of the interviews conducted with Ismaili women except one were taped.
This participani did not feel comfortable having her voice recorded. Only five of the
interviews conducies = -i71 Sunni women were recorded. Most of the Sunni women
had to request perinission from their husbands or fathers whe generally refused. The
interviews which were not taped were hand written during the interview and permission
was also requested from the participants to do this. Iassured the women anonymity
and confidentiality of the information they shared with me. also explained tnat the
tapes would be erased after the project was completed. In compliance with the ethical
guidelines established by the University of Alberta, all the participants were aske:’ to
sign a consent form.
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Recording Data from Conversations, Informal Interviews and Participant Observation

I recorded observation, infosmal interview and conversaiion data in a journal.
Although I often carried pen and paper wherever I went, entries into my journal were
usually made at the end of each day or immediately after the conversation or
observation took place. As with the tape recorder, at times I felt that these writing
instruments might inhibit the women; recordu.g was done later at the hostel.
Furthermore, I found that in some instances recording information during the
conversations disrupted the flow.13

The tape recorded unstructured interviews were transcribed directly on to my
computer after each interview. I also entered full versions of the hand-written
interviews on the computer. I transcribed &~ follow-up interviews in Karachi upon

returning from the field.

Secondary Data Sources

I also collected information from secondary data sources provided primarily by
the Aga Khan Education Service, the Aga Khan Health Service, the Aga Khan Rural
Support Programme, the Chitral Area Development Project and from a local teacher in
the community. These data provide statistical and background information on areas of
education, health and development projects, as well as on the geography and history of
the area. It was difficult to locate secondary data from govemment institutions as
updated records are not kept or filed. Much of their stastical duta is not current, is

primarily estimated data and is inconsistent.

Analysis

As data analysis is not a distinct stage of the research sequence in ethnography,
I began some preliminary data analysis while I was in the field to look for common
cultural themes and to aliow some hypotheses to emerge during t-e course of the study
(Lather, 1986; Spindler znd Spindler, 1987). Some culturally specific questions arose
from this process which I added to the interview schedule. This analysis also allowed
me to see if there were any areas where I needed to do to furiher observation or further
guestionning.

I did aot interpret much cf the fieldnote data while in the research site.
Athough it may have been useful to do this, time constraints and the amount of data

131 a:50 sought permission from the participants if I was writing anything in their presence.
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recorded made it difficult to make detailed interpretations while at the research site
(Farah, 1992).

Upon retumning from the field, I continued with the data analysis. Iused
Spradley's "domain analysis.” According to Spradley (1979: 100), "[a]ny symbolic
category that includes other categories is called a domain....Domains are the first and
most important unit of analysis in ethnographic research.” Through this step, the
ethnographer can find a doorway into the system of meaning of another culture
(Spradley, 1979). Semantic relationships provide the ethnographer with one of the best
clues to the structure of meaning in another culture. They lead directly to the larger
categories (folk domains} that reveal the organization of cultural knowledge learned by
informants (Spradley, 1979: 112).

After completing the domain 2nalyzis, I began looking fo- cultural themes
which Spradley (1279: 186} definex as any "cognitive principle. .acit or explicit,
recurrent in 2 aumber of Jomains and serving as a relationship among subsystems of
crltural meanirg.” {oitiul themes are ciements in the patterns which make up a
culture. T ocxt jrocess was connecting the themes with the theory.

Datu Validation and the Role of the Ethnographer

The ethnographer's role in the research process has been described as a "human
filter" (Khleif, 1974: 389) through which all the data from the unfamiliar setting are
screened. Thus, my personal involvement in the research has added another dimension
whereby my own experience and reactions are likely to form part of the ethnographic
account. As the existence of "value-neutral” (Lather, 1986} research has been denied,
the best I can achieve is a position of "objective subjectivity” (Lather. 1986: 78).
Being a middle-class woman brought up primarily in the western world, I admit to a
limited knowledge of the culture and perceptions of the women in Booni Valley.
Hencz, I acknowledge ihe subjectivity in this work where my viewpoint and influence
have obviously become part of the paper as information has been "filtered" (Khleif,
1974: 339) through my western feminist mind. I also acknowledge that although I
»can never come to a full understanding of another's ex;erience, [T} must try" (Haig-
Brown, 1992: 98).
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Research as "Border Work"

The most challenging experience for me was dealing with my identity and
explaining my identity to the local people. Being an independent woman brought up in
the middle-class western world, but sharing some common cultural and religious
characteristics with Pakistanis, I often felt as though I'was a "border worker” (Haig-
Brown, 1992: 97). Ifelt alot of tension in terms of the way I felt I was expected to
behave and the way I should normally behave. For example, I was told that it was
ok. rme to walk around in the village - mething not generally done by women -
because I was a 'foreigner. However, because of my physical characteristics and my
religion, I felt that I had to be extra sensitive. Ialso had to take into consideration that ;.
was not easy for Zarina to move about freely in the village.

I did not always observe physical purdah by covering my head, particularly in
Ismaili homes or hamlets of Booni. I wanted to maintain some sense of being an
‘outsider’ for the purpose of my research. 1 often took my cues on how to behave by
watching Zarina; for example, when she covered her head, I also did so; when she left
her head uncovered, so did L.

Being an independent woman living in a culture where women's space is
relatively restricted, it was not easy to get used to being accompanied by a male while
walking through the village: or while travelling by jeep. Not being able to communicate
freely with the people because of language barriers also made me feel like a "border
worker.” I remember sitting in some interviews and feeling as though this project was
Zarina's and not mine.

However, as I try to make sense of the purpose of my study and what I had
anticipated accomplishing out of it, I recognize that being a woman who shares a
common religion with most of the inhabitants of Chitral mac= 1t possible for me to
interact with and share in the women's lives. This, I feel has made a difference i
acquiring a deeper understanding and being able to accurately refiect the women's
lives. Furthermore, as an "outsider” I was able to participate in some of the men's
realities like sitting with them in their homes. In the Chiirali culture, the men usually sit
with the "guests" in a certain part of the home which is reserved mainly for guests, and
the women remain in the kitchen where they preparc a meal or some tea. Because of
this cultural practice, there were times when 1 even had to inssist that I could sit with the
women in the kitchen. I was also able to speak with the men while travelling with
them. I had the opportunity of interacting with male stafi members ai the hostei as
well. T remember talking with a white male teacher from the United States who told me

54



how restricted he was in terms of interacting with the women. I thought to myself how
lucky I am to have had the opportunity not only to get some sense of the women's
realities, but also not to have teen totally excluded from participating in the men's
realities.
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CHAPTER %"

HISTORICAL PERSPECTIVES OF PAKISTAN AND CHITRAL
DISTRICT



Maps 4-1 & 4-2
Pakistan's Geographic Position and Pakistan's Four Provinces

\UZBEKIBTAN TAJIKISTAN
TURKMENISTAN _

CHINA

AFGHANISTAN

Arsbian Sea

BALUCHISTAN

Adapted from: Bignoid, Wendy. (1994). i visi
in Chitral Valley. Pakistan. Masters Thesis. University of Reading.
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Pakistan in a Regional Context

Pakistan is centreed on some of the oldest civilizations in the world along the
Indus valley, but the contemporary state was created along with India in the Partition
Act of 1947 and the separation of East Pakistan as Bangladesh in 1970. Its borders are
not yet stable, as it contests control of north-eastern areas with India, but it now covers
an area of 800,000 square kilometres with a 1988 estimated population of 100 million
people. Pakistan has a variety of physical features including mountains, deserts,
plateaux and a lengthy coastline. The country shares borders with India, Iran,
Afghanistan and China. Administratively, Pakistan is divided into four provinces,
Punjab, Sind, Baluchistan and North West Frontier Province. Additional regions in
this country include the state of Azad Jammu and Kashmir, the Federally Administered
Northemn Areas (FANA) and the Federal area around Islamabad, the national capital.
Maps 4-1 and 4-2 illustrate Pakistan’s geographic position and its four provinces.
There are six major cities, with Karachi in the sou:h the largest urban area and
Islamabad and its twin Rawalpindi the second largest urban area, dozens of towns such
as Gi%:it and Chitral town in Northern Pakistan and over 4000 village communities
scattered throughout the country.

The national language and the language of government is Urdu with English
specified as a second official language. Within the provinces local vernaculars contest
for dominance: Sindi in Sindh; Punjabi in Punjab; Pushto in the North West Frontier
Province. There are also many other languages spoken at the village ievel. Arabic is
not spoken or used in daily social intercourse, but is taught in the schools (British

Consultants' Report, 1988: 15).

History of Education in Pakistan

The key to understanding any aspect of Pakistan such as its culture, politics,
government, law or education, lies in two things: Pakistan's colonial past and the
religious basis of its creation (Farah, 1992: 40). Pakistan's colonial past and its
religious history were shared with India, and this history is the history of the Indian
subcontinent including to a greater or lesser degree all of the countries of South Asia.
After Pakistan achieved independence from British India, there was 2 large migration
between the two countries; Muslims migrated from present day India to wliat 1S nOw
Pakistan and Hindus migrated from present day Pakistan to what is now India. The
majority of the population in Pakistan today is Muslim with a small minority of other
religious groups.
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The Pre-Colonial Period

Many of the Muslim rulers during the pre-Moghul and Moghul period were
great patrons of learning. During Muslim rule in India (1526-1858), Muslim men
reccived education through the makeab (primary school) attached to the mosques where
Quranic education, Persian, Arabic and elementary math were taught. They also
received education through the madrasa (middle/high school) where the Holy Quran,
hadiths -- sayings of Prophet Muhammed (P.B.U.H) --, philosophy, Shariah (Islamic
law), Arabic and Persian literature, and medicine were taught (Farah, 1992). At these
institutions, the translation of Sanskrit into Arabic andPersian, as well as the
development of local languages, Urdu and Hindi, were encouraged. Muslim rulers had
a "liberal policy" (Merchant, 1992: 98) in imparting education to the local men. It was
inipwrtant and necessary for men and women to learn the Holy Quran for kiyamat - the
day of judgement.

With the exception of Quranic education, secular education for women was not
perceived to be importarnt. Only a few girls from elite families received some basic
formal education which they leamned at home primarily through rote learning. Socio-
cultural traditions made it difficult for women to go out and attend maktabs and
madrasas, as their place was recognized primarily in the household . Nabi (1991)
considers it ironic that most girls were excluded from secular education since Prophet
Muhammed (P.B.U.H) stressed that it is the duty of all Muslims to acquire knowledge.
During the time of Prophet Muhammed (P.B.U.H), Muslim women had a high status
and participated in many privileged and honored positions in society.

The Colonial Period

Beginning around 1858, support for indigenous institutions was stopped &
the maktabs and madrasas were neglected with the establishment of British rule in what
is now Pakistan. In 1884, the British felt a need to make educational reforms in India.
This education was not one that was meant for the development of all local people. The
British wanted an educaticn to train local men in western language and thought, and to
produce a local elite to take over clerical administrative jobs (Farah, 1992; Merchant,
1992). The patriarchal class system introduced by the British did not consider women
as suitable candidates for such positions. Merchant writes, "[the] calculated attitude
towards female education by the British Government and Christian missionaries,
combined with Victorian-style prejudices against employment of women, deprived
most women...from receiving even the rudiments of formal education” (1992: 100).

59



Patriarchal relationships introduced by the colonialists, plus patriarchy during the pre-
colonial period prevented local Muslim women from participating in formal education.
For all Muslims, however, two consequences resulted from the British rule.
Firstly, the Muslim system of education deteriorated due to negative attitudes by the
British towards Muslim education and to the suspension of aid to mosque schools
(maktabs and madrasas). Secondly, the role and function of the religious schools and
govemnment sponsored schools became specific and diverse (Farah, 1992; Hayes,
1987). Whereas the maktabs and madrasas prepared men for both religious and secular
life during the Moghul rule, they were now only relevant to religion. Many Indian
Muslim men did not participate in the modemization and in the secular western
schooling as they saw it as anti-Islarnic and going against their culture and traditions.

The Post-Colonial Period
The new independent nation of Pakistan was not politically or educationally

strong. The country received few schools with the partition, and only three of the
twenty - one universities of undivided India came to Pakistan; two of these three
universities went to West Pakistan (current Pakistan) and one to East Pakistan (current
Bangladesh) (Hayes, 1987).

Although the Education Minister of Pakistan, Mr. Fazal-ur-Rahaman, deciared
the need to reorient the entire education policy "to correspond closely to the need of the
time and to reflect the ideals for which Pakistan as an Islamic state stands" (Qureshi,
1975 in Merchant, 1992: 100), from 1948 to 1959, no systematic aims of education
were established. The departure of expatriates resulted in a need to train locals to take
up positions as office workers and civil servants. Thus the education system continued
. » function as it had under British rule.

The 1972-80 education policy, however, aimed at universalizing primary
education to eradicate illiteracy!4. The policy also introduced changes such as
providing free educatior: up to class eight, increasing the proportion of female teachers,
revising the curricula and textbooks and establishing in-service teacher training
programs throughout Pakistan (Merchant, 1992: 100-1). However, female education
was not given priority. The practice of purdah meant that many people desired separate
schools for girls which were too expensive for the government. Furthermore, the
general attitude towards women's education was not positive because of traditions
resiricting women primarily to the household.

14"[1literacy” in the sense of not having any reading and writing skills.
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Women's education and development in Pakistan received some recognition and
priority in 1979, four years after the United Nations Women's Year in 1575. The
United Nations declared that successful social development planning necessitated
providing educational opportunities for women. Pakistan's National Education Policy
Document recognizes that "the society at large can only reap fruits of its efforts to the
extent it has invested in the education of its females” (Pakistan Ministry of Education,
1979: 20). Pakistan's Seventh Five Year Plan 1988-93 set priorities to integrate
women into the development process through the provision of full equality of
opportunity in education, health, employment and all spheres of national life (Merchant,
1992: 102).

Improvements have been made in the position of women and they have gained
access to education at all levels (Kelly, 1984). Nonetheless, equal opportunities in
education are still not evident in Pakistan, and this is particularly so for women living in
rural areas. Furthermore, the survival rate of girls in school as well as gender
differences in field, content and economic outcomes still prevail throughout the country
(Ghafoor, 1982; Merchant, 1992).

Profile of Women in Rural Pakistan

In 1985, of the total population of 48 million women in Pakistan, 73% lived in
the rural areas. An increasing proportion of women in rural areas is maintained as the
overall population rises. Thesc women provide a major source of labour for the rural
economy. They are heavily involved in reproductive and productive roles often
working 14 - 16 hours a day. The average age of marriage in Pakisi»n is 16.5.
Pakistani women bear an average of seven children, and their peak fertility occurs
between the ages of 20 and 24 (Mumtaz and Shaheed, c. 1985; Shah, 1986). Mumtaz
and Shaheed (c. 1985: 1) note that many "women die in childbirth each year because of
closely spaced pregnancies, unhygienic conditions in childbirth, long periods of
lactation, poor nutrition, and a lack of pre and post natal care.” The 1989 Statistical
Profile by the Pakistani Minister of Education revealed that rural girls are three times
less likely to attend primary school than boys. nd that this figure is not expected to
change much by the year 2000. The drop out -ate is very high, and consequently, the
retention rate of girls is very low. One out of every 13 girls in village primary schools
continues to enrol in middle school. In 1986, the literacy rate of women living in rural
areas was 6% (Shah, 1986).

My research area, Chitral District in Northern Pakistan, represents a region
where women's schooling has not received much recognition by the government.
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Chitral is a rural area characteristic of 3 “-eas where e 3 have continued to be
most disadvantaged in their participution in schoolitig —<cause of this "disadvantage"”
it is an ideal area for my research, which looks at the way that schooling is being
understood, interpreted and incorporated into women's lives.
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Map 4-3
Postion of Chitral District in the North West Frontier Province

NORTHERN
AREAS
(DISPUTED)

Adapted from: Bignold, Wendy. (1994). visi
in Chitral Valley, Pakistan. Masters Thesis. Umversnty of Reading.
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Chitrs( District in a Regional Context

Geography and Topography
Chitral District, located in the extreme north west corner of Pakistan, is the

northernmost district of the North West Frontier Province of Pakistan. The Hindu
ush Range divides it from Afghanistan and Tajikistan on the west and north, and the
lower Hindu Raj Mountains separate it from the rest of Pakistan on the east and south
(Shaw in Bignold, 1994). The district is 14, 850 sq. km. and 300 km long with
elevations from 1060 - 7778 metres (Baig, 1994; PTDC, 1985). Chitral District is
divided into two administrative sub-divisions or "tehsils": Lower Chitral (Chitral) is
about 6, 350 sq. km. and Upper Chitral (Mastuj) is about 8, 500 sq. km. Chitral town,
located in Lower Chitral, is the seat of administration and the district headquarters.
Booni Valley, located in Upper Chitral, is the sub-division headquarter of 1Tpper
Chitral. (See Maps 4-1 and 4-2, Map 4-3 and Map 4-4)

The terrain is characterized by rugged, barren mountains which are penetrated
by rivers, streams and steep- sided narrow valleys where settlements and agriculture are
concentrated.!S Mulk (1991: 18) writes, "the slope varics from level in the main valley
and associated farms and terraces, to very steep on the upper mountain slopes.” There
are over 600 villages in the district and the average farm size is 14.8 chakorums!é with
99 per cent land use intensity (Bhatti et al., 1994: ix). A road network connects valley
roads to villages, but it is poorly developed both in terms of overall length and
standard. In the last decade through the help of District Council all major valleys now
have jeepable tracks, but their conditions are generally poor (Mulk, 1991: 21).

The climate in Chitral District varies throughout the year. The summers are dry
and warm and the winters are extremely cold and can last up to seven months. Rainfall
varies considerably from mean annual values of 650 mm in the lower valley to widely
varying values in and near the mountains depending on the width of the valley, vaiiey
winds and altitude. Very little agro-climatological data are available beyond Chitial
town; the orly two meterological stations in the district are located in Chitral town and
Drosh which are in the lower valley at altitudes of less than 1, 500 ncters. It is
estimated that the district receives between 250 mm and 1000 mm of rainfall per year.
Rainfall in the upper areas of Chitral is low with the extreme northwest regicn of the

15The following figures indicate land use in the district: 47% of the land is glaciated area and is
perpetually snow-covered; 25% is predominantly stones, boulders, and bare rock; 24% is forest and
grazing area; and 4% is agricultural land and other miscellaneous land types, such as water bodies,
barren lands including cultivable wastes, sand bars and gravel (Mulk, 1991: 19).

16Four chakorums are approximately one acre.
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istrict getting less than 200 mm of rain a year. Most of the rainfall in these areas is
during winter and spring &= "all the moisture content of the monsoon [during summer
and autumn] becomes almost ¢~ hausted over the plains of India and Pakistan before
reaching these remote valleys" {Ud Din, 1990: 19). Chitral District is also a regicn
pron: to earthquakes.

During the winter months, the entire district is virtually cut off from the rest of
the country as the Lowari Mountain Pass which makes vehicular access possible into
and out of ihe district is blocked by snow. Although air travel is still possible to and
from Peshawar, the provincial capital which lies 400 km south of Chitral, this link is
also severely affected by the weather. The only "all weather” route available is through
Afghanistan, but sensitive borders make travel via this route dangerous.

Chitral District': geographical position and topography, thercfore, = ake it
isolated from the rest of Pakistan. Furthermore, "{d]ry and cold climate, paucity of
agricultural 1and, inaccessible naixre of the terrain, fragile environment, and
marginaiized nature of its resources [have] made human existence here an extremely
difficuit task" (Mulk, 1990: 4).

History

Little is known about the early history of Chitral, in particulzr the rr od prior to
the 14th century, due to a lack of written accounts on the area (Ud Diu *'50: 19).
What is known is that the former state of Chitral remained totally independent during
most of its recorded history and has been shaped by Persian -- prescnt day Iran -
Chinese and Arabian influence. Arab influence continues 10 retain a strong hold i: the
community which is evident in the people’s practice of Islar-

In the 14th century, Chitral we: 2 single political and administrative state, ruled
by an autocratic ruling family, the Raisz. Du:ing their reign Islam, the Kho culture and
Khowar -- the local language of Chitra' - started to spread to all areas of Chitral. The
Raise ruied for three centuries untit the end of the 16th century (1320-1595) when they
were succeeded by the Katoor family, also of Central Asian origin ana oelieved to have
descended from the Moghuls.

When the Katoor dynasty began, the former state of Chitral extended from
Gilgit to Chagan Sarai and Kafiristan in Afghanistan. During the reign of the Katoor
family around the 1930s western education was introduced to the zlite families of the
arca. A feuual or caste system developed with the hierarchy as foltows: the la's --
nobles -- who ruled ovzr the state at the top; those entrusted primarily with military
duties in the middle; the Chirmugh who worked on the nobles' land at the bottom.
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Work done by the Chirmugh was in the form of forced labour such as tilling the land,
~onstructing forts, private houses and water channels for the ruling class. This work
Jor which .he Chirmugh were not paid is known locally as boli . In additicn to forced
labour, the Chirmugh were required to pay ushur, a grain tax, to the ruling class who
falsely claimed that this tax was an Islamic obligation of paying religious dues.

A turning point in the histcry of Chitral and its people came in 1879 when
relationsinps were established with Kashmir which led to an indirect contact with
Br ®lndia. The Me. ar - the ruler --, Aman-ul Mulk, fearing the threat of Afghan
expansion into the 3z - - < it an alliance with the Maharaja of Kashmir. During this
pe:inid, the Brit h were «2~ rncerned about the continuous southern advance of
Russia whick was threaterang the northern borders of India, and hence, wanted
indirect, if nc« &' . «t control over the states guarding the passes of ihe Hindu Kush.
They advised the . saraja to accept the allegiance ar.d thus the Kashmir-Chitral treaty
was signed. Many people were against the alliance establisned with the British and
Kashmir, fearing that such ties might be harmfui to the independence of the siate. In
1892, Chitral's connections with the countries north of the Hindu Kush caine to an end
as a result of a borde: agreement with Afghanistan which deprived Chitral of its
territories of Bashgal and Asmar; since then, Chitral has had relations only with re_"0ins
lying south of the Hindu Kush. Mehtar Aman-ul Mulk 2!so died in 1852, and the
succession to his domain was disputed amongst his threz sons and his exiled brother
{or three years. A general uprising began against the British. The British tock fu’l
control over Chitral and ruled through Aman-ul Mulk's fourteen year old son, Shuja-ul-
Mulk, whom they had provisionally recognized as Mchtar. "The siate continued to face
aggression by the Afghans and in August 1919, a Peac: Treaty was signed by the
Rritish India Government and the Royal Goverament ¢f % fghanistan at Rawalpindi.
Both siccs withdrew their t1oops and peace prevailed :ice again in Chitral State.

Although Chitral became a part of Pakistan in 1947, it did not merge fully with
the rest of the country until 1969. However, the Mehtar was influenced by democratic
forces, leading to changes in the system in 1953. The Mehtar was replaced by the rule
of the Pakistan Gevernment represented by a Political Agent who was appointed from
the civil service. Changes were introduced at this time in the system of land tenure,
abolishing corupulsory labour and military service as well as high taxation.
Furthermore, formal education for the public was introduced in the State in 1954. In
1969, Chitral became part of the North West Frontier Province of Pakistan as a District
and a District Commissioner took over the governing of Chitral.
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As an independent state, Chitral has had very limited indizenous resources
including finances (Bigrold, 1994). Although Chitral attained access to greater
resources for developmeni when it merged into Pakistan, the pace of development has
remained slow. This is duz in part to its isolated nature in relation to the rest of
Pakistan and its inzccessiblity seven snonths of the year duri::; winter. Moreover,
deve: spment in the district has been affected because of etbric differences as the
Chitralis, mainly of Central Asian origin, are ethnic minorities in a province (North
*Vest Frontier Province) which is majority Patan (informal fi~ld interview with Dr.
Faizi, history professor at the Gevernment iriter Coilege for voys in Booni Valley).
The slow pace of development is evident in all institutional sectors of society includi3
the economy, healthcare, rural development and. particularly, schooling.

However, in the 1970s, the government of the late Prime Minister, Znlfiqar Ali
Bhutto, took interest in the developinent of Chiwrsl. Schools were established and work
was begun on the Lowari Turrel (which is not yet complete) which would connect
Chitral to the rest of Pakistan even during :..e wirter months. 49 important charge for
the peo}si took plece when the Bhutts governm- ... zho'y | ad the system of ushur
which was stil! being practized even after the mecger, I the "970s, development
initiatives by the Aga Khan Development Network also began to take piace in the f: 4
of e~ation, nes %:care and rural development. In the 1980s the Chitral Area
*_evelonment Proiect began work in rarzl developmient as well.

The People of Chitral

Origin, Religion, Language

The people of Chitral bel ng to several ethnic groups, but the majority of them
are known as the Kho. The original Kho are of Aryan de. ‘znt; those who immigrated
later i-to Chitral came from other counaies like Ba. . ...nan, Wakhan, Russia, China,
parts of Afghanis’ , and from other regions in Pakistan !ike the Northern Areas, Dir
and Swat These ......igrants absorbed themselves into the original Kho by living in the
same villages, intermarrying, adopting Khowar (language of the original Kho), Kho
customs and other ways of life of the Kho people. In later years, Islam, which the
immigrants had all embraced, played an important role as a unifying factor. There are
also 10 small tribes!? in Chitral who have immigrated from different areas surrounding
Chiiral, who speak their own languages and, to a certain extent, who observe their own

17TLese tribes are the Kalash, Bashgali, Gowari, Damali, Dangarik, Pathans, Gojar, Wokhi, Badakshi
or Madaglashti, Mundji.
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customs. However, despite interaction with the Kho and the fact that these tribes are all
Muslim with the exception of the Kalash, they have managed to preserve their identity.
Approximately 2000 Kalash live in the southwest comer of Chitral and contizuc
to maintain their ancient beliefs and culture, including ancestor worship and worsliip of
sacred objects, in the face of Islamic influence and .cnturies of dawination by other
peoples (Baig, 1994: "_d Din, 1990: 30). The rest of the Chutrali population practices

Islam: 35% are Shi~ Imami Ismaili Muslims and follc~ }ii: Hignness Prince Karim
AgaKhanIV; 6°  are Sunni Muslims (see Tabic 43,

Table 4-1

Distribution of Shia Ismaili and Sunni Muslims Among Districts in Chitral
Tehsil (District) Ismailis (%) l Sunnis (%)
Mastuj 50 10
Mulkoh 23 77
Torkoh 40 60
Lotkoh 95 5
Chitra! 5 L 95
Drosh 5 | 95

Source: A prominent leader and politician in Booni Valley, Afzal Ali; confirmed by
AKEZ, P (Chitral).

The local language of Chitral, Khowar, consists of words taken from Persian,
Sanskr:¢, Shina. Burushaski, Wakhi, Pashto, Kirghiz, Uzbek, Turkish, Arabic and
many of unkncwn origin. The Arabic element in Khowar cam.. in later after the spread
of Islam (Afzal Khan, 1980: 8; Baig, 1994: 8). Itis a language originally without a
script. People who are able to read and write it have adopted Urdw/Persian scripts for
Khowar. Persian is spoken by a few of the “aristocracy”!8 and by the inhabitants of
Madaklasht. "The old records show that Persian was the court language of the Staie
when the Mehtars were ruling” (Afzal Khan, 1980: 8). Urdu, the national language of
Pakistan, is also understood and spoken by many people. The medium of instruction
in schools is Urdu. Furthermore, men who go to the "down district"1? for employment

18pegple who probatly once belonged o or whose fathers belonged to aristocratic families
19Local people refer to the "down distici” as the regions of Pakistan outside the Chitral District.
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also learn Urdu. Englisk, Pakistan's other national language, is also spoken and

understood by some puople.

Population and Economic Activity
According to the 1994 Aga Khan Education Service Northern Region Education

Planning Exercise Stayistics, the population in Chitral today is estimated at 329, 343
with an annual population growth rate of abont 3.1%. The estimated population in
1990 of approximately 150,000 males and 141, 000 females shows that there are more
males than females in the district (Ud Din, 1990 in Bignold, 1994: 16).

The majority of the families in the district derive their livelihood from
subsistence farming. The househoid, which consists of an zverage of 8.7 people,
functions primarily as a self-contained econ-mic unit, but many families have
members, prim#rily men, in the labour market which makes it possible for households
to earn cash in.ome (Bhatti et al., 1994). Itis estimated that over 50% of men arc
involved in full-time farming, 20% in casual labour including part-time farm work,
road construction, masonry and carpentry, 15% in salaried jobs (teachers, doctors),
8.9% are self-employed (businesspeople), and 8% (15 years old and over) are
unemployed?0. 98% of the women are involved primarily in agricultural and
Lensehold activities and about 1 - 2% are in salaried jobs in the formal sector. The per
237 42 imcome is estimated at US$102 per annum.

Social and economic change in Chitral has been associated with population
growth, internc! and outward migration, off tarun employment, intensified and
changing land use, economic dependency, a shrinking natural resource base, higher
living standards and improve¢ communication. Because land has bean traditionally
divided among sons, landholding is diminishing considerably. Shifis in patterns of
consum:ption are evident in Chitral and these shifts have created an eccaomy heavily
dependent on income from off-farm employment. The majority of households
purchase more than half their grain needs due to shortages in cul*ivated and cultivable
lanc {L.awson McDowall, 1994). Wood for cooking and heating is the largest part of
annual expenditure for many people. Cash incomes are also required for a range of
other needs such as fertilizer, vegetable seeds, school uniforms and equipment, medical
treatment, clothing, shoes, transport, ghee -- shortening -- , tea and sugar.

Ber.ause of Chitral's scarce natural resources, poor communications and lack of
industry, most of the money spent or invesied in the district comes from cutside the

20"Uneinpiuyed” hias not been defined by Unc saurne where b2 aoty was located.

70



area. This makes Chitral heavily dependent on government speading and down-
country econcmy. My own observations from field work as well as McDowall's
(1994) findings suggest that most households have access to some sort of off-farm
employment. McDowall (1994) has found that the largest single sector is employment
in the "down district”, which includes semi-permanent migration, seasonal migration
and men going abroad. Just over 60% of jobs are financed by external sources - down
country, armad services and the local government. The other 40% of employment
comes through a local market from skilled labour (masons, carpeniers, Jrivers and
cooks); regular labour (peons, watchime 1 '; unskilled labour usually on daily wages;
privaie service sector (lawyers, bank employees, shopkeepers, hoteliers, jeep owners)
(McDowell, 1994).

Social change at the houschold level due to this econoinic change has resulted in
the erosion of traditions of mutual assistance and the increasing responsibility izi2n by
women for agriculture (McDowall, 1994: 8). There are also important economic and
social divisions within Chitraii villages today in terms of lanc and asset ownership,
access to education, employment opportunities and caste and family connections.
These economic and socix/ shifts are greatly impacting women in the district.
Consequently, C*.itral District is an ideal area for my research which looks at the way
Chitrali women understand, interpret and incorporate these changes in their lives.

The rest of this chapter will focus on the history of schooling in the District.
This will provide a background to th:: «!iscussions on how women's schooling in
Chitral, in particular in Booni Valle; = perceived by the women and how it is affecting
their lives and their labour force participation.
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History of Girls' Schooling in Chitral

Schooling for both girls and boys in Chitral District is a relatively recent
development. Before 1913, there were no formal learning institutions in the district.

Faizi (1992: 1) writes,

[t}he mosques and houses of religious scholars in a few villages...used
to serve as literacy centres where...youngsters [from noble families]
were taught the text of Holy Quran and some booklets in Persian.
These circles had no support from the state, and the students of these
centres could only read and write basic Persian.

Sonie ¢ 'olars and theologians mainly from the upper ciass ruling iamilies had been to
schools in the Indian sub-continent, Turkistan, Kashghar and Samargand. During
British rule, the Kashmir route to India was opened, and rouies to centres of learning in
Russian and Chinese Turkistan were closed. Hence, princes were sent 10 British India
where they received Western education in schools, colleges and universities. Some
~an; belonging to lower categeries of the ruling families, as well as a few who did not

* o 2:Ying families, also attended the schools in British India. However, men

wadlly siudied in wosque schonls (Faizi, 1990; Faizi, 1992).

In 1913, a maktab was established in the state of Chitral in Chitral town which
catered to children from lower categories cf ¢! ¢ ruling family. The curriculum
consisted of Persian, Lirdu and Avabic primers (textbooks), and the aim of this school
was 1o icach children how to read and write. By 1936, sixteen schools of a similar
nature had been established in other villages where noble families lived (Faizi, 1950;
Faizi, 1992).

in 1536, the Mehtar died and was succeeded by his son, Mohamined Nasirul
Miulk. The new Mehtar was educated in both Western knowledge and in the traditionial
philosophicat studies of the Orient, and he expressed great desire for his followers to
have western education. In 1939, Mehtar Mohammed Nasirul Mulk laid the foundation
for the first anglo-vernacular school in Chitral town (Ud Din, 1990: 24). Itbeganasa
primary school and was upgraded to middle and high school standards in 1944 and
1951 respectively, before being taken over by the government with the merger in 1969.
The curriculum of these schoo’s included English, Mathematics, Urdu, Social Scienzes
and Quranic education. Eventually, all the schools following the Persian curriculum
shifted to this system. By 1969, there were some primary, middle and high schools as

72



well as an Intermediate College in the district which wvere all turned over to the
govemment of Pakistan.

Girls' schooling was also introduced ip Thitral District with the first primary
rchool being established in 1955 in Drosh. Before the merger, five girls primary
schools were established including the one in Drosh. Threc?! of them were located in
Lower Chitral and two22 of them in Upper Chitral. These schools were introduced in
key villages in the district because ot u.e villages' geegraphic location and their
economic and administrative activity. However, prior to the establishment of girls'
schooling, there were already some Ismaili girls in Booni Valley who were attending
boys' school. This was due mainly to gridance by Sir Sultan ».»ammad Shah Aga
Khan III who began directing his followers in the 1940s to educate their children,
especially their daughters.

After the merger, the late Prime Minister, Zulfigar Ali Bhutto directed the
provinicial government to open a number f schoofs in Chitral, including girls' schools
in central villages. As a result, 18 government girls primary schools (GGPS) were
established in the 1970s. In the 1980s, particularly during the latter part of the decade,
the number of GGPS increased rapidly with 65 schools being opened. However, most
of these schools are located in Lower Chitral, and those located in Upper Chitral were
and continue to be inaccessible to girls living in remote villages of this sub-division.

In the 1980s, the Aga Khan E4- :ztion Service, Pakistan2? also began initiatives
to establish girls' primary schools :.; - #%i nopulated villages where no government
schools were accessible. Most of tis2 -, <ls are located in Upper Chitrai and Tehsil
Lotkoh where most Ismailis live.24¢ However, participation in these schools is open to
girls of ali religious background, and a few boys have also enrolled in some Aga Khan
Schools. Today, there are approximaicly 51 Aga Khan Schools as well as 19 coaching
centres.25 AKES, P has also established two hostels, Aga Khan Hostel, Booni and
Aga Khan Hostel, Dolomuch, for Ismaiii students. The former has place for 51 girls
coming from villages outside Booni (although this year some girls from Booni were
allowed to stay at the hostel) where there are no girls' hich schools. The latter has been

21Drosh (1955); Chitral Town (1961); Koghuzi (1965)

22Booni Valley (1964): Mastuj (1964)

23 AKES., P recognizes .04 tze provision of schooling shouid be the govemnment's responsibility first;
AKES, P is involved only when the government does not provide schooling for girls.

24gee Table 4-1 for distribution of Ismailis in Chitral District.

25Coaching centers are established in villages where there are no middle schools and where AKES, P
does not plan to open a formal middle school. These centers expect the girls 1. purse their studies
independently, but provide tutors to assist students with difficulties in English, Math, Science and
Utdu.
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recently established and is expected to house about 100 boys so that they may attend
local schools and colleges in Chitral town.

Current Situation of Girls' Schooling

The overall number of girls' primary schools in Chitral District has increased in
the past years. However, there are still fewer girls' primary schools than boys'
primary schools. While the number of middle schools is about equal, there are
significantly fewer girls' high schools in the district. There is only one government
girls' high school for all of Upper Chitral and it is located in Booni Valley. The cther
tvo are in Lower Chitral: Diosh and Chitral town. £ .ES, P has also established an
Aga Khan High School for girls in Garamchashma Valley, Lower Chitral. In
November 1994, a Girls' Higher Secondary School, offering the Humanities program,
was opened in Chitral town. In 1994, the current government, led by Prime Minister
Benazir Bhutto, also announced that a Girls' Higher Secondary School be open in
Booni Valley. Table 4-2 provides the number of AKES, P, Government and Private
Schools by level in Chitral District in 1994; Table 4-3 presents the distribution of
Government Schools by Gender and Level in Chitral District ‘n 1994.

Table 4-2

Izumber of AKES, P, Government and Private Schools by Level in Chitral District
(1994)

Source: Aga Khan Education Service Northern Region Education Planning Exer.ise
Statistics. Islamabad, 1994: 10.
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AKES, P Government I ivate
(boys and girls) | (boys and | girls)
Primary 35 534 7
Middle 15 43 2
High 1 42 2
Total 51 6:% 11
Note: Primary = 1-3; Middle = 6-8; High = 5-10




Table 4-3
Distribution of Government Schools by Gender and Level in Chitral District (1994)

J Girls Boys
| 98 _250*
L riddie 13 30
{ High 3 39
Mosque Primary Schools = +187

Souarce: Aga Khan Education Service Northern Region Education Planning Exercise
Statistics. Islamabad, 1994: 11.

Indicators of Access to Education

Literacy, enrolment and continuation rates are the indicators which are generally
used to asscss attainment of and access to education. Literacy, as the ability to read and
write, can be both achieved and measured independently of schooling. However, there
is o tendency to confiate the two concepts so literacy measures are often actually a
maasure of schooling. Literacy rates for males and females in Chitral District will be
presented below. Figures for males' and females' enrolment in the district will also be
presented although calculations as percentages are unavailabie. Statistics on
continuation rates are unavailable for the district.

Literacy rates

Literacy26, as an index of education2i _pportunities in a given society, has been
defined as "the ability to read, the ability to write or the completion of any schooling,
and comprises a kind of summary indicator of very minimal acccss to education,
usually formal, sometimes non-formal” (Smock, 1981: «u). Varying definitions of
"literacy" in Pakistan have affected the way literacy rates are calculated anc uic Way
they reflect the nation's literacy levels. The definition of literacy in 1951 was "the
ability to read any clear print in any language.” This definition was altered in 1961 to

26Most literature assumes a single literacy in ierms of reading and writing sxills. Literacy is viewed a5
a universal constant whose acquisition is believed to lead to higher cognitive skills, improved logical
thinking, critical inguiry and self-conscious reflection (Street, 1992: 11). Street notes that,
"[Jitezacy...has come to be associated with crude and often ethnocantric stereotypes of "oth2r cultures”
and represents ways of perpetuating the notion of a 'great divide’ between ‘modem’ and ‘traditional’
societies that is less acceptable when expressed in other terms” (1992: 7). However, researchers who
are dissatisfied with the aforementioned assumptions of literacy "have come o view literacy as
inextricably linked to cultural and 3 -wer structures in saciety, and to recognize the variety of cultural
practices associated with reading ar< wriiing {as well as orality] in different coniexts” (Street, 1992:
11).
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"the ability to read with understanding in any language.” In 1981, literacy was defi:ed
as "the ability to read and write a simple letter in any language and to read a newspaper”
(Pakistan Minisiry of Education in Merchant, 1992). lndicators taken from these three
years refleci e way Lteracy rates have been altered by the changing definitions.
Between 1%} znd 1961, the literacy rate dropped from 16.4% to 13.6%. In 1981, the
literacy rate increased to 26.2% (Planning Commission, 1987: 252).

Literacy rates specific for Chitral District are all estimates and those rates
appearing in formal documents are not consistent with cach other. Furthermore, there
is no indication in these documents about the definition of literacy which was used to
derive the numbers. The female and male literacy rates of Chitral District presented
brlow in Table 4-4 have been estimated by the Aga Khan Education Service, Chitral,
The definition of literacy used to derive these figures is the completion of primary
schooling and excludes literacy in relation to the Holy Qurar. The Pakistani male and
female literacy rates in 1990 and the Pakistani literacy rates in the rural areas in 1981 are
presented in Table 4-5 and 4-6 respectively to provide a comparison of the Chitrali

literacy rates.

Table 4-4
1992 Literacy Rates in Chitral District (12 years old +)

Female ! .. % 3
Male 143%
Tota] 9,3 % J

Source: Aga Khan Education Service, Pakistan, 1994.

Table 4-5
1990 Literacy Rates ir: Pakistan (15 years cld +)
Female . 21%
Male 47%
Adapied from: UNDP, Human Develcpment Report. New York: University Press:

1992.
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Table 4-6
1981 Literacy Rates in Rural Areas of Pakistan

Femaie 1.3%

Male 26.2%
Adapted from: Pakistan Planning Commission, Seventh Five Year Plan 1988-93.
Islamabad, 1987: 252.

These indicators reveal gender as weli as regional disparities with regards to female
literacy in Chitral District. It is apparent that literacy rates for both females and males in
Chitral are lower than female and male literazy rates in Pakistan. Female literacy rates
in Chitral are also lower than male literacy rates. Furthermore, they are amongst the
lowest literacy rates of women in rural areas of Pakistan. The data thus indicates that
there are factors affecting female literacy in the district such as the recent establishinent
of girls' schooling.

Enrol { distribusion of students in school
The enrolment and distribution rates of girls in schools are also low ia Chitral
District as compared to boys. Table 4-7 provides a summary of the total school-aged
population in the district as well as the total enrolment of students. Table 4-8 illustrates
the enrolment of students at the primary, middle, and high school levels; and Table 4-9
looks specifically at the distribution of boys and girls at the three schooling levels.
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Table 4-7
Summary Table of Girls' and Boys' Enrolment in Chitral District (1994)

Total school-aged population (4-19)* 107, 711

Total school-aged girls 53, 147

Total school-aged boys , 54, 564

Total school-aged population as a %) 33%

of total population

Stud=nts currently enrolled 49, 522
tudents currently enrolled as (%) of 46%

total school-aged population

Total girls enrolled 16, 242

Girls enrolled as (%) of total school- 31%

aged female population

Boys enrolled as (%) of total school- 61%

aged male population

*Nole: The ages between 4 - T4 repic  at the base population; however, school

ages of school children may be ¢ ¢ (i..formation not available)

Scrree: Aga Khan Education Service Northern Region Education Planning Exercise
Statistics. Islamabad, 1994: 15.

Table 4-8

Total Enrolinent at the Primary, Middle and High School Levels in Chitral District
(1994)

Primary level 36, 286
Middle level 9,858
His* schoo! level i 3,378

Source: Aga Khan Educaticn Service Northern Region Education Planning Exercise
Statistics. Islamabad, 1994: 18.

Table 4-9
Distribution of Stu-lents by Levei and Gender in Chitral District (1994)
| Girls Boys
Primary 12, £38 23, 425
Middle 2, 451 7, 407
High 953 2, 425
Source: Aga Khan Education Service Northern Region Education Planning Exercise

Statistics. Islamabad, 1994: 21.
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The data reveals that less than half of all school-aged girls are enrolled in
school. Boys' enrolment rate as a percent of the total school-aged male population is
also almost twice that of girls. Overall, theie appears to be a decrease in both the boys'
and girls' retention rates from primary to high school, and it is much lower for girls
than boys. There are fewer girls in high school whica is probably due in large part to
the unavailability of girls' high schools as well as cultural and financial factors.?’

The history of schooling in Chitral as well as the contemporary data on
schooling in the district indicate that many women, especially older womei, have little
or no schooling. Schooling is just beginning to be widely distributed among girls,
although many still do not attend or attend only for short periods of time. The
population in Chitral is, therefore, comprised of women who have different experiences
of schooling, some with no schooling, some with very little and some with high school
or post-secondary levels of achievem.nt. Chitral District is a valuable area to address
my research problem on wr- er's perspectives of schooling and work as the district

-~
N

presents diverse schooling experiences among the women.

27This will be discussed further in Chapter VI "Women's Perceptions of Schooling”.
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CHAPTER V:
DESCRIPTION OF RESEARCH SITE - BOONI VALLEY



Map 5-1
Research Site: Booni Yalley
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Village Location and Facilities

It was 9:00 a.m. on a warm summer momniing in August, 1994, the day after my
arrival to Chitral town. My suitcases were being loaded into the jeep for the journey to
Booni Vallzy which is the administrative centre of Upper Chitral. Booni Valley has a
population of zbout 7340 and lies about 74 km North-East of Chitral town. However,
unpaved, windy mountain roads make the journey almost four hours. On the day I
travelled to the valley, the journey took slightly longer because of construction to pave
the road between Booni and Chitral fown. During the journey, I was mesmerized by
the rugged, barren landscape all around me, the Chitral river, at times thousands of feet
below us, to the left of the road and the villages interspersed in valleys between the
mountains. I observed many men and young boys walking along the road, some of
them travelling with herds of sheep and goat. I saw only a few women walking along
the road; their bodies and faces were covered with their bourkhas?8 and they were
accoripanied by a man or a group of men. I was fascinated by the "taxi jeeps"2%, some
with many men piled into them to the point of being overcrowded, and some filled
beyond capacity with goods like firewood, grain, beds, chairs and other similar items.
I only saw a few women sitting in the jeeps; their faces were veiled and most of them
occupied the front seat of the vehicles. As we drove through some villages, many
children, mainly boys, were playing by the shops or near their homes, and a number of
men were sitting and tatking on the shop porches. Isaw a few women in the villages
and they were all working in the crop fields.

As we rounded the last bend in the road before crossing the bridge into Booni
Valley, I noticed how lush and green the village looked compared to some of the other
villages through which we had passed. Ihad been previously told that, agriculturally,
Booni Valley is relatively more prosperous compared to most villages in Upper Chitral.
It is in a two-crep zone which means that two crops30 can be grown during the year.
Villages beyond Booni are one-crop zones3! because winter usually starts earlier in
these areas of high elevation. Agricultural production has also increased in Booni with
the introduction of wheat seed and chemical fertilizer.

We crossed the bridge into the valley and traveled along the "Bridge Road
Booni," a paved road. We passed many fields and homes as well as a "modem-

28] ong traditional dress which includes a veil; worn by some Muslim women.
29For passengers and/or goods.

30[n Lower Chitral, wheat and maize is grown; from Baranais to Booni, wheat and rice is grown
31Cnly wheat is grown in the one-crop zones of Upper Ctiitral.
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looking” building which may one day be equipped as a microwave telephone exchange.
Many trees lined the street. We entered into the bazaar , the main street and "economic
hub” of the village. We passed many shops and other professional and administrative
offices in the bazaar, including the agricultural development bank, some lawyers offices
and the civil judge's office, before reaching a three-way intersection, on the corer of
which the police station is located. The village has a post office, three banks, a
selection of shops, a government godown32 which sells wheat and an Aga Khan
Foundation heli-pad. Unlike many villages in the district, particularly in Upper Chitral,
which have no electricity33 or phone connection, Booni has a diesel electricity generator
and a phone exchange. An Assistant Commissioner also looks after political matters
and justice in Upper Chitral, and a District Judge sits in Court once a week. We turned
left at the intersection and drove a few metres before arriving at the gate of the Aga
Khan Hostel, Booni, located right in the heart of the bazaar, and which would be my
"home" for the next three months.

The Aga Khan Hostel, established in 1989, is a residence for 51 Ismaili girls
throughout the academic year.34 These girls come mainly from villages in Upper
Chitral where high school facilities are not available for girls. They attend the
Government Girls' High School, Booni, which is the only girls' high school in all of
Upper Chitral, and one of the only three in the entire district. Furthermore, the
Government Girls Primary School, Booni, established in 1964, is one of the first girls'
primary schools in the district although girls' schooling became popular after the 1980s
in the valley. A few girls from Booni Valley began receiving education earlier than this
as they attended boys' school35, making them some of the first women in the district to
get education and employment. The valley also has a Government Boys' Primary
School and a Government Boys' High School. Some children also attend one of three
fee paying, private schools: the Aga Khan School, a primary school for girls; the
Terichmere Public School and the Pamir Public School which both offer co-education

32Goverrment warehouse where wheat is sold in bulk.

33The district is not connected to the national grid. Some mini-hydel plants with capacities of less
than 25 KV have been installed at various locations; Chitral town bas a hydrc ¢lectric power generator;
with the assistance of the Federal Republic of Germany, the government is setting up a three
megawatts hydro plant in Upper Chitral at Reshun.

34The hostel also has a staff of about 12 people, including a gardener, cooks, an electrician, watchmen,
a storekeeper (looks after supplies like food), an accountant as well as a matron and an assistant
matron, both of whom reside at the hostel with the girls.

35Due to guidance from Sir Sultan Muhammad Shah Aga Khan III, spiritual leader of Shia Ismaili

Muslims, to educate girls.
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in English medium.36 In the mid 1980s, an Intermediate College®? for boys was also
opened in Booni, and in October 1994, the government announced that a Girls' Higher
Secondary School would soon be established in the village. Currently, most girls in
the valley who continue with higher studies after completing their matriculation do so
through distance education38 from institutions like the Allama Igbal Open University;
only a few leave the district for higher training. Unlike many areas of the district where
enrolment rates for boys and girls tend to be low, most of the school-age boys and girls
in Booni attend one of the schools in the valley.

Booni is also one of the few villages in the district where the local people have
relatively easy access to healthcare. Itis the only village in all of Upper Chitral to have
civil hospital. This institution employs three doctors and a lady health visitor (LHV).
Everytime I walked by the hospital or through the hospital compound, I saw many
jeeps which my research collaborator explained belonged to people from neighbouring
villages as well as some faraway villages in the upper areas. The village also has an
Aga Khan Medical Health Centre which employs three LHVs, and an Aga Khan
Maternity Home which was scheduled to open around November or December 1994.
In addition, Booni Valley has a Population Centre.

A variety of activities including adult classes and an industrial home for
handicraft work have been set-up for women by the Social Welfare Organization. A
North West Frontier Province NWFP) Small Industries Handicraft Development
Centre for Women is also active in the village. In addition to having social organijzation
unit branch offices in Booni, the Aga Khan Rural Support Programme and the Chitral
Area Development Project also have active women's organizations (WOs) in the valley.

The map of Booni Valley, Map 5-1, presented at the beginning of this chapter
provides a picture of some of the facilities in the village, many of which are located
along the main street in the bazaar. This map is not to scale and illustrates only certain
areas of the valley.

Village Economy

The economy and administrative structure in Booni Valley are relatively
developed compared to other villages in the district. Being the sub-division headquarter

361n this context, the word "public” is used to refer to private schools.

37Higher secondary schooling offering class 11 and 12. Humanities and science subjects are both
offered at this college.

38Distance =ducation refers to leaming done through correspondence.
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of Upper Chitral, Booni Valley has undergone much economic growth and
development. This has created opportunities for both men and women to get
employment. Many men in the valley have entered the job market working in the armed
services3?; local government instii. ions as teachers or doctors, non-government
instiutions; or the private service sector as shopkeepers, lawyers, jeep owners,
hoteliers and bank emplcyees. Others are employed as drivers, masons, carpenters,
peons*0, chowkidars (watchmen) or as casual labourers paid on a daily basis. Some
have also migrated to the "down district"4! in search of employment, although this
trend is no longer that evident in Booni (Pettifer, 1994: 6).42 Economic growth in the
valley has opened up opportunities for men to supplement their farming incomes locally
by hiring themselves out as ~asual labourers. At least one person in every household in
Booni has some form of off-farm employment. Furthermore, about 5% of women in
Booni have also entered the paid labour force working in local educational and health
institutions, rural development programs as well as with the Social Welfare
Organization. Some women also participate in informal sector income-generating
activities like poultry farming; this is primarily through their participation in the WOs of
the AKRSP and CADP.

Village Life

Life of Women in Booni Valley
It is 3:30 a.m. and daylight is just breaking in Booni Valley. Everyone is still
asleep in Naseema's household except Naseema . She is a 23 year old mother of two
boys and a girl, and she has never been to school. She is already awake and ready to
begin her work. She describes some of her daily activities:

First, I wake up early in the morning.#? I wash my hands and face for
namaz*. 1say my prayers. 1 make dough for the bret 45 and put water

3%his includes the Pakistan Army or the Chitral Scouts who guard the international borders:
Afghanistan etc.

40An unskilled laborer available to do jobs tasks like bringing tea for employers, getting mail.
41Gemi-permanent or seasonal (winter/spring) migration to areas out of the district, ie. Peshawar,
Karachi, Islamabad, for employment.

42Bo0ni's economic development attracts migrants from elsewhere in Upper Chitral. Some remain in
Booni while others journey further down to Chitral Town or into other parts of Pakistan.
43Translated as 3:3G a.m. or "when the lights come on"; however, participant explained later in the
interview that she does not know how to tell time; my understanding is that she either woke up at the
call for prayers, azaan, or when daylight was breaking; "when the lights come on" refers to the
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for tea on the fire. After this, I go to milk and to give fodder to the
cows. Then I wake up my children, wash them, give them breakfast
and send them all to school. Then I wake up my husband and give him
breakfast before he goes to work. Then I take the cows out for grazing
and I collect the fodder. I bring the cows back and start preparing luch
for the children. When they come back they eat. Then I wash their
clothes. Then I send them to the Hafeez*S for Quranic lessons....Then 1
take the cattle out again and then I bring them back home and I prepare
dinner....If I have time, I make kalins*’ and sweaters for my children.
I do not buy them from the bazaar. I stitch clothes also. If I have no
time during the day, I stitch them at night. (field interview with
Naseema)

In addition to these productive and reproductive roles described by Naseema, she is
also responsible for fetching water, cleaning the home, taking care of the vegetable
garden, as well as cleaning, spinning and weaving wool. Naseema also has seasonal
tasks "such as weeding in the fields, collecting extra fodder, harvesting the crops,
separating grain from straw, gathering fruit, sweeping up dead leaves and working
with the wool in the winter monihs" (Mubarak Shah, 1994: 5). Nasecema becomes
very busy during the planting and harvesting seasons. During the months of October
and November her workioad increases with harvesting rice and planting wheat, and
during the months of June and July with harvesting wheat and planting rice.

Naseema expiains another reason for her increase workload during these seasons:

1 have a lot of work; I have to do the work of a man also. I have to
water the crops, harvest the crops, collect the harvest and water the rice
and to look after the crops....When he [my husband] ploughs, then 1
help him. [Researcher also saw her cutting firewood once]. I have to
do this because my husband goes to...work. Sometimes he works from
morning to night; sometimes he is there until they turn the lights cut.
Sometimes he comes early. Now he comes home for lunch; before he
didn't. There is no man at home who can work with me so I have to do
ail the work by myself. (field interview)

Naseema's story reveals a number of things about gender roles in her culture. Firstly,
it provides insight into the daily reproductive and productive activities of most women
her age and older in the village. Furthermore, it describes men's farming roles in this

electricity which is usually generated from 3:00 am. - 5:30 a.m. and 7:30 p.m. - 11:00 pm. in
summer and 4:30 am. - 6:30 am. and 5:30 p.m. - 10:30 p.m. in winter.

44pnayers.

451 ocal bread first cooked over fire and then baked inside fire.

46A person: who has memorized the Holy Quran.

47 ocal carpets made out of remnants of sheep wool and which are dyed by the women.
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culture, like watering and harvesting the crops, ploughing the fields as well as
collecting and cutting firewood. Men are also involved with planting crops. As
Naseema explains, experiences centred around reproductive and productive roles which
have been a part of women's lives for generations in the valley and which "[were once]
shared and met with the men's [farm work]" (field interview with Azada) are not being
shared much anymore. Naseema's husband is one of many men en gaged in off-farm
employment, leaving women like Naseema to take care of men's farm work in addition
to their own household and agricultural labour. In some cases, when families are able
{0 afford it, labourers are hired to do the ploughing and harvesting. Shifts in family
structure from the traditional joint-family to the nuclear family are aprarent in
Naseema's home. This leaves women like her with no help at home while their
children are at school and their husbands are employed elsewhere. As Naseema

describes,

[i)f I did not do the man's job, my husband would have to stay at home.
How would we get money then, from where would we get money, how
would our children go to school then? How would they be able to get
education? How would we be able to afford their expenses? (field
interview with Naseema)

Naseema's voice speaks clearly to this when she says, "I do all the work at home....I
do it by myself” (field interview with Naseema). These trends are visible in many
households as the division of labour is being shaped by the changing economic and
social trends.

Naseema's words also reveal a cultural pattern where the responsibility of
earning for the household falls primarily on the men. As one woman expresses, "this
is his [a man's] biggest responsibility -- to earn for the household" (field interview with
Azada). Women are rarely participate in wage labour. Socio-cultural traditions restrict
women's space to the household and do not permit them to participate in functions
where there is contact with "outsiders" (Malik, 1993: 7). The men aiso bring home all
the household items, including things like food, clothes and school books because the
women are not allowed to go into the bazaar. Furthermore, men are the main decision-
makers in the household, but some men do consult the women for their opinions. In
the absence of a male head of the household, the oldest woman makes decisions usually
with consultation of her older sons. Shahnaz's description of decision-making in her
home reflects the areas of decision-making in which men and women in this culture are

involved:
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My father makes most of the decisions in the home regarding schooling,
marriage and money. My mother makes decisions about washing
clothes, cooking and caring for the vegetable garden. My father decides
about planting and harvesting rice, wheat and corn; my mother does her
own women's work in the field...tying the wheat which the men cut and
collecting fodder. (field interview)

Women, therefore, make decisions primarily in areas regarding cooking, cleaning,
vegetable gardening and childcare. Decisions involving finances, marriage, schooling,
and what to plant in the fields are usually made by men.

However, women's patterns of remaining within the household and, to some
extent, of decision-making are changing as many girls, like Umah and Yasmin, have
started going to school and as some women, like Roshan, are entering into paid
employment. These phenomena are also causing shifts in traditional gender roles.

Yasmin and Nilufer are two 16 year old girls in class 9 and class 10 at the local
Girls' Government High School, Booni. Both girls begin their day around the same
time as Naseema. Nilufer's family lives in Booni Valley. She describes her daily
routine:

I wake up very early in the morning. I wash my face and hands and
offer prayers together with my mother. Then I get ready, have
breakfast, take my school bag and go to school. Then I come home,
change my clothes and have my meal. After that, I go to the Hafeez for
more studies -- religious knowledge. I come home at 4 p.m. and rest
for a while. Then I do whatever...homework I have. After this, I give
my mother a helping hand with grazing the cattle. In the evening -- after
sunset -~ I come back home. I do some housework, look after the
younger children, and then it is time for evening prayers so I pray.
After offering prayers, I eat. I study for one to two hours, then go to
sleep. (field interview with Umah)

Unlike Nilufer, Yasmin's family has sent her to live at the Aga Khan Hostel, Booni
becausc their village has no girls' high school. In the following passage, Yasmin
describes her daily life at the hostel:
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We [hostel girls] wake up early in the morning 2t 4:00 a.m. and go to
Jamatkhana 48 [to pray]. We come back and clean our rooms and the
bathroom, comb our hair and wear our school uniform. At exactly 5
a.m. we go to the study room?? and study up to 6 a.m. After 6 am,,
we put our books away in the bags and have breakfast. Some girls go to
the kitchen and dish out food for the rest of the girls.>® When the girls
finish eating, they wash their dishes. At 6:30 a.m. we get ready for
school. We reach school at 6:40 a.m.5!, put our bags away and then
the bell rings. We attend assembly for 15 minutes. Then we come back
to our classrooms and read Quran-e-majib52. After reading Quran-e-
majib, our first period is English, we study English, Bhaji teaches us
English. The English period is 40 minutes. Then the bell rings for
Islamiyat LazmiS3. After studying Islamiyat Lazmi, then it is time for
Islamiyat Ikhtiaris4. Like this we study for eight periods, sometimes we
study for eight periods, sometimes for six periods. In P.E.T.55 we
play. We also study Qirat.56 At about 1:50 p.m. school finishes. We
come back [to the hostel], go to our room " and change. Then we go
and have lunch in the dining room. [On Thursdays], after eating, we
wash our clothes. [Everyday] we read the Holy Quran with a religious
guide. A tutor also comes to teach us math and science. First he
teaches the class 9 and 10 girls who are in arts and then the class 9 and
10 girls who are in science. Then we go to play games [handball]. [On
Thursdays] we collect our washed clothes and go to our rooms, then we
wash up and go to Jamatkhana [to pray]. Then some of us serve food
and we all eat our meal. After that we study until 9 p.m. and then go to
our rooms. [On Thursdays], we iron our clothes and go to sleep at
around 11 p.m.. (field interview with Yasmin)

j
Nilufer's and Yasmin's experiences give a detailed insight into lives of school age girls
in the valley. Schooi, which has become a major part of life in the valley, also appears
to have shifted women's roles as school girls are now spending a large part of their day
outside the household. The workload of mothers and other women in the household
has increased as they must take over many responsibilities of daughters attending
school. Furthermore, mothers cf hostel girls have to manage without their daughters'

48prayer hall for Ismaili Muslims; the one located in the hostel is attended primarily by the hostel
residents;in many Jamatkhanas, there are also facilities for Shia Ismaili children to get religious
education.

49The "study room" in the hostel is the dining hall.

50Some girls are in charge of certain duties in the hostel: kitchen, sick room, room monitor, library,
Jamatkhana etc.; the allocation of these duties aims to teach the girls responsibility.

511n summer; during winter months, the girls arrive at school about one hour later.

52Reading the Holy Quran.

53slamic studies; students memorize the Holy Quran and its meaning, leam about the Prophet's
(P.B.U.H) sayings, hadiths, and acquire knowledge about the ethics of Islam.

S541slamic studies; students learn about the importance of the Holy Quran and learn about the
importance of the Prophet's (P.B.U.H) sayings, hadiths.

55physical Education Training.

S6Religious poetry.
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help for nearly eight months. Nonetheless, as Nilufer's experience shows, girls who
live at home are expected to help their mothers with housework and childcare before
and after school. Yasmin's experiences reveal that girls who live at the hostel also have
many responsiblities before and after school.

However, unlike their sisters, most boys in the village do not contribute much to
the household and farming. As Yasinin describes,

My brother...plays football. He has no work to do in the house. He
only helps when it is time for ploughing and harvesting. I study at
night...because I help more in the house with my mother. (field
interview with Yasmin)

I observed this phenomenon each time I was walking or going to homes in the village
in the afternoon or evening. Thus, the lives of young school girls tend to structure
around their school and their household and agricultural tasks.

Roshan, a 23 year old mother with two children, shares how her life revolves
around household, agricultural and paid employment responsibilities. She is a full-time
teacher whose day also begins early in the morning:

Early in the morning, I wake up for prayers; then I prepare breakfast for
the household; then I get dressed and go to school; according to the
timetable, I teach for about five hours. When I come back from the
school, I have lunch which has already been prepared...by my father-in-
law's daughter. Then I wash the household’s clothes. After that, I go
to collect fodder for the cows. Then I start to make dinner for the
household. After dinner, I wash the utensils and prepare myself for the
next day's lesson. (field interview with Roshan)

Roshan's experience provides two insights into village life. Firstly, with the
transformation of the rural economy in Booni, employment opportunities have opened
up to women thus taking them away from their full-time reproductive and productive
roles. Therefore, other women in the household are required to take over
responsibilities for the absent woman. The second insight given by Roshan's example
is that women who participate in wage labour are still expected to carry out household
and farming responsibilities.

Roshan's, Naseema's, Yasmin's and Nilufer's experiences reveal four different
realities experienced by women in Booni. However, a common aspect revealed by
their stories is the importance of religion in this culture. Naseema, Roshan, Yasmin
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and Nilufer all talk about prayer as part of their daily life. Furthermore, Nilufer and
Yasmin as well as Naseema's children all receive religious education regularly. Roshan
and Yasmin are Shia Imami Ismaili Muslims, who make up about 70% of the
population in Booni. Ismaili girls attend religion school at the Jamatkhana with other
girls and boys from the village. They have been receiving religious education since
1970 when religious centres started opening up at the Jamatkhanas. Before this, they
iearned how to read the Holy Quran at home from their mothers and fathers or from
other people in the village. Boys and girls usually attend religion school daily for about
two hours after school and learn Du'a57 , Qasidas58 religious history and the Holy
Quran from religious guides. An Al-waez5% comes to the hostel to teach the girls the
Holy Quran and religious education so they do attend religion school at the
Jamatkhanas in the village.

Naseema's and Nilufer's families are Sunni Muslim. Sunnis make up the
remaining 30% of the population in Booni. Some Sunni girls, like Nilufer, goto a
Hafeez's® or to a Kazi'ss! home daily to learn to read the Holy Quran. Some also
lcarn from family members or women in the village who know how to read the Holy
Quran. Sunni boys go to the MasjidS? to learn the Holy Quran from the Mullahs®3.
Sunni women in Booni are generally not allowed to attend the Masjid.¢* In some
communities in Pakistan, young Sunni girls do learn from the Mullahs at the Masjid,
but once they are older they stay at home and learn from their parents, family members,
or someone from the village comes home to teach them (Farah, 1992: 90).

Women like Naseema, who do go to the Masjid, pray at home while the men
attend one of the nine Masjids in the village for prayers. Ismaili women, on the other
hand, attend one of the thirteen Jamatkhanas in Booni. I often saw Ismaili women
walking to the Jamatkhana at dusk for evening prayers. Thus Ismaili women tend to

57prayers; the daily prayer recited by Shia Ismailis is called Du‘a.

58Religious hymns.

59An Arabic term referring to one who invites or summons others to the faith.

60As described previously, one who has memorized the Holy Quran.

611 egal scholar; one who is well-versed in Islamic law.

62Mosque; prayer house for Muslims; in Booni Valley, Sunni Muslims attend the Masjid.
63Religious scholar/teacher; in the context of Booni Valley (and in many other Muslim societies),
Mullahs are associated primarily with the Sunni community.

64Women in the first Muslim community attended Mosque, listened to Prophet Muhammed's
(P.B.U.H) discourses and expressed ideas and opinions about religion. Any restrictions in movement
which ensued during the Prophet's (P.B.U.H) lifetime were based solely on women's safety as the
mosque was a place of lively activity where the Propbet (P.B.U.H) conducted all his religious and
community affairs. Current restrictions are based on interpretations which do not recognize the
Prophet's (P.B.U.H) reaction to a specific socio-historical context. For a further discussion, see
Mernissi (1991) and Ahmed (1992). In the Ismaili tradition, women and men both congregate together
for prayers in the Jamatkhana.
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have more contact with the wider community than Sunni women. Consequently, aside
from those girls who attend schocl and leave the home to obtain religious educatior,
Sunni women spend most of their time within the household. Pettifer (1994: 14) in his
case study of village organizations in two sub-villages of Booni notes, "as a rule, the
constraints of female modesty are more prohibitive for the Sunnis in the region than for
their Ismaili neighbours."

Life for women in the valley revolves around religion, agriculture, the
household, school and employment. However, the experiences of women in Booni
Valley as told by Naseema, Nilufer, Yasmin and Roshan reveal a shift in cultural
patterns, some of which have been illustrated earlier in this chapter. The transf orming
rural economy, the establishment of educational and healthcare institutions as well as
the various development projects in the valley are playing a big role in this process. In
the next chapter, I will focus specifically on schooling and the perceptions that girls and
women of Booni Valley have of this institution in their lives today.
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CHAPTER VI:
WOMEN’S PERCEPTIONS OF SCHOOLING



The Early Years

Learning Before Schooling

Prior to the middle of this century, much of the learning which took place in
Booni Valley was related to agriculture, household maintenance and childcare. Young
girls and boys leamed from their elders those skills which were necessary for everyday
survival. While young boys learned how to harvest, thresh, plough, water the crops,
collect firewood and build houses, young girls learned how to cook, clean the house,
look after children, collect fodder, graze and milk cattle, clean and weave wool, take
care of vegetable gardens and weed crops. Young girls were also taught traditional
ways of making clothes and household items including rugs and mattresses. Cultural
values were also transmitted to the children by their parents and grandparents in
extended families.

Acquiring religious knowledge was also an important part of children'’s
learning. The value of the Holy Quran and the Islamic way of life was enculturated into
the people right from childhood. Children learned about Islam through reading and
decoding the Holy Quran as well as through oral memorization and transmission of the
religious book. Recitation of Quranic verses took place daily in homes and the cali for
prayers was heard daily in the villages. People also spoke regularly about Prophet
Muhammed (P.B.U.H) and his hadiths, sayings, and tried to live their lives by his
example.63

Although religious, household and agricultural education continue to be
important aspects of the culture, a new form of learning has been introduced to children
in Booni. The knowledge transmitted through this form of learning is done in the
formal institution of "school” which was established in Booni in the late 1940s for boys
and the mid 1950s for girls. The presence of this institution is contributing to value
shifts within the community as members make meaning of schooling in their lives. One
of the most striking shifts is apparent in the people’s perceptions of girls' schooling
today compared to when it was initially introduced. This chapter will describe some of
these perceptions and their evolution.

65The Prophet's (P.B.U.H) values, beliefs, attitudes and religious and secular conduct are considered by
all Muslims as an example by which to live their own lives.
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School Comes to the Valley

For most of the women and men above the age of fifty in Booni Valley, the
concept of schooling was not a part of their life when they were growing up. As
Azada, a 35 year old school teacher, explains, "[most] people had no idea what school
was and did not even know about the word "school.” It [schooling] was not
customary” (field interview). A few boys learned some math, Persian and Arabic from
the Mosque schools when they went to leamn the Holy Quran.

However, with the establishment of a boy's primary school in the late 1940s,
schooling began to take on a defined role in community life. Families who could afford
to pay for formal education started to send their sons to this school. The boys studied
mainly from Persian primers like the Gulistan book. They also learned Arabic and
received religious education at school. However, as Azada describes, most boys
withdrew from school even before completing primary school due to financial

constraints and a lack of resources:

In that time, the boys used to learn the Gulistan....Mostly after the
second or third year, the boys left school. They did not even have their
own books. They might have wanted to study, but they did not have
their own books. They could not afford their own books or the [books]

were unavailable. (field interview)

The main reason boys went to school was because the community perceived
schooling as the key to securing paid employment.66 The cultural context called for
men to provide financial support to their families. They also had freedom of mobility
which made it easy for them to go out of the valley and the district, if necessary, to find
employment. And, with schooling, it was thought that their chances of securing paid

work would be even better.

Gender Structures: Girls are Excluded From the Schooling Process
Although Chitral District had not yet merged with the rest of Pakistan, the
paitern of putting more effort towards the establishment of boys' schools rather than
girls' schools was seen throughout Pakistan at this time. All Muslim women were
expected to observe strict purdah, which meant women were required to spend most of
their existence within the household and not to be in the company of men other than
their immediate family. Women were thus expected to take care of duiies within the

66These issues will be discussed in furtber detail in Chapter VII "Women's Perceptions of Schooling
and Work."
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household. In those times, Quranic education was the only form of "formal” education
for girls; it was considered necessary and important for both women and men for
kiyamat, salvation in the life hereafter. To enable women to learn without leaving the
home, they could receive Quranic education from their parents or elders.57

The tradition of early marriage, sometimes as early as age five or six, was also a
strong part of the culture. For most parents, it was important for their daughters to get
married as the community did not look favorably upon single women and the family's
reputation was usually at stake if their daughters remained unmarried. As soonasa
suitable partner approached the girl's family, the marriage took place. My speculation
is that early marriage of women also took place for two other reasons, both of which
are closely related to the harsh living environment of the valley: the short life span of
the local people and one less person in the family for whom to provide. The
community's perceptions are summarized by Azada:

The parents wanted the girls to stay at home. They taught them some
Quran at home. And at the age of 12 or 14, they used to arrange their
daughters' marriage.... (field interview)

Shifts in Gender Structures

Girls Attend Boys' School

A shift in cultural expectations of women took place as a few girls started to
attend the boys' school. These girls came either from families where the father had
some form of influence in the community, from high caste families or from families
where a relative taught at the school or where a son also attended the school. These
factors were important for the girls' physical and moral safety at school.

Usually the girls' fathers made the decisions to send them to school. Fathers
sent their daughters because they strongly believed that their daughters could acquire
knowledge at school which they could not learn at home. Most mothers were unaware
about schooling for girls and had little, if any, voice in matters concerning their
daughters' schooling. Gender structures within the community granted limited
decision-making power to women and restricted their movement within the community.
However, in my sample, one woman, Karima, joined the school on her own accord.

67While girls' religious education occurred mainly within the bousehold, boys had the freedom to
attend the Mosque to leam religion or they learned it in the family. As previously explained, in many
Mauslim sects women do not traditionally auend Mosque.
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She was curious to find out where her brother was going everday and began following
him to school. Karima insisted on attending school despite her father's reluctance. Her
example illustrates a shift from the tradition of girls unquestionably obeying their
fathers' decisions.

Those girls who broke from tradition and started attending boys' school were
mainly Shia Ismailis. This was a result of guidance from their spiritual leader, Sir
Sultan Muhammad Shah Aga Khan III and, subsequently, the current Imam®8, His
Highness Prince Karim Aga Khan IV, to send daughters to school. As Fatima
explains, "our Jmam said to give education to girls so we started sending our daughters
to school.” Ismaili women appear to have been more aware of girls’ schooling because
of their contact with the Jamatkhana.®® However, they too were limited in making

decisions.

Community Values Threatened
The idea of girls attending school, particularly boys' school, caused much

tension in the community. Most local people found it difficult to accept this break from
tradition. They "thought it was bad for girls to go to boys' school” (field interview
with Azada) because they perceived it as a threat to their religious beliefs. The
community strongly believed it was against the teachings of Islam to send Muslim girls
to school. Such notions were spread by the Mullahs™0 who preached to the men in the
Mosques that women's schooling is against Islam.”! These religious guides falsely
advised the people against sending their daughters to boys' school because of the belief
that the "Prophet (P.B.U.H) liked the purdah system"72 (field interview with Sultana).

68Religious leader/guide. In this context fmarm refers to the spiritual leader of Shia Ismaili Muslims.
69 A< indicated earlier in Chapter V "Description of Research Site: Booni Valley”, Shia Ismaili women
have the freedom to attend Jamatkhana, but most Sunni women in Booni Valley are restricted from
going 1o the Masjid.

OReligious scholars.
71Contrary to what these Mullahs preacbed, the acquisition of knowledge is revered and stressed both
by Prophet Mubammed (P.B.U.H) and the Holy Quran. In one of his hadiths, sayings, the Propbet
(P.B.U.H) mentions, "[tJo acquire knowledge is the duty of every Muslim man and woman."
72In this context, "the purdah system” refers to women's space being confined to the household.
Because issues concerning purdah in Islamic cultures are quite complex, T will only touch on key
points. Contrary to a belief which mary Muslims and non-Muslims have, Propbet Muhammed
(P.B.U.H), during his lifetitne, strove for a society in which both women and men had equal rights and
where individuals could be respected (Memissi, 1991: 188). Women in the first Muslim community
attended mosque, participated in community politics, fought during battles, listened to Prophet
Muhammed's (P.B.U.H) discourses and expressed ideas and opinions about religion. The Propbet's
(P.B.U.H) wives, 'A'isha and Umm Salama, also spoke for the liberation of women and women's right
for freedom. Any restrictions in women's movements which ensued during the Prophet's (P.B.U.H)
lifetime were based solely on their safety in the streets and were not based on religious teachings.
Restrictions from the mosque were also based on their safety as this was a place of lively activity
where the Prophet (P.B.U.H) conducted all his religious and community affairs. However, current

97



The Mullahs told the people that their daughters would become "shameless™? (field
inierview with Fatima) if they attended school with the boys. The men would then
come home and share this information with the women in their households. The
community became worried about their daughters coming into contact with male
teachers and students who were not family members, and, as Azada explains, "the
parents were afraid that once the girls would be able to read and write they would start
sending love letters to the boys" (field interview).

The Ismaili Muslims encountered much opposition from members of the Sunni
community and the Mullahs for sending their girls to school. They thought the Ismailis
were violating the principles of Islam.7# During conversations with local Ismaili
women, I gathered that Sunni families often perceived the school-going Ismaili girls
and their families as "shameless,” and began to generalize this to the rest of the Ismaili
community.’ Consequently, many Ismaili families felt threatened by this pressure and
were hesitant to send their daughters to school despite their Imam’s guidance.

Hamida is a young Ismaili girl whose father sent her to school. The young
boys at school would tease Hamida's brothers saying that they were "shameless” for
bringing their sister to school. In a conversation that my mother and I had with Hamida
she explains how her father ignored some of these pressures:

Hamida used to go to [boys'] school with her elder brothers. The boys
at school would tell her brothers that they were shameless for bringing
their sister to school. Hamida's brothers went home and told their
father that they did not want their sister to come with them because
people were saying they were shameless. Her father told them "let the
people worry about that - if you do not want to go to school you do not
have to, but I will not stop sending your sister to school.” (fieldnotes,
conversation)

If a girl from an influential family76 attended boys' school, the community
generally refrained from hassling her family. Unlike Hamida, Azada and her family did
not encounter any pressure from the community because of their prominence in the

restrictions on women’s movements are based on interpretations which do not recognize the Prophet’s
(P.B.U.H) reaction to a specific historical context. For a further discussion on this topic, seec Mernissi
(1991) and Ahmed (1992).

73vShameless” in the sense of coming into contact with men who were not family members.
T4Conflicts resulting from various religious interpretations are evident througiout most religions in
the world (Memnissi, 1991).

75 According to my sources and findings, I gathered that there were no Sunni girls who attended the
boys' school; while this might not be exactly correct, the number of Sunni girls was not as high as the
number of Ismaili girls in the schools.

76Usually families from the upper caste.
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valley. Her parents were also not concerned about her safety because her uncle taught
at the school and always walked with her to and from school. Azada’s perceptions of
the community's attitudes toward her family, herself and other girls at her school are,
therefore, quite different from Hamida's views. Azada says,

My mother was not worried [about me going to boys' school]....My
mother's youngest brother , my relative, used to be a headmaster at that
school.... My father and mother told [him], "take care of our daughter;
take care of her discipline, take care of her while she is going and
coming from school"....[The other girls in my school also faced no
problems). In Chitral all people know one another and have good
relations with the families. In Chitral, everyone treats each other very
well.....We all think of the different children as our own children.

(field interview)

The reference which Azada makes to her mother's awareness about school and her
voice in the family indicates an altered gender structure in her family.

One woman, Shaida, describes that when she was attending boys' school in a
hundred percent Ismaili village about three hours from Booni, the community did not
oppose any of the girls who went to the boys' school or these girls' parents. She
explains, "[w]e used to sit [and study with the boys]. It was an Ismaili community so
there was no restriction of purdah and people did not say anything about girls studying
with the boys" (field interview with Shaida).

Overall, the community's reactions toward girls' schooling is a suggestion of
the people's fear of a disruption in the gender structure within their culture. Their
perceptions indicate that treditions like arranged marriages and women not meeting with
men they did not know were being threatened. The people’s views also suggest that
women's actions could not be trusted and that, if women were allowed to break free
from tradition, they would behave inappropriately. The people’'s attitudes also point to
varied interpretations of Islam and to conflicts which can result from such differences.

School Culture: Girls Share Their Experiences at Boys' School
Most girls who attended boys' school had no idea what school was because

they were too young to understand. They only recall having to wear the same uniform
as the boys, cut their hair short and carry a school bag. Once the girls started primary
school, they were very happy to be there and had positive experiences. Hamida
describes her experience:



We were happy to go to school. We were learning. We felt good to
have a schocl bag. We had to wear the boys' uniform and cut our hair.
You know the Chitrali cap, we used to wear that also. (field notes,
conversation)

Hamidz's account illustrates that, although girls were permitted into the boys' school,
they were expecied to dress and to look like boys.

Unlike the elders in the community who were concerned about girls studying
amongst boys, most girls, especially at the primary school level, were indifferent about
learning with boys. Karima talks about how she felt to attend boys' school:

I was happy. There was no reason to be unhappy...We did not even
know anything about boys and love. We never felt ashamed or
embarrassed. It was the parents who felt that way. We were innocent.
(field notes, conversation)

Karima vividly recalls that the behaviour which the school expected from the boys and
girls did not even allow for much interaction between the two genders. For example,
boys and girls were not allowed to sit next to each other during class time. This is
illustrated in Karima's anecdote of her experience at boys' school:

All the girls sat in front. The boys sat behind and on the side. Girls sat
in the first bench and the boys sat behind [the girls]; [girls sat] in front
of the teachers. (field notes, conversation)

Karima's description of the gender segregation at school and Hamida's earlier
description of girls being molded to look like boys suggest that the culture of school
was still perceived as one for boys.

Once girls reached middle and high school, however, their perceptions of
studying with boys changed. Most girls were uncomfortable to study with boys
because they were more conscious of gender relationships in their culture. Some girls
also perceived their respectability to be at stake. Although most girls say that their
teachers encouraged them to come to the front of the class and ask questions, the girls
did not have much confidence to respond to questions in the presence of boys. My
speculation is that gender segregation within the household and iiie community after
puberty had an impact on the girls' discomfort in boys' middle and high schools.

Most girls were afraid to tell their fathers about their discomfort in boys' school
because it is considered disrespectful in their culture to voice any concems to elders
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who have made certain decisions. Their mothers could not say anything because
fathers had the decision making power. Even if mothers did say something, their voice
would not hold much weight in light of their husbands’ decisions. These family and
gender relationships are described by Azada, one of the three girls in her class to finish
class 10 -- the final level of secondary school -- at boys' school:

In class 8, it was this way -- we wanted to pass matric quickly so thai
we could be relieved from goir 3 to school with the boys....I did not feel
like going to boys' school. It was difficult to go to boys' school. We
felt embarrassed with the [boys] sitting in front of us. We did not speak
with confidence at the boys' school....For so many years to sit amongst

strange people and to try and maintain my izat’7 was hard....To go to
boys' school was the only way out. My hands were tied. My father
admitted me by force into the boys' school. Icould not say anything to
him. We respect our elders and we do not say anything in front of
them. Poor mother could not say anything. In front of father she loses.

(field interview)

The experiences shared by Karima and Azada, thus, illustrate some conflicts and
similarities between the community's perceptions and the realities of girls' experiences

at boys' school.

A Girl's Primary School is Established

Girls Have Mixed Feelings; the Community Has Mixed Feelings

When the girls' primary school was established in 1964, a ripple effect took
place in the community as more and more girls began to attend school. For many of
these girls, however, the transition from a traditional lifestyle to the culture of school
was difficult. Through cultural networking, awareness about schooling had increased
and some girls were frightened by the stories which they had heard from their friends.
They were afraid to go to school because they had been informed that teachers
physically punish students. Other girls did not want to leave their mothers. Some girls
wanted to stay at home to play and to graze cattle with their friends because most of
their friends were not allowed to go to school. When Azada's father enrolied her in
school, she wanted to stay at home with her friends. She explains,

In the times when I was admitted to school, we were only 2 girls out of
20 households going to the school. The rest [of the girls] were all

7TRespectability.
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taking care of goais....They used to stay at home and play with
dolls....I was not happy to go to school. I was compelle to go out of
fear of my father. He was happy, but I went because I was forced to. 1
used to go unkappily to school. 1 wanted to stay at home and graze
cattle and play with my friends. (field interview with Azada)

Once again, most of these students were Ismaili; their parents were now less concerned
about the family's reputation since their daughters could study in a culturally
appropriate environment. Shora's father is an Ismaili man who had refused to send
Shora to boys' school because he did not want his daughter to study with the boys.
However, he changed his mind about sending her younger sisters to school after the
girls' school was opened and "after he saw many [other Ismaili families] in the village
sending their daughters to school” (field interview with Shora). This ripple effect also
extended to some Sunni families who began to enrol their daughters in the school.
Zarina, my research collaborator, explained to me that, "after observing Ismaili girls
going to school and progressing...Sunni families started to send their daughters to
school [as well}" (fieldnotes, conversation).

Although an increased number of girls were going to school, the retention rates
for these girls were very low. Purdah was a contributing factor to this phenomenon,
particularly when the girls had reached puberty. For example, parents were concerned
about their daughters walking to school alone or passing thro:gh the bazaar. Many
girls also left school after class five because there was no girls' middle or high school.
Parents were still worried about their daughters studying with the boys. They were
also concerned about their daughters playing with the boys and learning games like
football which were considered "boys' activities." Shora's younger sister went to the
boys' school after class five. Shora explains that her sister left this school after class
six "because of co-education” (field interview). Shora further adds, "my younger sister
used to play football at school with the boys. That is why my parents took her out"
(field interview). Early marriage also affected the continuation rates of girls in school.
Once a suitable boy was found for their daughters, parents removed them from school
to get married.

Many girls also remained at home because of financial constraints. Although
formal education was free, parents had the financial burden of paying for items like
uniforms and books. While some parents could not afford to send any of their children
to school, others, who were only able to send one or two children, sent their sons.
They felt that the opportunity cost of sending their daughters to school was too high
because, culturally, sons were valued as the financial supporters of a family. Once a
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daughter was married, she was iic longer considered to be a part of her parents’
household. Consequently, parents thought that educating their daughters would only
benefit their daughters and, ultimately, their daughters' husbands and in-laws.
Therefore, providing a daughter with formal education was not considered important.
This favoring of sons over daughters is summarized by Sakeena, a 45 year old woman,
who shares why her husband and she chose to send their sons instead of their

daughters to school:

My daughters had to go to another family; the boys are our own so it
was better for us that they went to school. The girl will go to another’s
home and can at least get food and clothes from her husband. The son
has to run the family [by implication, Sakeena's family]....Food and
clothes are provided by the sons....Therefore, I sent him to school.

(field interview)

Despite the fact that there was now a girls' school in the community, many
families were still reluctant to shift from tradition and send their daughters to the girls'
school. According to Fatima, many parents "did not know the value of
education...they only paid attention to household work and to collecting fodder for the
cattle" (field interview). Schooling for women was basically seen as "useless” (field
interview with Fatima) because "at that time, [the community] felt that girls should sew,
knit, make caps, kalins?8 and long gowns [winter coats]" (field interview with Shora).
In some homes, mothers had no one else to help them so their daughters were expected
to stay at home and work. Religion, the tradition of early marriage, gender
expectations and financial constraints thus continued to work against the girls.

Women Go to the "Down District" to Study: the Community Resists

When some of the women started going away to the "down district”, other areas
of Pakistan, for higher studies after completing their matriculation in Booni, they met
with a lot of resistance from the community. Women like Fatima, who were opposed
to women leaving the valley, view their resistance as a product of their own realities of
having never been to school. Recalling two women who went to Karachi for further
studies after completing their education at boys' schools in Chitral, Fatima says, "[i]n
the olden days, I remember two women who went to Karachi for their studies. We did
not like that training because at that time we were illiterate...[we] did not understand the

78 As previously described, kalins are local carpets
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value of female education” (field interview). Thus the idea of women lcaving the
valley was viewed negatively by the community.
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The Current Situation

Positive Perceptions of School: Daughters Speak

One of Roshan's most memorable experiences of school is the day her teachers
selected her to request the education minister of the North West Frontier Province that a
girl's high school be opened in Booni Valley. This was important for her not only
because she had the opportunity to be in the presence of a distinguished person, the
Minister of Education, but because it also marked the end of girls having to attend
boys' high school. As mentioned previously in this chapter, although some parents
sent their daughters to the boys' school. they did it with hesitance and many girls
themselves felt awkward, shy and uncomfortable studying in the presence of strange

boys. Roshan explains:

After I finished class 5, the girls' middle school was ready so I attended
it. After I completed middle school, I went to our Wazir [Minister of
Education] and, with my hands, together [I] personally made him a
Lumble request. He came to our Rest House and the school teachers
sent four girls, including myself, to request that our school be given the
status of a high school so that girls could do their high school in a girls'
school because we find it difficult to go to boys' school. (field

interview)

Since that day in 1982, girls' access to high school in Booni Valley has increased and
previous concerns of girls' attending boys' school are no longer an issue.

The opening of the Aga Khan Hostel in 1989 also increased access to school for
those girls who come from villages where girls' high schools have not yet been
established; where the issue of girls attending boys' school is still sensitive for many
people; and where coaching centres do not present an attractive alternative to learn. The
motivation for most of these girls to perform well in their middle school exams is to
meet the academic criteria required for securing a place at the hostel and, thereby,
attending the girls' high school in Booni. Umah, who lives at the hostel, faced this
situation during middle school. There is no girls' high school in her village and her
parents did not want her to go to the boys' high school. They were concerned about
her safety because the boys' in her village are not well mannered. Her parents were
also worried because the community is quite particular about male and female space,
and has negative views about girls attending boys' school. Umah did not want to study
at the boys' school either. She studied very hard and is very happy that her
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achievements have enabled her to live at the hostel and to study at a girls' school. She

explains,

Some girls in my village went to boys' school after middle school. 1
came to Booni Hostel....I would not have liked to go to {a] boys’
school. The number of boys in the classrooms is much higher than the
number of girls. There are fifty boys, but only seven or cight girls in a
class. I do not like boys and girls sitting together for studies. In my
area the boys are not good, they are rough. I studied very hard so that I
could come to the hostel. (field interview with Umah)

Thus issues concerning girls studying with boys which were sensitive before in Booni
Valley are still present in other villages.

Positive Perceptions of School: Mothers Speak

Today, the community's perceptions towards girls’ schooling have also
drastically shifted. The local people have great value for this institution which now
plays a major role in their children's learning. Nearly all parents in the village send
their daughters to school today, and, unlike the past, a family's reputation is now at
stake if they do not send their daughters to school. In light of this, Shora says that
"nowadays, everyone is getting education. If I am able to afford it, I will send each
and every child [of mine] to school. I do not want to keep them at home" (field
interview). While I was in the valley, many women would tell me how badly they feel
about the few families who continue to deny their daughters the opportunity to go to
school.

A Sense of Regret: Mothers' and Daughters' Thoughts on Schooling
Nowadays, the women of the older generation feel sorry that they were never
given the opportunity to go to school. They believe that not having received formal
education has hindered them from developing literacy skills, getting paid employment
and acquiring knowledge. Those women whose daughters did not go to school during
the initial stages of girls' schooling also have much regret. Sultana, who did not send
her daughters to school, expresses this regret.

I did not know what schooling was for girls at that time. At that time, I
thought that Quranic education was enough for my girls. I did not have
any sense about the value of girls schooling....Today they have
remained illiterate and I feel very bad. (field interview)
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These daughters also feel sorry that their parents did not send them to school.
Shahnaz's clder sister, Zaheeda, who is about 29 years old, did not go to school
because school was not common in her time. Her mother had no one to help her at
home either so Zaheeda had to stay home. Shahnaz shares how her elder sister feels

today when she sees other women going to school.

My eldest sister has not been to school. She did not go to school
because it was not common during her time. There was a school, but
there was no one at home to help my mother so she did not go to
school. She feels very bad because she sees all the other girls around
her who have been to school and who are going to school. (field

interview)

Mothers' Sacrifices and Initiatives to Send Daughters to School
A result of the emphasis placed on schooling is that the community has negative

perceptions abuut persons with no schooling. Moreover, pecole with no schooling do
not have a positive self image. The women in the sample view themselves as
"backward," "illiterate” and "animal-like," and often express statements, such as "I am
a dumb person, I cannot think,” whenever they compare themselves to young women
of this generation with schooling. Women with no schooling want their daughters to
get formal education so that they will not be viewed in this manner.

Naseema never had the opportunity to go to school. There was no school in her
parents' village and she got married before her baby teeth even fell out. She compares
her life to the type of life she wants her daughters to have and says she will make any

sacrifice so that her daughters can get schooling:

I have never gone to school; there is no difference between me and an
animal. I do not want my daughters to remain illiterate....I send my
daughters to school so that they can get education. Whatever trouble I
have to carry, even in the future, I will never ask them to leave school.
(field interview with Naseema)

Like Naseema, most mothers in the valley share this sense of responsibility to send
their daughters to school. Unlike the past when many mothers did not want their
daughters to go to school because they needed their help at home, mothers today are
sacrificing this help so that their daughters can get formal education. In some
instances, widows, like Sultana, have even sold their animals, which comprise a large
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part of or sometimes their only income base, to send their daughters to school:

"Allah™ is responsible for a person's risag®. Allah helped me to give my daughters
education....] used to sell my goats and chickens. In this way I was able to give my
daaghter education” (field interview with Sultana). From this interview, the sacrifice
which women make to educate their daughters is apparent and, what is also interesting,
is the emphasis the women put on the will of Allah to guide their destiny.

A shift is also apparent at the household level as mothers are taking more
interest in encouraging their daughters to go to school, a role which was previously
held by men. Shahnaz's experience illustrates an example of this gender shift.
Shahnaz did not like going to school and would often cry because she wanted to stay at
home with her mother. However, her mother used to encourage and advise her to go to

school:

While I was in primary school, I used to go crying sometimes....I used
to tell my mother that I did not want to go to school....On the days
when I did not want to go someone used to iake me; they used to carry
me by force. It was mostly my mother who took me. My mother used
to teil me not to follow her.” She used to force me to go to school
because she [felt] that for the coming years, it would be useful for me to
go to school. (field interview with Shahnaz)

School Culture Today

Typicel Day at School

It is 6:45 a.m. in October and about 48 young women are lined up at the back
gate of the Aga Khan Hostel ready to leave for the Girls Government High School
(GGHS), Booni, which is about a 15 minute walk from the hostel. These young
women, who have come to live at the hostel so that they can attend high school, are
amongst 800 other girls in the village who are also getting ready to go to school.8! The
girls have come to the hostel because they are not keen about going to boys' school in
their villages, attending coaching centres which provide an alternative to formal
schooling or learning ihrough distance education from home. Furthermore, they do not

9God.

80Refers to a person's destiny.

81 A explained in Chapter V "Description of Research Site: Booni Valley", most of the girls living in
Booni valley and in surrounding villages attend the govemnment primary and high schools for girls.
Approximately 135 girls attend the Aga Khan School and later transfer to the GGHS, about 12 girls go
to the Pamir Public School and a few girls attend the Terichmere Public School.
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want to get married at an early age like many of their friends, whose parents cannot
afford to send them to live at the hostel, are compelled to do.

The hostel residents are wearing their freshly washed and ironed blue and white
uniforms and their hair is pulled neatly back. Some of them are also wearing red
sweaters, which are part of the uniform, to shield themselves from the chilly momirg
wind. The days are getting shorter as winter approaches the valley. Soon the girls will
start Jeaving for school later because the school building is not equipped with heating
resources.

The girls are waiting for Akber, the hostel gardener, to walk with them to the
school. Divisions of space for men and women in the valley make it generally
unacceptable for young women like these girls to walk unaccompanied in the village.
In Booni, the school and the route between the school and the home have come to be
accepted by most of the community as a space where women may enter. However,
perhaps because some girls do not have to pass through the bazaar, the main street of
town which the villagers recognize as men's domain, it is not uncommon to see girls
walking to school alone or in groups without male accompaniment. The hostel girls do
not have to pass through the bazaar. Many of their peers in the village must leave for
school earlier in the moming as they have to take a detour to avoid walking through the
main street of town. Once the girls reach school, Akber leaves them at the gate and
returns to the hostel. The girls enter the gate into the school compound which is
surrounded by a high wall shielding the world of the community from the activities of
school life. Most men in the village have never gone past the main gate into the school
which is a private space for women to come together and learn.

Within the compound, the school has a primary and high school section. The
buildings are permanent fixtures, unlike those of the past which were made out of mud.
Although the primary school was recently renovated during the government of Prime
Minister Nawaz Sharif, the school still remains roofless. Consequently, most of the
primary school girls sit outside on the verandah during class time. Itis believed in the
village that funds which were reserved for the school during Sharif’s regime have been
transferred to other projects started by the government of Prime Minister Benazir
Bhutto after the collapse of the Sharif government. In the high school section, many
girls also sit on the verandah as the classrooms cannot accommodate the high enrolment
of girls in class 9 and 10. Students either sit on zats, straw mats, in the classrooms or
squeeze onto benches as furniture has not been adequately provided for by the

government.
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The high school also has a staff room which is equipped with cabinets that have
been tilted against the wall to protect fragile items, such as recently arrived lab
equipment, from breaking in case of an earthquake. There are a few long tables in the
staff room, of which one is the headmistress's desk and the other is the clerk's desk.
The room also has a typewriter, a telephone and cabinets which hold library books$2.
As the school has no laboratory, the science equipment is hardly ever used to teach
practical skills. During the autumn months, some teachers instruct in the small
courtyard becausc iheir classrooms do not get warmed by the sun. In the winter
months, the girls are each expected to bring a stick of firewood to burn in the small
fireplaces located in one comner of each classroom and in the staffroom as the school
does not receive sufficient funds from the government to buy firewood for heating the
buildings.83

The school day begins with a 15 minute assembly which includes singing the
national anthem. Once a week, the teachers conduct a uniform and hygiene check.
Girls whose hygiene, appearance or clothing is not considered acceptable are scolded or
physically punished. After assembly the girls go to their classrooms for Qirate, the
recitation of the Holy Quran, and then commence their daily secular subjects which are
generally taught in Urdu. While most girls pursue the humanities route84, some girls
have opted to study science which was introduced in the school about two years ago.
The girls in humanities are required to take Math, English, Urdu, General Science,
Social Studies (Pakistan History), Islamiat Lazmi, Islamiat Ikthiari, Mubadiar®.
Physical education training or P.E.T. is also part of the curriculum. Those girls
studying science are exempt from Islamiat Ikthiari and General Science and, instead,
take Biology, Chemistry, and Physics.

Today I have an appointment with the high school headmistress. I am scated on
the verandah talking with her. Itis a very cold moming anc the girls from one of the
classes are seated in a horseshoe in the courtyard, facing the slightly elevated verandah.
These girls are engaged in a number of activities. Some girls are whispering to each
other, others are silently reading their books and a few are looking around them moving
their lips as though murmuring something. Their teacher is seated in front of them on
the verandah taking care of her young child and knitting a sweater. Some other
teachers are also sitting on the verandah, looking after their infants and talking. Oncein

82Most students have not seen these books and some are unaware that such books exist.

83These phenomena appear not (o be particular to Booni, but to be widespread throughout the district
and country.

84The humanities route is referred to locally as the arts route.

85Home Economics
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awhile a young child runs past the girls seated in the courtyard and each time a teacher
walks by to pick up the child, all the girls stand up and then sit down to resume their
activities. A few school girls are also taking care of the teachers’ chiidren.

Across the courtyard, many girls are seated on another verandah. They are
crammed together at the benches and tables and are repeating after their teacher, who is
standing in front of them. In one of the classrooms the girls are sitting alone because
their teacher has not come to the school. Some of these girls are reading from their
books and chanting softly to memorize their lessons. Another group of girls is learning
how to knit and do embroidery from each other.86

After the first three periods of the day, the students have a 10 minute recess break.
During recess, many primary school girls leave the school compound to drink water
from the nearby channel, to go to the bathroom or to play in neighbouring fields. Girls
from class six onwards are not allowed to go outside because they have grown up and,
culturally, it is not appropriate for them to enter this public space. They either do
schoolwork, talk or teach each other how to knit and do embroidery.

After awhile, I walk over to the primary school section where I observe similar
scenes. In one of the classes, the teacher is seated to the side talking to her colleague
while her young student is instructing the class. This student is reading a poem aloud
and walking amongst her peers who are repeating the lines of this poem after her.
From my observations and discussions with local women, the behaviour of and
personal interactions between the students and teachers as well as the methods of
learning which I have just described appear to be everyday occurences in the
government girls' schools in Booni Valley.

When tite school day ends at around 1 p.m., the girls return home, following their
usual paths, either alone, in groups or accompanied like the hostel girls.

Mothers and Daughters Reflect on Girls' School
Mothers and daughters in Booni Valley have come to place extreme value on
schooling. Young women of this generation speak enthusiastically about acquiring
knowledge from school and are keen on being a part of this learning process.
However, the expectations which most women, particularly school-going girls, have of
schooling often come into conflict with the school culture. Girls also continue to face
various challenges and obstacles within the community which affect their schooling

86When teachers are absent, girls' use this time to learn how to knit and do embroidery from each
other. Many of their mothers think that they leam these handicraft skills from the formal school

curriculum.

111



experiences. The experiences which young women have at school and the larger
community values which affectgirls' formal education will be discussed in the next
section. Furthermore, the way in which young women's experiences come into
conflict with their expectations and with their mothers' expectations of schooling are
also described.

Unfulfilled Schooling Experiences

Improved access. an environment unable to cope

Most women in Booni consider themselves fortunate to have access to two
girls' primary schools and a girls' high school. Although the availability of these
institutions has increased girls' participation rates in school, it is also becoming
increasingly difficult to accommodate the number of girls who want to attend these
schools, particularly in the government institutions. Many girls perceive these high
enrolment rates to be a deterrent to their leaming. Some girls think that the teachers are
unable to teach effectively because there is too little space in the school for them to
move about. The teacher - student ratio is also inadequate; there are not enough
teachers for the number of students enrolled in the school. This staff shortage is
illustrated in one woman's experience of school: "When I was in school, there were
not enough teachers in the school and there was too little space in the school. Because
of [this lack of] space, they were not able to teach properly” (field interview with
Aisha).

Other girls complain that they are unable to hear the teacher clearly because there
are too many students. Moreover, they do not have a very clear view of what the
teacher has written on the chalkboard because they have to sit too far away. Girls who
have previously attended the Aga Khan Schools, however, found that they were better
able to learn in these schools because the enrolment rates were not as high and they
could see the chalkboards clearly. They also found that they could see the Aga Khan
School chalkboards better because they were cleaner. High enrolment rates,
particularly at the government schools, have resulted in many girls having unfulfilled
schooling experiences.
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Perceptions of teachers' involvement in government schools??

For the women in Booni Valley, teachers' involvement in the schooling process
presents an important part of their experiences. In instances when teachers instruct
regularly, respect the students and put in energy and effort to teach their students, the
girls have positive experiences and ieel they have accomplished much from their
classes. Thus Aisha speaks about a positive experience with her Urdu teacher at the
government school, "I liked Urdu because my teacher was good and explained things
well. She always used to tell us to study well and to do our work" (field interview).

However, a global picture of the women's perceptions indicates that most girls are
disappointed with their teachers' involvement in the girls' schooling experiences.
Mothers and daughters in Booni are: quite concerned about the high rate of teacher
absenteeism which has resulted in much frustration and disappointment for many
students. The students are also discouraged because, even though some of their
teachers are Tiesent at the school, they do not physically come inside the classrooms to
instruct. Most girls think it is useless for them to go to school when they are only
taught two lessons a day out of the eight outlined in the curriculum. According to the
students, their teachers either socialize with their colleagues, make clothes or knit
during their scheduled time of instruction. Some teachers are also preoccupied with
their infants, either because the children are nursing or because their in-laws do not
have time to take care of them at home. Some students also experience frustration
because they are expected to look after their teachers' children. These students feel that
it defeats their purpose of going to school to learn. Yasmin shares her discontentment

and frustration about teacher absenteeism:

Not all the teachers come to the class to teach. If they come to class then
they do not teach. We [are scheduled to] learn eight subjects everyday.
Each class has a separate teacher, but only two to three teachers come
into the class each day and teach....Most come to school, but they bring
their children and sit with them away from the class. They pay no
attention to teaching. Sometimes they ask us to look after their children
so we do not learn anything in the class. (field interview)

87Teachers' perceptions are not presented in this study. However, it is recognized that the life of
teachers is very difficult in these settings. Therefore, further research should be undertaken.
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One of Yasmin's peers, Faranaz, said that if she did not have to pay 5 Rupees88, which
the girls are required to pay each day they are absent, she would not go to school.
Faranaz said she would rather get private tuition and werk by herself at home.

Many mothers are also concerned about the teachers not instructing enough at
school and attribute this to weak teaching methods. Their thoughts on schooling are
based on their daughters' experiences at school. Shora is a concerned mother who
shares her thoughts about the teachers not instructing enough at school. She says,

The teaching is weak. My daughter used to tell me that the teachers do
not teach. They just stand in front of the class and read a bit and then
they leave.....They do not teach well; they do whatever they want in
school. Whenever they want to teach, they teach; whenever they don't
want to teach, they don't. (field interview with Shora)

Mothers feel that a child who only completed class 3 education when school was first
established in the valley is more "able" than a child who completes class 8 education
today. These mothers usually speak to this issue in reference to the men and compare
their daughters' abilities to the abilities of male students from the past. These
comparisons also suggest that the education received in boys' school might be of better
quality than in girls' school.8?

Many young girls attribute the incompletion of their course work to the high rate
of teacher absenteeism. Subsequently, these students cheat during exams. Although
most girls are ashamed to cheat, and were often hesitant to admit in the interviews that
they cheat, they are caught in a culture which now demands high academic performance
in order to "progress.” Most students resort to cheating if necessary so that they do not
miss out on higher learning and paid employment opportunities.?® Sometimes,
cheating is also encouraged by the teachers so that the school name and the teachers are

88Rupees (Rs.) is the local currency. During the period (Aug. - Oct. 1994) when this research was
conducted, one Canadian dollar was equivalent to approximately 25 Pakistani Rupees.

894 study which explores boys' experiences and perceptions of school would provide a holistic picture
of gender schooling experiences in Booni Valley.

90Cheating is particularly an issue during centralized government exams such as the Senior School
Certificate (SSC) exams. The "semester” exams which are made up by the teachers include only the
material which students have covered in class so students generally do not find these exams very
difficult. During the government exams, students are not well-prepared because the exams include all
material for a particular class level and many girls are unable to complete this work in school. This
problem is not only particular o girls' school, but to schools throughout the country. According to
many people in the community, this problem has worsened since the introduction of guidebooks from
which students cheat. Issues concemning cheating as they relate to competition for paid employment
will be discussed in further detail in Chapter VII "Women's Perceptions of Schooling and Work."
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recognized if the girls do well. Some students are also urged to cheat by their parents

so that their family name is honored.

Percentions of teachers' involvement in other school

The women often compare the quality of teaching at the government school to
the Aga Khan School or to the Pamir School and seem to generally have more positive
views about the latter two institutions. Girls who have attended both the Aga Khan and
government schools think that Aga Khan School teachers are more dedicated and hard
working and this, in turn, is an encouragement for students to work hard.

Furthermore, at the Aga Khan School, the girls feel that their work is recognized more
by the teachers who reward the students for their academic performance. The girls'
parents are invited to the school for prize distributions, something which rarely, if ever,
done at the government schools. Yasmin speaks of her experience at an Aga Khan
School before transferring to the girls' government school:

When I was at the Aga Khan School, my teachers never wasted their
periods. There was no time [for us] to talk, that is how much they
taught us. Our teachers used to encourage us. They taught us with
interest and they worked hard. When we had exams, [our teachers]
used to give out prizes. They used to say, "well done." We used to like
[this] very much and we used to work hard with a full heart. When the
results were out, our parents [usually only fathers attend] used to be
invited for a prize distribution.

We do not enjoy school as much [any more]. The teachers in the
government school do not work with us as they do at the Aga Khan
Schools....The teachers do not teach us well. If they did then maybe
we would have been able to learn better than we are presently
learning.... We go to [school and] just sit in class....In spite of this we
still go to school because we have worked hard to pass class 8. Now
we want to do class 9 and 10 to get education and not waste the efforts
which we put up to class 8 for our parents' service and more education.

(field interview)

After students transfer to the government school, they no longer experience the same
sense of motivation to work because they find that their teachers are not putting in as
much effort to teach them, to communicate with parents or to recognize the students’

efforts and achievements.

Many mothers also think that the quality of education is better at the Aga Khan
School. Sultana shares her thoughts based on observations of her daughter’s
experience at the Aga Khan and government schools:
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For getting education, it is better to go to the Aga Khan School. When
my daughter used to come home [from the Aga Khan School], she
[would] study and work hard. When she went to government school,
this changed. She used to work less. She used to tell me that the
teachers did not put a lot of emphasis on their work and that they did not
teach well. In the beginning she did not feel good about going to the
government school. (field interview)

One mother, Shora, compares teacher absenteeism at the government and Pamir
schools. She thinks that there is less teacher absenteeism at the Pamir School because
foreign teachers instruct at this school. According to Shora, foreign teachers only
remain away from school during their holidays. Furthermore, she thinks the foreign
teachers work harder than teachers at the government school who are al local people.
She shares her perceptions.

Pamir school is good [compared to the government school].... There are
foreign teachers there and they are better. They work harder in school;
they do not stay at home; they only stay at home during vacations.
(field interview with Shora)

Like Shora, most local people place very high value on foreign teachers and often
perceive them as perfect people with a good work ethic, all the right answers, valuable
skills and knowledge, and who can lead the local people to the road of "progress."

Most girls place high value on a teacher's knowledge of a particular subject
matter. A teacher's familiarity with a certain discipline means a fulfilled and positive
schooling experience for students. The majority of girls have had favorable
experiences learning languages, particularly Urdu, and religion because their teachers'
knowledge in these subject areas is very good.

However, girls feel discouraged when they study subjects like math and English
because their teachers knowledge of these subjects is limited and, therefore, they do not
teach with much enthusiasm and often do not complete the course material in time for
exams. Most girls find math very difficult and usually have to get tutored in this
subject.
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Teachi hods and learni I

The teacting methods and learning styles used in the schools also impact on the
girls' schooling experiences. Rote learning, memorization and cramming are practiced
widely by the students and, according to one woman in the community, this process of
learning has not changed much since schooling was first established in the valley.

Right from primary school, young girls are exposed to teaching methods
where, as Shahnaz describes, "the teachers...read to [the students]...and [the students]
repeat after her" (field interview). This method is later adopted by the young girls who
internalize and start employing similar techniques. As I previously described, during
one of my visits to the Government Girls' Primary School, I observed a young student
acting as the teacher and reading a poem aloud to her peers who were repeating the lines
after her.

The pattern of reading and repeating is then carried on into higher classes. In
higher classes, teachers also write the answers to questions from the text on the boasd
and the students copy these down. In some cases, the teachers lecture the students and
expect them to listen without any dialogue. Rubina thus explains, "in secondary
school, we did not say anything; we were supposed to keep quiet. The teachers used to
lecture us only. We were only supposed to listen” (field interview). The teachers also
encourage the girls to cram the course material so that they are better prepared for their
exams. Roshan explains, "[wlhen I was going to school, the way of teaching was not
good. Most of the ieachers were untrained. They just used to ask us to cram from the
books" (field interview).

When the girls study on their own they memorize their course material by
chanting their work aloud. This method of learning is used for all their subjects and is
adopted at a young age. Very often the girls do not even look at their text, but move
their lips and look everywhere around them. I experienced this method of learning
everyday at the hostel as each of forty-nine girls chanted a different subject matter
during their study period. However, I recall two instances during my stay when there
was complete silence during the girls' study time. Zarina explained that she often
encourages the girls to reac quietly and try to understand what they are studying.
These moments of quiet learning did not last long as the girls found it extremely
difficult to break from the pattern of cramming which they have acquired from
childhood.

Although girls view rote learning, memorization and cramming as meaningless
and ineffective ways to learn, they find it necessary to adopt such methods so that they
can perform well on their exams. Because their teachers do not instruct effectively, the

117



girls resort to cramming their course material. During the exams, the girls are also
expected to provide answers which come word for word from their textbooks. Some
girls note that, after writing their exams, they usually forget much of what they leamed.

From my observations, it appears that there is some continuity from traditional
to modern ways of learning. Students at school and at the hostel memorize and chant
their course material in a rhythmic fashion in much the same way I observed and heard
girls at the hostel reading the Holy Quran. While these methods of learning may be
valuable for Quranic education, they appear to be ineffective to acquire secular
knowledge.

Teachers' limited knowledge in certain subject areas and poor teaching methods
appear to stem from two factors. Firstly, a cycle is evident whereby the teachers
hemselves have learned very little about subjects like math and English when they were
in school. My speculation is that subjects like Urdu and religion are also easier for the
teachers to instruct because they have learned religion all their lives and all the subjects
at school are taught in the country's official language, Urdu. Secondly, most teachers
do not have any meaningful teacher preparation.?! Most teachers begin instructing after
completing higher secondary school and/or a B.A. degree through distance education
without receiving any practical teacher preparation in a classroom.92 Consequently, the

91Qverall, the percentage of teachers with practical teacher training is low in the entire Chitral district.
Until the mid-1980s, there was no practical teacher preparation available in the district. ‘Women and
men who wanted to train as teachers had to go to Lahore, Peshawar, Islamabad or Karachi. For most
women this form of training was and continues to be impossible because purdah, financial constraints,
marriage and parental decisions restrict most girls from leaving the valley. Many of these women
began teaching directly upon completion of their matriculation or after they had completed higher
secordary education through distance learning. In 1988, AKES, P established the Field Based Teacher
Development Programme (FBTDP) to train teachers in their home villages. Under this program, two
Aga Khan Schools and two Government Primary Schools each year are selected to function as a
training base and teachers of these schools are provided with training under the supervision of qualified
Master Trainers. This training prepares teachers for teaching techniques and methodologies, testing and
diagnosis, class room management and child psychology and improves their knowledge of subject
content. At the end of one year's training programme, teachers take the PTC (Primary Teaching
Certificate) examination. Currently, 137 teachers from the Aga Khan Schools and 100 from the
Government schools have completed primary teacher training under this program (the distribution of
female and male participants in this program is unavailable). In 1992, the course was extended o
include the middie school teachers. In order to sustain the benefits and quality of this training, after the
completion of one year's program, Refresher Training Courses (RTC) are held each year during schoo!
vacations with different themes and topics. Although, this program has been set-up, there are still
many teachers who have limited practical teacher preparation. A study of the teachers’ perceptions of
their training experiences, either through distance learning, an insitution outside the district or the
FBTDP, would lead to a better understanding of these training programs and their usefulness to prepare
local teachers, particularly female teachers.

92with "qualifications inflation”, it is mainly those teachers with post-matriculate education who are
hired today.
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teachers repeat the practices of their own teachers by using similar teaching methods
and encouraging students to study as they did.

Gend . dministration at gicls' schoal

Some women in the community, particularly those women with schooling,
perceive adminstrative support as a factor in the teachers' performance at school. Many
of these women think that the main reason teachers are more effective and hard working
at the Aga Khan Schools is because the administrative staff of the 1ga Khan Education
Service visit the schools on a regular basis. The teachers are motivated to teach because
they are given guidance on how to instruct. As Azada describes,

...at the Aga Khan Schools, no matter what the weather [summer or
winter] or the time, the teachers have to be prepared because the
supervisors [administrative staff] can come at any time and the teachers
have to remain prepared....They prepare lessons plans....[Tlhere is
always someone who comes for supervision so the teachers always
prepare themselves and keep their lessons ready for teaching. This does
not happen at the government school. It can even be that in five years a
school will have had no visits from a supervisor. (field interview)

I also think that the teachers at the Aga Khan school, who are mainly Ismaili, are more
committed to their work because of their bond to His Highness the Aga Khan, their
spiritual leader.

A major problem at the government schools is the missing link between the
school and the administrative sector of the government. There are a number of
interrelated issues which make this a very complex matter. The amount of human
resource at the administrative level, particularly women, is very low. It appears that the
administration is also indifferent towards the well-being of the government schools.
For example, district education officers rarely visit the schools more than once every
year or two.

During the period of my study, there was only one woman in the whole district
who was employed by the government as a district education officer for girls' primary
schools. She is based in Chitral town and it is virtually impossible for her to visit all
the schools in her district because her mobility is restricted by purdah. Women's
restricted mobility hinders most of them from applying for such positions.
Furthermore, many women are not qualified for positions at the administrative level
because gender expectations and the current education system streamline women into
positions below this level. Women from the "down district” are also unwilling to take
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up these postions; they too are restricted by purdah, and the climate, geography and
rural conditions of the district do not appeal to them.

Because most female staff, particularly at the government schools, practice
purdah, it is difficult for male district education officers to visit the girls' government
school on a regular basis. The presence of male administrative staff of the AKES, P is
not as problematic at the Aga Khan Schools because the female staff is all Ismaili and
they are less strict about purdah than Sunni women.

Subiect choi

For many girls, the choice of subject matter deiermines how meaningful their
experiences are at school. Compared to boys in the valley, girls have been
disadvantaged with regards to the choice of subjecis they can study. Until two years
ago, girls could only study courses in humanities whereas boys had the choice of
studying either humanities or science. Even though the option of studying science is
now available to girls, they continue to be disadvantaged because of limited resources.
Firstly, the science teacher is also a school administrator because she is the only one
trained for both of these positions.9 Roshan describes the heavy burden placed on the
science teacher and how this affects girls who wish to study science:

Our science teacher in the government school has many other
responsibilities besides teaching science. She also takes care of the
whole staff. She has to advise them and she is responsible for the
admissions. So only the talented girls gain from [science] and those
who aren't as talented gain nothing...so many girls do not take science.
(field interview)

There are virtually no women qualified to teach science as this subject has previously
never been part of the curriculum. Most women have been unable to leave the district
to study science. In comparison, there are a number of men who are qualified to teach
science because this subject has been a part of the curriculum at the boys' school for
more years than at the girls' school, and because men have the freedom to leave the
district for higher studies. Secondly, the girls' school does not have adequate facilities
like a laboratory and science equipment which are available at the boys' school. Most
girls are, therefore, discouraged from taking science because they are unable to get
adequate instruction and cannot do any practical laboratory work. Many giris also shy

93A few weeks before I departed from the research site, a new headmistress was hired for the girls’ high
school.
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away from science because they find the program to be poorly develuped and, hence,
difficult. Furhermore, they cannot pursue science in the valley after they complete
their matriculation. There is no higher secondary school and science cannot be learned
through distance education as it involves practical laboratory work.

. nsequently, most girls still follow the humanities route because they find it
easier to perform well in this discipline particularly when they study through distance
educaiion. The culture of schooling also catches students in a web of competition
where high marks are necessary to pursue further studies and to secure paid
employment. This, in turn, influences girls' decisions to study humanities instead of

science.

Course content

Overall, women with schooling find that they learn very few skills in school
which they can apply to their daily life outside school. For example, one woman says,

Many things we do not learn at school; we do not learn cooking just
from the book.9% We learn how to wash clothes at home not at school
from the book. We also learn how to collect fodder and to graze cattles
at home not at school. (field interview with Roshan)

For some girls their schooling has been useful because they have been able to help their
younger siblings with their homework. However, sometimes even helping their
brothers and sisters with their homework is hard to do because the girls forget much of
what they have leamed soon after they finish school. Rabia ,who has been out of

school for about three years, explains,

My education has been useful to me because I can teach my brothers and
sisters. Now I have forgotten a lot of what I learned so it is hard for me
to teach my younger sisters and brothers. (field interview)

Another issue which women share in their perceptions on schooling and which
is closely related to teachers' interaction with students is discipline. Women's views on
this issue are quite varied. Some women, particularly the community clders, feel that
the teachers should physically punish children if they misbehave or do not complete

94The home economics course is taught from the book. There is no practical work.
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their homework. They even argue that the education system was much better before
because there was more physical punishment in the classrooms. Other mothers,
however, are very concerned about this form of discipline in the schools because
frequently it goes beyond limit. Irecall one interview which was interrupted by a
mother who was outraged because the teachers had punished her daughter for being
absent from school. The teachers refused to believe that the young girl had been
suffering from diarrhoea and punished her by making her stand in the hot sun for one
hour. Such methods of disciplining are viewed negatively by women of the younger
generation and, unlike the elders, younger women perceive physical punishment as an
ineffective way for them to learn. A result of physical disciplining is that a number of
girls even drop out of school at a very early age.

Unfulfilled Desires for Higher Education

According to many girls, another factor which works against their desire to
learn is the unavailability of institutions for higher learning in the valley. Although the
Pakistan Government announced in 1994 that a Girls' Higher Secondary School will be
built in Booni, there are no definite plans as to when this will materialize. The
community is also skeptical as to whether the government will follow through with its
promise given its nature of making promises which, according to the community, are
seldom kept. Therefore, the desire for most girls to study at a formal institution after
matriculation usually remains unfulfilled. Those girls who continue with higher
education after class 10 pursue it through distance learning.

Most girls are unable to leave the valley to pursue higher leaming because of
factors like mobility, financial constraints, gender expectations and marriage -- factors
over which the men in their households have control. Although spatial boundaries for
women have extended to the schools, the extensions of these boundarics beyond the
household and the school are still issues of conflict amongst the community. Many
families restrict their daughters from crossing the spatial boundaries of the village
because they continue to have negative perceptions of single women travelling far from
the homestead and living outside the protection of the family structure. Rabia talks
about not being allowed to study in the "down district” after completing her
matriculation: "My uncle did not let me get LHV [Lady Health Visitor] training. He
does not like to send girls to other areas” (field interview).

However, in cases where either a Sunni or an Ismaili family does not have any
hesitation about allowing a girl to leave the valley for higher studies, there are other
surrounding factors which make it hard for them to send their daughter away. She
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cannot go if there is no man to accompany her to her destination, and very often the
girl's father or brothers have no time or do not have enough money to accompany her.
Furthermore, living arrangements away from 10me also make it difficult for girls to
leave the village. Adequate accommodation for girls in a suitable and culturally
appropriate environment like a relative's home or a hostel is not easy to find. Most
families cannot send a girl away because they have no relatives with whom their
daughters can stay. These families are also concerned about their daughters living
alone at a hostel. Some parents do not mind if their daughters live in a hostel, but
problems of accommodation arise during vacation time when many hostels close. Ifa
girl is living at a hostel and has no family in the particular town where she is studying,
it becomes a financial burden for her father or brothers to come and bring her back to
the valley. Moreover, the men often do not have time to come and bring their daughters
or sisters back to the valley. Zarina describes this situtation:

You know, they do not send them. When they go to the down district,
they do not have any residence (relative’s home) to live in. Some girls
g0 to the hostel and when the hostels close it is difficult for parents to
come and get their daughters for one week or twenty days; it is difficult
because parents do not have money to pick their girls up from the hostel
all the time. It is difficult to take them from the down district [and] the
[girls] do not have any relatives to stay with [I interpret it as a relative's
home where they might stay even during the holidays]. (fieldnotes,

conversation)

Although some families have relatives in the "down district” with whom their daughters
might live, the girls are still not allowed to go away. This leads to much
disappointment amongst girls, like Rabia, who liave hopes of leaving the valley to get
further education. Rabia says, "I have an aunt in Lahore, but my uncles do not want to
send me for LHV training. I feel very bad" (field interview).

A comparison between the perceptions of Ismaili and Sunni women suggests that
Ismaili families are less rigid and less strict about sending their daughters far away to
study. The majority of women who leave the valley for further studies are Ismaili
women. Thus, access to higher leaming in a formal institution tends to be better for
Ismaili girls than Sunni girls.

Amongst both Sunni and Ismaili families, sons are generally provided with money
to study outside the valley because families continue to perceive the opportunity costs to
be better for the family. The return benefits to the family are considered to he more
valuable if the son instead of the daughter gets higher education becaus~ boys are still
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viewed as the "breadwinners" and girls as dependents. With the job market becoming
more and more competitive, people think that for their sons to progress and get well-
paying jobs they must know English, which they can only leamn if they leave the valley.
It is also easier to send their sons away because men can travel unaccompanied and can
find accommodation anywhere.95

The retention rates of girls who leave the district for higher education is very low
partly because they are faced with language and cultural barriers. Furthermore, they
cannot cope with the course material because their schooling experiences in Booni have
not given them a strong foundation on which to build. Consequently, some parents
send or want to send their children to the Pamir Public School because they believe that
their children will have a better chance of coping, particularly with language and course
content, if they pursue higher studies in the "down district".

Gender expectations within the household also impact girls' accessibility to school
and their opportunities for higher education. Right from class 1 girls are expected to
contribute towards household maintenance, farming and childcare befcre and after
school. These girls are responsible for looking after their younger siblings, washing
dishes, grazing cattle and bringing water and small pieces of firewood. As they grow
older, their responsibilities increase; they are expected to help with cooking, cleaning,
farming and tending livestock. During harvest time, some older girls even miss a day
of school to help their families either because they feel obliged to help or because they
are expected to contribute to this task. Some girls even miss school to cook and clean
when their mothers are pregnant or ill.

Most mothers have expressed that they are making sacrifices, like working hard at
home without their daughters' help, so that their daughters can study. However, it
appears that these mothers perceive "studying” time as the time when their daughters
leave for school to the time they return home in the afternoon. Once the girls arrive
from school, their household duties leave them with very little time to complete their
homework or study for exams. It is not uncommon to see some girls studying while
they graze the cattle. Most girls end up doing much of their homework late in the
evening and, as a result, are too tired to focus their full attention on their studies.
Consequently, they find their studies very difficult and often feel torn between their
household and school responsibilities. Shahnaz explains,

95These perceptions on school and work will be discussed in Chapter VII "Women's Perceptions of
Schooling and Work."
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I found my studies difficult because I had no time to do my [home}-
work.... There was no one at home to help my mother. My eldest sister
is married and lives at her husband's home so I had to help my mother.

(field interview)

Boys' contribution to the household, however, differs iargely from the girls'. Boys
usually help out with seasonal work like harvesting and ploughing, work which is
slowly being taken over by machinery. Boys have more time to complete their
homework and it is not uncommon to see them playing games or wandering about in
the villages in their free time. Shahnaz compares the time her brother and she used to
have to concentrate on school work:

My trother used to study more than I did. He had no work to do in the
house: I had housework to do. He used to play football for two hours
and he used to study from two o'clock to four o' clock in the afternoon
and from seven o'clock to ten o'clock at night. I used to study at night.
1 did housework after I came home from school [around two o'clock] to
seven o'clock in the evening. (field irterview)

Many girls feel bad about doing housework and not having extra time to study. Some
girls even wish they could also play and have a good time like their brothers.
However, they just dismiss this as a desire which can never be fulfilled because girls
are not expected to play and have fun. Rabia shares her thoughts:

My youngest brother ploughs sometimes, otherwise he goes to play
football....I wish I could play with him sometimes, but girls are not
allowed to play. No girls play. (field interview)

However, some girls think that they study more than their brothers even though they
have so many household duties at home because their brothers waste the extra time
which is given to them. As one young women says, "1 do more school work at hor-2.
My brother is only interested in playing football" (fieldnotes, conversation with
Jamila).

In som:e cases, girls are not allowed to leave the valley after completing their
matriculation because they are expected to help their mothers with household work.
Shahnaz really wanted to go to Peshawar for further education. She had the necessary
marks and her father has the money for her tuition. However, her father did not want
her to leave Booni because there would have been no one at home to help Shahnaz's
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mother. Shahnaz also felt responsible to help her mother as her family is not the
traditional extended family and Shahnaz's older sisters are married. Shahnaz thinks
that if there had been someone at home to help her mother, her father would have
allowed her to go to Peshawar:

After I left class 10, I used to do housework with my mother. I [could]
not go to Peshawar for higher studies because my mother was alone at
home and I wanted to help her. My father told me that I should stay at
home and help my mother. If my mother had had help, then I would
have gone to Peshawar to study [like other girls in my class]. I would
have stayed at the hostel in Peshawar. I had good marks so I would
have been able to go to school in Peshawar and stay in the hostel. (field
interview)

Shahnaz is one of the many girls who has no desire to learn through distance education
because of the difficulties encountered in coordinating their household responsibilities
and their school work. When Shahnaz's father told her she could not go away for
further schooling, Shahnaz felt discouraged from continuing with her studies. While
she was completing her matriculation, she had found it very difficult to coordinate her
household work and her schoolwork. Based on this experience, she did not tell her
father about her desire to complete class 11 and 12. However, her father arranged for
her distance education% on his own accord and she could not refuse.

My father told me that I was going to do my class 11 and 12. I did not
tell him that I wanted to do it. I did not want to ask him because 1
[knew] I could not study at home. I had no time. If I had had
time...then I would have asked him. (field interview with Shahnaz)

Shahnaz's example illustrates the lack of understanding of most parents about
managing houschold work with distance education. Although her father has
experienced the education system, having acquired a Bachelor of Arts Degrec and
having taught in a small neigbouring village, he conveys little appreciation about the
time committment Shahnaz would have in coordinating the demands of both distance
education and her household and agricultural work. This suggests that men do not
have a clear perception of the workload women have at home. In most cases, it is those
parents with no or very little schooling who do not understand the time committment
and expectations of school, and, thus, who do not understand the workload which goes

96As explained previously, distance education refers to leaming done through correspondence.
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into formal learning. When girls participate in distance education, parents find it even
harder to understand the challenges presented by this form of learning. Mothers,
especially, think their daughters do not have much to do and expect their daughters to
contribute more to the household.

Like Shahnaz, Rabia also pursued higher studies through distance education.
She has completed her class 12, but is not satisfied that she learned enough. Rabia was
unable to understand much of the course material even though she had help from a
tutor. Furthermore, she found it difficult to coordinate her household work, her studies
and going for private tuition. Rabia shares her perceptions of distance education:

I did my studies "privately"®7 [distance education] and completed my
F.A. [class 12]. It is not good to study "privately.” When we study
"privately,” we do not learn well; we do not understand the books well.
If I had difficulties, I used to go to my neighbour, who is a teacher,
every 10-15 days. If I had time I used to study. I used to do household
work....I had to do so much housework [because] my aunt [uncle's
wife] used to stay at her parents' home a lot and my mother was alone at
home. Therefore, I had to help my mother. My mother used to ask me
to help her. I always used to study at night for about two hours and
then I used to study about three times a week during the day.

I am not doing any other studies right now. I do not want to do my
B.A.. I cannot go anywhere...to study as a regular student. I have
become disheartened. There are no opportunities for women to study in
an institution in Chitral after their matric and I am not allowed to go
elsewhere to study. I have no choice but to study "privately". (field

interview)

Rabia is discouraged and disheartened; she wants to continue her studies, but not
through distance learning. Not only do girls, like Rabia, find it dificult to combine
their studies with domestic labour, but they also find distance education very difficult
and unfulfilling.

Some girls are discouraged from doing distance education because there is no one
at home to help them with their studies and they are too shy to seek help in the village.
Sultana's daughter, Zulekha, used to find it difficult to study when she was doing her
matriculation because there was no help available at home and her mother says Zulekha
was too shy to go for tuition. Sultana saved some money for Zulekha's distance
education. She did not want Zulekha to go away to study in a formal institution
because she is a girl. Zulekha refused to accept the money and her mother,

97Local people refer to home-based distance education as "private” education.
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consequently, arranged for Zulekha's marriage. Sultana explains why she thinks her
daughter gave up her opportunity for higher leaming: "It was up to her rozi 98 if Allah
wanted her to go to school or get married; if she had refused marriage for schooling, 1
would have let her continue school” (field interview). However, Zulekha's perception
on this incidence is quite different from her mother's. Zulekha thought distance
learning would be hard if there was no one to help her at home, so she refused her
mother's offer to pay for her education. Zulekha has now changed her mind about
distance education. Her younger sister has completed her matriculation and Zulekha is
encouraging her to complete class 11 through distance education because Zulekha's
husband can help her.9? Now that Zulekha is married, she is also considering distance
education because her husband can help her. Thus Zulekha says,

My sister can go and get help from others, I could not go.[Zulekha's
mother interjects: "She is a shy one"]. My sister will get help from my
husband. Before there was no one at home to help me. Now I will also
study because my husband can help me. (field interview with Sultana
and Zulekha)

What is also apparent from Zulekha's and Sultana's views is that older women attribute
a person's destiny to a larger intangible force, Allah, whereas younger women relate to
the more tangible circumstances in their lives.

While marriage is an avenue for Zulekha to enhance her schooling opportunities,
for most women in the valley, marriage is a deterrent to their lea:ning. Even though
"mass" schooling has increased the age of marriage from ahcut 10 years old or younger
to about 17 years old or older, marriage still continues to work against women's access
to higher education. Generally, most families wait until their daughters have finished
their matriculation before arranging their marriage. Most mothers and their daughters
express a desire for further schooling rather than early marriage. However, there are
some instances when a family is pressured by the boys' family and they find it difficult
to refuse. According to marriage traditions in this culture, a respected member of the
community,usually an elder who has contributed much to the community, is asked by
the boy's family to go and request permission from the girl's father or brother for her
hand in marriage. Culturally, it is usually very difficult for the men to refuse the elders.
Moreover, the family's reputation may be at stake if they decline the offer. Certain

98Refers to one's destiny.
99Unlike most families where daughters live with their in-laws, Sullana's daughter and son-in-law live

with Sultana.
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families also agree to the marriage if they feel that the boy is a suitable partner for their
daughter and that such a request may not transpire again. In many cases, the girls'
parents agree to the proposals only if their daughter will be allowed to continue her
studies for as long as she wants.

Nearly always, mothers and daughters themselves do not have a voice in this
matter. If mothers were to interfere, it could lead to their own divorce. One of the girls
at the hostel also describes the limited voice young single women have in the family:

Our tradition is that in the village proposals come and parents decide.
Girls cannot say anything. A girl goes to school and looks after the
cows. Who asks her? She comes home after grazing the cattle and sees
her mother sewing clothes and she asks her mother what is this. Her
mother says we have arranged your marriage. She cries. Who listens?

(field interview with Yasmin)

Sometimes relatives pressure girls' parents and even threaten to sever family relations if
the girls’ parents do not agree. A local man, Qair, who had high hopes of providing
his daughter with higher education, found himself in this predicament. Quair felt obliged
to give his daughter's hand in marriage because his relatives threatened to break off
family ties. He made a request to his daughter's in-laws that they allow her to complete
her bachelor's degree through distance education as it is not culturally acceptable for a
yourg married woman, particularly a newly wed woman, to leave her husband's home
to study unless she goes to stay with her parents. Her in-laws complied and Qair's
daughter pursued her higher education through distance learning.

A consequence of getting married before, or soon after, completing matriculation is
that girls' opportunities for higher leaming decrease. Although some girls do not move
into their in-laws home until they have completed their matriculation, those girls who
do so find it very difficult to balance their schoolwork with the demanding expectations
of a daughter-in-law, like contributing toward domestic labour. Thus Aisha, who got
married before completing her matriculation, says, "[m]arried girls cannot study
properly because they have to work at home” (field interview). In certain cases, the in-
laws do not fulfil their promise to the girls' parents and do not allow their daughters-in-
law to continue their studies. Once the girls leave their parents home, they must obey
and respect their husbands' wishes as well as the wishes of her husband's family.
These realities are described by Aisha whose parents were coerced by their relatives to
give her hand in marriage before sne finished her matriculation:

129



They gave my hand in marriage when I was in class 9 because my
sister-in-law is my uncle's sister. They demanded for my hand in
marriage to my husband. My parents thought that he would let me
complete my schooling...so they gave me to him. They force * mv
parents for two years for my hand in marriage. [My hustand] toiu .y
parents at that time that he would allow me to complete my schooling --
now he refuses me to get further education. My parents ask me to try
my best to get further education. I feel very sorry that I got married
fand I could not study further]. (field interview)

Thus women face many circumstarces over which they usually have no control and
which prevent them from accessing higher education.

130



Women Give Meaning to Schooling in Their Lives

The most important value attached to schooling by the community is linked to
the cash economy. The community generally perceives schooling to be the ticket to
paid employment and, hence, to the benefits associated with paid work like financial
independence and working in a clean environment. The second part of this chapter will
be devoted to the themes arising from women's perceptions of the relationship between
schooling and work. This section will focus on the importance of schooling as a way
to access the "modern” world, to gain independence and to enhance traditional roles.
The implications of these values in a cultural context will also be discussed.

Access to the "Modern” World

One of the results of development in any culture is the influx of value systems
and ideas from other regions of the world. Development is gradually bringing the rest
of Pakistan and other countries "closer” to the people of Booni Valley. Different modes
of media, like newspapers and television, are starting to shape a new set of value
systems amongst today's generation in Booni. Many homes, including the hostel, have
a television and VCR. Communication with the rest of the district, the country and the
world has also become easier and more accessible as a result of jeep and air travel, the
telephone and fax machines. In the schools, children follow the curriculum used by
other children in the rest of the North West Frontier Province. Students also come into
contact with people from other regions within and outside Chitral District who come to
visit the schools. Exposure to the world "outside” the valley has caused people to
question their values and culture, and has prompted them to adopt aspects of this
nother” world, like Urdu and English, which, to them, represent opportunity, freedom

and hope.

Language and Communication

For centuries, Khowar, a language originally without script, has been the
medium of communication amongst the people of Booni and the larger Chitral District.
However, when men started to migrate to the "down district" in search of paid
employment, they also found it necessary to learn Urdu, Pakistan's official language.
As linkages between Chitral District and the rest of Pakistan have developed, more and
more local people have found it necessary to learn Urdu, and in some instances
English, Pakistan's second official language. The language of instruction in the
government and Aga Khan schools is Urdu, and English is taught as a second language
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right from primary school. In a few private schools, the language of instruction is
English. All children learn to read the Holy Quran in Arabic. Language shifts are
resulting in cultural change which in turn is affecting the values attributed to Khowar,
the ancestral language of the local people. Although Khowar still remains the main
language of communication in most villages and homes, the community has come to
place great value on Urdu and English, particularly English, and Khowar has become
increasingly devalued. Those people who can communicate in English and, to some
extent, even Urdu are generally accorded a high status in the community.

Khowar has come to be seen as a language which limits opportunities to access
the "modemn” world. In contrast, Urdu and English are viewed as instrumental to
higher education, travel to different areas, paid employment and communication with
people visiting or coming to work in the valley from outside the district. Two examples
illustrate the community's views on English. First, the villagers place much value on
the Pamir Public School because it offers English instruction which the community
thinks will enable all students of this school to find high paying jobs. Second,
whenever I spoke in English to Zarina, many women, in particular the hostel residents,
would always whisper to one another "she [, the researcher] is a lucky one." The girls
at the hostel would personally tell me that they thought I was very fortunate to be able
to communicate in English, which symbolizes a language of opportunity for them -- an
opportunity to travel and obtain higher education which they think I am able to have
because I speak English and which they think they are nnable to have because they
cannot speak this language. It was not unusuai for them to scomfully exclaim "what is
Khowar? We cannot do anything with this language."

For most of the older women in Booni, learning Urdu and English at school
represents an opportunity which they did not have, but which is available for their
daughters, to access the "modemn” world. They perceive the ability to converse in these
languages is a means for their daughters to find paid employment as most institutions
require employees to speak in Urdu and/or English. The younger generation of women
in the valley also see language as the key to getting paid employment, but also to
accessing higher education, particularly in the "down district.” However, language is
perceived primarily as functional; in daily cultural practices, women who are employed
in the wage sector, particularly in the schools, only use Urdu at the workplace, but
speak Khowar at all other times.

As development increases in the valley, people in the community are coming
into contact with people from other parts of the country and the world who visit the
valley. Therefore, knowing Urdu and English is also perceived as important for
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daughters because it would allow them to communicate with these guests. This is
expressed by Sultana who says,"[e]ducation is good for the girl...at least she can talk
with the guests” (field interview with Sultana). However, when these visitors do come
to the valley, only a few people in the village, such as those with high status and
positions in the community, have the opportunity to interact with the guests; the rest of
the people, particularly the women, only hear about these guests. Older women
associate this interaction with prestige and aspire to be a part of this group, but do not
have such an opportunity. Consequently, they think that if their daughters can speak
Urdu and English, they can be in positions of status and can interact with and be a part
of this presitigious group.

A result of this value shift in language is that most local people who only speak
Khowar think they are ignorant and not good enough to associate with visitors. This
was particularly evident when I went to the older women's homes and asked them to
share their schooling and life experiences with me. I was probably one of the first
"outsiders” to ever visit these women in their homes and speak with them about their
life experiences. The women would wonder why I had come to speak with them and
their common response was "I am not an educated one. Icannot read and write. I have
nothing valuable to tell you" (field notes). One woman also expressed, "[i]f I had gone
to school, I would have been able to talk to you" (field interview with Sakeena). Ialso
sensed that the women were embarrassed because they were dependent on Zarina to
communicate with me. Although the women saw their language barrier as the problem
in communication between us, I also felt awkward at times to depend on Zarina to Cross
the boundaries of communication which were separating the women and myself. It
seems to me that a large part of the women's embarrassment is a result of the devaluing
of their ancestral language. Not being able to communicate with me, an "outsider,” isa
concrete experience which likely made them feel even more limited by their own
language. However, the women were generally very happy to host Zarina and me in
their homes. While their kindness and generosity typifies the hospitality extended by
the whole community to any guest, local or non-local, having me in their homes likely
gave the women an added sense of prestige.

A reality for most younger women who speak Urdu is that they too hardly come
into contact with guests. People irom other parts of Pakistan and the world rarely visit
their homes. Only those women who have paid employment positions and school-
going girls have the opportunity to meet non-local people at the workplace. Women
who have finished school and who do not have paid work virtually never come into
contact with people who speak Urdu or English because their movements outside the
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household are restricted by purdah, family decisions and time constraints due to
household responsibilities. Aisha, a woman with formal education, said that schooling
was a valuable experience because she learned to speak Urdu and she can now
communicate easily with people from the "down district” who speak this language.
When 1 asked her if she ever gets the opportunity to speak Urdu, she replied "no"
because the members in her household only communicate in Khowar and no visitors
ever come to the home. Furthermore, she does not leave the household because of
purdah. She explains,

I have been to school.....] can talk with others. I can understand other
languages like Urdu. Ican also use Urdu to sprak with others. No one
at home speaks Urdu. I never speak Urdu at home. I do not get to
speak it with others. No one comes in the house and I do not go
outside. (field interview with Aisha)

Only one woman with schooling in the sample mentioned that she was able to speak in
Urdu with the wives of her husband's business partners from the "down district.”

Although younger women, like Aisha, mention that it is useful for them to know
Urdu so they can speak with guests, only a few of the young women with schooling
willingly communicated with me in Urdu when I went to their homes either to visit or
for an interview. Some of these women attempted to speak with me in Urdu, but only
when Zarina and the young women's elders were not present. When Zarina and the
older women of the household were speaking, the younger women generally sat and
observed silently, only interjecting with a few comments. This pattern appeared to
repeat itself in most homes. In some instances, Zarina and I had to request the older
women to leave the room during an interview. Except for the hostel girls in my
sample, none of the young women with schooling consented to an interview in
Urdu.!00 Only one woman, who is approximately the same age as Zarina, consented
to an interview in Urdu. I noticed that many girls at the hostel spoke comfortably with
me in Urdu while Zarina was present. However, it took some of them quite awhile to
reach this level of comfort. This suggests that some women were likely shy and unsure
of my presence and might have opened up had they been given the chance to become
more comfortable with me.

100While the interviews with the hostel girls were conducted by my mother and me, I did bave some
conversations with the hostel girls with Zarina as a translator. Although the girls were a little shy,
they did not refuse to speak in Urdu like the girls in the village.
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The young women's behaviour when communicating with me in Urdu also
seems o stem from an inability to speak Urdu fluently and, at times, an inability to
carry on a conversation with ease. Girls acquire Urdu and English through
memorization and rote learning methods at school; they rarely speak either of these
Yanguages outside the classroom setting or at home. Many girls even forget the Urdu
witich they learn at school because they do not use it on a regular basis. In the focus
group: interview which my mother helped me to conduct, the girls' were constantly
searching for vocabulary in Urdu and could not express themselves in clear sentences;
we eventually had to rely on Zarina to translate in Khowar. Thus, when it came to
individual interviews, most girls probably refused to speak in Urdu because they felt
intimidated by Zarina's strong Urdu communication skills, which she acquired
primarily in Karachi, the largest urban centre in the "down district." It appears that
language study is functional, but only to a limited extent.

Mothers and daughters also believe that schooling develops self-confidence and
one's ability to express her/himself verbally to others. However, there appears to be a
contradiction between what the women perceive and what is practiced as a result of the
gendering which takes place at school and at home. At school, the girls' verbal
communication skills are repressed because they are expected not to talk very much
once they reach class 6. The teachers tell them that, culturally, it is not appropriate for
girls to talk much. Furthermore, the rote learning and memorization which takes place
at school does not allow students to develop confidence in expressing themselves.
Many girls are also discouraged to speak much at home once they reach puberty. Their
mothers tell them that "they are grown up...so they should not speak 2 lot" (field
isiierview with Shahnaz). According to Shahnaz, she will be able to speak confidently
and to the guests "when [she] is old like [her] mother” (field interview).

In a few instances, adolescent girls are encouraged, particularly by their mothers,
to communicate confidently with non-family members, ugually women. Sultana
describes how shy her daughters are tc speak with others despite her efforts to get them
to do so. She thinks that when her daughters get paid employment they might be able
to communicate comfortably with other people:

At home, the girls feel shy to talk; when they get employment, maybe
they will be used to talking to people. Iask them to talk to people, but
they do not. [W]ith each other they speak, but not with other people.
The older one has left school three years ago so she is used to speaking;
the other left only a little while ago so she can't speak to others; my
daughter who did not go to school is bold and speaks to everyone.
(field inierview with Sultana)
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The notion of "the right way" for a woman to behave is promulgated by the school and
the home environment. Few mothers, like Sultana, encourage their daughters to
exnress themselves. Sultana's example also illustrates that some women do not

s.. -ive schooling to develop a girls’ confidence and that it is either within the home
enivornment or the formal sector that women gain communication skilis.

Knowledge and Intellect

Schooling is also important for young women because they can acquire
knowledge and share it with their mothers. For example, girls can communicate to
their parents about the importance of healthcare and cleanliness. For many yc'ing
women schooling is also seen as important because it develops their ability to have
more "intellectual” conversations than their mothers. Schooling allows them to talk
about a range of topics other than those concerning their families and farm life which
constitute the main subject matter of their mothers' discussions. Girls value schooling
because they can talk about issues related to the modern world like employment, their
possibilities for higher studies, their assignments, teaching methods at school and life
in other villages. Yasmin compares the conversations she has with her friends and the
conversations between her mother and other older women in the village:

My mother and her friends converse about things like, "what did you do
today,” "how are the children,” and other commen talk, but not finding
out...They [have not been] to school. Our conversations are
[different]. When we go [back] to the village [the village of their
residence] we meet other educated girls. We ask questions like: how
are the lessons at your school?; have any new teachers come?; have
thore been any new happenings at school?; what is the teaching method
like?; how do you study?; have you had your exams?; did you pass?.
They ask if the hostel is beautiful. We ask them, they ask us. We talk
about knowledge. We also talk about our future and {where we will
work]. They say after [middle] school they will also come to the hostel.
(field interview)

Yasmin's words also suggest a shift in values from her mother’s to her own
generation. Just as language has a utilitarian purpose, schooling also has a specific
function which is to get a job.

For Yasmin, being able to participate in the irterview and share her experiences
with it y mother and me in Urdu also symbolized an important achievement for her; she
was able to utilize her education skills like learning languages and having intellectual
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conversations. She thinks that it is important for all women to go to school and acquire
such skills. Yasmin says, "I am able to converse with you [researcher and translator]
because of schooling. This is necessary for [all] women" (field interview).

Schooling is perceived as a positive experience for most girls because it is a place
for building friendships with girls from Booni and from other villages. For some girls,
Jike Shahnaz, it is also valuable for building relationships with other people in the
community and leamning about the community. One of her most memorable
experiences was Jearning how to make jam from a female staff member of the Chitral
Area Development Project. Not only wasita learning experience for her, but it was
also important because she made contacts in case she ever has to go far away to work.
Moreover, it exposed her to different types of work available in the community.

Schooling has helped young women to develop their reading and writing skills
which, in turn, has increased their communication with people in other villages. Girls
living at the hostel, for example, can connect and communicate easily with their families
and friends through letters. When the girls leave the hostel, they can also correspond
with friends they have made in Booni. Mc:st women with schooling feel sorry for their
mothers who are unable to communicate with their relatives who live in villages far
away from Booni. Furthermore, being able to read is also important because the
women can learn about the world through the newspaper.

While literacy is also an important skill for the women to have to access the
modern world, they also think it is a valuable skill because it can help them connect
with their roots and understand the Holy Quran. As Naseema says, "[b]y getting
secular education, they will be able to know the meaning of the Holy Quran" (field
interview). Moreover, Quranic literacy is also important for the women to maintain in
their culture where religion shapes a significant portion of the community's value
systems. Thus Naseema adds, "[i]f they only learn the Holy Quran, how will they
know the meaning of the Holy Quran. If they go to school only, they will learn
English and Urdu, but not the Holy Quran. They need to learn both secular and

religious education” (field interview).

Independence
The ability to read and write is not only valued by women with schooling, but
by all women in Booni. Many women wh~ cannot read and write feel helpless as they
have to depend on others to correspond with relatives in other areas of the district.
Consequently, mothers want their daughters to go t0 school and learn how to write so
that they do not have to depend on anyone, especially men in the household, to read
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and write letters for them. Girls with schooling also value the independence and
practical benefits that literacy has given to them. For example, being able to read and
write has made it possible for Yasmin to live at the hostel. Yasmin does not have a
father so her older brother makes the household decisions. Her older brother has a job
in Islamabad and does not come to their village very often. Because Yasmin is literate,
she was able to write a letter to him and tell him that she wanted to live at the hostel so
that she could continue with her studies:

We can write letters, we are ready. Our mothers depended on others,
especially the educated sons to write or read a letter for them. My desire
was to get registered at the hostel. I wrote a letter from here to my
brother and told him about the hostel. He wrote back to me [and gave
me permission to go). (field interview)

Also linked to independence is the women's ability to fill out their own admission
forms or help their younger brothers and sisters fill out their admission forms for
school. This value is expressed by Yasmin who says, "[w]e [are able] to fill out the
registration forms for the hostel ourselves. Our mothers could not do this” (field
interview).

Even with literacy skills, woren are still interdependent or dependent on the
men as the women cannot go into the public space of the bazaar. This restriction of
space cost one woman, Zehra, the opportunity of continuing with her studies. She had
completed class 11 through distance education and had to fill out an application form to
write the exams. Her older brothers were very busy so no one was able to bring a form
for her.101 Being a woman ske could not go to the bazaar to get a form for herself.
Zehra applied too late and did not want to wait for another year to re-apply. Her
younger brother ended up using the funds which their mother had saved for his sister's
cducation because Zehra did not want to continue her education. Her words illustrate
quite powerfully the fate of women who are dependent on men:

No one brought any forms for me to fill out....We are not allowed to go
out. We are not aliowed to go to the bazaar. We are not aliowed to go
[wherever we want to], so I could not get any forms in time.
(fieldnotes, conversation with Zehra)

101 Afer completing the required courses for a certain class level through distance education, students
have to fill out an application form io write the exams. This form is sent to the various institutions
through which siudents pursue distance education.
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In some houscholds, not only are the women dependent on men to bring the forms, but
some men, like Aisha's husband, will not allow the women to £ill out their own forms.
Aisha wants to complete her class 12 through distance education, but her husband does
not want her to continue her studies. He also told her that when he thinks she should
pursue further education, he will fill out her forms. She says, "my husband does not
want me to do more schooling.... He says he will fill out the forms for me [when he
thinks I should do more studies]” (field interview with Aisha). Despite women's desire
to be literate and despite the independence which some women have gained from
acquiring this skill, women are still dependent on men because of cultural perceptions
of space.

Mobility is another form of independence which schooling is believed tc impart.
Women without schooling often compared themselves to me and said that if they had
been to school they could have left the valley, the district or the country to pursue other
interests. Many of them think they do not have the necessary skills to leave the valley
and engage in activities other than domestic labour. Thus Fatima compares herself to

her daughter and to me:

Of course, if a person becomes educated, she can go here and there, she
can do everything like you; you got an education that is why you have
come here. T have not gotten any education. I cannot go anywhere. My
daughter has passed her matriculation so at least she can go somewhere;
an uneducated person can't go anywhere. (field interview)

Women without schooling see themselves like prisoners confined to life around their
homestead. A statement by Sultana illustrates this view: "In my time, if there was
school, then I would have liked to go...now I am living in a dark house and I don't go
out” (field interview).

Women with schooling also think that formal education will make them more
mobile in a culture where women's movements are quite restricted. With schooling,
they think they would be able to travel out of the district, get training for paid
employment or work in villages outside the valley. Schooling has increased women's
mobility in the community to some degree as they now participate in the culture of
school which lies outside the household boundaries. In some instances, women also
have the opportunity to work in paid employment within the village, within the district
and, in one or two cases, outside the district.

While women have gained some form of freedom, they are still fairly restricted
by traditions of "accepted” space which have been culturally embedded into their
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society for generations. "To go anywhere,” most women, with or without schooling,
have to first get permission from men which is usually denied. Financial difficulties
also prevent women from leaving the valley to pursue other interests.192 Even within
the village women with schooling are not free to go "everywhere.” As explained
earlier, girls who have to pass through the bazaar on their way to school, for example,
take detours to avoid walking right in the middle of this space where only the men
gather. In some instances, it means walking twice as long to get to school. Although
some girls wonder what it would be like to have the freedom to enter the bazaar, none
of uiem would attempt this as their families' and their personal respectability would be
at stake if they were to wander about in this male-dominated area. Moreover, they
would feel very embarrassed to be in the presence of hundreds of strange men.

Although women in Booni express a desire for schooling so that they can
increase their access to the modem world, deeply embedded cultural traditions are
creating a dichotomy between what the women desire and what they can actually have.
There is no doubt that the modern world has opened up to the Booni women of today's
generation as a result of their increased mobility and the language and literacy skills
which they have acquired. However, they still encounter cultural and financial barriers
which limit their access to the modern world.

Enhancement of Traditional Roles
A paradox between traditional and modern values is apparent in women's
perceptions of how schooling enhances traditional roles and also helps them to access
the modern world. An important value placed on schooling is that girls can leam how
to be better mothers, better cooks, take better care of the home and knit and do
embroidery well.

Care Giving

Women with no schooling believe that educated mothers can take better care of
children and help them with their homework. When Zarina's children accompanied us
to the women's homes, some of the women with no schooling would compare their
child rearing practices to what they saw of Zarina's interactions with her children.
Shora, for example, said to us, "[i]f I had been to school, of course I would have been
able to take care of my children very carefully, very nicely, very cleanly. Look how

102 hese issues related to mobility will be discussed in more detail in Chapter VII "Women's
Perceptions of Schooling and Work."
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you [Zarina] are taking care of your children -- the educated take better care of their
children” (field interview).

Women with no formal education also think that schooling enables women to
consult books to learn how to look after their children. However, when I asked
Naseema, who has had no schooling, about her methods of raising her children, she
mentioned child care methods which most women said that only formally educated
mothers practice, like providing good hygiene and nutrition. The only thing which
Naseema said she could not do was help her children with their homework.

Young women who have been to school or who are currently going to school also
think that schooling will make them better mothers than their own mothers. They will
not treat their children badly. Instead, they will make up a time table for them, help
them with their homework, ask them to study, keep them clean and send them to school
clean. Yasmin describes the way she would raise her children compared to her mother:

I will give my children more opportunities to study and less household
work. In the morning I will send them to school. When they come
back from school, I will teach them lessons. I will give them time to
play and time to study. I will help them to study. I will make a
timetable for them. My parents were from a different time. They did
not do this. I had to work hard on my own. I will speak with [my
children] about their times cumpared to my times. (field interview)

Young women and their mothers both think schooling will also enable them to impart
better manners to their children. Some young women think that children whose parents
belong to the older generation learn to be mischievous at home. They also think their
mothers curse and gossip because they have not been to school.

My observations of the interactions between Zarina and her children and women
with no schooling and their children indicate a difference in child rearing practices.
Whenever Zarina's daughter came home from school, Zarina asked her to change out of
her uniform, eat and do her homework. In fact, there were often conflicts between the
two women when her daughter was supposed to do her homework, but instead wanted
to play or to come to visit the women's homes with Zarina and me. Zarina always took
care of her children's hygiene. She made sure her daughter went to school with clean
clothes and that her hair was washed and neatly combed; before her children ate any
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food, she also asked them to wash their hands. She also sat with her sons and taught
them a few basic reading and writing skills in English and Urdu.!03

In contrast, I observed interactions between a young girl, Shaida, who is about
Zarina's daughter’s age, and her mother, who has not been to school. Their family is
an extended one and the children are expected to obey all of their elders. I was present
in this home a few times during the period when the children came back from school.
Shaida's mother hardly ever asked her daughter to change out of her uniform and do
her homework. Instead, Shaida either helped her mother in the kitchen or brought
visitors, like Zarina and myself, something to eat. One moming she did not go to
school because her uniform got wet during a rainfall at night. When her grandfather
asked his wife why their grandchild had not gone to school, his wife replied that it did
not matter and that one day would not make a difference in their granddaughter's life.
The grandfather told his wife that, although one day may seem like nothing, the fees for
the day had been wasted and their granddaughter had missed out on a day's worth of
knowledge. While my observations reveal differences in the child-rearing practices of
formally educated mothers and mothers with no schooling, I think the patterns of child
care amongst formally educated mothers and mothers who have not been to school will
make themselves more clear in future generations as most young women from the era
when "mass" schooling first began are only now just becoming mothers.

Women with and without schooling both perceive that formal education allows a
mother to participate more in her child's schooling experiences and, thereby, fecl
connected to the child's experiences. Many older women feel disconnected from their
daughters' schooling experie:ices because they do not have the same knowledge base
and are not literate. They think that with schooling they might have been able to speak
with the teachers at the schools about their daughters' education. Women with
schooling think that they are more fortunate than their own mothers because they will
be able to go to the schools and speak with their children’s teachers. In reality,
however, those women with schooling hardly go to the schools to inquire about their
children's education. Firstly, it is not culturally appropriate for them to go to the boys'
school to speak with male teachers. Secondly, if they were to go and see their
Jaughters' teachers, they would need to be escorted and this is often not possible.
Thirdly, many women do not have time to leave their household responsibilities.
Moreover, the financial responsibilities as well as matters concerning school are seen as

1037 arina’s sons are younger than her daughter and were not enrolled in school during the period when
this research was conducted.
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male responsibilities, even though purdah restricts men from going inside the girls'
school.104

Overall, schooling is perceived as a way to make women better caregivers and to
allow them to connect to their children's schooling experiences. While examples of
community life reflect a shift in child-rearing practices amongst women with formal
education, there are few shifts in women's movements outside the household to interact
with people at their daughters’ schools. It would be interesting to see the type of
culiurai shifts that would take place in future generations as more and more women

pecome formally educated.

Household Labour
Most mothers think schooling teaches their daughters to clean their homes better

and express a deep desire for their daughters to go to school to learn this skill. This is
particularly important for older women whose daughters have reached the age of
marriage. These older women think that most men in the community would rather wed
formally educated women. During an informal conversation with one of the local men,

he said,

I would rather be married to a woman who has been to school. She
would have better sense. If I brought a sack of rice home, a wife with
no school would cook the whole sack of rice; a wife who has been to
school vould cook according to how many people there are at home.
(fieldnotes, conversation)

Thus this man's views on women's schooling seem to support the older women who
want their daughters to receive formal education and get a good spouse.

Some tensions are evident in young women's thoughts about schooling and
cleanliness. For some young women, schooling has taught them to clean better than
their mothers. One girl, Shahnaz, describes the meticulous way in which she cleans the

104 gthers cannot go to see their daughters' teachers, particularly at the government school, because it
is not culturally appropriate for them to be in the presence of unrelated women. As one mother

describes,

My husband] goes mostly to the public school [Aga Khan School]....He is allowed to see
the teachers at this school] and to talk to them. At the government school, he is not allowed
to go inside the school because there are also Sunni teachers there. Some of them [the female

teachers] are in purdah. The teachers are the ones who decide if the parents can come or not.
(field interview with Shora)
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home and the haphazard way in which her mother cleans the home. She also shares
how carefully she washes and irons her clothes compared to her mother:

My mother only sweeps the house, but I clean everything including the
almaris [cupboards). I also wipe the dust off everything. I learned how
to do this at school. We lecarned this from books and our teachers also
told us how to do this.....When my mother washes clothes, I check to
see if any of them are ripped and need to be repaired. Ialso wash them
so that they are cleaner and I iron them. My mother does not take care
when she washes the clothes. For example, when I wash a dupatta'%s,
I will look for stains and try to remove them. My mother does not do
this. (field interview with Shahnaz)

However, many girls told me that they did not learn practical skills, like cleaning, from
their books at school. These are skills which they have acquired at home. A conflict
between these girls' views and the perceptions of women with no schooling is
apparent. Women with no formal education think that they are unable to teach their
daughters about cleaning because they have never had time to learn nor do they have
time to clean as meticulously as their daughters who have been to school. My sense is
that daily routines at the school, where girls are expected to clean the classroom and are
punished during weekly uniform checks if they do not come to school clean, have
probably made cleanliness a natural part of the girls' lives. Furthermore, the
community seems to attach a status to cleanliness which was evident whenever Zarina
and I spoke with women from low-income homes. They would often compare their
lifestyle and clothing to what they perceived of my lifestyle from my appearance, and
comment that they were dirty and not worthy of much.

This chapter reveals a rich and complex meaning that women give to schooling
in their lives. Their expectations of what schooling can provide often contradicts what
is culturally acceptable in their community. Although most women have distinct
dichotomous perceptions of traditional and modern lifestyles, they paradoxically
perceive schooling as an avenue to participate in the prestige of the modern world and
as a means to enhance their traditional rcles.

105 piece of cloth, like a scarf, which women wrap around their upper body and with which the
women cover their heads.
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.APTER VII:
WOMEN’S PERC:. :iONS OF “‘CHOOLING AND WORK



An Economy in Transition

A major theme which emerges from the women's perceptions on schooling is
the relation of schooling to work. For generations the people of Booni Valley have
been involved in agriculture. Both men and women have worked in this sector which
has been the principle source of livelihood for their families and themselves. The men
have done most of the heavy work like ploughing, harvesting and threshing. The
women have been responsible for weeaing, caring for livestock, cooking, cleaning,
washing clothes, and taking care of children. The women have also helped the men
sometimes with threshing and harvesting of crops. Although there is a division of
labour in the farm work, the local people have seen this as shared and complementary
work. Most of the work in the community, like harvesting for example, was shared.
The products generated from this labour have been primarily for household use, not for
cash.

Another responsibility which men have had is earning additional cash income
for the family. Previously, most men have had to migrate to Chitral town or to the
"down district” in search of wage labour as the cash economy in Booni was not strong.
They have also been responsible for bringing household items like food and other
provisions to the home. Women's work has revolved mainly around the household as
gender structures within the community have restricted women from moving freely
outside the household and from earning a cash income.

The division of labour in Booni was also previously structured around a caste
system. People of the upper caste, the lals , were the rulers. Middle caste people
generally had military responsibilities. The Chirmugh , who belonged to the lower
caste, performed manual labour on the nobles' land. The community placed high status
on the work done by the noble families and looked dewn upon the work dene by the
Chirmugh.

Changing socio-economic trends of recent years are causing shifts within the
traditional divisions of labour and the status quo within the caste system.!06 Economic
growth and development in the valley have created opportunities for local people to
enter the paid labour market. Paid employment, particularly in the formal sector, is
greatly valued by the local people and this is resulting in a hierarchical class structure
which is gradually replacing the previous caste system.

106gee Chapier IV "Historical Perspectives of Pakistan and Chitral District.”
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A significant shift in the division of labour has seen the start of women's
involvement in the wage sector. Although most women in Booni continuc to perform
agricultural labour, a number of them are now employed in various educational
institutions, health care centres and development organizations like the Aga Khan Rural
Support Programme (AKRSP), the Chitral Area Development Project (CADP) and the
Social Welfare Organization (SWO). A number of women are also involved in the
informal sector, selling products like tomatoes and Chitrali hats107.

With more and more women entering school and the paid labour market, a shift
in work patterns is evident. Women with no schooling or women who are unable to
find employment are taking over the tasks for which their daughters were once
responsible in past generations. Thus the older women's workload has increased.
Furthermore, a shift in family structure to nuclear families is putting added pressure on
women's farm work. With more husbands from nuclear families being employed
outside the home, women have to perform men's farming responsibilities in addition to
their own agricultural work.

A consequence of these sorio-economic changes is the shifting personal and group
values and goals. The way women perceive themselves and the world, in light of all
these changes, is, in turn, impacting on long held cultural values and beliefs. The
meaning which schooling holds for the local people, particularly the womer, has been
influenced greatly by the changing socio-economic circumstances in the valley. What
meaning do local women give to the social and economic cl.unges and how have they
come to view schooling in this whole process?

Schooling and Work: The Early Years

Financial Support and Status

A major consequence of the shifting economy in Booni has been the increasing
value placed on money to buy household goods. For most people in the valley, it is
virtually impossible to survive solely on produce from subsistence farming. Cash
incomes are also necessary for local people so that they can participate in the
development process. For example, money is needed to buy school uniforms and
supplies and to pay for medical treatment, clothing and transport. The changing
economy is summarized in Shora's perceptions:

1071 ocal embroidered caps m Je by the women.
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The old way of life is changing. There are many changes. Money has
increased...]198 buy my clothes and food from the dazaar. There are
shopkeepers now in the bazaar. We are getting more crops because we
are able to buy manure from the bazaar. (field interview)

Fatima's perceptions depict the local people's views of schooling as the key to being
able to participate in this changing lifestyle:

If anyone gets [formal] education, of course they get employment - they
get money. Before education, we were in need of dresses and cloth.
Now, because of education, we have everything and we have
employment.... In the olden days, we were not developed. (field
interview)

Initially, when schooling for girls was not yet common, families viewed schooling for
their sons to be important so that these boys could find wage labour and, thereby,
provide financial support to their families. Fatima, a 55 year old mother, explains why
it was important (o senc her son, Hasan, and not her daughter to school:

She [my daughter] had to get married and go to another home; of
course, Hasan is my own and he has to support me....for me, Hasan is
useful because he is in my house....Whatever I thought, according to
that, Hasan got his matric - now he is earning; he bears the expenses of
the household - we do not have lands so he earns for us; the eldest son
can earn for himself. The other son can earn for himself and for his

wife and family. (field interview)

Families also thouglit that sending their sons to school would make it easier for them to
get work in “fixv. 4y places like the cities” (field interview with Sultana). Schooling
was also perccived to be valuable for boys since it taught them to read. As Sultana
explains: "Even though Allah does take care of them, I still thought at least they [my
sons] would be able to read something and go somewhere” (field interview).

Not only was finaxcial security an important reason for a family's desire to
provide schooling for their sons, but it was important for sons to get well-paid, high
status jobs, like office work. It appears that the community perceived office vork to be
similar to work done by lals. Parents would advise their sons that, if they did not go to

108 A)though Shora says "L" it is probably her husband or another man in the house who brings the
clothes and food from the bazaar.
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school, they would remain illiterate and would have t0 work as mazdurs® on other
people's land. Ashraf, a 45 year old widow, shares the advice she gave her son when

he was young:

I used to tell him that if he does not go to school he will remain illiterate.
I told him, "the time will come wh. : people will ask you to do their
work, like plough in their fields ard ;xay you mazduri [daily wages].
They will ask you to take the cows manure out of the stables. They will
ask you to harvest their crops.” I used to tell him that he would do

whatever work the Whakahan!1%people are doing today if he did not go
to school. (field interview)

As families started to observe boys with schooling geiting employment in areas which
they perccived to be of high status, they too wished this for their own sons. When I
asked Fatima why her parents '~ anted her brothers to go to school she said, "[my
parents] just sent the boys by locking at others in the area - they were getting good
jobs, that is why they sent my brothers to school” (field interview). Although Fatima
does not mention the kind of "good jobs" her brothers would get from schooling,
Naseema's comments about the kind of work her husband would be doing if he had not
completed bis matriculation point to the status associated with different types of work in
the village: "My husband has completed his matric...[today] he works at a health
centre...if he was illiterate, he would have been a labourer an 1 collected wood" (field
interview). Schooling was thus perceived as an avenue to move away from wor}

which involved manual labour.

Gender Structures: Girls are Excluded From Paid Employment

Tnitially, the idea of girls working in the wage sector was not considered for a
number of reasons. Firstly, there were no opportunities for women. No schooling
was available for girls so no relation was made between girls' schooling and
employment. There was also an absence of areas within the paid labour market for
women to work. Secondly, women's space was restricted to the household where they
were expected to take care of farming, housework and children. Sultana's stery sums
up women's lives during this period: "There was nothing [no school and ro paid

109Manua: labourers who eam low wages.

1iOWpakans are refugees from Afghanistan. After coming to Pakistan during e Soviet invasion of
Afghariistan, most of these refugees have taken over menial labour tasks which many Chitralis,
particxlarly those from upper caste families, do not want to do because they perceive it as low status
work which was done by the Chirmugh (cf. Chapter IV "Historical Perspectives of Pakistan and the

Chitsai Disinct).
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employment] for the women; we were doing our household work" (field interview). A
final impediment to women not being involved in wage labour was the local people's
belief that women eamning money was haram -- against Islam.11! Even whea séhooling
and paid employment opened up to women, the majority of people did not think this
was important or useful for women.

A shift in perspectives is evident today with girls’ schooling becoming more
common and with positions opening up for women: in wage labour, particularly in the
formal sector. While there are families who continue to recognize schooling and paid
labour as important for their sons only, in the transition from past to present, many
families have shifted their perspectives and now value schooling and paid latour for
their daughters as well.

Schooling #nd Work: The Current Si.uation

A Sense of Regret: Mothers and Daughters Speak

i+ value of schooling because of its connection to wage labour is evident across
the generations. ¥omen who have never been to school express much regret because
they feel that this has prevented them fiom doing work other than agricultural work.
Women who did not send some of their daugaters to schoo! also express regret about
their daughters having missed out on the opgortunity to work and earn money.
Daughters who did not go to school when girls’ schooling was first established in the
community are also sorry that they never attended school. They blame their parents for
not giving them the opporturity to acquire formal education which would have further
helped them io get paid employment. Most of these women view schooling as an
avenue for their daughiers to gain opportunitiec that mothers themselves never had.
They have observed or heard through cultural networking about girls who have ben to
school and who are, today, working and earning money, and they desire similar
opportunities for their daughters. As Shahnaz, who was not very keen on attending
school, says,

I did not want to go to school....My parents used to give me examples
of my teachers. They used to say, "look, your teachers have become
teachers because of their education. You will also become a teacher like
them if you complete your education.” (field interview)

111Contrary to what som~ Muslims believe as haram, during Prophet Muhammed's (P.B.U.H)
lifetime, Muslim women were involved in business practices. The Propbet's first wife, for example,
was a tradesperson.
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Fatima never had the opportunity to go to school. Her two older daughters did not go
to school either because there was no concept of girls' schooling when they were
young. However, Fatima's two younger daughters went to school, but one of them
left after class four because the family had financial difficulties. The youngest
daughter, Khadija, completed her matriculation. In the following passage, Fatima
speaks about the value she placed on girls' schooling before and how this has changed

t

...[a]t that time, I did not understand the value of education....There
were people at that time, however, who did know the value of education
for giris; now they [these girls] are getting money and
employment....when girls go to school, they can get jobs
easily....[now] Khadija has got her education, she has a job....she is
independent; she can spend her own money; she can manage on her
own. (field interview)

Women with no schooling thus want their daughters to go to school because they
believe their daughters will have better income and employment opportunities.

A Sense of Hope: Daughters Speak About Schooling

Most of the young women currently attending school also place strong value on
schooling as a means of getting paid employment. As women'’s space within the
community has extended to school and to the wage sector, school girls are being
exposed to other formally cducated women with paid employment and they aspire to
becore like these women. Discussions at home or in the vi"ages about the promise of
employment with schooling appears to influence girls' perceptions of employment as a
primary reason for going to school. Shahnaz, the young woman described carlier who
did not like school, explains that she changed her mind jn middle school because she
began to think about her future employment after observing her own teacher:

I started to take more interest in middle schocl because I started to think
about my future employment. I really waried to be a teacher...I used to
see other teachers -- my teachers -- and I wanted to become like them.

(field interview)

Most young women foday go to school with the hope of securing paid employment.
Right from a young age girls view schooling as a way to get employment. They
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perceive participation in the cash economy as the key to earning and controlling an
income and to gaining high status. However, their aspirations often come into conflict
with cultural beliefs and the realities of village life.

Earning and Controlling an Income: Conflicts Between Desires and Cultural Beliefs

Shifts i ]

Cultural shifis are evident in the valley as more and more women €xpress a
desire to have funds at their disposzl and which they can control, a role which has
primarily been accorded only to men in the valley. The women share their perceptions
on the importance of having a personal income. When their husbands find employment
away from the village, particularly in other parts of Pakistan, women often depend on
remittances which may not always arrive on time. If the women are in desparate need
of finances, they need to write to their husbands to send them money which can take a
long time to arrive. Azada's husband works in Lahore. She is also earning ar income
as a school teacher. She compases her situation to a woman who is not earning any

money.

It is obvious that my life is different from the life of a woman...who
does not have a job....[W]e are able to stand on our own feet ...Over
here...people think of employment so that no one becomes dependent
on the other; a wife does not become dependent on her husband; a sister
does not become dependent on her brother. Generally in Chitral,
husbands live far away so at least if we earn we can spend money on
ourselves and at home. We do not need to write and ask our husbands
when they are in Lahore; it is too far away for them to sen:d us . :oney.
(field interview with Azada)

Even in instances where husbands take up employment in the valley, women express a
desire for an income which they can control. When the women ask their husbands for
money, they do not usually get it rignt away. Thus, the women want to earn money for
themselves and use it at their own convenience so they do not have "to wait for the
men" (field interview with Naseema).

In addition, most women who are dependent on others, usua!'y male household
members, for money and who must, therefore, be accountable for this money do not
have the independence to spend this money as they desire. Nascema, who is not
employed in the wage sector, thinks that if women were eamning an income they would
"not have to worry about anything...{and could] spend accordirg to their own desires -
they [could] pay their taxi fares” (field interview). Women, therefore, desire a cash
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income which they can spend as they wish because they do not want to depend on male
household members.

Finally, women think that earning an income is important for personal satisfaction.
Azada shares how she feels about earning and being able to spend this money:

I can do as I wish with my money - if there is someone needy [a
neighbour], I can give him/her at least 5 R's. Other women who are
illiterate [and thus, by implication, not emnloyed], even if their
husbands earn 10,000 Rs/month, they are not able to give a needy
person even 10 Rs....If I give up my employment and my hushand is
earning and if he gives me 4000-5000 Rs/ mth to spend, I will not enjoy
it as I do when I teach ard earn 3000 Rs from my own hard work. I
feel happy from my own hard work. (field inteview)

Overall, women in Booni perceive earning cash income as valuable.

Famil , | faraily st

Financial independence is also perceived as valuable in a way connected to
children. Many women feel that they do not contribute to their children's well-being
when fathers are the sole contributers of a cash income. This is reflected in Naseema's

thoughts on women's income:

Women [who earn and control these earnings] can buy anything
according to what their children wish. They can spend according to
their children's desires; we [women who do not earn and to not control
any cash income] have to wait for the men - if they give anything to the
children that is good; we cannot give anything to the children -- we
cannot give them a single rupee. (field interview)

Women like Naseema who have tiot had the opportunity to earn a salary aspire greatly
for their daughters to have this chance so that they can "pay for [their own] children's
expenses easily..." (field interview). For most women, a personal income is
pariicularly valuzble with regards to their children's schooling. Schooling is dependent
on the cash economy for its function in terms of books, uniforms and, in some
instances, fees. Women express a desire to participate in providing for their children'’s
school books and uniforms. Those women who are not earning feel it is important for
their daughters to have smployment so that when they have their own chidren, they
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“will not have to worry [and] will be able to afford their [children's] clothes, books,
copies!12, and...send them to school easily” (field interview with Naseema).

Many mothers also believe that, after receiving fornal education, their daughters
will get jobs and will provide financial support to their parents. Girls who are going (0
school also believe that after completing school they will be able to financially support
their parenis. This view is expressed by Yasmin: "Now I am in high school....After
five years, I will get a job.... Thca my parents will be old. I will give them a helping
hand. Iwill pay for their expenses” (field interview).

As the dependency on the cash economy is increasing in the village, some
women also see paid employment as a way of helping their husbands to provide
financial support for the family. These women feel that, by doing housework, they are
not contributing anything to the family because they are not earning money for their
homes. This is apparent in Nasecema's views. She thinks that if she were employed,
she would have made her husband's burden lighter; she could have bought her own
clothes and soap, and she would not have had to ask him to buy anything for her. She
believes that in this way she "would have shared the expenses with him" (field
interview with Naseema). For women like Naseema, rather than viewing employraent
zs a way of acheiving financial independence, they see it as 2 way of sharing household
expenses.

Women from the older generation who have been widowed also place a lot of
value on cash incomes from formal sector work because of the hardships they have
endured. Many of these women usually have to depend on their relatives for support or
sell their livestock to generate some form of income. T: - feel that if they had received
formal education, they could have eamned money for therselves and could have,
therefore, been able to support their families without much hardship and without
depending on others. This feeling is particularly evident when women have been
widowed at a young age. Ashraf is about 50 years old. She is from a generation when
schooling was unavailable for girls. Her husband died about fifteen years ago, and she
was left with the responsibility of raising five small children alone as none of her in-
laws were living with her. She only had two chakourams of land. She explains the
financial difficulties she has endured:

My husband died about fifteen years ago....I had no money....[I had
not been to school]. We only have two chakourams of land....At that
time, I did not eat well; I had no food or clothes. Life was very bad -- it

112¢gpies refers to scribblers (books for writing).
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was the worst type of life....I was very worried about my daughters
because they were young....I could not afford to send them to
schoot....I could not afford to buy them clothes....I (had) no crops to
sell so how could I have sent them to school? I used to do a lot of work
in the fields like harvesting, threshing and cutting wood. I had no
money to pay for a mazdur [a labourer]. (field interview with Ashraf)

Although Ashraf has endured many hardships and wishes she had been to school, if
she had a choice, she would still rather send her sons to school so that they could

support her. She explains,

I would send my son to school [instead of my daughter]....My daughter
would go to another family. My son will get married to another girl and
she will come to my home and I will ask her to work in my house.

(field interview with Ashraf)

Thus the expectations which some women like Ashraf have is that men should provide
f...ancial support to the family and women should perf"-rm household and agricultural

work.

Discrepancies are apparent betvcen women's desires for spending a cash incoimne
and what usually happens to income eamed by employed women. Very few women
are in positions where they are able to spend their money as they desire. Most income-
earning wor:en, especially those who are married, must give a large part of their
earnings -- if not all -- to the men in the household. In some families the money is
given to the husbands and in others it is given to the father-in-laws. Thus, the women
continue to be financially dependent on the men. Moreover, some of these women are
still accountable for their expenditures with whatever money they are allowed to keep.

Because women's mobility is restricted by socio-cultural norms, they are not
permitted to go into the bazaar. They do not have much say in choosing the items they
wish to buy as a male member of the household is usually sent to purchase the goods.
Tronically, nowadays, there are "travelling salesmen” who come into the various
hamlets of the village selling their wares to the women. I mention this as "ironic”
because of a powerful statement Zarina made once as we passed one of these men
selling his wares to the women: "What kind of purdah system is this?"

Although mothers value schooling as a way for their daughters to eam an income
which would support their dependent mothers and fathers, a cultural contradiction is
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apparent because, in practice, daughters are stili not recognized as the "breadwinners"
of their immediate family (their parents and brothers and sisters). Young women do
not live for a long time in their parents' homes after completing their schooling. They
get married and any money they may eam is usually contributed to their in-laws' home.
Furthermore, when the women go to their husbands homes, they are not necessarily
allowed to give any of their earned money to their own parents. One woman, Sakeena,
whose daughters have not been to school, spoke quite strongly of sacrificing money to
send her daughter-in-law to school rather than her own daughter. Sakeena's daughter-
in-law is only nine years old. She still lives with her parents and is attending school.
Sakeena describes why she would spend money to educate her daughter-in-law if she
lived with Sakeena:

If my daughter-in-law had come here, then I would have paid for her
education....] want my own benefits from her. My daughters would
have eamned for other men; my daughter-in-law would have earned for
me....I spent money on her to get education, so she has to give me
money. (field interview)

If her daughter-in-law were to find employment, Sakeena would receive the money; but
if Sakeena's own daughter were employed, the money would go to her daughter's in-
laws.

Another conflict which arises from women's desires for money which they can
earn and control stems from their contentment to depend on men to make decisions.
Some women do not want this to change and this is primarily due to cultural reasons.
Azada, who is relatively independent when it comes to controlling her earnings, does
not want to participate in any decision regarding her daughter’s marriage. Sht ®ays, -

I will not say a single word in this respect. It is my husband's wish if
he wants to arrange the marriage or not....I cannot make decisions
because afterwards, some incidents happen for which the father has to
go out -- there could be something to discuss, medication or some
unforseen thing which needs to be discussed. In spite of (women being
able to) understand these things, in our area it is not a custom for a
woman to go out for those things and to give their opinions. That is
why the responsibility is given to the brother or the father....The
woman must stay in her own place, within her own right. (field
interview with Azada)

Furthermore, many women are also afraid of making decisions because they fear
breaking cultural traditions and being blamed in case their decisions led to an
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unfavourable outcome. They also fear that this could lead to a divorce and, hence, to
having no where to go.

Overall, there is a strong and positive shift in the women's perceptions of girls'
schooling and employment as a way of having a cash income at their disposal which
they can control. Changing socio-economic patterns are bringing about a nurnber of
conflicts between traditional cultural vaiues and newly introduced values in the village.

Conflicting Views of Women's Working World

Status: Traditional and Modern Life
A big change which has resulted from the developing cash economy is the sense

of hierarchy and status associated with different types of women's work. What comes
through strongly in the women's perceptions is the community's negative view of the
agricultural economy which has sustained and nurtured the local people for generations
and in which women have played a vital role. While money and formal sector
employment are being increasingly valued, agricultural work is being devalued and
seen as unimportant. Status is associated with work in the formal sector because it is
perceived as "clean” and easy work. The community also perceives this type 6. work
as being done "sitting in a chair” and attaches status to this notion which in itself seems
to suggest a figurative hierarchy. Shora reflects on how her life might have been witi.

schooling:

If T had gone to school, I think my life would have been better today. 1
could have sat on the chair....I would not have gotten dirty; I would
have been clean. I would have sat on the chair being a teacher or an
LHV [lady health visitor]....I would have liked to be a teacher or an
LHV because...they are earning money. (field interview)

Women who have not had the opportunity to go to school feel that they would have led
a better life if they had had schooling. They believe that they "would have gotten rid of
work...[like] collect[ing] fodder and graz{ing] the cattle” (field interview with Shora).
They would have been able to work in an office, ina "clean" environment, and been
able to earn money.

Working in a "clean" environment is also important for young women today.
They perceive their mothers' lifestyle as a hindrance to being clean because they are
always taking care of cattle, doing household work and looking after children. They
are always busy, and hence do not get the chance to wash their clothes or take a bath.
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Azada, who has been teaching for many years, values her work because of cleanliness.
She shares her views on her life and on the life of mothers in the community:

[Flor five to six hours, I [teach at] school so I remain clean. I wear
clean clothes and am in a clean environment....Our mothers are grazing
the cattle, taking care of the children and washing the utensils. They
sometimes go for two to three days without having a bath or four to five
days without going out of the house or washing their clothes....Our
mothers are at home; they do not get a chance to wash their clothes or to
take a bath. We can at least wash ourselves and our clothes because of
going to school. We take more care of keeping our nails and hair clean.
(field interview with Azada)

What appears to emerge from Azada's perceptions is that appearance and cleanliness arc
necessary only if they work outside the home. Because mothers do not have to go
anywhere, it is not important, therefore, whether they wash themselves and wear clean
clothes. Women like Azada who work in the formal sector must keep themselves clean
because the type of environment in which they work requires this of them.

A pattern which I began to observe when Zarina and I spoke with women who
had no schooling was the way they compared their work to their perceptions of our
work. Many women would tell us that we had been to school, therefore, we werce
clean and we were able to work in a clean environment. For example, when I asked
Sakeena how she felt her life might have been had she been to school, she began to
compare her lifestyle to what she perceived to be my lifestyle. Sh: said,

1 am dirty and you [researcher] are clean; my work standard is not clean
like yours. I work with the cattle and the cow dung. Iam dirty. We
are not like you. You can sit and read and live a clean life. Qur life is
very difficult. (field interview with Sakeena)

What comes through quite powerfully in Sakeena's perceptions and what many other
women like Sakeena think about their own ., icultural and domestic work is that it is
dirty and animal-like. When I spoke with the women and, particularly, when they
compared their work to what they perceived to be my work, I felt that they were almost
ashamed of their lifestyle which has been part of their cultural tradition for generations.
Women with no schooling, consequently, speak very strongly about sending their
daughters to school so they can "sit in a chair,” work in a clean environmen, earn
money and, thereby, not "work with the animals and the cow dung" (field interview
with Sultana) as their mothers have done.
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Parental influence also appears to bc important in the way young women with
schooling have come to perceive their {ormal education in light of paid employment.
Mothers advise their daughters to go to school so that they will not have to "graze the
cattle” (field interview with Shahnaz). Mothers also tell their daughters to go to school
and not to stay at home and work with them because they do not want their daughters to
have lifestyles similar to theirs. Many young women, like Rubina, express a desire not
10 live like their mothers: "If I do not get employment, then I will wash dishes and
shed tears” (field interview). Furthermore, girls are being influenced by their exposure
to lifestyles of women with paid employment.

In addition to household and agricultural labour being seen as unclean, it is also
viewed as boring, tedious and offering no excitement. As Gulshan says,

[a)fter completing my matric, I became bored...at home....I was always
busy with work....I grazed the cattle, cleaned the house and collected
the fodder....I kept myself clean at home, but not like when I was going
to school....When I went to school, I used to keep myself clean. Being
at home, I do not care. (field interview)

Women miss their school life and wish they could return to that lifestyle again. Ty
find school work Ic s demanding compared to their household duties. Gulshan s e

the appeal of school life:

I wanted to go back to school [after class 10). In school, all I had to do
was read. At home, I had to work hard with my mother. I missed
being with my friends. Those friends who live in my village, I was able
to meet on some occasions, [like weddings and at the Jamatkhanal. My
friends who lived far away, I could not meet them. (field interview)

Thus schooling represents a place where girls feel connected with the larger community
and where they do not have to engage in manual labour which they find boring, dirty
and difficult.

A result of the value placed on formal sector work is that many women with
schooling do not want to do household work because they perceive it as "dirty work."
However, many are compelled to do this work because the formal sector cannot
accomodate the number of women secking employment opportunities. This is creating
conflicts at the houschold level as a number of women with no schooling often end up
doing the hard and "dirty" work while the women with schooling do not put in as much
effort. The value of money, work in the paid labour market and work in a "clean
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environment” seems to be resulting in a new stratification system in which the
traditional work of women within the hiousehold realm and agricultural production is
devalued.

Formal Sector Work: An Easier Life?

Opportunities for women in the paid labour market have also resulted in certain
perceptions of the workload in the domestic and in the wage sector. A certain
understanding of this workload is evident across the generations given the women's
own work experiences. Many women who work primarily at home and on the farm
think that if they had been to school their lives would have been easier. They would
have been able to get paid employment and, consequently, would not have had to do as
much work as they do nowadays. They perceive that women who teach in schools, for
example, just sit for five to six hours in a chair. Shora shares this view:

With schooling, I would not have had to do as much work as 1 do now
{at home]....I have too much work to do in the fields....The job is easy
for teachers....[If I was a teacher], I would have sat on a ch»ir...] am
not educated -- who would allow me to sit in the hostel instcad of [the
matron]. (field interview)

Shora perceives teaching to be easy because of her daughter 's experiences at school.
Rabia, Shora's daughter, has told her mother that some of the teachers at her school do
not teach very much. Thus, Rabia's mother thinks that "working as a teacher at the
government school is easy because they do not teach well -- they do whatever they
want in school; whenever they want to teach, they teach; whenever they don't want to
teach, they don't" (field interview with Shora).

A contradiction is apparent in Rabia's mother perceptions on why she wants to
teach and in the way she thinks the teachers should teach at the school. Shora is
unhappy with the way the teachers teach at the government school and she thinks that
the teachers should work harder and teach better. Yet, as mentioned earlier, she would
have liked the kind of work which did not require much effort and where she could
have "sat in a chair." Therefore, even though some women want paid employment in
the pattern which is currently followed and which appears to be easy, they are not
satisfied with the way women in desired professions, like teaching, are performing
their responsibilities.

Whenever women in the sample expressed a desire to work in the formal sector,
I asked them who would take care of the household and agricultural work which they
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were currently doing. Some women responded that other women in the household
would take over these responsibilities. Other women said that they would do the
domestic work when they came back in the evening. When I asked these women if this
would only increase their workload and make it difficult, they thought otherwise:

In the morning, I would go to work [by implication, the wage labour
market] and when I came back in the evening, I would do everything
[all the household labour]. I would like this. I would not find it
difficult. (field interview with Shicia)

Many women send their daughters to school because they believe their daughters' lives
will be easier. Shora thinks that if her daughter stayed at home, she would do more
work. She thinks that by going to school, her daughter does not have a lot of work to
do and she has "no cares” (field interview with Shora). Mothers probably perceive that
thesr daughters do not have much work to do because they are at school almost seven
hours in the day.

However, wkiie many mothers share similar views, they still expect their
daughters to contribute to the household before and after school. Most girls find it very
difficult to cope with her school work and her household responsibilities. In fact, a
number do not want to continue their formal education because they cannot coordinate
her household and school work. Generation conflicts as well as school/home conflicts
are, therefore, apparent. Mothers, who have not been to school, do not understand the
type of work schocl demands from their daughters. Furthermore, the schoolwork done
by girls when they come home has no relevance to the work which they are expected to
do at home.

The realities faced by women who work in the paid labour market and then
return home to do contribute to the household economy reveal that the double work
load is not as easy as women like Shora scem to perceive. Roshan, for example,
teaches from 7 a.m. to 1 p.m., depending on the seasons, and is also expected to
contribute to the household labour before and after she leaves for school. Roshan finds
this extremely difficult because she has to get up very early in the moming to milk and
feed the cattle, to clean the house and to make breakfast. When she returns from
school, she has to take care of household tasks and farm work before she can begin
preparing for her next day's lesson. She describes her daily routine:

Early in the morning I wake up for prayers; then I prepare breakfast for
the household; then I get dressed and go to school; according to the
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timetable, I teach for about five hours. When I come back from the
school, I have lunch which has already been prepared. They I wash the
household's clothes. After that I go to collect fodder for the cows.
Then I start to make dinner for the household. After dinner, I wash off
the utensils and then prepare myself for the next days' lesson. (field
interview with Roshan)

Some women like Azada perceive their work in the formal sector to be harder than their
mother's household work. As a teacher, Azada has a big responsibility to teach
children values and to "make sure she brings up a [child] well and give the child back to
her [the child's] parents as a complete person” (field interview with Azada). In
comparison, she talks about her mother's work: "My mother’s job is to cook food,
milk cows and graze goats -- how is this difficult?” (field inierview with Azada).

A conflict in the way women with no paid employment and women working in
the wage sector perceive their workload is, therefore, apparent. Azada, who probably
did not contribute too much to household labour having becn in school and then in the
wage labour market, thinks that farm and household work is easy. Furthermore, Azada
has also lived for awhiie at her relatives’ home while she worked in a village about 60
kilometers from Booni. In this setting, she had minimal household tasks as guests are
culturally not expected to work in the hosts' homes.

Realities Faced by Womer: in Search of Paid Employment

Unavailability of Paid Employment

The perception which many women in Booni Valley have is that once they leave
school, it will be easy for them to find work in the formal sector. Many girls a2 not
geiting married as early as they used to and, hence, expect to work in the wage sector
for a few years before marriage and remain in the wage sector afier they are married.
However, uaderlying factors, like a saturated formal sector, prevent women fiom being
able to fulfil their desires.

Most ‘women who complete their formal education in Booni are joir:i g the large
pool of the "educated unemployed." The valley's cconomy is unable to absorb the
increasing number of women with schooling who expect to get into the paid labour
market. For example, there are about 425 girls enrolled in the girls high school today
and there are only about 25 positions of employment within the valley available for
women and these are all currently occupied. Although centres like the Aga Khan
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Maternity Home are being developed in Booni, it is only possible to hire a few women
for positions in these instittions.

The areas of paid employment open to women arc also limited. Women are
concentrated mainly in teaching and hezlth professions. Within the health professions,
thcy work mainly as lady health visitors (LHVs). There are also a few positions
available for them in women's orgarizations of the Aga Khan Rural Support
Programme and the Chitral Area Development Proicct, as weil as the government
social welfare organization. There are no women in administration apart from the
school headmistresses and women generally do not work as mazduris or labourers.

It was interesting, however, to listen to wornen from the older generation speak
with certainty nd confidence that their daughters would get paid emplo;, ‘nent if they
went to school. These women always compared their daughters situatici. 1o
circumstances which existed a number of years ago when girls' schooling and
employment were not common. However, circumstances which exisied previously and
which exist today are very different. For cxample, when positiors of employment
were being created for women to work as Lt Vs in the health centres, there was no one
from the entire district qualified to do this work. Women had to be ' -nught from urban
cenires like Karachi to occupy the positions. As girls' schooling ber:ame  omrron, the
Aga Khan Health Services began sending any girl who had compli. 'ec! her matriculation
and who was interested in working as an LHV to the "down district” for training. The
main criteria the girls had to fulfil was the ability to speak with confidence; the'~
academic Derformance was not given much consideration. It was also easiert. ind
employment in the teaching profession before bocause there were not many worien
who were qualified to take up these positions. These situaiions existed until the late
1980s.

Today, however, there are more woraen applying for positions than are
availabie. Guishan is one of many 1 ..successful women who have teen in search of
employment for a long time. She explains tha she was one of "20{ "women who
recently] applied for four [teacking positions] at the government school” (field
interview with Gulshan). The criteria for hiring women has also char.ged. Previously,
the interviews were not as hard for the women because the questions were related
mainly to religion. Today, there is strong emphasis placed on an individual's academic
achijevement and certification. The government and Aga Khan schools also require a
person to have religious knowledge. The method of hiring vsed by institucons like the
Aga Khan Educa2on Service has also changed. Currently, AKZS, P (Chitral) also
requires prospective cmployees to write an exam which tests their secular and religious
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knowledge. This system has been introduced because of cheating during exams which
makes it difficult to judge an individual's academic level. The shift which has taken
place wi h regards to hiring is described by Shabnum, an employed LHV. She
compares her personal expericnce of finding a job around 1988 w the difficultics faced
by young women in search of paid employment today:

» was waiting for my matric results. At that time there were no local
I.HVs so thev we.c sending women who weie interested -- they were

not looking # :~~ s -- there was = shortage in Chitral. They were only
looking at + . .« Jdence of the women. [Recently], in Booni, for
¢xample, ¢+ . "9 - 25 women came for an irterview for [LHV]
troimi.g and ne-.. - them was given a chance. Fromn the Mulkhow

arer. 30-35 wos.en came for the interview. There were only four
posijor . available....It is not easy to get employment...because there
arc 1,0 ;. - 2vailable. (field interview with Shabnum)

The unavailablility of employment is :2using many women to become
discouraged as they hav gune to school with the promise << employment in mind.
Furthermore, these women have had the opportunity io experic:.ce lifc outside the
household while they were at schoo! and they feel badly bucause they can 1o lonser
continue this patt... of leaving the household. Their feelings of dis.ouragement are
a’,0 intensified because they thought that with sche:iing they would fiad jobs and,
therefore. lead a more fulfilling and exciting life tha: iheir mothers. Razbia resent’y
comp'.ted class 12 through distance education and has *ried to find wage labour.
However, she has not been able to find any paid work. She shaies her experience
looking for employment and how she feels about not finding work:

T have tried to look for employment -- I isie<! ai the social welfare office
over here. There werc many girls who applicé and I felt very bad when
I was not hired....I feel my future is thabar [ruined). If I remain this
way, my future will be destroyed....I feel bad for myself when : am at
home and they [other women] are going to work. I feel bad to do all the
housework. (field interview with Rabia)

Many girls, iike Rabia, become bored staying at home and doing the housework. They
even feel a sense of hopelessness about their future and think their schooling has been
wasted.

Another conflict which arises when girls do not find paid employment is that
their inothers, who have placed so much value on schooling for paid employment, feel
that there has been no value in their daughters' education. They also think that their
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daughters cannot do the housework well enough because they have not learned this in
school. This contradicts their initial perceptions, which I described previously in the
section on schooling, at girls with schooling are able to clean and cook better. The
mothers also fe:! that iney could iave easily used their dz.:ghters' help in the time that
thzir daughters were going to school. One mother whorit I met does not want to send
her young daughter to schov! because she sees no value in it. She says that there are no
jobs available so there is no point in admitting her in sch:ol. She feels she could rather
use her daughter's help at home because sending her to school would be a bad
investiment of her daughter's time. Thus, educated unemployment is resulting ix
contradictions and tensions for many women and girls who have viewed schooling as

an instant key to paid cploymuat.

Cheating and "Qualificati-ns Inflation™"13

Two problems which are resulti. g from = shortage ir employment oportunities
are ¢ -.ating and "qualifications irflation.” 4 “oont: . .d e ier, the criteria for getting
into the wage labour ncsvadays depends highly on a persc 1's certification. For
example, a woman who kas caly compleicd her matriculation or even her interr:.. diate
cerification, "<.A." or "F.Sc.,” as it is locally known, is less likely to find woik than a
woman wlo has a bachelor's degrae or even a inasier's degree. Women's aspirations
io complete higher education ar¢ consequently increasinz. Gulshan, for example, knew
that with her matricu"ation she would not be able to find employinent. She was
interested in pursuing higher studies so that she could get qualifications which would

increase her chances of being hired. She says,

[a]fter matric, I really wanted to continue my  “dies; I was not thinking
about employment after doing my matri. - -as interested in completing
higher ~tudies. I thonght that with an "F.A." 2ud a "B.A." [Bachelor of
Arts], i+ ould be easier for me to get employment as i would be more
qualift  ‘field interview with Gulshan)

However, with mare and more women getting their bachelor’s and their master’s
degrees, "qualifications inflation" has become prevalent in the community. Even
woman who are highly qualified are unable to find paid employment and are still at
iome. Thus, Shahnaz explains, "[i]t is hard [to find a job in Booni)....Girls who have

1134 simation when the qualifications required for certain jobs rises at an accelarated pace.
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done class 14 [Bachelor's Degree] arc in their homes -- they do not have employment”
(field interview with Shahnaz).

A major factor contributing to "qualifications inflation” is the high number of
women who have specializations in the same discipline. Most women complete their
higher studies in humanities with specializations i veligion and Urdu. Until two years
ago when science w:s introduced, humanities was the only subject area available in the
school. As indico’ 'd in the section on schooling, gisi- Tn it easier to get higher grades
in humanities *..: i science and it is possihie to sivdv b zanities through distance
education. Wor=n often told me that they study religica because they have been
learning it all w.icir lives and, therefore, find it easy. Paradoxically, by specializing in
subject areas which they do not very difficult, the girls think that they can obtain the
necessary marks to pursue further stedies oi to get paid employment.

Another effect of the shortage of opportunities foi employment as well as the
emphasis placed on academic excellence is the school girls' dependence on cheating to
obtain marks. Although young women in my sample seemed ashamed to cheat, they
feel that they have no other choice if they want to compete with their peers for
employment or higher learning opportunities. This is summarized in &ie following
passage by a school teacher, Azada, who explains the iealitie » of cheating to get paid
employment.

For example,...there i¢ 1e girl wi  has worked hard, but out of 1000
marks only gets 300 and...there is ore girl who has cheated and gets
700 marks; during the time of the interviews, they will not see that this
sne has worked liard and gottein 300 marks and this one has cheated ard
rtten 700 marks. They will give the job to the person with the highest
marks. (field interview with Azada)

To summarize, the few jobs which are available to women in the valiey have been
taken. When one of Liese positions becomes available, there is a grcat demand for it
because the number of women with formal education in the valley in high. However, it
is usually those women with qualifications, like a bachelor's degree. or even a master's
degree, who have the best chance of being hired. Many girls cheat to get through the
low quality education system and to obtain degrees so that they can join the pool of
women who stand a chance to secure a job in the formal sector. The competition for
such limited positions in the formal sector is also high because most women specialize

in the same discipline.
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Gender Structure:: "Women's Work is Household Work"

Another barrier to paid employment faced by the women is that their husbands
do not allow them to work. Ashraf’s sister-in-law, Safiyya, who was present during
the interview with Ashraf, shared with us why her brother is against women working
in the wage sector: "He is against women eaming money from employment; if his wife
brings home money he feels that it is against Islam - he feels it is haram [forbidden]"
(field notes, conversation). This statement points once again to an interpretation of
Islam as the basis of gender relationships where men are seen as the financial

supporters of the family.
Some women are als¢ expected not to sacrifice their household work for paid

employment when there is no one else at home to perform these duties. Shahnaz has
not even wicd to look for employment because "there will be no one at home to work
with [her] -other” (field interview). Roshan also shuses her difficulties of finding a
job: "My in-laws were not very pleased....My husband is the only son. That is why
they did not take interest. There is no [oiher Gaaghter-in-law] to do the household
work for them" (field interview). Roshan's example reveals both women's traditional
work responsibilities and what is expected of women once they are married.

Siveamlining Women into "Stereotypical” Professions

The school's role

As T have already indicated, women in Boci are limited to the following
professions: teaching; health care; and women's organizat.ons. This is due to the
formal education system, cultural and financial reasons as well as parental decisions.
As mentioned previously, most girls in Booni study humarities. This subject area
qualifies them to pursue higher learning for the teaching profession, for LHV training,
which they must complete in the "down district", or for work in women's
crpanizations. In the past science subjec.s have not been offered in the schools which
has made it difficult for women to join professions like engineering and medicine.
Previously, only a handful of women have had the opportuaity to study science away
from the valley as cultural reasons and financial difficulties have restrained most
women Although science is offered today, many girls still opt not to pursue this
subject as there are no institutions in the valley where girls can continue studying
science after secondary school. Many girls are compelled o do distance education
because caltural, financial and parental decisions prevent them from going to "regular”
institutions in the "down district” to siudv. T iimiied resources available to women to
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pursue subjects in areas other than humanities, therefore, restricts them to only a few
areas of employment in the formal sector.

Fven in the field of humanities, girls are unable to study anything they wish.
Shahn:iz wants to be a lawyer, but she cannot fulfil her desire. To get this training, she
has to go to the "down district.” There is no one at home to help her mother, so she
cannot leave. She shares her reality which is common to many other women in Booni:

I would like to be a lawyer, b, I cannot....It is not possible over here
because the education system is not good....To be a lawyer, I must go
to a "regular” institution....I cannot do it privately [through distance
education). T have to study privately because there is no one to help my
mother. (field interview with Shahnaz)

Another element in the school system which reinforces women's entry into
stereotypical professions is the humanities curdiculum. This curriculum encourages
women to enter professions where they can be care=ivers. Girls are required to take
home economics where the:" are supposed to learn about nutrition and home
management. Furthermore, pictures in the books of female narses and teachers and
male doctors and engineers reinforce traditional job sectors of women and men, where
women's opportunities lie mainly in the caregiving and nurturingz profcssions.

Women are also streamlizes into the teaching «r:d health professions as well as
into women's organizations because these areas of work are perceived to be culturally
acceptable by the community. However, within these professions, some jobs are more
culturally accepted than others which further limits the areas within whick women are
abie to work. Women's entry into the paid labour market is usually controlled by male
household members, in particular fathers, older brothers, husbands and father-in-laws.

Conflicting views are apparent about the areas of employment where girls of
today's generation want to work and where the men and, at times, the older women feel
it is appropriate for young women to work. Most of these conflicts are focussed
around women's mobulity and what families observe as acceptable space for women
outside the houschold. Men and older women in this culture prefer their daughters,
sisters and wives to work within the valley. Furthermore, they think that women
should be in the ieaching profession because they can easily observe purdah. Sultana
explains why she wants her daughter to be a wacher.

168



I think it is alright for my daughter to get employment,...[but] I would
not like her to go away from Booni to work.....I would like my
daughter to be a teacher because of purdah. She can be around women
in girls' school. There are always women there so she can obey the veil
system which is our culture, our tradition. An officer [by implication
someone who works with men] lady has to sit with the officer men [so
she cannot observe purdah]. (field interview with Sultana)

If womer: enter the teacking profession they do not have to go far away for training and
they only have to travel to and from the school as they did when they were students.
Furthermore, in this profession, women interact mainly with other women.

While there are some young women in the vallev who desire to enter the
teact g profession because they feel uncomfortable travelling far away, there are many
women who are in this profession because they have feel compelled t enter it. When
Roshan finished school, siie had a choice betweer teaching and going for LHV
training. She really wanted to become an LHV. However, this profession requires a
woman to leave the valley and go to cities in the "down district”, like Karachi, for

~ining. Because there was no man in her household who could accompany her ic the
wn Gistrict,” she opted for teaching. She doscribes her experience:

I got accepted...tc get LHV training cr...to teach in Chitral. I chose to
teach because I could remain in C! itral. To become an LEV one has 0
go outside of Chitral [for training]....My brother was not able to come
with me outsice of Chital. (field interview with Roshan)

Although the assumption is that women can stay in the village and observe
purdak with no difficulties in the teaching proicssion, the reality it inat teachers are
often transferred from one locality to another. Furthermos2, all the teaching positions
in Booni are currently filled up, so women who want to teach must search elsewhere
for employment. Shahnaz, who wants to teac’, has not asked her father if she can get
employment beczuse she is aware that she would have to work in ancther village and

her father would not permit this:

I have not asked my father if I can get employment...I would have to go
far away 1o teach. I would have to transfer out of Booni. [He does not
want me to leave Booni]. (field interview)

Roshan, whose experience was described earlier, applied for a teaching position in a
village about 30 kilometers from Booni because there were no jobs available in the
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21 tey. Her husband and father-in-law were 2gairst her working far away from Booni.
Fi waver, with the help of her father, she was able tc convince her in-laws and her
husband to allow her to go. She says,

In the beginning, my hu.iand and my father-in-law did not want me to
get employment...my husband did not want me to [leave Booni]. He
did not want to go with me nor did he like that { go without him or
without any other man from our household....My father forced my
husband and fathes-in-law to agree. He told them that I had worked
hard for ten years in schoo! so I should get em,: oyment. (field
interview)

Thus some women who have initially not been allowed to leave the valley to teach have
managed to overcome this obstacle.

What is interesting about Roshan's case is that even though she was prepared to
take wp the teaching position, she needed her father to intervene in the process of
persnading her husband and her father-in-law o let her go. Her experience is unique as
most families in this culture do not interfere in their daughters' lives after their
daughters are married. Furthermore, very few families allow their daughters-in-law to
leave the valley to work. The geners® perception in this culture is that daughters-in-law
bel ong to their husbands and the, ' ~w»>ds' family like property. For example,
Suliana, whose experience I shared .. «r, does not want her daughter to work far
away from the valley. However, once her danghter is married, Sultana will neither care
what her daughter does nor will she interfere in her daughter's life as she will now
ber.ng to her husband and his family. Thus, women's freedom to take up employment
is comtrolled quite strongly by the men.

Women's frecdom to take up employment as LHVs and in the women's
Grzanizations of the AKRSP and CADP is also restricted by men.  As illustrated earlier
in Roshan's experience, many young women want o work as LHVs, but are not
aligwed by the men because they have to leave the valiey for training. Another
Objection which many families in the community have agzinst women working as
LLHIV's and WOs is that the women have to travel within the village and the district by
jecp and by foot, ard, therefore, cannot observe purdah. Some women who work as
LLlV's and WOs described to me how the men throw rocks at the jeeps in which the
women travel to show their discontent at women who work in srich professions.

Ashraf, who is thinking about entering the paid lahour market, does not have
nawch choice about where to work because her husband does not want her to work for
Organizations like the AKRSP and CADP. She explains that he is strict about purdah
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and is concerned because "the women are working with the men, [travelling] in the
jeeps with the men and showing themselves to other men” (field interview with

Ashraf). Even though Ashraf would like to work with one of these organizations, she
says that the only employment which would be accepted by her husband is teaching.
She explains , "[i)f I were teaching in Booni, I could go to school and come back in
purdah” (field interview with Ashraf). In addition to concerns about purdah, many
families also feel that it is not safe for their daughters to work as LHV because they
have to work alone in the health centres and because they are placed in viliages far away
irom Booni.

Women who work as LHVs and WOs have different perceptions of these
professions based on their personal experiences. Shabnum finds her job as an LHY
safe because she has a good place to live. If she were in the teaching profession, she
says that she would always be uncertain about where she would get work and if she
would ever have to transfer. Being an LHV gives her independence because she does
not have to worry about packing her bags and living with others as she would if she

were a teacher. She shares her views,

1like my job because it is a safe job. I'have a good place to stay. With
teaching, it is not sure where one will get a job. So you have to stay
with someone and you always have to pack a bag and go. (field
interview with Shabnum)

Many young women who are currently in school or who have just finished school also
have aspirations to join these professions. Some women want to be LHVs because
they really want to be able to give injections. Other women think this is an honorable
profession. This profession also represents independence for women who think that it
is good to be able to travel in the jeeps. As Rabia says, "[LHV] is a good profession
and it is an honorable service; also they have their own vehicles.”

Other women want to become doctors or LHVs because there is a shortag: of
women in these professions in some places of Chitral. Yasmin wants to become a
doctor or an LHV because there are not many people in these professions in her village
which is about 50 km from Booni:

In my village, there are not many LHVs. If I study hard, I can become
a doctor [LHV] or a big doctor [medical doctor]....When ¢ :meone gets
sick in our village, they have to go far away to Chitral. When we
become LHVs or doctors, we will go back to our villages and treat
them.... (fieid interview)
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A number of other yeug Ismaili women, like Yasmir . #is0 have a desire to
bec 1e LiiVs because they want to work in institutions, like «-- Aga Khan Health
{ a2~ which have been establistied through the efforts of tiir spiritual leader, His
Highness Prince Karim Aga Khan V.

Many aspiring young women encounter obstacles within their families,
pas:icularly the men and older women, as they try to pursue a career as a doctor or an
LHV. A dialogue between Sultana, a widow, and her daughter, Aisha, reveals their
differing views of these professions:

S: Ido not want my daughter to be a doctor because being a
doctor, she would have to go everywhere and I do not like
this.

A: Doctor is a good profession.

S: (makes a face to daughter): Itis not a good profession.
(field interview with Sultana and Aisha)

Another familial conflict related to -tural factors i< ~pparent in some of the
young and ~ider women's views of the he:+ 1 nrofessien. - .le many older women
do not want their daughters to join the hea'. w0~ ssioii because they have to travel a
lot or have to0 be with the mcn, younger woin::n entering into these professions believe
that these professions are necessary for women to pursue because of cultural factors
like purdah. In most villages of the district there are ne “actor. or nurses. Therefore
women have to travel to the nearest village where such facilities are availabe> "2t
beliefs about purdah make it impossible for many women to travel alone ir. the jeep
taxis. Furthermore, the men often have no time to accompany them. Thus, many
wom=n end up going without medical treatment. In village< where a nctor is
available, the doctor is usuaily male and womzn will not go to him for treatment
because of purdah. Many young women, therefore, think there is a desparate need for
local female doctors and nurses in Booni Valley as well as other villages. S2keena, a
40 year old woman who is experiencing a lot of stomach pains, will not go to the
doctor in Booni because she observes strict purdah. Her husband cannot afford to send
her or accompany her to Chiti<Z town where there arc women doctors practising. Cases
like Sakeena's er.courzge many young women, like Rabia, to waiit to enter the medical

profession:

172



¥ wsanted to serve the community....The perple here need the
#e2....Some women went to male docturs if they f:lt pain. Some
wemien did not go to male doctors because of purdah. It is important
for women to be LHVs because of purdah. It is airight for a woman to
treat another woman especially during delivery cases, for example.
(field interview)

However, while most women I spoke with talked highly about a female doctor from
their village who practices in Chitral town, many of them are not willing to allow their
Jaughters to take up such professions. Nonetheless, some mother's like Rabia's
mother appear open-minded about this. While Shora was discussing whether
development has been good for the women she said to me, *{t)}he teachers teach our
daughters and the LHVSs help other women by giving them medication and in delivery
cases” (field interview).

In some families, mothers want their daughters to enter the health profession
and do not mind if their daughters travel far away to work. Rabia's mother is an
example. Rabia really wants tc be an LHV and her mother al= v2xis her to get the
training. Theirs is an unusual joint-family where the decision riaiang power is with
her uncle who is younger than her father. Rabia is frustratec 22 Jiscouraged ber-use
her uncle has not given her permission tc <t training.!1'4 He aisc (o a2t want ter to
go away to Brep where there is a teaching position available. Rall: t'icsvs her
aspirations and the cultural barriers preventing her desires from being fuifilled.

I wantes to be an LHV...My mother wanted me to get LHV
training...but my uncle refused me to go...I tried at the social wel” e
office [where he said I can work]...My uncle does not want me G - ork
anywhere else. If I became a tec cher, then I might have to go to other
places. I will be transferred so this is difficult. My un’le won't let me
[work as a teacher]. There is no chance for me to get a job in Booni to
teach. Maybe there is a chance for me to get a job in Booni, but I have
not tried to get a job. 1 0 not go out so how can I try. I am not
allowed to go out to apply for ary position for work. I found out from
somebody that a position wazs open for me to get training in Brep Public
School, but my uncle refused. My mother wanted me te go, but my
father gave full authority to my uncle to decide. (field interview with

Rabia)

114The tension between the Shia Ismailis and the Sunnis is apparent in Rabia's family. Her
immediate family is Ismaili while her uncle is Sunni. Rabia's mother is very concerned because he is
quite rigid about purdc* and this is affecting her daughters' aspirations.
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Rabia's uncle has told her that she can only work at the social welfare office because he
thinks there would be no risk of her having to leave the valley. Although Rabia and her
mother are unhappy, they will not challenge any decisions made by the uncle because it
could lead to a familial conflict which would be detrimental to these women.

Therefore, even though mothers, like Rabia's mothier, ar:d daughters, like Rabia, desire
certain types of employment, their lives are still structured around men'’s decisions
which do not necessarily permit the women to do as they wish.

The interesting and unique situaticn in Rabia's home where her uncle, who is
younger than her father, has been given the decision-making power provides further
insight on attitudes towards education and employment. When I asked Rabia why her
father, who is the eldest man in the household, leaves the decision-making to his
younger brother, she said she did not know. However, my speculation is that he has
this authority because he has been to school and is currently self-employed as a
businessman where as Rabia's father has had no schooling and works on the farm.
Because the family depends on the uncle for income, Rabia's father has left his younger
brother with the decision-making power. It is interesting to see that decisic:n-making
power continues to remain with the men and is passed on ever: v younger men in the
families who are eamning, but as previcusly shown, vJomen who are earning are not
given decision-making power.

Differences in perceptions of women's employment in different professions are
apparent between the Sunni and Ismaili Muslims. While women's mobility is a general
concern with regards to work in health centres and rural development organizations, it
seems to be more of a concern amongst Sunni families. Implications from the
women's perception; give a number of reasons to suggest this. Overall, Ismailis tend
to be less strict about purdah. Ismaili families are less worried than Sunni families
because their daughters are presently working or would be working in institutions like
the Aga Khan health centres and women's organizations in the AKRSP which are
connected o their spiritual leader, the Aga Khan. The guidance of the Aga Khan to
educate girls and give them opportunities to progress also has an influcnce on many
Ismaiii families. It is interesting to note that most of the 42 women working in the
entire district as LHVs are Ismaili women.

Women's entry into various areas of the paid labour market is highly controlled
hy cultural values and decisions made by male household members. It appears that
most women from the older gencration and most men prefer female family members to
work in positions which are within the valley and which do not involve any travel.
Teaching is a desired profession because women do not have to work with other men
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and do not have to travel in jeeps. Women of this generation, however, aspire to work
in areas like medicine or women's organizations. They perceive a need for women to
be involved in the medical field because women in their culture find it uncomfortable to
be treated by male doctors. Women of this generation also desire such positions
because they can travel. A shift in cultural perceptions of space is thus evident amongst
young women today. However, many women, particularly Sunni women or women
from a mixed Sunni/Ismaili household, who want to become LHVs or WOs are not
allowed to because it would break tradition. These women are very disappointed as a
result of these restrictions. Nonetheless, they do not voice their frustration to the men
in the household because this would go against cultural principles.
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CHAPTER VIII:
LEARNIL - ...uM THE WOMEN’S EXPERIENCES



Women's Perceptions: Schooling and Change in Booni Valley

The two preceding chapters have presented an account of the way women in
Booni Valley of various age, religious, educational and work backgrounds perccive
schooling and work in theis lives. What is evident from the women's perceptions is the
shifting personal and group values and goals. The development of various institutions
such as health care, rural development and education in Booni Valley have had a great
impact on the local people and their cultural meaning systems which have been a part of
their primarily agrarian society for many generations. "Mass” schcoling for girls in the
salley is contributing to shifts in gender structures, family relationships, types of work,
socio-economic positions, traditions of marriage and cast as well as long-held cultural
values. These shifting goals and values are also resulting in cultural contradictions and
paradoxes.

One significant change in the valley has been a shift in the way local people
relate to their socio-economic structure as the community undergoes a transition from a
caste to a class system. In this class system, money and formal sector employment are
associated with high status and with work done by the high caste people of the previous
economic system. Manual labour is viewed negatively in the new class system because
of the higher financial rewards for non-manual employment, and the fact that this form
of labour is closely associated with work done by those belonging to the lowest caste.
the Chirmugh. Consequently, the overall goal of people in the community is to earn
money, have formal sector employment and become a part of the upper class.
Movement within different classes is a possibility whereas within the caste system
status came solely from the family into which an individual was born.

The women's perceptions indicate a sense of competition in the community due
to the changed nature of the stratification system and people trying to make it to the
"top." Schooling is perceived as the key to achieving individual goals of paid
employment and a cash income. Those with schooling are accorded high status and
those who are able to reach the goal of getting formal sector employment are given an
even higher status.

Arother striking change in Booni Valley has been the shifting cultural
boundaries with respect to gender relations. Cultural space in Booni is divided into
public and private areas: The "public” space, that outside the household, is seen as
much different than the "private” space, that within the houschold. Previously, only
men have participated in activities which took place in public spaces; rarely have
women been permitted to leave the household and most of their work has been centreed
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in this private realm. Furthermore, whether in public or private space, it has been
unacceptable for unrelated men and women to interact with one another. These spatial
boundaries follow Muslim ideologies which have been reinforced by men who are
recognized as having authority and decision making power in this culture.

Initially, schooling was perceived as public space where only men could come
to learn. Boys, who were the financial supports of their households, were sent to
school with the hope that they would find high status employment. Not only was the
idea of women attending school; rarely considered, but it was generally accepted that
women should take care of children as well as household and agriculiural work.
However, like the men, it has also been important for women to receive Quranic
education.

A break in tradition began when a few families, primarily Ismaili, started to
send their daughters to boys' school. The shift in gender structures was initiated by
fathers who made the decision to enrol their daughters based on guidance from the
spiritual leader of Ismaili Muslims, Sir Sultan Muhammad Shah Aga Khan IIL. In only
one instance in this study did a young school girl, Karima, take the initative to break
tradition herself.

Despite the fact that men made the decisions to enrol their daughters in schooi,
these changes were viewed negatively by many in the community. Local people
perceived these girls and their families as "shameless” for violating traditional values
and the teachings of Islam. They thought the girls would break traditions, like purdah,
and start writing love letters to the boys. These perceptions suggest that only women
could not be trusted and they would disrupt existing traditions such as arranged
marriages if they were around men who were not part of their household. The Ismaili
community faced a lot of pressure because they were accused of not abiding by Islamic
teachings.

The transition for the girls who were being sent to school was also quite
difficult. They wanted to stay at home with their mothers, play with their friends who
were not going to school or graze cattle. Experiences of school-going girls at this time
illustrate that girls were not preoccupied about love and boys. In fact, once they had
reached puberty, girls were even shy to be in the presence of "unknown"” boys and men
at school.

A number of factors have contributed to gradual and eventual acceptance of
girls' schooling by people in this community: the establishment of girls' schools; the
continued guidance of Sir Sultan Muhammad Shah Aga Khan I and, later, his
grandson, His Highness Prince Karim Aga Khan IV to their Ismaili followers to
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provide daughters with formal education; people following the example of others in the
community who started to send their daughters to schoo! and girls with schooling who
were finding em ployment in the formal sector.

The establishment of a girls' primary school, and later a girls' middle and high
school, in the valley has resulted in a significant shift in the community's value systems
and cultural networking. Nearly all school-age girls in Beoni attend school which is
now recognized as an area in which women may also participate. The idea of girls
attending girls' school is perceived positively by members of the community because
girls can observe purdah. Young womer in the valley are also pleased to have a girls’
primary and high sckool because they do not longer have to worry about gender
relations at school; mothers are content because their daughters do not have to be in the
presence of men belonging to other families. In villages around Booni, where girls'
middle and high schools are still unavailable, parents continue to be conceraed about
their daughters going to school and studying with boys.

Even with the acceptance of women’s schooling in the community, traditional
gender structures continue to be protected in the girls' schools. With the exception of a
few male support staff members!15, only women are permitted into the school
compound. Furthermore, women's movements to and from the school are guided by
gender norms. Although it is acceptable for girls to walk through the village to and
from school, they can only move through certain areas of the valley. In addition to
gender norms, their age also actermines the space in which they can move. Once girls
reach middle school they are not allowed to leave the school compound until the school
day has ended; primary school girls are permitted to go outside the school gates at
recess time.

As gender roles are both maintained and redefined, school and work retain their
old meaning and are also given new meaning. There are differences across the
generations, but some common themes of schooling and work are apparent amongst all
the women. Women associate status with schooling and express much sorrow for
those girls whose families still do not send them to school. The women perceive
schooling as a path to the modern world of formal sector employment, money, personal
and financial independence, mobility and communication. They view skills like reading
and writing as important tools for independence.

The women place much value on Urdu and English, in particular English,
which have come to be viewed as languages of opportunity, hope and freedom. This

115They do not teach, but work as peons, gatekeepers o secretaries.
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valuing of other languages over Khowar seems to have both a status and a functional
dimension. Women aspire to learn these languages so that they may communicate with
people who come to their village from outside Chitral. Furthermore, these languages
are important for securing paid employment positions and for facilitating easier learning
in institutions for higher studies in other parts of Pakistan. At the same time there is a
dvaluing of their local language Kowar, as status is becoming associated with the
ability te communicate in Urdu and English.

While schooling has been perceived as an opportunity o access the modern
world, it is also viewed as a means to enhance women's traditional roles of household
work, childcare and farming. One of women's roles has traditionally been the primary
care provider of children and schooling is perceived as strengthing women in that role.
Women with schooling are seen as better able to care of their children and better able to
understand and help their children with their schoolwork because of their own school
experiences. Schooling is also perceived as important for women in another way
which benefits their children: schooled women can get employment and provide for
their children.

Older women value formal education and regret that they never had the
opportunity to attend. A significant value shift is evident amongst them. They have
come to devalue their own important work, role and contribution to the family and
community, and perceive themselves to be "animal-like" and dirty. They would rather
msit in a chair” in an office and do "easy” work. Women also perceive schooling as
important for finding employment and enabling them to help their husbands with
household finances. Women in Booni do not perceive their household work as
contributing income to the family because of the emphasis placed on cash income.
Widows with young children also wish they had been to school so that they could have
found formal sector employment to survive their hardships of having no cash income in
the home.

Women with no schooling do not wish a fate similar to theirs for their daughters
and look to schooling for their daughters as an avenue to a better life. This better life is
perceived to be one in which their daughters have employment and are earning money.
Women from the older generation speak confidently about their daughters not having
any difficulties finding employment after they Snish their schooling. These women
compare their daughters' situation to that of the women who attended school and began
working in the formal sector when these institutions first appeared in the valley.

Women with no schooling also have strong desires for their daughters to go to
school to acquire communication skills. For example, these women think that, with
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schooling, their daughters will not have to depend on men to read and write letters for
them. Schooling will give their daughters confidence and the capability to communicate
in other languages, especiaily Urdu, with non-local people who come to the valley. In
contrast, they perceive themselves as dependent in these and other matters, and their
self-esteem as well as their self-confidence is very low. They think they having
nothing to share about their life experiences because they have never been to school and
because they cannot speak Urdu and/or English.

One result of "mass” schooling and the development of formal sector work for
women is the extension of their space from the household to the larger community and,
in some instances, to the world outside the community. Even though these shifting
gender structures are impacting significantly on the women's lives, the pace of change
and the specific decisions related to women are generally controlled by the men. This is
apparent in the initial decisions made to enrol girls in school and the women's
participation in formal sector work later on. Nevertheless, an important gender shift
which is evident is that women are now encouraging their daughters to go to school and
even take them to the school in some instances, a role previously held by men.

Women who are currently in or have been to school perceive schooling as an
opportunity to access the modern world. Like their unschooled mothers, they value
schooling because it represents a chance for formal sector employment, earning money,
status, independence, communication, mcbility and for acquiring knowledge. The
school culture itself trains young women for a life different from their mothers' lives
which they expect to have one day, although it is also valued for transmitting and
acquiring religious knowledge which is a part of the curriculum and a large and
important part of their mothers’ lives. Like their mothers, girls also perceive schooling
as a way to enhance their traditional roles. A paradox is present here in that these girls
perceive schooling both as a gateway to massive change in economic activity and social
positions and as a way to enhance their traditional roles. A further paradox is apparent
in that they perceive schooling as a way to foster their traditional roles which the
women have come to devalue in light of women's roles in the modern sector world.

Women's Perceptions:
The Experiences of Schooling and Work in Booni Valley

Women who are currently in school and those who have been to school have
varied experiences in this institution. In some instances, their experiences are positive.
They are pleased with the commitment of some teachers, particularly those who teach
Urdu and religion. Students find religion to be an easy subject to learn because they
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have learned it all their lives; they find Urdu easy because it is their national language
and this is the language of instruction at school. The girls are also happy with the
bonds, friendships and links they have established at the school.

In most cases, however, young women find themselves in a school culture
which does not entirely meet with their expectations. They are frustrated and
disappointed because of teacher absenteeism, overcrowded classrooms and teaching
methods which involve rote Jeaming and memorization. These women are also
disappointed with their teachers' limited knowledge of certain topics and complain that,
as a result of this, they are unable to finish their course material. They are also
disheartened because they find themselves engaging in similar activities at school as
they would if they were at home, like looking after their teachers' young children.

They say that many of the skills which they acquire such as doing embroidery are ones
which they have learned from their friends when their teachers are absent; their
mothers, however, perceive this learning as valuable and something which is part of the
school curriculum. Young women perceive school learning as primarily a matter of
course content and feel disadvantaged because their course material is not relevant to
daily life in the village.

Young women in Booni also think they do not have much choice in subject
matter and, consequently, most of them end up studying humanities with a focus on
Urdu and religion. They are limited in their ability to study subject areas like science
because of a lack of girls' higher secondary schools in Booni and because of inadequate
resources at the current high school. Most girls also realize that they will not be able to
leave the valley for higher education. No girls attend the higher secondary boys'
school in the valley. Therefore, if they are able to get higher education, it would be
through distance education.

Although many girls feel unfulfilled by their schooling experiences, they still
continue through the process in an attempt to enter the modern world. Criteria for
meeting these goals are based on the successful completion of higher education through
passing centrally-set school learning examinations. Very often the girls feel compelled
to adopt values like cheating to provide them with the academic knowledge and skills
they need to lead them to their goals. The girls are disappointed and ashamed, but feel
trapped in a system where they believe that cheating and competing are the only ways to
the "better life." This value shift contradicts not only the ethics of Islam, but longheld
cultural values of cooperation and sharing in the community.

Even if they successfully complete their schooling, most girls are unable to
fulfil their expectations of entering formal sector work after schooling as they encounter
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many cultiral, financial and educational barriers along their path 10 the modern world.
Only a few girls are able to leave the valley for further training. Most of these girls
belong to the Ismaili faith where women do not adhere as strictly to purdah as the Sunni
women. Some girls are unable to continue higher swudies after high school because of
financial constraints, gender expectations, parental decisions and marriage. A few
continue with their studies through “distance education,” either because their parents
cannot afford to send them away to school or because they adhere strongly to cultural
restrictions of space. Most girls find distance education difficult because they do not
receive adequate assistance. There are few options available in distance education and
women generally focus on Urdu and religious studies. One result of these restricted
options is that those women who are later employed in the school system have limited
knowledge in other disciplines contributing to a cycle in which other students' learning
is continually limited to their teachers' narrow range of knowledge. In addition,
distance education does not give women, who are aspiring to become teachers, practical
training in schools.

However, even when women receive qualifications like bachelors or masters
degrees, they often remaiii excluded from formal sector employment. Many factors
contribute to this exclusion. Because most women specialize in only one or two areas
of study, this affects where they can be accomodated into the paid labour markei.. The
labour market is saturated in these "women's areas” and is, therefore, unable to absorb
most graduates. Women are also restricted by male family members from working
outside the household or from leaving the valley to work elsewhere. Rarely, if ever, do
the women challenge decisions made by the men because this could jeopardize their
position in the family and the community.

Those women who are unable to enter the formal sector now feel trapped in the
traditional life which they perceive to be boring, difficult and dirty. They think of
themselves as without employment and heading toward a boring and tedious life which
they consider "destroyed" for the rest of their future. Feeling cheated out of their
schooling experience and looking on the whole process as a waste, most of these
women undertake their household responsibilities with little enthusiasm. Furthermore,
much of the school curriculum is irrelevart to the local culture and does not prepare
women for the traditional lifestyie which most of them enter after completing their
formal education. Whatever they do learn to equip themselves foi traditional work like
knitting and embroidery or hygiene and cleanliness are all part of the hidden
curriculum. Thus the women's negative perceptions of their post-school reality
contradicts their perceptions of schooling as a way to enhance their traditional roies.
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Moreover, their mothers, who have partly seen schooling as a way to provide their
daughters with a means to be better at household work and care giving, think that their
daughters have not learned how to do this well.

The women's goal of being able to use their schooling to communicate with
others -- with outsiders - is also idealistic as visitors who come to the valley are
usually only in contact with the schools, othcr development institutions or prominent
people in the village. Furthermore, gender expectations and inadequate Urdu or
English skills affect how much the young women actually speak in front of others.

The few women who reach the final destination of employment are the envy of
women in the community. Women in formal sector employment feel privileged to be
part of the "modein” world and perceive their positieas in the paid labour market to be a
result of school. Formal education has brought tkem status, work in a clean
environment, and has enabled them to earn a cash income and experience a sense of
independence. They are also able to meet and communicate with people who come to
visit the valley. The women feel happy to be part of the community and to be able to
help others.

However, once women are in the paid labour market, they still encounter
barriers which prevent them from fulfilling their aspirations of having financial
independence. Despite their salary income, only a few women actually have funds at
their disposal which they can control. Women are restricied by men in their households
in how to spend their money and how much of their earnings they can retain. The
women are generally aware of their situation and they accept it.

The number of formal sector positions in which women can find employment
are also very limited. At the community level, employment for women is concentrated
around caregiving roles like teaching, healthcare and community organization activities.
There are very few women in administrative positions because women are streamlined
into non-administrative employment areas either by community values or their school
curriculum. Teaching appears to be the occupation most accepted by men and older
women in the community as purdah can be observed in this profession. The healthcare
and community organization professions are less acceptalle because they require more
movement within the valley and larger district and require travel with men. The young
women themselves are keen on the healthcare profession because they think it is useful
to help women who culturally cannot be treated by a male doctor. Many of these
women end up very disappointed because of decisions made by household men who do
not permit girls to enter these professions.
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But the trend of women and girls attending school is causing a great impact on
women's work, whether in the formal or informal economy. The workload of adult
women at home and on the farms is increasing with their daughters being in school.
This increase in labour is amplified because many women are also taking on male
houschold and agricultural tasks as more and more men find paid employment outside
the household. Furthermore, the workload of women who themselves enter paid
employment is also increasing. They have a double workload comprising of their
family expectations at home and their job requirements.

Schooling and formal sector work are resulting in major shifts in the traditions
and culture of people, especially the women, in Booni Valley. As the development
process continues in the valley, it is important for women's voices to be heard and their
experiences to be accounted for in the planning, implementation and evaluation of

development projects.
Implications of the Study

The implications of the women's rich experiences expressed through their
powerful words extend far beyond the contributions which many local people think
women are capable of making. Earlier in the study, I affirmed my committment to the
empowerment approach for women which recognizes the importance of women'’s
voices to speak about their perceptions of themselves and others within society, their
ideas of needed changes and their skills and knowledge. Contrary to the beliefs of the
local men in Booni, who often wondered what value there was for me to speak with
women and not men, and to the local women's perceptions of themselves as having
nothing to contribute to this research, I have been deeply moved by the women's ability
to speak about their realities which have allowed many implications to surface about the
place of schooling and work in their lives. The process of listening to the women has
also shown me that "...when women unaccustomed to speaking for themselves, do
begin to speak, a new social and experiential reality becomes visible with recharged
awareness and action” (Gayfer, 1980: 6). 1 feel this study has been empowering for
the women, many of whom have never had the opportunity to speak about their
realities.

From the women's experiences, it can be gathered that the current development
process with regards to schooling and formal sector work is not fully meeting women's
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practical and strategic gender needs.116 Although various development strategies are in
place in Booni Valley, most adopt a welfare or equity approach.!17 These strategies do
litde to address the broader development approach in which the current development
processes are embedded, and focus primarily on women's productive roles in the
community and larger society. Furthermore, they do not acknowledge women’s
important reproductive roles or the gender relations within the household (Rathegeber,
1990). Therefore, women's ability to achieve their potential is limited and this,
consequently, limits the potential of communities and nations (Jacobson, 1993: 76).

Listening to the Women's Voices

Women's Organizations
I think that an important implication from the wc men's experiences and my

observations of community life is that women should be given more opportunities to
dialogue. This process would allow women to gain confidence in themselves and their
abilities and to alter their self-perception. This is especially true in Booni Valley where
the women live in a "culture of silence" (Freire, 1985), and are influenced by the myth
of their own ignorance.

Women's organizations would be an ideal forum for discussions to take place.
More worien in Booni Valley could join the women's organizations already established
by the Women in Development sections of the AKRSP and CADP.118 If this forum is
not suitable to some women, facilitators, ideally local women, could organize small
groups in different hamlets and meet at times which are convenient to the local women
given their heavy reproductive and productive responsibilities around the household.
Facilitators for any women's organization should be skilled at posing problems to
promote critical consciousness. Women participating in these organizations should be
given the opportunity to participate in all parts of the program from the planning to the

116gee Chapter II, Part 1 "Women and Development: Theories and Approaches” for a detailed
definition.

117See Chapter IL, Part 1 "Women and Development: Theories and Approaches” for a detailed
definition.

118Tne Women in Development sections of the Aga Khan Rural Support Program (AKRSP) and the
Chitral Area Development Project (CADP) have structures in place where women collectively voice
their needs in a systematic and organized manner. The wome.'s organizations (WOs) are designed to
provide those women who have chosen to participate a means to improve their economic condition
through social organization. AKRSP, for example, has developed packages for the WOs in areas where
women traditionally play an active role like poultry farming and vegetable production. These packages
are aimed at income generation and the enhancement of women's skills. The WOs have also enabled
rural women to articulate other needs for education, health and clean drinking water (AKRSP, 1993:

2). These organizations are also geared towards bringing about gender awareness.
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execution. This would develop their organizational skills and their confidence to work
collectively. In this culturally sensitive atmosphere of women's organizations, a mutual
learning would take place and, through constant integration of reflection and action, a
full understanding of women's needs, roles and positions in society can develop
(Gayfer, 1980; Savane, 1982). In the process, women's empowerment can begin to
take place as they work and discuss collectively for problem solving and, eventually,
for structural change so that both their practical and strategic gender needs are met.
Perhaps, most importantly, a discussion milieu for women would enable them to
recognize their over-valuing of schooling, their devaluing of the major contributions
they make to their families and their revaluing of education as a means of acquiring
knowledge relative to all areas of their lives: spiritual, economical and political.

Non-Formal Education Programs

Nonformal education programs could also be a way for the women to discuss
collectively and, consequently, gain a sense of self-confidence and empowerment
(Kindervatter, 1979; Stromquist, 1988). Like the women's organizations, these
programs could be organized in a setting and time which is convenient to the women
who face time constraints due to their daily workload. Nonformal education would
mobilize women's groups in the village and ask for the women's complete participation
in all parts of the program. Women would learn organizational skills and how to work
collectively to bring about change. Facilitators for these programs should ideally be
local women who are skilled at posing problems to promote critical consciovsness.

The adult learning centre in Booni is a young organization which could
incorporate the above strategies to bring about change. Similar centres could be
established in other parts of the valley to ensure fuller participation of women.
Government and non-government organizations can play a key role in ensuring the
stability of such programs and can work together with women to bring about necessary
changes. These programs could also work in conjunction with the women's
organizations previously discussed.

School Culture: A Reformed Approach for Empowering Women
Even as women's organizations and non-formal education programs may assist
women to recognize how a broader understanding of education can assist them in a
*fully human" development process, so would a more reflective schooling process
ensure such recognition in school education. Based on this kind of change, a change in
the overall approach to schooling and other factors which make it difficult for women
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and girls to participate in schooling would also deserve address. These include the
curriculum content, the hidden curriculum and the preparation of teachers.

Reformed Curriculums
According to Goldsmith and Wright,

[i]t is only by supporting and learning from women's actual experience of
education and their attempts to create real alternatives that we can develop a
model for the future which will be flexible enough to work in the
enormously different cultural, political and social realities in which women
find themselves in different parts of the world. (1987: 3)

The women's perceptions indicate that the curnculums currently being used at the girls’
school in Booni Valley bear little relevance to traditional life which makes it difficult for
them to apply their formal education skills to their daily agricultural lifestyle. A result
of this irrelevance is that women perceive their schooling as a wasted experience; toey
merely "bank" (Freire, 1976) information which will hardly ever be used.
Furthermore, they devalue their schooling experience because the formal sector work
for which their schooling prepares them is not attainable, and this leaves many women
in a situation where they never get to use their formal education.

The current system of education, which does not allow women to think
critically or to have the opportunity to learn practical skills, also reinforces the "culture
of silence” (Friere, 1985) in which women in Boc 1i Valley live. This system continues
to represent the dominant and prevailing value systems in the society into which women
assimilate themselves unquestioningly. Therefore, a curriculum matched with the
women's needs and designed to develop critical reflection could assist in making
women's lives more productive and meaningful, and could also motivate parents to
send daughters to school. A reformed school structure could also allow the women in
Booni Valley to recognize the value of their local knowledge, culture and language.

For schooling to be more relevant to local life, a link between the community,
the home and the school should be established. The curriculum should be flexible and
should draw upon and disseminate the wealth of traditional knowledge which the local
people, particularly the women, have in efforts to preserve this knowledge. Women's
current role in the nonformal economy as well as their potential roles in all sectors of
the formal economy should also be recognized in the curriculum. This process would
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also bring more local people, especially women, into decision-making and would
enable them to recognize the value of their local knowledge and of women's
contributions to their families and the community. It would also be valuable ic ave
women participating at the administrative level to allow for women's gendsr needs to be
taken into account in curriculum development.

To address the devaluing of the local language and culture, Kowar would need
to be included in the curriculum and the importance of ethnic and cultural diversity
would also need to be addressed (Eliou, 1976; Fasheh, 1990). With regards to
religion, which constitues a fundamental part of the curriculum, more emphasis should
be placed on understanding the ethical aspects of Islam and the important role which
both Muslim men and women have in acquiring knowledge and helping mankind
through cooperation and peaceful actions. A reformed education curriculum which
encourages cooperation rather than competition in combination with carefully developed
criterion-referenced exams and good teaching, would help io eliminate cheating during
exams. A culturally relevant curriculum would thus ensure that the value of the local
language and cultural knowledge are preserved and that the schooling process does not
culturally alienate students.

By involving women in curriculum development, they could begin to think
critically about the social, political and economic structures which currently limit
women's potential. For students to also achieve a deepening awareness of the socio-
cultural reality that shapes their lives and of their capacity to transform reality, a process
of "conscientization” (Freire, 1985) should be incorporated in the formal education
system. This should be combined with a reformed examination system that tests more
critical thinking skills which students can apply to the rural community (Oxenham,

1984).

The women's schooling and work experiences indicate that the rate of
unemployment in the formal sector has not decreased and income has not increased
with schooling (Carnoy, 1980; Simmons, 1980). A culturally appropriate curriculum
would incorporate agricultural and vocational training for women so that they become
part of a productive workforce within their communities (Bacchus, 1981). They could
learn techniques which might reduce their workload without threatening local
knowledge and skills. Women could also learn about environment protection since
they play such a vital role in agricultural production. A curriculum reform would thus
increase women's knowledge, improve their skills to become self-sufficient and create
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a sense of awareness of their roles as workers and citizens in society. It would also
influence the occupational choices of women away from white-collar jobs to which they

currently aspire.

Envi Jucive for leami

Culturally reformed curriculums should occur with a simultaneous effort to
improve the physical facilities and resources of existing schools and to expand girls'
schools at all levels in rural areas. This expansioi: would be sensitive to cultural
practices, increase retention rates and reduce financial burdens for parents who
currently send their daughters away to school. The establishment of higher secondary
schools would also allow more girls to directly access higher education and to study
collectively. With the proper guidance, girls could benefit more from their educational
experiences at an institution. An increase in educational facilities would also increase
employment for women. A strategy for educational reforms may necessitate a major
restructuring and a shift in government priorities for educational, economic and social
reform. This shift would recognize that economic development needs to be based on
strong social development policies and requires a reallocation of expenditure for
Pzkistan's social development.

For girls who currently learn or who would continue to learn through home-
based distance education, a culturally sensitive environment where a group of girls
could come together and share their ideas would lead to students feeling less isolated.
It would also give these women a chance to dialogue, work collectively and, thereby,
become empowered. This learning process could be linked to the previously mentioned

women's organizations in the community.

Coordinating educarion and devel i

Ideally, education and development policies should be coordinated. Reforming
the school curriculums and increasing the number of schools are in themselves not
holistic for addressing women’s strategic gender needs. This would necessitate a
process of peaceful transformation of development practices in the valley toward one
which valorizes agricultural sectors (Carnoy, 1980). Combined efforts between
AKRSP, CADP and the government and Aga Khan Schools, for example, could bring
about more positive schooling and work experiences for the women. The women
could learn about management techniques at school so that they could engage in
income-generating activities with AKRSP and CADP. Reducing income differentials
and according more prestige to traditional labour, would influence student motivation.
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Political will is, therefore. important for necessary structural changes which
complement the reformed school curriculums (Bacchus, 1988; Floresca-Cawagas and

Toh, 1989).

Teacher Freparation

In order for any change to occur which would affect the teachers of Booni
Valley, it is important that the teachers’ perceptions are heard and that they contribute to
this change by articulating and defining their own gender needs. However, from the
girls' perceptions and my own observations, it is apparent that after schooling many
teachers leave their role as students and enter directly into their demanding roles as
facilitators without any meaningful preparation. Thus the current cycle of
unmeaningful learning continues. For students to have more fulfilling and
"consciousness-raising” (Freire, 1985) schooling experiences, their teachers should be
skilled at posing problems to promote critical thinking and facilitating active learning
and dialoguing in the classrooms.

Local teachers should be provided with quality preparation which would
increase their abilities in critical evaluation and judgement formulation about their own
teaching methods; allow them to create more suitable meu..ds and better learning
environments in classrooms, schools and communities; and give them experience
teaching different subject areas and developing lesson plans (McNamara, 1989). This
training would be useful if it were provided to potential teachers before they were hired.
The current practical training for teachers, after they have been hired, could be changed
to on-going professional development. A key way to ensure continued teacher
motivation and to maintain teachers' skills is to hold regular workshops for them.
These workshops would also give teachers the opportunity to dialogue, contribute
personal insights about their realities and, hence, become empowered. To ensure
cultural sensitivity, teacher training centres for women with residential facilities could
be set-up in Chitral District and coordinated with the Field Base Teacher Development
Programme already estat”'shed in the region. These centres could also be linked with
institutions such as the Institute for Educational Development, Aga Khan University,
Pakistan, which are committed to empowering teachers to be critical thinkers and
potential change agents in their communities. These centres would reduce women's
travel to other areas of Pakistan and would increase their preparation to teach in the
classroom which is impossible to do through distance education.

Where teachers would still be trained through distance education, this form of
learning could be offered as part of a package. A group of three to four women could
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meet to discuss their work and to build their reflective capacity. However, this form of
reflective and critical learning would probably work only if the school environment and
the NGOs were already encouraging it.

Given the culture in Booni Valley and the concerns raised by women about
maintaing purdah in front of male administrative staff, it is also important for women to
enter positions in administration, decision-making and policy-making. In this manner,
women's voices and experiences will be added and complemented to the male
perspective which currently shapes most social, economic and political structures in the
community. A restructuring of teacher preparation programs would require
committment and dedication from both government and non-government organizations.

Recognizing the Importance of Women's Contributions
The data discussed in the thesis has implications in areas of social life in Booni
Valley which go far beyond the walls of the school. Among others, these implications
are contained within issues related to the definition of work, the multiple or triple roles
of women in the valley and gender and family structures in the community.

Redefinition of "Work"
This study reveals that women's contributions are crucial to the well-being of

their families and the community. However, women's traditional work is devalued and
seen as unimportant. A critical examination of the concepts and definitions of work
needs to be made by conventional development policies in order to collect information
to create a real picture of subsistence economies. Jacobson (1993) suggests that a
redefinition of the concepts of "productivity", "value" and "work” should take place to
include all activities of production. From this information, appropriate and useful
disaggregated gender data could be generated. This would not only make it possible to
address the women's apparent devaluing, and indeed denigration, of the vital work
which women do in their households, but it would also make it possible to collect
information to create a real picture of subsistence economies.

Recognizing Women's "Triple Role"

The experiences of young women in Booni Valley who attend or have attended
school show that their workload at home strongly affects their performance at school.
The girls are often unable to complete their school work because of their demanding
household and agricultural responsibilities. Furthermore, their mothers do not
understand the type of work expected by the school and their fachers do not understand
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the demands of women's household and agricultural work; some girls even miss school
during harvest time. Education programs should, therefore, be assessed, re-designed
and carried out at times which would be convenient for the women without affecting
their schedules at home. Revised curriculums would also make what women learn at
school relevant to their work at home.

There should also be an increased awareness at the household level of the
demands of schooling. Male household members, like fathers, father-in-laws,
husbands, uncles and brothers could be made aware of the demands of women's
household and agricultural work. Mothers who have never been to school should be
made aware of the school culture and what is expected of their daughters at school.
This could be done through nonformal education programs where women, mothers,
teachers and students are collectively organized to meet and discuss the school culture.

The distribution of labour at the household level needs careful reflection to
ensure that neither father-in-law nor mother-in-law, father nor mother, son-in-law nor
daughter-in-law and son nor daughter are disadvantaged. This distribution of work
needs to be reflective of the appropriate distribution of resources and the appropriate
contributions to decision-making by all family members; this would especially increase
women's and girls' ability to contribute to decisions. Family support and community
support structures are needed to ensure that childcare is shared among family members
and more widely in the community if adult family members are all employed in the
formal economy. Finally, this redistribution of labour would have repercussions in the
organization of work, work in the labour market and work/study in school.

Practical Gender Needs to Meet Strategic Gender Needs

The gender structures in Booni Valley are deeply embedded and will require a
slow process of change. Change is already apparent as women are participating more
in the move to a formal economy than they did some years ago. However, in order for
their participation to be more holistic it needs to be accompanied by a more empowering
approach to development whereby structural shifts bring about necessary social,
economic, political and legal transformations.

Although various strategies for meeting the women's gender needs have been
outlined above, these will take time to implement and to take effect. In order for
women's strategic needs to be met and in order for gender equality, social, political and
economic change to take place and to ensure that women's and men's rights are
protected in the legal system, women's practical gender needs will need to be met first
(Alsop, 1993). Through meeting their practical gender needs the women can engage in
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a process of dialogue and critical reflection and recognize the structures which prevent
them from participating equally with men in the development process.

However, as Moser (1989) emphasizes, the empowerment approach does not
mean that women should dominate men. The process of empowerment should build up
women's internal strength, self-reliance and self-confidence and create a path along
which both genders can learn to share power and mutually support each other. This
perception of empowerment is crucial to communities like Booni Valley where there is
often concern and scorn about women participating in activities outside their homes. It
is important to educate fathers, brothers, husbands, uncles and father in-laws about the
nature and objectives of empowerment and for them to support the women and work

together with them.

Recommendations for Further Research

The limited research on women in the Chitral District holds much scope for
studies on women in many aspects of their lives. Many recommendations can be
provided, but I have suggested only those which I have perceived to be the most
crucial. In order to have a more holistic understanding of the role of schooling and
work in the lives of people in Booni Valley, a study which explores the meaning of
schooling and work for men in the valley should be undertaken. Itis also important to
understand men's perceptions of gender structures in the valley.

A more in-depth study focusing on all aspects of women's work in the valley
and the role which government and non-government institutions play to enhance
women's work experiences is also important.

To get a more holistic picture of schooling in the Chitral District, it would be
useful to understand the way schooling is perceived in other parts of the Chitral
District, where the rate of economic growth is not taking place as fast as it is in Booni
Valley.

This study has also revealed the importance of a study to understand female
teachers' perceptions of schooling, their role as teachers and the realities they face while
participating in this learning process.

An in-depth study which looks at the various forms of literacy practices
amongst men and women in the valley would also be valuable to understand the
different types of learning in this culture.

1t would be valuable for a follow-up study to this thesis to be conducted about
10 years from now. This study should look at the way the current generation of
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women will be coping with schooling and work. It should examine the way in which
these women's schooling will be impacting upon the lives of their children and their
families to see if it will be different or similar to the relationship which their mothers
with no schooling had with their families. Furthermore, it should examine the gender
and family structures for any further shifts.

A study on the role of existing women's organizations (WOs) in the community
would also be important to see if they are empowering women.

Personal Reflections on the Experience

According to Lather, "dialectical practices require an interactive approach to
research that invites reciprocal reflexivity and critique, both of which guard the central
dangers to praxis-oriented empirical work: imposition and reification on the part of the
researcher (1991: 59). When I approached this study, I made a conscious decision to
listen to the women's experiences of schooling and work in Booni Valley. As an
ethnographer, my role was to be the "essential instrument” (Wolcott, 1975: 115) which
had to mediate all other roles acquired by and ascribed to me during the course of
interaction with the women.

However, it is with humility that I present the women in this study and offer
any suggestions; the power to bring about any form of transformation in Booni Valley
lies primarily with the local women and men. Many women in the valley perceive
women from the Western world, like myself, to be "solution-bearers” and very often
they would ask me what I was going to do for them. My response at that time was that
they, the women, had the solutions and it was their words/voices which would bring
about any transformation in their lives. I believe more strongly in this response after
my experience listening to the women and sharing in their lives for three months in the
field followed by ten months of compiling their perceptions. Ihave merely been the
"instrument” who has brought to light the women's rich and insightful experiences by
listening to and recording their voices. The women's words clearly reveal the women
as knowledgeable, insightful and resourceful people who have the ability to dialogue,
work in cooperation and, consequently, be empowered to address their gender needs if
provided with an avenue such as women's organizations.

I also recognize that it is not up to me as a Westemn feminist to accept or reject
the women's conditicn in the valley; it is up to the women of Booni Valley to challenge
and/or reform, depending on their own various perspectives, on their own terms and in
their own culturally specific ways (Amos and Parmar, 1984). Through mutual respect
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and in their own culturally specific way, the women of Booni Valley can hopefully
work collectively with the men one day to bring about necessary changes.

I would also like to note that, while I am proud to be a Shia Ismaili Muslim, I
have come to this study realizing the importance and the value of respecting other
cultures, faiths and traditions. I have recognized that the experiences and realities of
both Sunni and Shia Ismaili women of Booni Valley are equally valuable, and that both
of these groups of women are equally resourceful and insightful to address their gender
needs and interests. It is my hope that the women and men of these two faiths work
collectively and peacefully in the true ethic of our faith, Islam, to ensure a life of mutual
respect and cooperation.

I hope to return one day to Booni Valley and to meet and dialogue with the
women who so selflessly shared their lives and their homes with me.

The Journey Does Not End Here

As the encounters between the traditional and modern cultures continue in
Booni Valley, the need for women's empowerment becomes even more critical to
contribute to transformational practices that can bring about gender equality and that can
bring about awareness to take what is valuable from both cultures for a peaceful and
meaningful life. The journey to enable women to become self-confident and self-reliant
and to understand the critical role they play in the development process has just begun.
This journey will not end until networking amongst the women in Booni Valley
increases and extends to communities in the larger district, the nation and the world so
that women can achieve full development cf their capacities and can contribute to their

societies in all domains.
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APPENDIX A
Interview Questions: Women with no schooling

Thank-you very much for agreeing to share your experiences with me. Everything you
share in this session will be kept in confidence and your real names will not appear in
any formal documents that I write. Iam currently doing a Master's Degree in
Education focusing on women's schooling at the University of Alberta in Canada (I am
'writing a book' on women's schooling experiences). I am particularly interested in the
way that education has influenced women's lives in the Third World (in Booni Valley,
Chitra!). I am interested iin the way schooling has been an influence in your life. With
this in mind would you please...

1. Describe a typical day that you have in a week.
(Probe: division of labor in the house; always been your routine?)

2. How much schooling have you had?

If has not completed school or has not been to school

2b. Could you describe some of the reasons why you did not complete school or
you did not go to school?
(Probe: parents/communities attitudes towards women's schooling; attitudes
today; religion and women's schooling; women's schooling and development)

3. What kind of things were you doing when you left school/when you might have
been in school?
(Probe: What did you do when you were young/when you left school; why
did you leave school; when did you get married?)

4. How might your life have been different if you had gone to school?/completed
school?
(Probe: In relation to brother's/son's/husband's/daughter's/women with
schooling's lives; personal hygiene; childcare; environment; personal rights;
independence; freedom to make decisions; employment)

s. What were schools like when you were growing up?
(Probe: your village in relation to other villages; girls' schooling; school
facilities, teachers, curriculum; further educational opportunities for women; in
relation to boys' schooling; compared to today)

6. What kind of educational opportunities did your husband have?
(Probe: boys' schools; attitudes towards boys' schooling)

7a. Do you feel that your husband's schooling has had an impact on the way he
lives his life?
(Probe: compared to a man who has not been to school; compared to his sons)
7b. Has his schooling had an impact on your life?

8. Do your children go to school? Describe their schooling to me?
(Probe: Level of schooling they have attained; discussions at home about their
schooling; how do they perform; their feelings about schooling; your
expectations of them; their desires for further education)

9. Why do you send your children to school?
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(Probe: in relation to personal development/development of area/religion/your
life/father's life/brother's life/son's life/employment)

10a. How much schooling would you like your child to receive?
10b. At what age would you like your daughter to get married? Will she have a
choice in whom she marries and if not what qualities will you look for in her

future husband?
(Probe: age; education; religion; caste; personality)
10c. How do you see her future compared to yours?
10d. What kind of work would you like her to do after completing school?

11.  Given a choice, would you send your son or your daughter 0 school and why?

12.  Would you consider giving your daughter's hand in marriage before she
completed her metriculation? and your son? Why/Why not?

13.  What qualities would you look for in a future husband for your daughter?
(Probe: personality, age, religion, education, caste)

14.  What values do you feel school imparts which are useful for your daughter?
15. What values do you teach your daughter which she may not get at school?
16. What values does your daughter learn from religion which are useful for her?

17. Is schooling teaching values which are different from what you and your
families have traditionally given your children? If so, how do you view these

values?
18.  Inwhat way has the development in Chitral benefitted women?

19a. What decisions do you make in the home and what decisions does your
husband make? What about other members of the household?

19b. Do you think schooling will affect the type of decisions your daughter will be
able to make in her husband's home? How do you feel about this?

Th:]s; is the end of the interview. Thank-you for sharing your experiences and your time
with me.
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APPENDIX B
Interview Questions: Women with schooling

Thank-you very much for agreeing to share your experiences with me. Everything you
share in this session will be kept in confidence and your real names will not appear in
any formal documents that I write. Tam currently doing a Master's Degree in
Education focusing on women's schooling at the University of Alberta in Canada (I am
"writing a book" on women's schooling experiences). Iam particularly interested in
the way that education has influenced women's lives in the Third World (in Booni
Valley, Chitral). Iam interested iin the way schooling has been an influence in your
life. With this in mind would you please...

1. Describe a typical day that you have in a week (school day/holiday).
(Probe: has this been your routine since you were a child; division of labor in
the house - children, women, men)

2a.  Has your mother gone to or completed school? Why/Why not?
b.  Has your father gone to or completed school? Why/Why not?
c. What made it possible for you to complete school?
(Probe: parents/communities attitudes towards women's schooling; do you
feel attitudes towards women's schonling are different today compared to when
your parents were young?; value of women's schooling in Islam/Ismailissr,
value of women's schooling in relation to Chitral's development).

3. Describe some of your experiences at school.
(Probe: class 1-5; class 6-8; class 9-10; educational opportunities afte: metric;
friends; teachers; subjects liked best and worst and why; extracurricular
activities: facilities; who helped you with homework; expenses; own plans after
completing school/what family would like you to do; do/did you have friends
who did not go to school and if so why?; friends in school who are married)

4. In what way do you think the schooling you are receiving will affect your
life?you have received has affected your life?
(Probe: in relation to your mother's/father's/brother's/sister's/husband’s /
child's/ a woman with no schooling's life; in relation to employment, personal
hygiene, child's health, independence, personal rights, environment, freedom
to make decisions, Islam/Ismailism; the way you interact and talk with others)

s. How will you feel about your schooling if you are unable to {ind employment?

6. If you had to choose between sending your son or your daughter to school,
who would you send? Why?

7. What do you feel that schooling teaches/taught you which is useful to you?

8. What values do you teach your children/learn from your parents which one may
not get at school?

9. What values do you learn from your religion which are useful to you?
9b. Is schooling making people less or more religious?

(If married)
10.  When did you get married?
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10b. Did you have a choice about whom you married?

11a. What kind of educational opportunities did your husband receive?
11b. Has the schooling he received affected the way he lives his life?

(If not married)

12a. Will you be able to choose future husband?

12b. What kind of qualities would you like him to have?
(Probe: age; education; caste; religion; personality)

13. Do your children go to school? Describe the schooling they are receiving
compared to yours?

14a. How much schooling would you like your daughter to receive?

14b. At what age would you like your daughter to get married? Will she have a
choice in whom she marries and if not what qualities will you look for in her
future husband?
(Probe: age; cducation; religion; caste; personality)

14c. How do you see her future compared to yours?

14d. What kind of work would you like her to do after completing school?

(If married)
15a. What decisions do you make in the home and what decisions does your

husband make? What about other members of the household?
15b. Do you think schooling will affect the type of decisions your daughter will be
able to make when she gets married? How do you feel about this?

(If not married)
16a. What decisions does your mother make/your father/you/other members of the

household?

16b. Do you think schooling will affect the type of decisions you will be able to
make when you get married? How do you feel about this?

17. Isschooling changing the values in your socicty? In what way?

18. Inwhat way has the development in Chitral benefitted yow/other women?

Thtll'si is the end of the interview. Thank-you for sharing your experiences and your time
with me.
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AKES, P
AKRSP
Allah
Almari

Al - waez

Bhai
Boli

Bourkha

Bret

CADP
Chakouram
Chirmugh

Copies

Distance education
Down district
Du'a

Dupatta

F.A./F.Sc.

APPENDIX C

Glossary

Aga Khan Education Service, Pakistan

Aga Khan Rural Support Programme

God

Cupboard

An Arabic term referring to one who invites others or who
summons others to the faith, in this case Islam; this word is used
more commonly amongst Shia Ismaili Muslims

Call for prayers.

Main street and economic centre of a village

Means brother and is used as a form of respect

Work for which the Chirmugh (ia the previous caste system)
were not paid was referred to by this term

Long traditional dress which includes a veil; wom by some
Muslim women

Local bread first cooked over fire and then baked inside fire
Chitral Area Development Project

Four chakourams equal about one acre

Those who performed manual labor on the nobles land within
the previous caste system, which was abolished in the 1970s by
the government of Prime Minister Zulfigar Ali Bhutto. This
group was considered to be the lowest in the caste hierarchy.
Scribbler in which to write

Learning through correspondence

Regions in Pakistan outside the Chitral District

Prayers

A piece of cloth, like a scarf, which women use to wrap around
their upper bodies and with which they cover their heads

Local terms which refer to the qualifications received after

completing higher secondary school (class 12); "F.A". refers to
humanities and "F.Sc." refers to science
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Ghee
Godown
Gulistan book
Hadith
Hafeez
Haram

Holy Quran

Imam

Islamiyat Ikhtiari

Islamiyat Lazmi

Izat

Jamatkhana
Kalir.

Kazi

Kho

Khowar

Kiyamat

Madrasa

Shortening

Warehouse where wheat is sold in bulk.
Persian primer

Sayings of holy Prophet Muhammed

A person who has memorized the Holy Quran
That which is forbidden

Holy book of Muslims which is a collection of revelations to
Prophet Muhammed from Allah

Religious leader/guide

Islamic studies; students learn about the importance of the Quran
and the importance of the holy Prophet's sayings, hadiths

Islamic studies; students memorize the Quran and learn its
meaning; students learn about the holy Prophet's sayings,
hadiths and acquire knowledge abou the ethics of Islam

Respectability
Prayer hall for Shia Imami Ismaili Muslims

Local carpets made out of sheep wool remnants which are dyed
by the women

Legal scholar who is well-versed in Islamic law; for example,
performs marriage and funeral ceremonies

Dominant ethnic group in the Chitral District. In relation to the
rest of the North West Frontier Province which is dominated by
the Patans, however, the Kho are a minority ethnic group.

Local language of the Chitral District
The day of judgement.

The noble families who ruled over the state in the previous caste
system which was abolished in the 1970s by the government of
Prime Mininster Zulfigar Ali Bhutto.

Lady Health Visitor

During the pre-colonial period, these were middle/high schools
where the Holy Quran, hadiths (sayings of Prophet Muham
philosophy, Shariah (Islamic law), Arabic and Persian literature
and medicine were taught; these schools are now only relevant to
religious education.
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Malktab

Masjid

Marric.

Mazdur
Mehtar
Mubadiat
Mullah
Namaaz
Patan
Privately

Purdah

Qirat
Rizag/Rozi
Rupee
Shariah
Tehsil

Ushur

WOs

During the pre-colonial period, these were primary schools
attached to the mosques where Quran, Persian, Arabic and
elementary math were taught; these schools are now only
relevant to religious education.

Prayer hall; Sunni Muslims in Booni Valley attend the Masjid.

Abbreviation of matriculation; in the local context, matriculation
refers to the completion of schooling at the class 10 level

One who does manual labour

The ruler in the former state of Chitral.

Home economics

A religious scholar/teacher

Prayers

The dominant ethnic group of the North West Frontier Province
Local term which refers to "distance education”

An institutionalized system of veiling and secluding of women
practiced in some Muslim traditions

Religious poetry

Destiny; that which Allah wills in a person's lifetime
Pakistani currency; 25 Rs. = $1 Cdn (1994)

Islamic law

Refers to either: the two administrative sub-divisions of the
Chitral District, Lower Chitral (Chitral) and Upper Chitral
(Mastuj); or the six sub-districts of the Chitral District,

Torkoh, Molkoh and Mastuj in Upper Chitral and Drosh, Chitral
and Lotkoh in Lower Chitral

A grain tax which the Chirmugh were required to pay to the
ruling class who falsely claimed that this tax was an Islamic
obligation of paying religious dues

Women's Organizations (falls under the Women in Development
sections of the Chitral Area Development Project and the Aga
Khan Rural Support Programme)
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APPENDIX D

Consent Form

I give my consent to Ms. Almina Pardhan to use any of the information which I have
shared with her during the unstructured interviews for her Masters Thesis Project (to
explore women's perceptions of schooling and work) or for any formal documents
which she writes. T understand that all the information which I share during the
unstructured interviews with Ms. A. Pardhan will be kept confidential and anonymity
of myself and any other persons mentioned during the interviews will be assured in all

formal documents.

Signature of Participant

Researcher's Signature

(This consent form was translated to the local women in Khowar and, in some
instances, in Urdu. Each participant was given a copy of the consent form. The
participants were also informed that they could specify any information they shared
during the interviews which they did not want published as part of the study.)
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