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ABSTRACT

Sudan is one of the countries with a large number of people who move around the

country for safety and better living conditions due to conflicts and the long lasting war.

These people are referred to as Internally Displaced People (IDPs), and most of them

live in rural areas. The war in Sudan has led to socio-economic deterioration, and has

negatively affected social services such as health and education, particularly in the IDP

camps. As a result, children's access to education and the quality of education remain a

great concern. Educational challenges include poor infrastructure, lack of facilities and

teaching-learning materials, over-crowding and shortage of trained teachers. Illiteracy

rates are higher among women, and the drop-out rates are higher among girls. It is

believed that traditional socio-cultural practices are barriers to girls' access to education

in this country.

III

In light of the above, this study investigates factors which contribute to girls'

construction of educational aspirations in the IDP camps of North and South Sudan.

The girls' educational aspirations are explored in relation to gender empowerment

discourses in order to gain an understanding of how gender empowerment is perceived

and implemented by young females as they move between the school and home

environments. It analyzes the impact of socio-cultural factors on girls' educational

aspirations, perceptions and self-esteem in order to understand the significance of

education within a gender empowerment framework in the lives of young girls 10

disadvantaged communities of Sudan.

Through the lens of the Capabilities Approach and various Feminist views, the study

explores how gender discourses in education are understood, and the extent to which

they contribute to building girls' opportunities and capacities in the local context. The

study provides an analysis of the girls' opinions of themselves, and the influence of

socio-cultural factors on their inspirational plans and expectations.

https://etd.uwc.ac.za/



This study employed a qualitative case study design. Various qualitative data collection

methods which include qualitative Life History Interviews (LHJs), In-Depth Interviews

(IDIs), Focus Group Discussions (FGDs) and non-participant observations were used for

triangulation purposes. Data were collected from two schools in IDP areas in North

Sudan, Khartoum State and in Juba, South Sudan. The target groups were girls in Grades

6, 7 and 8. The teachers and girls' parents in the IDP communities were also involved in

the study.

The findings of this study indicate that the girls' educational aspirations are built around

knowledge, agency and capabilities which appear to correspond with girls' empowerment

and self efficacy. However, there a number of traditional socio-cultural practices which

. seem to have a negative influence on girls' educational aspirations, and they tend to

reinforce gender inequality and stereotypes in different ways. These practices are rooted

in the patriarchal nature of the Sudanese society, and the manner in which children are

socialized. Girls' educational aspirations in such contexts are subject to the life

challenges that they experience in their environment, such as poverty and their perceived

low socio-economic status at home and in school.

IV

This study concludes that girls' educational aspirations and perceptions are constructed

and shaped within the gender role socialization and the traditional or patriarchal social

system in Sudan. The home and school environments in disadvantaged communities of

Sudan appear to reinforce gender inequality in the manner in which parents and teachers

treat children. The entrenched socio-cultural practices and pressures seem to impact

negatively on the school girls' educational aspirations, expectations and self-esteem.

The research provides a number of recommendations which aim at bridging the gender

gap in school and at home, in order to support girls' equal access to education. It

recommends free gender biased school and home environments which provide equal

education opportunities to both boys and girls for socio-economic empowerment.

Key words of the research: Educational Aspirations, Gender Perceptions, Women

empowerment, Socialization, Gender identity construction, Self-esteem, Socio-cultural

practices.
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CHAPTER ONE: INTRODUCTION

1.1 INTRODUCTION

The question of access to education dates back to the 1940s when the United

Nations (UN) adopted the Universal Declaration of Human Rights, which

included a provision for the right to education in 1948. The World Education

Forum held in Jomtein (1990), followed by the Dakar Conference in 2000

called for Education for All (EFA). Since the Dakar Conference, the focus has

been on access to education and, in particular, the need for extra attention to

girls' education. Girls' education was also in focus at the Pan African

Conference on the Education of Girls in Dakar (Randal; 2006) which identified

policies and strategies to attract and retain millions of girls in the education

system.

Further, many organizations and conventions emphasize the importance of

education as a human right which should be made accessible and free to every

individual (Randell, 2006) as it is one of the key priorities in human and

economic development. The Convention on the Rights of the Child (CRC)

(UN, 1989), for example, stresses the recognition of children's rights in

education, as well as. equal educational opportunities for boys and girls,

Similarly, the Programme of Action of the United Nations International

Conference on Population and Development (1994) recommended that

education should aim at developing human personality and instil respect for

human rights and freedom (UNESCO, 2008).

In spite of all the international declarations and initiatives by organizations and

governments, access to primary education is still one of the educational

challenges in many African countries. The education systems in most of the

sub-Saharan countries are unable to meet their education targets due to difficult

socio-economic situations, poor governmental policies and inadequate and

poorly used resources (Dakar framework for Action, 2000:25). According to

the Dakar Framework for Action report (2000: 12), for example, 113 million

1
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children, 60 percent of whom are girls, have no access to primary schooling

although for the last forty years girls' education has been recognized as an

international development priority.

2

In Sudan, special efforts to increase girls' access to education have been made

in the past two decades. For example, Sudan's National Country Strategy

(1992-2002) and educational policies attempt to respond to international

education initiatives such as Education for All (EFA) and the Millennium

Development Goals (MDGs) which are to be achieved by the year 2015. The

components of these initiatives address basic human rights including free

access to basic quality education for all children (ages 6-13), elimination of

gender disparities, improving educational quality for disadvantaged groups,

increasing curriculum relevance and promotion of life skills education (Joint

Assessment Mission! JAM, 2005). In Sudan the right to education for

vulnerable groups such as the Internally Displaced People (IDP) is expressed in

various UN treaties such as the Convention for the Elimination of

Discrimination Against Women (CEDAW) and the CRC, given that women

and children make up approximately 80% of IDP populations (Buscher &

Makinson,2009).

In light of the above, this study investigates IDP girls' access to education in

Sudan and the extent to which their educational aspirations are influenced by

the socio-cultural context or environment. As a point of departure, I focus on

the historical perspectives of the IDPs communities in North and South Sudan

in order to understand the contextual set up which led to the displacement of

people and how the internal movements have impacted on children's education,

particularly girls.

https://etd.uwc.ac.za/



1.2BACKGROUND
1.2.1 IDPs IN SUDAN

Sudan is one of the countries with a large number of people who move around

the country for various reasons such as conflicts, war, natural disasters, etc. On

average, 40% of the total Sudanese population is believed to be on the move

every year for different reasons (Hamid, 1996). These people move from place

to place with their children in search of safety and security and better living

conditions and they are referred to as IDPs. According to the UN (1998) IDPs

are:

persons or groups of persons who have been forced or obliged to flee or
to leave their homes or places of habitual residence, in particular as a
result of or in order to avoid the effects of armed conflict, situations of
generalized violence, violations of human rights or natural or human-
made disasters, and who have not crossed an internationally recognized
State border (Hampton, 1998: xv).

The Sudanese IDP population makes up the second largest internally displaced

population in the world, close to the displaced population of the Democratic

Republic of the Congo (DRC). Currently, there are about 4.9 million people

who are internally displaced in different parts of the country. The internally

displaced persons estimates are 2.7 million in Darfur, 1.7 million in the Greater

Khartoum area, 390,000 in Southern Sudan and 60,000 in Southern Kordofan

(UNESCO, 2011). About 1.7 million displaced people from Southern Sudan

and the Nuba Mountains live in four official displaced camps and squatter

settlements around Khartoum (Assal, 2006). The civil war in Southern Sudan,

the armed conflicts in the Nuba Mountains and the recent civil conflicts in

Darfur and in Eastern Sudan have resulted in enormous displacement and

dislocation of the population.

Sudan gained independence III 1956 and the first wave of war continued

through 1972, when the north declared Southern Sudan to be a self-governing

region (United States Department of State, 2006). In the late 1980s, population

displacements instigated by famines, civil war and the resultant

impoverishment of rural communities were some of the causes of people's
3
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mobility in Sudan. The droughts of 1983-85 affected most of the Western

Sudan and led to the displacement of large populations to different parts of

Sudan. The movement of people has also been influenced by the need to get

access to social services such as education and health, and urbanization as

people moved from rural areas to urban areas in search of temporary or

permanent work opportunities (Assal, 2004).

Following the conflicts of the 1970s, peace lasted roughly for 10 years until

1983 when civil struggle brought about by famine and the announcement of

Shari'a (Islamic laws), led to conflict between the Sudan People's Liberation

Movement! Army (SPLM/ A) and the northern-based government. The conflicts

in South Sudan resulted in the world's highest death percentages since World

War II, with approximately 2 million victims (United States Department of

StatelUSDS, . 2006). The struggle also precipitated one of the worst

humanitarian disasters of the 20th century. Since the conflict erupted, more

than 4 million people from Southern Sudan have been displaced as refugees in

neighbouring countries or internally in Sudan (UNHCR, 2006).

As a result of the continual conflicts, more or less non-stop since independence

in 1956, South Sudan has experienced decades of socio-economic deterioration

that has led to poverty and affected all social services, particularly health and

education (Ali & Matthews, 1999). In the North of Sudan in Khartoum, IDPs

made up 40 percent of the capital's total population in the late 1980s which

represented half of Sudan's displaced population. According to the

Humanitarian Assistance Commission (HAC), approximately 273,000 IDPs

lived in four camps established by the government during the early 1990s

(UNHCR, 2006). Based on HAC's estimates the four camps are Wad Al

Bashir, Al Salam Omdurman, Jebel Awlia and Mayo Farms and they host

45,500, 117,000, 52,000 and 58,500 IDPs respectively. IDPs in the camps are

mainly from the western and southern regions of the Sudan including Greater

Kordofan, Greater Bahr Al Ghazal, Greater Darfur, Unity and Nile states

(Jonglei, Blue and Upper Nile and Unity states) and from Greater Equatoria.

The numbers suggest that Khartoum continues to host the highest number of

IDP from different areas of Sudan with impoverished living conditions. This

4
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study focuses on the AL Salam- Omdurman IDPs and Juba IDP Returnee

communities, and a detailed description of these IDP areas is provided in

Chapter 4.

Concerning education, the deportation of foreign missionaries in February 1964

dramatically diminished the educational opportunities in South Sudan. The

subsequent conflict continued to erode what remained after the missionary

schools were closed without the resources to maintain their operation. The Joint

Assessment Mission (JAM) report on Sudan (2005) showed that in 1980 out of

more than 5,400 primary schools in Sudan, less than 14% of them were located

in Southern Sudan where between 28-33% of the country's population lived.

The renewal of the civil war during the mid-1990s destroyed many of the

schools, although the Sudan People's Liberation Army (SPLA) operated

schools in areas under its control. According to the JAM (2005) report in

Southern Sudan only 10% of schools were in permanent buildings and the rest

were structures made from local materials such as grass and mud. In the same

year there were approximately 1,800 schools of which 33 were secondary

schools with a population of approximately 1 000 children per school.

Currently, existing schools have inadequate facilities and sanitation, and are

unsuitable for effective teaching and learning.

The IDP settlements are generally overcrowded, under resoureed and illiteracy

rates are high. For example, only one in four adults in the settlement is able to

read and write (Badri & Bedri 2007). Although the Sudanese government has

made an effort to provide schools in some areas, at this stage there are still very

few schools, and these schools are under resoureed in terms of the number of

teachers in relation to the number of pupils, as well as physical facilities (Assal,

2006). The quality of education is a concern as most of the teachers lack basic

training. Due to the insufficient number of schools in the IDP camps, children

have to walk long distances to neighbouring communities and many parents

cannot afford transport costs. As a result, many children, particularly girls,

cannot attend school. Many non-governmental organisations (NOOs), usually

religious organisations offer assistance by providing education to children

without following the government education system in terms of curriculum and
5
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rules. These challenges affect not only the learners' access to education, but

also their retention and completion rates in education.

6

As mentioned above, the educational challenges in the IDP settlements include

poor construction, poor equipment, lack of teaching facilities and materials,

congestion and over- crowding, lack/shortage of school textbooks, and lack of

recreational and cultural activities, which is partially attributed to lack of

trained teachers who supervise and lead such activities (Assal, 2004). Low

salaries force teachers to engage in 'extra-curricular activities' as an additional

source of income. The large numbers of students is a challenge for teachers and

many teachers come from outside the camp, leading to high cost of

transportation which impacts negatively on teacher school attendance. In

addition, school fees are high because each student has to pay enrollment fees

determined by the Ministry of Education at the beginning of the academic year,

in addition to monthly fees. In most instances, the high dropout rates are

generally attributed to the inability of families to pay school fees and provide

their children with school uniforms (Assal, 2004). The local authorities and

school management also impose additional fees such as cost of exercise books,

school uniforms, etc. The construction of new classes and maintenance of

existing ones is another responsibility held by the students' parents.

During the data collection period of this study (as mentioned in Chapter 4),

there were 18 basic schools and 5 kindergartens in the Jabarona IDP area.

Seven of these schools were government schools and four of them were not

functioning as they were closed due to lack of resources. All these schools

followed the curriculum developed by the Sudan Ministry of Education

(SMOE). The Ministry of Education was responsible for the schools in this

camp as the teacher salaries were paid by the government, while other schools

paid the teachers from the school tuition fees. As pupils come from Muslim and

Christian backgrounds, both Christian and Islamic religions are allowed in all

the schools in this settlement (Assal 2006). There were no secondary schools in

this camp during the data collection period.
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1.2.2 THE PEACE AGREEMENT AND THE RETURN OF
REFUGEES

In January 2005, after more than 12 years of peace talks, the Comprehensive

Peace Agreement (CPA) was signed between the Government of Sudan and the

SPLM/A (South Sudan). The CPA was signed on the basis of "one country, two

systems" model which implied the formation of the Government of National

Unity and the Government of South Sudan as a system for governance. The

north and south shared power, resources and wealth which included oil wealth,

much of which is located in the disputed or transitional areas of Abyei in the

South, Blue Nile State in the central province and the Nuba Mountains in

Western Sudan. The Abyei conflict area is still officially part of the north but

could join the South subject to a public vote according to the terms of the CPA.

The North and South Sudan maintained separate armies in addition to a joint

integrated army that they shared. Following a six-year transitional period the

Southern Sudan population decided to separate via referendum which took

place in July 2011, creating the newest nation in the world (Republic of South

Sudan). After decades of fighting for independence from the north, southern

Sudan seceded on July 9, 2011, and became the Republic of South Sudan, six

months after nearly 99 percent of the region's voters approved the split in an

internationally backed referendum. As this study started in 2010, the data was

collected before the division of Sudan into two countries. In other words, the

data presented and analysed in this study was collected when Sudan was one

country, and I refer to the research sites as North and South Sudan in terms of

the geographical demarcation of the places where data was collected.

When Sudan gained independence in 1956, the south was behind the north in

terms of economic and social development (Khalid, 1990). The British policies

did not foster economic and social development in the south and thereby

widened the gap between the two parts of Sudan. Following the 2005 signing of

the Comprehensive Peace Agreement (CPA), Southern Sudan was classified as

one of areas with the lowest gross enrolment ratios in the world, standing at just
7
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20% (Internally Displaced Monitoring Centre/ IDMC, 2009). Approximately

1.24 million people are thought to have returned since the signing of the

Comprehensive Peace Agreement (CPA) in January 2005, but they have faced

numerous obstacles, including limited access to basic services (Internally

Displaced Monitoring Centre/ IDMC, 2009). The rates of refugee returns and

IDPs after the CPA was signed was not what the humanitarian aid agencies

expected i.e. the number was lower than what had been expected.

8

Approximately 25 percent of the displaced people have returned home since the

cessation of conflict. The majority of returns have been spontaneous and were

assisted by the United Nations High Commissioner for Refugees (UNHCR)

which provided assistance to 17,500 returning refugees in 2006 (UNHCR,

2006). According to UNHCR, just over 1 million displaced people had

voluntarily returned home by July 2006, including 91,000 refugees from

neighbouring countries. The United Nations Commission on Human Rights

(UNCHR, 2006) states that the lack of services such as education, health care

and employment opportunities and lack of safe and dignified transit and other

risks encountered by returning refugees and IDPs may have contributed to the

relatively low rates of return. The lack of information on living conditions in

intended places of return also played a role in preventing some of the IDPs

from returning home.

The 2005 Comprehensive Peace Agreement, among other things, provided for a

semi-autonomous Government of Southern Sudan (GOSS) along with its own

ministries, including the Ministry of Education. This has paved the way for

broad and strategic long-term planning efforts in the area of education. Many

initial steps have been taken towards the establishment of a strategic education

development plan. As a result, since 2006 the number of children attending

school has increased to approximately 1.5 million children. However, there are

still 2.4 million children who do not attend school (Education Status Report for

Southern Sudan/ESRS, 2010).

https://etd.uwc.ac.za/



The GOSS efforts to develop the educational sector have many challenges. For

example, the educational system in Southern Sudan is poorly resoureed and

underfunded due to decades of civil war which has destroyed schools and led to

the expatriation of teachers (Education Status Report for Southern

SudaniESRSS, 2010). Furthermore, nearly 90% of children who start primary

education fail to complete the full 8-year primary school cycle (UNESCO,

2011). A limited number of children are registered at birth and parents do not

often know how old their children are; which, in part, accounts for late school

enrolment. Poor infrastructure and quality of teaching (only 13 percent of the

teachers working in Southern Sudan are considered trained and 46 percent are

primary school leavers) compound retention and completion levels (ESRSS,

2010). In addition, just 22% of classes occur in permanent classrooms and only

a quarter of learning facilities have adequate furniture.

9

Although the return of displaced persons is widely considered as an

encouraging factor for peace, returnees also present new challenges for the

already limited services in Southern Sudan, such as the increased competition

for insufficient resources, employment opportunities and livestock. The

population increase has created new burdens on the scarce education resources

in the region. Returnees face many of the same challenges in supporting their

children's education due to the costs associated with school and high poverty

rate. Many also confront obstacles specific to their prior experience, such as

children who attended school in the North or in stationed towns, where Arabic

was the language of instruction, and who must now adapt to lessons in English

(ESRSS,2010).

In light of the above, I eventually came to realize that education among

disadvantaged IDP groups in Sudan is generally identified by limited resources,

poor quality in the teaching and learning environments, untrained teachers,

limited instructional materials and a limited number of schools. These

mentioned characteristics impact on girls' education and school retention. It is

against this background that I focus my research on IDPs in order to gain new
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1.3 PROBLEM STATEMENT

insights into how the poor living conditions impact on girls' educational

aspirations and empowerment.

Bedri and Burchinal (1985) recognize the challenges that women's education

in Sudan still face, the fact that women lag far behind that which is available to

men. Increased enrollment and reduced illiteracy are indicators that point to

some of the on-going changes for the improvement of women's status in

Sudan. However, the differences that remain, particularly in the content offered

to boys and girls in education, contribute to the challenging situation for

women in the country.

Sudan's National Country Strategy (1992-2002) and educational policies have

included some recommendations from several of the international education

initiatives, (e.g. Education for All (EFA) and the Millennium Development

Goals (MDGs) most of which are to be achieved by the year 2015. The

components of these initiatives address basic human rights including free

access to basic quality education for all children ages 6-13, the elimination of

gender disparities, the improvement of educational quality for disadvantaged

groups, the increased relevance of the curriculum and the promotion of life

skills education (JAM, 2005). This study attempts to analyse the

implementation of those recommendations lil selected Sudanese schools,

focusing at the grassroots level.

Basic education is one area, in particular, which experiences diversity in terms

of enrollment, quality, availability and outcomes. For example, a study by

Badri and Bedri (2007) claims that the situation of basic education is

disastrous, explaining this in terms of huge gender and regional disparities,

resulting in varying rates from one state to another. Moreover, girls' education

in Sudan has undergone very slow development. For example, the ratio of

girls' intake in basic education in the years 2002-2003 was 62.7% as

compared to 71% for boys, a gap of 8.6% which stands for disparities between

girls and boys schooling (Badri & Bedri 2007). These figures may be disputed
10

https://etd.uwc.ac.za/



or questioned as other research suggests that in Southern Sudan the number of

girls' finishing primary education is around 2% (UNICEF, 2002). This

suggests that although girls may enrol in school, they do not necessarily

complete the cycle. Here the issue of quality in education is important.

Therefore, this study attempts to reveal the possible factors behind such

differences.

11

According to Taha and Ayoub (cited in Badri et al., 2001: 180) there are several

problems in relation to the basic education of girls in Sudan, such as a high

dropout rates and poor attendance which are just among some of the issues

interrogated in this study. Their study reveals a higher dropout rate for female

pupils than males, as well as illiteracy levels which are higher for women in

the northern states. The Sudanese culture has generally placed women and girls

in the home, i.e. they have certain tasks to carry out based on the biological

imperatives of their gender and this can affect their access to schooling and

their future self-image (Badri & Bedri 2007).

The social preference for the education of boys within the Sudanese society

and the belief that educating girls can threaten their chances of marriage,

particularly in rural areas (where there is a strong control over the moral

behaviour of girls), are considered to be at the top of a long list of obstacles

keeping girls behind boys in terms of their education (Taha & Ayoub 2001,

cited in Badri et al., 2001: 182). In addition, the distance that girls have to

travel to school creates more restriction, and girls' education is considered to

be an extra unnecessary economic burden in the family besides the need for

girls to be used as domestic help (Taha & Ayoub 2001, cited in Badri et al.

2001:182).

https://etd.uwc.ac.za/



12

1.4 RESEARCH AIMS & SIGNIFICANCE

This study aims to analyse the social and cultural factors contributing to the

construction of educational aspirations, perceptions and future expectations of

female Sudanese pupils in schools in non-segregated Internally Displaced

People's (IDP) areas in Khartoum (North Sudan) and in Juba (South Sudan).

Educational aspirations will be explored in relation to gender empowerment

discourses at the grassroots level, i.e. how gender empowerment is perceived

and implemented by young females as they moVe between the school and home

environment. An analysis of the impact of socio-cultural factors on educational

aspirations and gender empowerment concepts demands a view of the

significance of education in the lives of young girls and what aspirations they

may have for future empowerment.

1.5 RATIONALE AND OBJECTIVES OF THE STUDY

The study attempts to unravel the complexity and ambivalences that may

emerge as a result of displacement. By looking closely at displaced girls'

education, more specifically within the borders of their own country, I intend to

critically question the notion of educational aspirations, expectations and socio-

cultural factors affecting girls within a gender empowerment framework.

The objectives of this study are to explore how gender equity and equality are

perceived and implemented among school girls via their educational aspirations

and expectations in terms gender empowerment. Also, my interest in this

research focus emanates from the conviction that my research could contribute

towards knowledge about girls' education and aims to explore the state of

affairs in relation to numerical gender equity (often seen as gender equality) in

Sudan, particularly in the south and among marginalized groups in the north.

Moreover, my objective is to direct attention to how socio-cultural factors

impact on education to create gender identity at home and school within an

empowerment framework in under-privileged ethnic and social groups in the
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Sudan context. In addition to the issues mentioned above, my interest to study

girls' educational aspirations in IDP areas is based on my personal experience

of working in these areas as a volunteer team member for a non-governmental

organization (NGO), Fellowship of African Relief (FAR) located in Khartoum

and serves IDP camps. I am hoping that my research albeit indirectly, will

assist the Ministry of Education in Sudan in the formulation of more

appropriate educational policies regarding disadvantaged groups. I hope to

offer the Ministry of Education of Sudan and educational planners a basis for

informed educational policy considerations towards disadvantaged

communities.

13

1.6 OBJECTIVES AND RESEARCH QUESTION OF THE
STUDY

The objectives of this study are:

1) To conduct an analysis of how social and cultural factors affect girls'

educational aspirations, expectations, perceptions and self-esteem.

2) To analyse the significance of education within a gender empowerment

framework in the lives of schoolgirls among disadvantage

In light of the specific research objectives, this study attempts to answer the

following questions:

1. What are the educational aspirations of schoolgirls living in

disadvantaged communities in the Sudanese context and how do they

relate to the concept of gender empowerment?

2. What are the challenges of providing access to quality education for

girls and how are they linked to girls' educational aspirations,

expectations, and perceptions?

3. How are gender discourses understood, perceived and implemented in

both the school and the community and how are they affected by socio-

cultural factors?
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1.7 RESEARCH METHODOLOGY

14

This research aims to contribute to the knowledge production concerning girls'

education and gender inequality related to the concepts of aspiration and

empowerment conceptualization into IDPs context in Sudan. This study was

conducted in the old united Republic of Sudan before the separation of the

country into two parts, north and south in July 2011 to create the Republic of

Sudan (R.S), with its capital, Khartoum and the Republic of South Sudan (RSS)

with its capital, Juba. Therefore, the data which was collected in Khartoum and

Juba in disadvantaged community schools is presented and analysed within the

old Sudan context, employing a qualitative approach. The results of the study

will still be relevant in terms of informing educational policies in the new

independent nations of Sudan.

The qualitative method is based on the interpretive approach of social reality,

which is characterized by reflexivity, subjectivity and particularity the

description of the lived experiences of people (Atkinson et al., 2001). Studying

human beings is different from studying natural objects because humans

themselves interpret situations and give them meaning (Ary et al., 1996;

Cresswell, 1998). This study is situated within the qualitative interpretive

paradigm because it requires an understanding of people's conceptions, culture

and behaviours as I investigated a particular case in order to gain an in-depth

insight into issues that impact on girls' education in Sudan.

This investigation was conducted through an exploratory case study which

contributes in constructing knowledge about individuals, groups, organizations,

as well as social and political related phenomena. Furthermore, the use of the

case study method allowed me to sustain the holistic, comprehensive, and

meaningful characteristics of real life incidents, e.g. daily details, actions,

commercial processes, neighbourhood change and school performance (Yin,

2009). This study looked at girls' understandings of aspirations, perceptions of

gender issues and expectations in education which require neither manipulation

nor control over their responses. The case study method provided contemporary
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views since it allowed for a variety of evidence such as documents, direct

observations and interviews techniques (Yin, 2009).

Since the units of study are schoolgirls from two geographically separated

areas, a qualitative multisite-case study was used. This is because the interest

was on the individual cases to gain insights into their self-focus, sophistication,

and positional uniqueness (Stake, 2006). Qualitative life history interviews

were conducted in order to obtain an understanding of girls' views on

education, where they placed themselves through education and their

justification.

In-depth interviews (IDIs) guided by a discussion with female pupils were

employed to fill in gaps which were identified during the life history journals

regarding schooling issues. In addition, parents and teachers were interviewed

in order to analyse and understand their views in relation to socio-cultural

factors, both at home and school which have an impact the education of girls.

In addition, focus group discussions (FGDs) with girls were used to obtain a

collective view on the experiences of girls schooling and the resulting

consequences of that on the girls' lives. Eventually, non-participant

observations were made in schools to explore the indicators of gender

education quality and teachers' treatment of students (girls) in classes, focusing

on the gender discourses at the grassroots level.

Data was collected in two schools in IDP areas in the North Sudan located in

Khartoum and in South Sudan Central Equatoria Province in Juba. These two

areas were selected as both represent disadvantaged communities in northern

and southern Sudan. The target groups were girls in the three terminating

classes in the basic schools (6th, 7th and 8th grades) in Sudan. A detailed

account of research methodology is discussed in Chapter 4.
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1.8 ORGANIZATION OF THE STUDY

This study is organized into seven chapters as follows:

Chapter 1

The first chapter has serves as an introduction and provided the context and

background that concerns the education of girls in schools in Sudan. It provides

the objectives of the study and the research questions that guide the study. It

also highlights the rationale and methodology of the study.

Chapter 2

This chapter contextualizes the study and discusses how girls' education is

associated with gender disparities and empowerment by highlighting some

common socio-cultural factors that impact on girls' educational aspirations

within the Sudanese context.

Chapter 3

Chapter three reviews the literature and discusses the theoretical framework

that supports the aims of this study. The Capabilities Approach and the

Feminism theories are the core theories in this study as they look into the

current debates about women's education and gender discourses.

Chapter 4

The methodological issues of the study are discussed in Chapter four. The

Qualitative research paradigm with a case study design is discussed, including

the tools and instruments utilized in data collection such as life history, in-depth

and focus group interviews and school observations.

Chapter 5

Chapter five presents the data gathered from the field work. The empirical data

was collected from the girls, teachers and parents. The data is presented in

themes. Statements from some of the respondents are quoted to illustrate the

common views of the informants.
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Chapter 6

Chapter six analyses the data and provides preliminary findings of the study

based on the concepts and theories explained in Chapters two and three.

17

Chapter 7

Finally, Chapter seven discusses the findings, conclusions and

recommendations that emerged from the analysis and interpretation of data.

1.9SUMMARY

This introductory chapter has provided a background to the study in order to

understand the socio-cultural context of IDP communities of Sudan and the

extent to which it influences girls' access and retention in education. The

rationale for the study and the problem underlying the study have been

discussed in relation to the aims and objectives of the study which have to do

with gender equality and girls' educational aspirations. A brief discussion of

the research paradigm and the data collection methods has been given. An

outline and content of the chapters of this thesis were presented in order to

illustrate the focus and structure of the thesis. In the next chapter, I provide a

context of my research by discussing and analysing gender discourses in

relation to girls' educational aspirations and how they are influenced by socio-

cultural factors in Sudan.

https://etd.uwc.ac.za/



CHAPTER TWO: CONTEXTUAL BACKGROUND
2.1 INTRODUCTION

The purpose of this chapter is to provide a contextual background pertaining to

gender equality and the education of young girls who live in internally displaced

areas or disadvantaged communities in Sudan. It examines gender discourses in

education and how they are understood in the Sudanese context. The gender

discourses are analysed in relation to socio-cultural factors and their impact on

girls' educational aspirations, perceptions and future expectations.

Firstly, this chapter provides a historical perspective and background on girls'

education in the context of globalization in order to gain an insight into global

discourses on education and development, and how education is perceived as a

source of economic wealth, social prosperity and political stability. Secondly, it

highlights how gender identity in education is constructed and affected by different

socio-cultural factors in the home and school environments. Thirdly, the

significance of women's empowerment and girls' education is discussed in detail,

particularly women's empowerment in disadvantaged communities of Sudan.

Finally, it explores girls' educational aspirations and how they are manifested in the

manner in which girls construct their gender identities.

2.2 GIRLS' EDUCATION: A GLOBAL PERSPECTIVE

The 1990 World Conference held in Jomtien, Thailand set the goal of Education

for All (EFA) to be achieved by 2000. The World Education Forum in Dakar in

2000 reaffirmed and extended the Jomtien commitment by putting emphasis on

education quality and universal primary education. The Dakar Framework is a

collective commitment to action as governments around the globe have an

obligation to ensure that EFA goals and targets are reached and sustained. This is a

responsibility which demands broad-based partnerships within countries supported

by cooperation with regional and international agencies and institutions (UNESCO,

2000). Universal primary education completion and gender equity in primary and

secondary education were re-affirmed in 2000 as part of the MDGs. Also, at the
18
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World Education Forum in 2000, world leaders from 180 countries agreed that by

2015 all boys and girls should be enrolled in school and should be able to complete

free primary education. This forum confirmed education as a human right.

However, there are still 117 million children of primary school age out of school

worldwide (UNESCO, 2005) and about 62 million of them are girls. Therefore,

increasing girls' access to education with the goal of gaining gender equality is a

crucial component of promoting development and meeting the MDGs globally.

19

To realize the MDGs by 2015 gender equality should be prioritized for women's

empowerment (World Bank, 2001). Education becomes the main tool of women's

empowerment in this regard. In other words, it is through education that women are

able to control their environment, participate in economic development and

contribute in social transformation (World Bank, 2001). Without education it

becomes difficult for many women to access well-paid positions or formal jobs

where they can hold leadership positions. This suggests that lack of access to

education and poor quality education seem to contribute to girls' and women's low

status and marginalization in society (Kabeer, 2001).

Despite the progressive global policies which promote gender equality, there

are still practices which perpetuate gender inequalities, with regard to girls'

education in many countries, particularly in Africa. For example, cultural

practices such as early forced marriage and certain traditional beliefs and

stereotypes which favour boys influence the exclusion of girls in education.

Other factors which impact on girls' access to education include low

educational levels of parents and poverty (Odaga & Heneveld, 1995). In many

traditional families women are still perceived as consumers only, as their

reproductive role and non-waged work are not valued by society. As soon as

girls get married, they acquire a new identity or status as caretakers in their

families, and men are regarded as breadwinners. Lack of education and income

makes girls and women vulnerable to abuse as they develop dependency on

men for economic survival (Britton & Maynard, 1984). Thus in many societies

girls' education is associated with women empowerment, social security, better

quality of life, as well as better career choices (World Bank, 1993a). The more

women live in enabling environments by getting access and participation in
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education, the more they are able to realize their potential and need to

empower themselves (UNICEF, 2003b). In other words, girls' education is

perceived as a means of achieving socio-economic stability as it is associated

with knowledge and better quality life. This is the case in many families,

especially those managed by women with low levels of education, where girls'

education is regarded as an emancipating and empowering tool, not only to

improve the lives of individual women, but to advance the community as a

whole ( UNESCO, 2003). Consequently, girls from disadvantaged socio-

economic groups aspire for better education opportunities in order to improve

their living conditions and life styles. Therefore, access to quality education is

associated with self-reliance and human development (Heward, 1999) .

. Investment in human resource development is one of the priorities for many

countries that target economic growth and development. Developing nations

involve setting objectives for which the whole society has to work towards, and

one of them is the quality of education (UNESCO, 2005). The quality of

education is associated with two main standard features namely, cognitive

development, together with attitudes and creative emotional potentialities

(UNESCO, 2003). This implies that schooling helps children develop creativity

and acquire the skills, knowledge, values and attitudes necessary for

responsible, active and productive citizenship. Kane (2004) claims that school

quality is important for boys and girls, but is of crucial importance for girls as it

encompasses a range of issues such as teachers' quality, infrastructure and

school materials, school administration, community (family) involvement and

curriculum. Although the importance of quality education is recognized

universally, there is very little research in Africa on how the quality of

education impacts on the benefits and outcomes of education (Appleton, 1999).

A proper understanding of the impact of education on individuals' welfare is

important to determine whether individuals and societies are making the right

investment choices through education.
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Globally, girls' basic education has gained remarkable improvements in terms

of access and enrolment, with insufficient attention paid to the quality of

education received at schools (UNESCO, 2005). However, if basic school

enrolment and completion rates are high and the quality of education is low,

then education has not conferred the skills and knowledge that are the source of

the hoped-for greater earnings, better health, and more engaged citizenship

(Levine, Birdsall, Ibrahim, Dayal, 2003). Accordingly, access and enrolment

may not only grant full benefits of education unless they are linked to quality

education, if it is intended for more developed life with a higher standard of

healthy living and full social participation. Access, duration, and quality are all

critical variables in realizing educational outcomes (World Bank, 2002). Thus

the quality of girls' education involves more than simple access, but should

.Iook at other factors which impact on girls' meaningful learning. As discussed

in the previous chapter, Sudan is one of the countries which face difficulties

with regard to girls' access to education. Thus this study focuses on IDP girls'

educational aspirations and gender inequality.

2.3 EDUCATION IN SUDAN: HISTORICAL PERSPECTIVE

Formal education in North Sudan dates back to the Turkish-Egyptian

colonization of Sudan (1821-1881), which was only limited to a small number

of men who were required to participate in low scale management jobs and the

economic resources of the country (Besher, 1969). The colonial education

policy aimed at training more qualified administrative personnel and not to

eliminate illiteracy among males and females (Taha & Ayoub, 2001).

Education for women was not considered and handled seriously until 1907.

Through the efforts of some nationals like Sheikh Babiker Badri, the first

school for girls in the North of Sudan was opened and by the year 1920 the

governrnent established other five basic schools for girls. A Teacher Training

College was opened by the British in 1921 and by the 1930s there was an

increased demand for girls' education as the government and people of Sudan

started to take girls' education more seriously. This led to the opening of the

first intermediate school for girls in Omdurman in 1940 (Taha & Ayoub, 2001).
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Not later than 1955 there were ten intermediate schools for girls in the North,

which were followed by the first secondary school for girls in Sudan in 1956.

In the early 1960s the Sudanese government had progressed remarkably in

expanding the educational system, especially at the primary level. By this

period there were more than three hundred primary or elementary schools and

one-third of the students were females (Duany, 1996). This is an indication that

girls' education has a relatively short history in Sudan. Having been prompted

primarily by the reforms of the 1970s that focused on equality in access and

social mobility, the reforms, however, were not research-based in terms of

considering women's choices and points of views as far as education was

concerned (Duany, 1996).

Nowadays, women's formal education in Sudan is recognized for its

contribution towards the improvement of women's health, families and socio-

economic status (UNICEF, 1996). Increased enrollment and reduced illiteracy

are indicators that point to some of the on-going changes for the improvement

of women's status in Sudan. Article 53 in the Constitution of Sudan (p.10)

states that "education is a right of every citizen and the state shall endeavour to

spread and provide it free in all stages." However, the development of girls'

education is very slow due to socio-economic, socio-cultural factors and beliefs

that restrict girls' roles in society.

Basic education in Sudan is one area, in particular, which experiences diversity

in terms of enrolment, quality, availability and learning outcomes. For example,

a study by Badri and Bedri (2007) in Northern Sudan shows that the situation

of basic education is diverse in terms of gender and regional disparities which

result in varying rates of school access from one state to another. Moreover,

girls' enrollment to education is slow. In Northern Sudan, for example, the ratio

of girls' intake in basic education in the years 2002-2003 was 62.7%, compared

to 71% for boys. The 8.6% gap denotes disparities between girls' and boys'

schooling (Badri & Bedri, 2007). Research has shown that completion rate is

also low for girls in Sudan (Holmarsdottir, Nomlomo, Farag and Desai, 2013).

This suggests that although girls may enrol in schools, most of them do not

complete the education cycle. Also, the curriculum content and the
22
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representation Images of males and females in books perpetuate gender

inequality (Badri & Burchinal, 1985). In most cases, books portray males as

more powerful with leadership roles while females are portrayed as submissive

and voiceless individuals. For example, Grade three Arabic Language Reading

textbook in Basic Education portrays girls as care takers and domestic workers.
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The current educational system in Sudan is announced to be free and

compulsory for children aged 6 to 13 years. Primary education consists of eight

years, followed by three years of secondary education (8+3). The former

educational phases of (6+3+3) were changed by the new Alengaz Revolution

government in 1990. The medium of instruction at all educational levels is the

Arabic language. Schools are concentrated in urban areas while the rural areas

have a severe shortage of schools.

The British colonists paid little or no consideration to the development of

education in the south, because Southern Sudan was announced as a closed area

by the British colonists. The closed area law was enacted to prevent the spread

of malaria and other tropical diseases that had ravaged British troops, as well as

to spread Christianity among the predominantly animist population of South

Sudan and so to the African nation, while stopping the Arab Islamic influence

from advancing in the South (Sommer, 2005). The result was increased

isolation between the already distinct North and South and this triggered

conflict in the years to' come. Southern Sudan policies had a basic objective of

keeping the two parts (North and South Sudan) separated while they were

under one colonial administration, and this led to the eventual partitioning of

the country prior to independence.

The British colonial policy towards South Sudan had been in effect for more

than 40 years, keeping the South apart from the North in terms of socio-

economic development. South Sudan was significantly marginalized relative to

the North and the colonial administration's policy played a role in causing

conflict between the two parts. South Sudan was to be integrated into East

Africa when Sudan attained independence (Ali & Matthews, 1999). The

colonial government enforced different educational policies in the North and

South and this exacerbated the division between the two regions as well.
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Many of the schools in the South which were built during the British period

were established by Christian missionaries, namely Anglican (UK), Catholic

(Italian) and Presbyterian (US) (Sommer, 2005). Children in Northern schools

were instructed in Arabic with an Islamic-based formal national curriculum,

while those in the South were instructed in English in non-uniform curricula

that often emphasized Christian religious instruction (Sommers, 2005). As

northerners assumed leadership in the South, Arabic became the language of

instruction and few southerners were employed in administration. From 1953,-

there was a simultaneous introduction of Arabic into all Southern Sudan

schools by the Northern Sudanese Administrators, which was followed by the

immediate closure of Christian Missionaries since they were considered as

private schools and worked according to the European model of education.
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In 1957, all the schools in Southern Sudan were nationalized and had to follow

the national curriculum. The language of instruction was changed from English

to Arabic and that coincided with the Islamisation of curriculum and teaching,

as well as the expulsion of all the Missionaries from Southern Sudan (Collins,

1983). Since 1962 schools in the civil war ridden Southern provinces were

operated by local authorities. There was no common programme for education

and resources were limited. Many schools in Southern and Western Sudan were

damaged or destroyed by internal conflicts and years of civil war. Access to

formal education in the South was severely limited even before the two decades

of civil war. This seems to indicate that the South was substantially

marginalized relative to the North and this has led to slow educational

development in this part of Sudan. With the signing of the Comprehensive

Peace Agreement in 2005, an improvement in children's school attendance has

been experienced as discussed in 1.2.2 above. However, there are still large

numbers of children (2,4 million) who do not attend school, particularly in

South Sudan (Education Status Report for Southern Sudan-ESRS, 2010). Hence

South Sudan is considered as one of the regions that is lagging behind in as far

as attainment of the Millennium Development Goals (MDGs) is concerned, as

well as attaining universal primary completion (UPC) (UNICEF, 2008).
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In light of the above, it seems that Sudan's education history has an influence

on the current education system. Given the long civil wars and displacement of

people from one area to the other and the adverse conditions under which they

live, I became interested in understanding how these factors influence girls'

aspirations and the barriers to their learning.

2.4 CHALLENGES TO GIRLS' EDUCATION IN SUDAN

As mentioned above, girls' education in North Sudan started in 1907 to target

the girls' feminine side as they were trained to carry out domestic roles in·

society such as the roles of mothers and wives (Badri & Bedri, 2007). Abbot,

Wallace and Tyler (1990) claim that formal schooling promotes and reinforces

cultural expectations for girls to carry the roles of care providers, although it is

meant to produce new and progressive gender identities. Furthermore, they

state that girls' educational aspirations are mitigated by failure to access

schooling and by the family expectations of their future roles as wives and care

providers. In addition, gender inequalities have been a characteristic of girls'

education since the colonial period as the colonial policy towards education

was to gear the system of education toward training qualified techno crafts to

run the administrative jobs and not to eliminate literacy. Thus education for

women was neglected; schools were opened for boys while religious classes

"Khalws'' (religious private classes to teach Quran and Islamic principles) were

for girls (Badri & Bedri, 2007).

According to Taha and Ayoub (2001) there are challenges to girls' basic

education in Sudan, which include high dropout rates and poor attendance.

Some of the challenges are attributed to traditional socio-cultural practices and

the low socio-economic status of the community. The social preference for the

education of boys within the Sudanese society and the belief that educating

girls can threaten their chances of marriage, particularly in rural areas where

there is a strong control over the moral behaviour of girls, are considered to be

other obstacles which keep girls out of school (Taha & Ayoub, 2001). In

addition, the distance that girls have to travel to school creates more restrictions
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due to insecurity as some families prefer to keep their girls at home rather than

to expose them to street hazards such as rape and violence. Also, girls'

education is considered to be an unnecessary economic burden in the family as

many families prefer to pay for boys' education in order to prepare them for

their future roles as husbands and family providers (Taha & Ayoub, 2001). This

indicates that the Sudanese culture and socialization may perpetuate gender

discrimination which could affect girls' access to schooling and their future

self-image (Badri & Bedri, 2007).

Lack of resources and inadequate training of teachers are some of the

challenges encountered in many schools in Sudan, particularly in the South. For

example, most primary school teachers in Southern Sudan are poorly trained,

with only 7% of teachers with college training and the rest either receiving in-

service training (48%) or are untrained completely (45%) (UNICEF/OLS,

2002:4). Most schools in Southern Sudan are inaccessible to girls and to

women teachers (whose presence in the school motivates parents to send their

girls for schooling) due to the low number of girls who proceed to higher levels

of education in South Sudan. Female teachers constitute 7% of the total teacher

population (UNICEF/OLS, 2002). Further, schools lack physical and human

resources associated with good quality teaching and learning such as good

infrastructure, materials, school administration and a unified curriculum. The

Northern disadvantaged communities have many of the same constraints

(Ahmed, 2006). Education in the Southern states has also been affected by war

and tribal conflicts which prevent children's access to education.

The mixed school system is not acceptable in traditional conservative Sudanese

societies, as parents prefer to keep their daughters away from boys as they

believe that regular contact between boys and girls may result in misbehaviour

in the form of pregnancy at the early puberty age (Badri, 2002). Some families

believe that they will be wasting their daughter when they send her to school,

because she will be exposed to males in the street and at the school, and if the

girl gets pregnant before marriage her dowry might be reduced (Badri & Bedri,

2007). In most cases, parents prefer single-sex schools and some only allow
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their daughters to attend a girls' school in order to comply with religious or

cultural traditions (Badri, 2002).

In co-educational schools it seems that girls do not have privacy as the schools

do not have separate toilets for girls. Some girls feel uncomfortable to share

toilets with boys and some of them prefer to stay at home when they have their

menstruation. This affects girls' school attendance and their academic

performance. Due to lack of seats and educational equipment for pupils and

teachers, boys are give preference to occupy the front seats, and this

perpetuates gender discrimination in the classroom (Badri, 2002). In addition,

day-to-day harassment, verbal abuse, and bullying might reduce and destroy

girls' ability to concentrate and affect their joy of coming to school negatively.

Many studies suggest that harassment of schoolgirls, to varying degrees, is

common throughout the world. Sometimes girls' harassment is done by

teachers themselves and by boys and this may be particularly extreme in places

where other forms of school violence are also prevalent (Heise, et al. 1994;

Krog, et al. 2002; Leach, et al. 2003).

Moreover, girls have to participate in domestic work such as fetching water,

cooking, cleaning and caring for their younger siblings (Beshir, 1969). Girls are

often kept at home doing domestic work, while mothers work outside the house

to provide for their families. Girls are allocated this kind of work with the belief

that when they get married, they will be considered the husband's property, and

therefore, they are not worth the money spent on their education (Badri, 2002).

In addition, school fees influence parents' preference in educating boys, as

boys' education is regarded to be more rewarding than girls' education because

boys represent future economic resource upon which the whole family might

depend in the long term. This practice is common among rural disadvantaged

IDP groups and it is associated with the poor socio-economic and fragile status

of the community where educational exclusion is most pronounced (Badri,

2002). Extreme poverty forces poor families to marry their daughters at an

early age in order to receive cows or other forms of dowry payment. When

school fees and other costs are involved, parents often choose to send their sons

to school. Generally, boys are better able to raise their own school fees through
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labour, trade and other means (JAM report, 2005). The result of all this is that

many families do not send their girls to school when they reach the adolescent

stage.

School enrollment in Southern Sudan reflects inequality as already stated. For

example, the School Baseline Assessment (SBA) programme (AETIUNICEF,

2002) in Southern Sudan reported that only 26% of pupils in schools were girls.

The proportions varied between the three regions, with girls making up 37% of

pupils in Equatoria, 27% in Upper Nile but only 16% in the Bahr El Ghazal

Region. Generally, the higher the grade level, the lower the percentage of girls

enrolled. While girls made up 29% of pupils in Grade 1, there were only 21%

of girls in Grade 8. In terms of the relative gender gap, there are 2.8% boys for

every girl enrolled and 3.8% boys for every girl in Grade 8 (AETIUNICEF

2002). The statistics reflects the fact that the number of girls in schools in

Sudan in general, and Southern Sudan and other disadvantaged communities in

particular, is lower than the number of boys and this may be attributed to some

of the factors mentioned above e.g. socio-cultural and economic barriers

(Brophy, 2003). The SBA statistics (AETIUNICEF, 2002) cited above provides

an image about schools' status in some parts of Southern Sudan, controlled by

the Sudan People Liberation Movement (SPLM), but does not provide

information on schools under the northern government control which include

cities of the south such as Juba, Wau and Torit.

Over all, the long civil war in Sudan (more than 40 years) has had severe

effects on girls' education. As Southern Sudan was mostly affected by the civil

war (the majority of the fighting took place in the South), it was divided by the

struggling factions, SPLM and the government in North Sudan (Brophy, 2003).

Consequently, girls' access to education is lower in Southern Sudan due to

severe conflict, poverty and other social barriers. For instance, women

represent 65% of the post-war population in the South Sudan, and 91% of the

women are illiterate (AETIUNICEF 2002). Many of these women are also

heads of household without income because they lack the basic qualifications to

have formal jobs.
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In this discussion, I have shown that girls' education in Sudan is confronted by

many challenges which not only impact on girls' access to education, but also

perpetuate. gender discrimination and inequality. In the next section I explore

schooling, gender and gender identity construction in order to gain an insight

into how gender is understood and how girls in poor Sudanese environments

construct their gender identities.
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2.5 GENDER IDENTITY CONSTRUCTION

2.5.1 CONCEPTUALIZING GENDER AND GENDER IDENTITY

The word "gender" refers to the social and cultural aspects attributed to the

biological distinction between men and women. Societies have implicit socio-

cultural conceptions of gender, or stereotypes, which are used to differentiate

the treatment of girls and boys. Many scholars differentiate between gender and

sex. Sex is biologically based and gender is built on culturally constructed

characteristics (Connell, 2002; Lorber & Farrell, 1991). Edley (2001) claims

that gender discourses are associated with the total range of different symbolic

practices including style of dress, patterns of consumption, physical movements

as well as style of speech.

Gender conceptualization is a more complex and a culture-specific construct

that directs women's and men's roles, access to productive resources, decision

making, authority and power (Gupta, 2002). Lorber and Farrell (1991 :7) define

gender as:

the activity of managing situated conduct in light of normative
conceptions of attitudes and activities appropriate for one's sex
category. Gender activities emerge from and bolster claims to
membership in a sex category.

In relation to the above, Chikovore (2004: 19) argues that "whilst the gender

axis involves a power advantage of men over women in virtually all societies,

gender manifests itself in multiple forms, including relationship among groups
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of men and groups of women". This implies that there are power relations

between men and women, which are regarded as a source of debate in defining

gender and equality. This also points to the reality that there are, in fact,

multiple masculinities and femininities which are contextually dependent.

Femininity and masculinity or one's gender identity refers to the degree to

which individuals see themselves as masculine or feminine in terms of what it

means to be a man or woman in society (Burke, Stets & Pirog-Good, 1988;

Spence, 1985). Femininity and masculinity are based on the social (one's

gender) rather than the biological (one's sex) conceptualization. The members

of society decide what being male or female means e.g. dominant or passive,

brave or emotional. Because these are social definitions, however, it is possible

for one to be female and see herself as masculine or male, and a male may see

himself as feminine in a given environment.

It is generally acknowledged that the gender conception is embedded in all

social processes of everyday life and social organizations through which people

organize their lives (Lorber, 1994). Accordingly, gender affects women's lives

and choices such as education, and also gender differences are primarily a

means to justify sexual stratification. The creation of sex difference is the

foundation on which inequality rests and it might work as a justification for

women's subordination.

Gender conception starts when an individual is assigned to a sex category on

the biological basis. For instance, babies are dressed and treated in a way that

displays their sex category because parents always want to make a clear

distinction between boys and girls. This has an influence on gender role

development in the early years of one's life (Santrock, 1994) as the sex

category becomes a gender status through naming and dressing to show gender

identity. Once a child's gender is identified, others treat those in one gender

differently from those in the other, and the children respond to the different

treatment by feeling different and behaving differently. As soon as they can

talk, they start to refer to themselves as members of a particular gender (Lorber

& Farrell, 1991). Parenting is also gendered with different expectations for
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mothers and fathers, i.e. people of different genders have different kinds of

roles. The treatment adults receive as women and men or as low-level category

and high-level leaders shapes women's and men's life experiences. These

experiences produce different feelings, consciousness, relationships, skills and

strategies of being feminine or masculine. All of these processes constitute the

social construction of gender (West & Zimmerman, 1991).

According to Lorber (1994) gender is socially endemic because unless

difference is observed, inequality cannot be justified. Lorber (1994) provides

cross-cultural, literary, and scientific evidence to show that gender difference is

socially constructed and yet is universally used to justify stratification. She

writes that "the continuing purpose of gender as a modem social institution is to

- construct women as a-group to be subordinate to men as a group" (p:33): She

elaborates that division of labour in societies could be done through various

techniques; one of them is either categorized through personal qualities such as

motivation, competence, talents etc., or through gender as male or female, race,

ethnicity, etc., but most societies use gender and age stratification. Therefore,

the individual personality characteristics, feelings, motivations, and ambitions

emerge from different life experiences (Edley, 2001). The constructed gendered

experiences shape young boys' and girls' choices and decisions in life, as the

process of gendering and its outcome is legitimated by religion, culture, norms,

and the society's entire set of values. In addition, social statuses are carefully

constructed through prescribed processes of teaching, learning, stimulation and

enforcement (Lorber, 1994). Thus gender identity is constructed and

reproduced through symbolic activities and mediated through social institutions

such as the family and school (Edley, 2001).

Some studies refer to gender as an element that could impact on the schooling

process of both boys and girls (Bank & Hall, 1997; Cole 1989; Taylor, 1994;

World Bank 2001). Schools impart sets of skills that are related to personal

efficacy, problem solving and social negotiation which playa role in gender

identity construction. Wassef (1996) and Fumham and Stacey (1991) share the

same view that schooling is a channel through which young people are
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inculcated with norms and values and exposed to new ideas to construct

identity. Gender resembles the social attributes and opportunities associated

with being male and female and the power relations between women and men

that control the distribution of resources. These attributes, opportunities and

relationships are socially constructed and are learned through socialization

processes. They are context, time-specific and changeable (World Bank, 2001).

Therefore, constructing gender identity is a socially based process.

The Sudanese society is based on the patriarchal system in which male

members of the family are in control of every aspect of social and decision

making structures (Essien & Falola, 2009). The country (both North and South)

ascribes to strict expectations of appropriate gender roles and social relations

for-men and women. In the Sudanese culture gender relations are manifested in

the subordination of women, as well as on respect and obedience of women to

men, whether that man is the father, brother, uncle or husband (Edward, 2001).

Gender roles are also distinct as there are duties that are exclusively for women

and there are those that are exclusively for men. This forms the basis on which

gender identity and gender roles for girls or women are constructed and framed

in the Sudanese context.

Gender identity is defined by Paechter (2001: 47) as "a person's own feeling

about their gender, whether they are male, female, both or neither". It refers to

people's attitudes, beliefs and values about being male or female which are

influenced by factors such as family, friends, cultural background, media and

the wider community (World Bank, 2002). Also, it determines what is

expected, allowed and valued from a woman or a man in a certain context and

connected to specified roles in community. In most societies there are

differences between women and men in assigned responsibilities and activities,

access and control over resources, as well as decision-making opportunities

(World Bank, 2001). All these gendered roles denote gender identity.
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The above description of gender identity corresponds with various perceptions

of identity construction or the sense of "me" (Cerulo, 1997). From the 1970s,

social psychologists and interactionists viewed identity construction as a

product of interpersonal interactions that creates a personal sense of self

(Cerulo, 1997). Other sociologists consider identity as a source of mobilization

and social change rather than a consequence of surrounding interactions (Katz,

1986). This implies that identity describes a person's conception and expression

of their individuality or group affiliations and it also represents the distinctive

sense of belonging to any given individual, or shared by all members of a

particular social group.

According to Cerulo (1997) constructing identity involves social models and

interactions. This means that an individual's identity construction is influenced

by others or by mutual orientations in the context where she/he lives. Gender

identity construction considers the social values and beliefs that perpetuate the

division of gender roles. Cultural conceptions of being male or female are

transmitted through institutions such as religion or the educational system. For

example, a woman might be categorized as a female, but instead of seeing

herself in a stereotypical female manner such as being expressive, warm, and

submissive (Ashmore, Del Boca & Wohlers, 1986), she might see herself in a

somehow stereotypically masculine way of being instrumental, rational and

dominant. This indicates that individuals tend to have views of themselves

along a feminine-masculine dimension of meaning; some being more feminine,

some more masculine, and some perhaps a combination of the two. So, it is this

meaning alongside of the feminine-masculine dimension that constitutes gender

identity (Katz, 1986).
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2.5.2 FACTORS INFLUENCING GENDER IDENTITY
CONSTRUCTION

In many societies identity construction is influenced by three common factors,

namely, the effect of the governing political system, intellectual potential and

interest, and new communication technologies (Cerulo, 1997). Firstly, the

government exercises its political power when it legislates segregating rules by

classifying citizens according to gender, race and class as criteria for

evaluation. These rules keep individuals within framed boundaries as, for

example, male/female or black/white. These divisions tend to limit potentials

and participation in terms of education and employment. As a result, some

women, due to their low status in patriarchal societies, are deprived

. opportunities of participating in decision making and in leadership positions.

Secondly, one's personal interests and intellectual concern might affect identity

construction, as individuals share their own ambitions, hopes and expectations

that direct them into a selected type of identity. White and Beaudry (2009)

argue that when individuals engage in various activities, their performance

involves individual choices and personal interests besides the norms and

expectations of the broader society. This implies that constructing identity is

closely linked to the personal and the surrounding environments because one's

choices and interests are influenced by the individual's opinions, which may be

constrained by different factors such as gender, race and class.

Vianello and Siemienska (1990) claim that some women are less interested to

participate in the public sphere due to the social roles assigned to them. Also,

women themselves prefer the private sphere which involves domestic work and

child rearing rather than participation in public life and outdoor jobs. As a

result of cultural socialization, boys and girls are perceived and valued

differently based on their contribution to the economy of the family (Tsikata,

2007). However, this explanation is strongly rejected by feminists (Bank &

Hall 1997; Cole 1989) as a means of women oppression. It is also observed that

boys accept success and take credit for their accomplishments more readily
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than girls (Ahmed, 2006). Girls are given less chance to independently solve

problems and often underestimate their own achievements. This has serious

effects on their self-confidence (Ahmed, 2006). Thus certain differences in

achievement could be rooted in cultural sex roles and different expectations

through different socialization processes at home and school. Even though

national campaigns and initiatives promote the necessity of educating girls,

information along with legislation policy still make it hard to change traditional

gender roles, patterns, values and norms in many societies.

Thirdly, Modem Communication Technologies (MCTs) impact on one's

identity construction through provision of new knowledge which influences

human capacity and ways of thinking (Cerulo, 1997). Modem technologies

enable new communicative patterns and new formats for choosing,

categorizing, and delivering information to be presented in social life. In other

words, these new communicative patterns reshape social activity and

interaction because they modify current existing practices, and stimulate or

shape new ones. In this way, MCTs create new environments for self -

development and identification and they present new opportunities for

collective affiliation and mobilization. On the other hand, technology is

regarded as neutral or asocial as it determines social change in relation to the

gender roles division.

As mentioned earlier, other essential factors which contribute to gender identity

construction include race and social class. Family background and ethnic group

influence gender identity construction through teachings and norms to which

children become exposed. According to Stromquist (2007) some students from

disadvantaged backgrounds encounter difficulties constructing their gender

identity due to degrading treatment in the community or at school as a result of

their lower socio-economic and family ethnic group status. In the Sudanese

context, students' socio-economic backgrounds and teachers' expectations are

the two factors contributing to the gaps between gender equality in schools.

Teacher perceptions and practices often show low educational expectations

among poor students and students of different race, which are framed by
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stereotyped social norms and treatment (Stromquist, 2007). Social norms

explain how and why gender segregation takes place and how it is stressed and

deepened through gender division of labour manifested in men and women's

type of work in the society. Through socialization girls are constructed as

submissive and dependant, while boys are socialized as dominant and decisive

individuals (Stromquist, 1990a). Socialization is responsible for the

internalization of the different conceptions of female and male roles by girls

and boys respectively, and it determines the conceptions of femininity and

masculinity (Vianello & Siemienska, 1990).

As it is implied above, people are not born with behaviours and characteristics

of being masculine or feminine, but gender identity is developed within a

..culture and society and is nurtured, and perpetuated by the cultural beliefs and

activities. People are expected to comply with the norms within a specific

culture, and are socialized and gendered in a way in which presupposed and

ready-made behaviours and beliefs are constantly reinforced (Halford &

Leonard, 2000). This seems to suggest that gender identity is a product of

socio-cultural stereotypes which are reinforced upon youngsters in given

cultures.

2.6 GENDER SOCIALIZATION

Beal (1994) defines socialisation as the process, through which the child

becomes an individual respecting his or her environment laws, norms and

customs. Through socialization individuals learn what is socially appropriate

and what is not for both sexes. However, gender socialization is a more focused

form of socialization from which individuals learn to identify their roles

according to their biological sex. Gender socialization starts from birth, at the

very first moment of the child's life, besides the impact of the other family

relatives and how they treat the newborn (Gleitman et. al, 2000).
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Ferree and Hall, (1996:935) conceptualize gender socialization as "on-going,

multi-level processes of social expectations, control, and struggle that sustain

and subvert gender systems". According to this definition gender socialization

is not a characteristic of individuals but of a society such as the school, family,

peers and media that shape and manipulate gender formation over time

(Bourdieu, 1977). This illustrates that the socialization process is influenced by

many factors and is subject to modification.
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The kinship organization of a family plays a significant role in shaping gender

relations and roles in many societies. The system of descent followed in a

social group has direct consequences on the construction of gender relations in

the group. Connell (2002) argues that gender is an essential element of social

.~life that should- not be treated separately of all social life interactions. She

employs the notion of 'gender regimes' to refer to 'the state of play in gender

relations' in any social institution such as a school, a market, a workplace or

even a street. She explains that individuals are expected to behave within

certain sets of limitations, in some places. For example, the public street or

school has gender regimes which men or women should respect and behave

within. This explains what happens in the school when girls try to keep the

expected or acquired set of gender regimes that they are taught to adopt by the

family.

The family is characterized by a specific pattern which constructs gender

differences according to biological traits, hence it is regarded as the social and

symbolic institution in which sexual differences are believed to be fundamental

and constructed (Saraceno, 1988). In the family gender characterization reflects

individual attitudes of parents who guide children according to their beliefs and

principles. Also, the socio-cultural values and norms concerning gender

conceptions in a society have a strong influence on the process of family

socialization.
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The concept of culture refers to crucial aspects of collective social life,

especially meaning and practices (Me Quail, 1994:62). Gender is accepted as

being socially and culturally constructed. Culture and society are twin factors

which are seen as correlated components; hence many researchers and theorists

tend to associate these two terms together and try to explain gender as both a

cultural and social phenomenon (Bentley & Brookes, 2005). Badri and Bedri

(2007) mention the impact of culture on girls' access to education in Sudan due

to the patriarchal system that differentiates between men and women in many

traditional communities. As discussed in the sections above, there are

traditional practices which prevent girls' free access to education in Sudan, for

example, gendered roles and early marriage.

Although there is an increase in girls' enrolment in schools globally, Longwe

(1997) argues that such an increase doesn't necessarily promote women

empowerment as it addresses quantity only, and not quality. It perpetuates girls'

subordination because girls are schooled to be more obedient and to accept

cultural values and norms of the patriarchal society, and not to be empowered

as active self-confident members in the community. The school as a social

institute deepens and frames gendered identities as it authorizes varying styles

of behaviour for girls and boys to determine gender roles, and eventually

reproduces social differences and inequalities (Connell, 1995; Haywood & Mac

an Ghaill, 1996).

The school is a central component of socialization in many modem societies.

Formal schooling is considered a crucial factor in promoting and reinforcing

cultural expectations for both boys and girls (Finn, Reiss & Dulberg, 1980),

because it is a place with a considerable degree of independence to produce

new and progressive gender identities. Stromquist (2007) claims that the child

who is deprived schooling will have limited opportunities and experiences

compared to those who attend school. Access to education and the amount of

schooling completed are powerful predictors of many subsequent behaviours

and attitudes (World Bank, 2000). The child starts to understand her/his identity

beyond the family, the role that each one in the society assumes through friends
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and teachers in school, and most importantly through the books that they read

in the classroom (Burke, 1989). Moreover, differential access to education is an

important indicator of gender inequality in a society. Since the decision to enrol

a child in school is generally made by parents, parents' perceptions about

schooling may affect children's experience and behaviour.
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In relation to the above, Raymond and Benbow (1986) claim that gender

identity starts at home and is reinforced in the school system. They argue that

the child's understanding of gender specific roles gets almost fixed when

schooling starts and gets reinforced everyday by the behaviours towards them

through teachers and other stakeholders in the school. The behaviours,

attitudes, choices and expectations of children are associated with their

'perceptions of themselves as males or females i.e. their sex role identification

in relation to their sex roles at home and school. As a result, boys become

actors of the patriarchal system and carry it along much after they leave school

(Measor & Sikes, 1992). Thus gender socialization in the school is considered

an organizing value that affects all forms of conduct. Therefore, identity

construction in school is a product of interaction between expectations,

attitudes and behaviours in the classroom (Stromquist, 2007). In this study, the

concept of gender socialization is explored as I have looked into the extent to

which the schools and their practices emphasize traditional Sudanese values

and norms. This will be more explicit in Chapters 5 and 6.

2.6.1 SCHOOL AND GENDER SOCIALIZATION DIMENSIONS

Stromquist (2007) claims that gender socialization in the school has five

dimensions namely, (i) teacher-based dynamics, (ii) the formal curriculum, (iii)

the school environment, (iv) peer dynamics, and (v) teacher training and

development. She further explains that socialization which touches

substantially on the informal sustained curriculum is a crucial dimension of

schooling, though changes in social perceptions may be introduced or continue
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2.6.1.1 TEACHER-BASED DYNAMICS

to reproduce traditional values and attitudes. School socialization covers a wide

range of practices, ranging from administrators' and teachers' attitudes and

expectations, textbook messages, peer interactions, classroom dynamics, the

physical environment, etc.

Regarding teacher dynamics in schools, Stromquist (2007) explains that

teachers are influential role models for the students. They convey different

gender messages through classroom practices and interaction. Many teachers

express that they treat boys and girls equally and that their gender is irrelevant.

This view is called gender-blindness as it provides a false sense of objectivity

and non-existing justice which is different from the actual practices in schools

(Stromquist, 2007).

Teacher attitudes may reflect biases towards girls and boys which may be

deeper than obvious discrimination and might result in unconscious behaviours

that give more careful attention either to girls or boys. This kind of behaviour

may foster among the less favoured students a sense of alienation and hinder

personal, academic and professional development (Davis, 1993). In most

schools in Sudan it is observed that boys have more challenging interaction

with teachers, they dominate classroom activities, and receive more attention

than girls through critique, praise, constructive feedback and moral support

(Ahmed, 2006). Davis (1993) also notes that disapproved girls in the school are

those who do not conform to teachers' standards of "accepted" female

behaviours and expectations i.e. being quiet, respectful and submissive.

Classroom discipline is a salient practice that reflects teacher attitudes and

expectations through which socio-cultural and traditional values about men's

and women's roles are reinforced and mediated (Robinson, 1992). Some

teachers' expectations create inequalities in social interaction in the classroom

and some of the girls feel inferior due to unequal distribution of time and

attention which can result in the girls' low academic performance (Brenner,
40
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1998). Expectations lead to differences in opportunities for interaction in the

classrooms and also in children's opportunity to learn or to engage in cognitive

activities. For example, Anderson-Levitt, Bloch & Soumaré (1998) noted that

teachers in Guinea expect girls to handle the daily cleaning as this is regarded

as the responsibility of women to carry the domestic work even at the school,

e.g. sweeping classrooms, while boys engage in manual work such as trimming

grass and repairing broken things at school. This seems to suggest that teachers'

expectations of gender attitudes affect girls' interaction in the classroom and

within the school context. This research study seeks to understand the extent to

which girls' schooling is influenced by such gendered school environment in

Sudan.
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2.6.1.2 FORMAL CURRICULUM

The formal school curriculum includes textbooks that often promote deep

rooted gender norms and feminine social values for girls (Stromquist, 2007).

Schools and schooling have been identified as significant cultural sites in which

gender division of roles is put in place and exercised (Connell, 1993).

Academic curriculum and textbooks represent males and females in different

shapes and roles. In most cases girls' images are shown as obedient and

submissive individuals who are suitable for in-door life and caring jobs. Gender

segregation in the textbook images impacts on the selection of field of study for

boys and girls because each of them values the gender characteristics of jobs

that suit females or males (Jonsson, 1999). Girls prefer to "help others" and

"work with people" or to enter careers that better match their gender (Jonsson,

1999). Their perceived probability of success in those programmes or careers

influences the choice of their academic subjects or fields.

In the African context, girls are portrayed as peaceful and calm individuals in

the school curriculum. As a result, boys often take advantage of them by

yelling at them, calling them names, and writing annoying messages in their

books (Mirembe & Davies, 2001). Girls and boys often sit in separate parts of
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the classroom and play in separate groups at break times in order to keep to the

social expectations of both genders (Brenner, 1998). During class presentations

girls are often shy, obedient and quiet when compared to the confident, active

and assertive boys. For instance, the manifestation of girls in Sudanese school

textbooks portray them as family care takers and the jobs they carry are more

fitting for females rather than males (Ahmed, 2006). Thus in this study,

investigating girls' educational aspirations involves looking into the impact of

the school environment and processes on the girls' access and retention in

schools.

2.6.1.3 SCHOOL ENVIRONMENT

The school environment is ariother physical setting where gender identities are

constructed, negotiated, and nourished. Gender segregation in elementary

school is a significant component of childhood socialization and personality

development (Thome, 1993). Teachers use space arrangements that emphasize

gender separation. Although the decision on sitting arrangement is sometimes

left to their own discretion, students often choose to be separated by gender.

Further, Lloyd, Mensch & Clark, (2000) claim that school environments

discourage girls when boys are provided with more advice.

Some teachers believe that there are important academic subjects and topics

unsuitable for boys rather than girls such as reproductive health issues. Also,

many boys are not punished when they harass girls, and girls' experiences of

inequalities in treatment are not recognized by boys. These are the findings

drawn on a Kenyan study that focused on 552 students ages 12-19 in a mixed

school where more boys claimed that there was equal treatment of boys and

girls and that sexual harassment did not exist in the school (Stromquist, 2007).

This seems to indicate that boys and girls perceive gender inequality differently

as they do not get the same treatment in schools.
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Schools are often regarded as safe places for children. However, forms of

violence (as discussed above) that take place in schools make them unsafe

(Lloyd et al., 2000). The school socialization into masculinity and femininity

patterns results in different levels of violence among boys and girls. In this

case, gender seems to be a strong predictor of violence rather than ethnicity or

culture, and gender is manifested as a force in shaping individuals' identities

(Thome, 1993). Gender-based violence often results in girls' low self-esteem,

poor participation in learning activities and even sometimes dropping out of

school (Vally, 2003). Although a girl-friendly environment is advocated for by

several international organizations (UNICEF, 2008), in many governmental

schools in Sudan corporal punishment is exercised and bullying, physical

assaults or violence are often reported in schools (Save the Children Sweden,

2005). Not only does the physical violence in the Sudanese school environment

create non-conducive learning environments for girls, but the absence of basic

sanitary services is one of the challenges in girls' education (Muito, 2004).

2.6.1.4 PEER DYNAMICS

Peer interaction in the school constitutes an essential aspect in the gender

socialization process. Student constructions of identities take place not only in

relation to teachers and the formal curriculum, but also in accordance with

classmates, activities in the playground and through their engagement in

extracurricular activities. Peer interactions reinforce or contradict messages

about gender emerging from the school curriculum. Connell (1996) argues that

when boys talk to each other they constantly use sex-based language to

establish hierarchies and the widespread verbal harassment of girls by boys

comes through the collective construction of masculinity. Also, it is often

agreed that boys are more likely to exhibit physical aggression besides verbal

insults which are the most frequent unfavourable behaviour in same-sex

interactions, as well as in boy-girl interactions.

Often, peer networks are more supportive of traditional gender arrangements

than school personnel (Goetz & Grant, 1988 cited in Stromquist, 2007:24).

Girls often organize themselves in oppositional ways to boys as boys in the
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classroom tend to be loud and disruptive to control the classroom space. Thus,

within gendered social practices school safety seems to be an important factor

for retaining girls at school (Colclough et al., 2000).
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2.6.1.5 TEACHER TRAINING

The importance of teacher training and development in challenging negative

gender social norms that exist in the school is crucial. Martina (1993) claims

that in many African countries most of the women who work as teachers start at

a young age before they have the opportunity to develop an affirming

conception of gender. This is a challenge that makes them unable to handle

gender issues appropriately. This implies that teachers require training to

understand how gender interacts with other identity variables. Muito (2004)

argues that there has been little attention to the gender development of teachers

in African countries and still teachers hold the very traditional notions about

gender, together with misconceptions of gender and sex.

As discussed in 2.4 of this chapter, there are very few qualified teachers in

Sudan and many teachers start their jobs without an understanding of

educational psychology on how to deal with children. For example, most

primary school teachers in Southern Sudan are poorly trained as noted earlier

(UNICEF/OLS, 2002:4). In view of this situation, Davis (1993) and Connell

(1996) suggest that teachers need gender training in order to understand how

students feel and react to each other in the classroom. This will enable them to

convey a sense of respect and confidence to all students while reducing features

of violence and sexual harassment within the school. They could also be able to

inspire girls on their educational future. Such training sessions should adapt and

modify the given syllabuses to teach boys and girls how to re-evaluate gender

relations in the school and challenge traditional notions of masculinity and

femininity (Jackson, 2002; Warrington et al., 2000).

https://etd.uwc.ac.za/



4S

According to Alloway (1995) schools reinforce the ways that associate girls

with less socially prestigious levels of education and work that perpetuate

gender inequality. They strengthen inequitable access to public sources of

power and privilege boys in terms of future earning capacity and establishment

of positions of social power. Therefore, unless we understand and challenge the

existing inequalities in schools, we will not be able to overcome them. Thus it

is appropriate to investigate how gender inequalities manifest themselves

among IDP children in the two selected Sudanese schools described in Chapter

4.

2.7 POVERTY AND ACCESS TO EDUCATION

2.7.1 DEFINING POVERTY

The World Bank Report (2000) considers poverty as the lack of resources, bad

social relations, insecurity and vulnerability, low self-confidence, and

powerlessness in all life spheres. Income poverty can be distinguished from

health poverty, education poverty, and security poverty. In other words, poverty

is pronounced as deprivation of wellbeing which can be measured by an

individual's possession of income, health, nutrition, education, assets, housing,

and certain rights in a society such as freedom of speech. Also, poverty is

associated with a lack of opportunities, powerlessness, and vulnerability (World

Bank, 2000). This implies that poverty is a multidimensional phenomenon that

has various manifestations in a certain setting. It is associated with lack of

income and sufficient resources to ensure sustainable livelihoods and it leads to

hunger and malnutrition, ill health, limited or lack of access to education and

other basic services (World Bank, 2000). Poverty is characterized by increased

mortality due to illness, homelessness or inadequate housing and unsafe

environments. It leads to social discrimination and exclusion or lack of

participation in decision-making in various sectors of life e.g. civil, social and

cultural life (World Bank, 2000).
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Poverty is also defined by the United Nations as the lack of access to goods and

services that leaves children "unable to enjoy their rights, to reach their full

potential and to participate as full members of the society" (UNICEF, 2007:51).

Thus, poverty can be understood as a failure to achieve certain minimal or basic

capabilities, which enable one to satisfy certain essential functionings up to

certain minimal levels (Sen, 1993). Therefore, providing equal opportunities for

all social categories in education is considered as one of the poverty alleviation

strategies (Hassan, 2006). Poverty is also known to threaten the child's

development, school access, retention, achievement and other academic-related

behaviour. Smith et al. (1997) argue that family poverty decreases Intelligence

Quotient (IQ), verbal ability, and achievement scores of children of school-

going age. This implies that children with low socio-economic status tend to

perform lower academically than those from a higher socio-economic

background.

Poverty, ignorance and deteriorating health situations are generally considered

to be the main threats of human development worldwide. Poverty also plays a

significant role in explaining how gender differentiation occurs and how it is

legitimatized through division of labour and gender disparities in education and

women's oppression worldwide (UNESCO, 2004). In spite of the efforts

exerted to reduce poverty and inequality, poverty is still widespread in Sudan.

According to the National Baseline Household Survey (NBHS, 2009) 46.5% of

the population of Northern Sudan falls below the poverty line, with 26.5% of

the urban population and 57.6% of the rural population. Poverty levels are even

worse in Southern Sudan where 50.6% of the population lives below the

poverty line; with 24.4% of the urban population and 55.4% of the rural

population. The poverty line refers to the minimum cost of the poverty level of

utility (Ravallion, 1998) that includes two strategies to measure the poverty

line, namely the food energy intake method and the cost of basic needs. The

former amounts to a nutritionally based poverty line, while the latter entails

starting with food and adding non-food components, or starting with a list of

basic needs and costing them. To give more meanings to these two approaches,

the food energy intake is linked with satisfaction of the basic nutritional
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elements which the individual needs physically, while the other measurement

considers the clothing, shelter and other basic requirements for sustainable life.

The World Bank (2002) claims that providing equal access to education is a

human capital approach, which is considered as a core element in gender

equality development and economic growth. Educational disparities do not

negatively affect just girls only, but also their families and the societies in

which they live. Girls suffer because they miss out on opportunities to

socialize; acquire knowledge, and gain the skills and sense of autonomy needed

to improve their personal well-being and their roles in life. This implies that

poverty might influence the demand for schooling, not only because it affects

the inability of families to pay school fees· and other costs linked with

education, but also because it is associated with a high opportunity cost of

schooling for children. As children grow older, the opportunity cost of

education is even larger, hence increasing the pressure for children to work and

earn income for the household as opposed to spending time in education.

Education is viewed as one of the strategies of poverty alleviation. Each

additional year of schooling tends to increase an individual's earnings by more

than 15%, and education also improves women's health and gives them a

greater say in how their lives are conducted (David & Weston, 2003). Girls'

education is also regarded as a fundamental human right which is crucial for

sustainable human development (UNGEI, 2002:3). Hence, Sen (1999) claims

that education is a means of developing human capabilities which qualifies

individual to make choices and contributes in developing themselves and their

community. This implies that education may put an end to generational cycles

of poverty and diseases as it provides a foundation for sustainable development

in terms of producing qualified skilled citizens to participate in human

development. This is possible as education equips girls and boys with the

knowledge and skills necessary to adopt healthy lifestyles. Also, it could

protect them from HIV/AIDS and other sexually transmitted diseases as

schools educate children about the causes, symptoms and ways of preventing
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these diseases. Children are taught to take active roles in social, economic and

political decision-making as they move towards adolescence and adulthood.

However, poverty is largely linked to the high rate of girls' primary school

dropout (Hunt, 2008).
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Drop out is a process with more than one cause (Hunt, 2008). In the case of

Sudan, the socio-economic situation influences dropout rates as many parents

are unable to pay school fees and other costs linked to education. The high

costs of education often forces children to work instead of spending time in

education. Secondly, early marriage and long distance to schools, inadequate

facilities, overcrowded classrooms, teacher absenteeism and, children's safety,

particularly girls, are the common causes for school dropout (Colclough et aL,

2000).

Poverty in Sudan is largely influenced by structural factors that impact on the

modes of ownership, production and distribution of productive assets. The

declining forces of production in the country's agricultural, industrial and

service sectors have been a direct result of poor policy choices that left large

portions of the population in deep poverty (El-Batthani et aL, 1998). Poverty

conditions have been aggravated by the civil war, environmental deterioration

and the low development of human capital (Eltigani, 1995; El-Batthani et aL,

1998). Poverty plays a significant role in explaining how gender differentiation

occurs and how it is legitimatized through division of labour and gender

disparities in education and women's oppression worldwide (UNESCO, 2004).

2.7.2 IMPACT OF POVERTY ON EDUCATION

The tension and conflict between the governing parties of Northern Sudan and

Southern Sudan have contributed to high poverty levels in the country.

Concerning the right to education, the National Baseline Household Survey

(NBHS) (2009) highlights progress since 2004, particularly at the basic

education level. However, the need for commitment to address existing
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regional and gender-based disparities and quality issues is urgent. Illiteracy

rates are still high in comparison with other developing countries. For

example, for women they are around 62%, and 44% among men in rural areas.

These rates are a little lower for women and men who live in urban areas: 34%

for women and 21% for men. According to the NBHS (2009) women are more

acutely affected by poverty than men in Sudan.

Furthermore, education quality is still a concern. The government's allocations

for the development of education quality in Sudan are weak in that many

schools are under resourced. School human resources are under qualified, and

teacher training is not prioritized. In 1994 the responsibility for primary

education was allocated to the states and localities, and many schools had

-inadequate resources and were unable to cover maintenance costs. This new

decentralization form of education occurred in a context of severe deficiencies

in educational access and quality. To counter reductions in financial spending

by the federal government, user fees were introduced, together with

contributions from local councils (United Nations Development Assistance

Framework/UNDAF, 2002). Although primary education is supposed to be

free, informal levying of school fees occurs. Poor households cannot afford the

high direct and indirect cost of schooling, and therefore, they often do not send

their children to school or they withdraw them prematurely. Moreover, as

parents require their children's labour at home and outside the home, many

children are withheld from schooling. Children who do not attend school are

overwhelmingly from poor households and the majority of non-attendees are

girls, minority children, and children in remote rural areas (UNDAF, 2002).

Post-primary dropout rates are particularly high for IDP girls who are burdened

by domestic duties, childcare or agricultural responsibilities (ODI 2007).

Family poverty drives many IDP girls out of school and into early marriage,

prostitution and human trafficking.

Among the barriers to education that poor IDP children frequently face is the

lack of infrastructure. In situations of conflict-induced displacement, schools

are often destroyed or damaged and school premises (and teachers) are singled
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out for attack. In IDP areas and settlements, schools tend to operate in shifts

and only offer low quality primary education. Many of the schools established

by rDPs themselves lack blackboards and even roofs (Smith et aI., 1997). Also,

safety and threats of sexual violence on the way to school keep many IDP girls

at home, besides the loss of documents without which children often cannot be

enrolled in schools.

Looking into the quality of education and school outcomes, one has to consider

social class, race, poverty levels, ethnic group and age which are elements by

which people are often classified and categorized. Coleman (1966) points out

that the socio-economic status works as an important variable in children's

education. He stresses the effect of poverty on achieving education because

poverty deprives children of an opportunity to attend school as their families

cannot afford school fees. Furthermore, he claims that students' social class

background and community attitudes towards education may have an effect on

the child's schooling. For example, if the family and members of the same

social class do not care about education and only target jobs, then education

might not be of importance to the new generations. Also, Smith et al. (1997)

claim that community poverty and high rates of unemployment have harmful

effects on the child's schooling motivations and expectations through collective

socialization as community models. For example, the high rate of

unemployment provides models of joblessness as normative, the model that

reduces children's motivation for school achievement, particularly girls.

The impact of long-lasting armed violence and conflict is still felt on people's

social life and schooling in Sudan. Schools are frequently disrupted or closed,

with curfews and displacement of people all over the country. In such

situations, investment in schooling is not a priority and this may have long-term

poverty implications, not to mention the quality of education. In Sudan, the

most vulnerable groups of the population are poor rural communities and

displaced populations, and among those are children and the women, In

particular.
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The importance of educating girls is widely recognized, thus in this section I

attempted to shed light on the relationship between girls' education and

poverty. Studies conducted in various parts of the world claim that educating

girls is one of the most cost-effective ways of stimulating development and

combating poverty or economic growth (Tilak, 1989; World Bank, 2001, 1993;

Heward, 1999; Birdsall & Londono, 1998; Hill & King, 1993). Moreover,

Heward (1999) claims that female education is considered as a strong poverty

reduction strategy that ensures various long term revenues for future life. As

girls gain knowledge, they are more qualified for better life styles and health

conditions.

It is generally acknowledged that when girls go to school they tend to delay

. marriage, have fewer but healthier children, and contribute more to family

income and national productivity. In other words, educating girls offers a

higher rate of return than any other investment available (Summers, 1992).

Girls who have been to school are likely to do significantly better financially,

socially and can lead healthier lives. In Sudan, girls are regarded as the

backbone of the rural economy; they fetch water and firewood for their

households and care for younger siblings. Only the lucky ones go to school,

despite their great potential as leaders and contributors in community

transformation. Women and girls continue to bear the brunt of poverty.

Investing in them early on and giving them education could alter their lives and

could benefit their families and communities. Thus, in this study I examine

educational aspirations and socio-cultural factors among disadvantaged school

girls. This involves investigating the significance of education as an

empowering agent for IDP girls, and how they realize their potentials and the

benefits of education for self-actualization and development.
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2.8 EDUCATIONAL ASPIRATIONS AND EMPOWERMENT
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2.8.1 EDUCATIONAL ASPIRATIONS

Aspirations are strong desires to achieve something high or great. Young

people's aspirations guide what they learn in school, how they prepare for adult

life, and what they eventually do (Walberg, 1989). Also, aspirations reflect an

individual's ideas of their "possible selves," what they would like to become,

what they might become, and what they do not wish to become (Markus &

Nurius, 1986). Realizing aspirations requires the investment of time, energy,

and resources, both from the young person and from families and communities

(Sherwood, 1989). The extent to which communities mobilize such support

bears on the quality of life among students and adults.

There is a relationship between educational aspirations, expectations and

child's intellectual abilities and school experience (Duncan, Featherman &

Duncan, 1972; Hoelter, 1982; Moore & Johnson 1983; Teachman & Paasch,

1998). The child's own academic abilities are affected by his/her expectations

and aspirations as he/she aspires to further education and devotes hislher skills

and potentialities to gain knowledge. The child's educational aspirations and

expectations are influenced by the learning process in the school and class

environment that might shape hislher entire educational plans (Duncan,

Featherman, & Duncan, 1972). In addition, the role of parenting style at home

and the socio-economic background of the family on children's educational

expectations are crucial. Aspirations are regarded as the most crucial variable

associated with education which is affected by the home environment through

parents' encouragement or motivation for schooling. In this sense, expectations

are more realistic as they are influenced by the given context, while aspirations

are affected by social norms and traditions which could limit or deprive girls'

aspirations for further education.
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Lupton and Kintrea (2008) distinguish between aspirations and expectations.

According to them expectations refer to what individuals think will happen

based on their existing capabilities and school experience, while aspirations

refer to what they hope will happen (strong desires to attain something high or

great). This distinction demonstrates that aspirations are concerned with the

dynamic processes influencing young people's hopes, while expectations are

associated with given social contexts which might impact positively or

negatively on the educational process. Therefore, aspirations might be the

encouraging factor for girls to achieve further education for better job

opportunities and participation in decision making.

Educational aspirations are connected to "girl power". In other words,

empowerment of young girls is considered the pathway towards enlightenment

and decision-making within the family structure and in the community at large,

particularly among disadvantaged community girls who already suffer

oppression and inferiority (Badri, 2002). As a consequence, outside or external

support is crucial in shaping girls' aspirations, and it starts at home where

cultural capital is transferred into the school where it is practiced and developed

(Fuller, 2009).

Basit (1997) studied Asian Muslim adolescent girls in Britain and concluded

that girls' educational aspirations are linked to their experience of being

marginalized. Also, Egsmose' s (1981) research on rural Kenyan girls in basic

schooling states that girls' aspirations, although they are considered intrinsic

individual characteristics, they are subjected to the difficult type of life they

have and to the socio-cultural and economic factors. Toni, (1992) observed that

poverty and the educational level of parents influence children's educational

aspirations and schooling. Some researches show that students who come from

lower income communities have lower educational aspirations than those who

are more economically advantaged (Swell et al., 1980; Wang, 1993). Students

with educated parents are more likely to have higher education inspirational

plans than those with uneducated parents, as educated parents are able to
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motivate and encourage their children to take education seriously (Sewell et al.,

1980; Sewell & Hauser, 1980).

Parental expectations of their children have been shown to positively correlate

with children's academic performance, educational aspirations and motivation

for higher education (Beyer, 1995). This suggests that parental expectations

could impact either positively or negatively on children's educational plans as

high parental expectations are often associated with better academic

achievement. Conversely, children whose parents have low expectations are

likely to perform poorly. In the context of this study, therefore, the boys' and

girls' aspirations are determined by the family's expectations and socializations.
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Teachman and Paasch (1998) rely on the family as a micro-social environment

which provides support and motivation to children. They explain that when

girls are brought up in the family as wives and mothers they frame their

aspirations within those roles and they do not work hard to develop their

academic potentialities as those roles require little or no education. On the other

hand, boys are brought to be leaders in the public sphere, so they work for that

and develop higher educational aspirations and expectations (Teachman &

Paasch, 1998). Accordingly, the family environment and aspirations are

considered interrelated variables in school attainment. Therefore, this study

looks into parental views regarding girls' education and the extent to which

parents' views reflect expectations with regard to the educational aspirations,

achievement and self-esteem of their daughters.

According to Malbi and Reasoner (2000) self-esteem can be broadly defined as

the overall evaluation of oneself in either a positive or negative way. Self-

esteem indicates the extent to which an individual believes in himself or herself

to be competent and worthy of living. Simply put, self-esteem is essentially

one's feeling of self-competence and self-worth. In other words, it is one's

appreciation of one's own worth and importance and having the character to be

accountable for oneself and to act responsibly towards others. Thus, for the

purpose of this research the self-evaluative concepts and self-esteem of the girls
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are explored in order to find how they are linked to their educational aspirations

and expectations.

ss

2.8.2 WOMEN EMPOWERMENT

The concept of women empowerment emerges as a result of several important

critiques and debates established by the women's movement throughout the

world and particularly, by third world feminists (Batliwala, 1994). Gender

subordination and the social construction of gender are a priority in feminist

analysis and in education. Empowerment is a process of redistribution of power

between individuals, gender groups, classes, castes, races, ethnic groups or

nations. Empowerment means the transformation of structures of subordination,

through radical changes in law, property rights, control over women's labour

and bodies, and the institutions that reinforce and perpetuate male domination

(Batliwala, 1993:5). Thus the empowerment of women is now a global issue.

Although empowerment is usually associated with improving women's

conditions, it also refers to any disadvantaged groups of society that are

fighting to be brought to the same level of development as the rest of a nation.

Women's empowerment is defined by Longwe (1997) as:

The process by which women collectively come to recognize and
address the gender issues which stand in the way of their
advancement. In a patriarchal society, these gender issues are the
practices of gender discrimination which are entrenched In

custom, law and ideological belief (Longwe, 1997: 21).

Women's empowerment is a developmental strategy which involves women's

participation in community intervention programmes which are concerned with

social change. Empowerment might be broadly known as control over material

assets, intellectual resources, and ideologies (Batliwala, 1993). Material assets

include physical, human or financial access to money where intellectual

resources include knowledge, information and ideas. Control over ideologies

signifies the ability to generate, obtain, sustain and institutionalize specific sets

of beliefs, values, attitudes and behaviour to determine how people perceive

and function within a given socio-economic and political environment
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(Batliwala, 1993). Arnot (2004 cited in Raynor 2008:118) argues that in order

to utilize education to enhance empowerment, it should include inclusive,

participatory and democratic models of education, as well as pedagogy,

teaching and learning based on the identities of the learners. Since the 1990's

women have been recognized as key agents of sustainable development as

gender equality and empowerment are seen as central to a more holistic

approach towards establishing new patterns and processes of development that

are sustainable (Handya & Kassamb, 2004). The World Bank (2001) suggests

that empowerment of women should be a key aspect of all social development

programmes.

Kabeer (2002) defines empowerment as the development of people's abilities

and skills to make essential life decisions in a context where theses abilities and

opportunities were previously denied. For women, this suggests empowerment

in several areas: personal, social, economic, political and their capabilities. The

Capability Approach (CA) which is discussed at length in the next chapter

advocates people's capabilities when making normative evaluations, such as

those involved in poverty measurement, social justice issues, development

ethics and inequality analysis (Robeyns, 2005). Women need to be empowered

because they share common challenges as most of them are constrained by "the

norms, beliefs, customs and values through which societies differentiate

between them and men" (Kabeer, 2000:22). Oppression against women vary

culturally and over time; in some environments it might be revealed in

women's lower incomes in relation to men, in others it might be seen in the

relative survival rates of girl and boy children and by severe restrictions on

women's mobility. Virtually, everywhere oppression can be seen in domestic

violence, male dominated decisions in life as well as women's inferior and

limited access to assets of different types (Mosedale, 2005).

According to Mosedale (2005) empowering individuals involves four

fundamental aspects namely, (i) the status of the target individuals, (ii)

involvement of the target individualis, (iii) reflection, analysis and actions of

the involved groupis and (iv) empowerment as an on-going process. Firstly, to

be empowered people should have been disempowered in various ways such as
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women being disadvantaged by the way power relations shape and limit their

choices, opportunities and well-being. Secondly, empowerment cannot be

awarded through a third party but it can be facilitated through various practices

towards a targeted group such as women. Thirdly, empowerment should be

handled at an individual level rather than a collective as analysis and

assessment of empowerment process are crucial elements to measure it. Finally,

empowerment is not a goal itself but it is a continuous process depending on

the personal level of each person who undergoes it. Thus, if the primary

objective of feminism is to expose and challenge the social relations of power

embedded in all spheres of life, then an exploration of the issues attached to

female education is a vital aspect of such a project. Indeed, women's education

is now an established and flourishing dimension of development that leads to a

new consciousness, self-worth, social and gender analysis, and access to skills

and information. According to the women's empowerment approach, the target

groups themselves have to determine their priorities according to their needs

e.g. women's knowledge of their own bodies and abilities to control

reproduction are considered vital (Stromquist, 2007).

Women's empowerment and decision-making are largely constrained by

gender discrimination. Many studies around the world provide a descriptive

view and discuss existing inequalities through statistical indicators while

paying insufficient attention to the mechanisms and processes that create and

sustain them (Coleman, 1966; Chikovore 2004; Bray, Clarke & Stephens,

1986). For example, Stromquist (1988) argues that Deble and Isabelle (1980)

have discussed gender inequalities in education in a theoretical framework

rather than an explanatory perspective in which they failed to provide

justification of the existing inequalities. The problem of inequality is one of the

most pressing issues today. In order to examine gender inequality, one must

understand the factors that cause women to have more challenges in getting

benefits, rights, and social positions like their male counterparts and to discuss

means of empowering them as societies have been historically shaped by

males.
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Considering education as a cornerstone in empowenng women, I have

highlighted the global picture of women's empowerment in this section, while

providing knowledge about the situation in Sudan in order to reflect on how

education is viewed and valued as a means of empowering girls in

disadvantaged communities. Beasley (1992) documented that research on girls'

education in Sudan does not cover the different disadvantaged communities,

thus there is a shortage of literature on this aspect in the Sudanese society.

Also, Kane (1995) claims that little literature about girls' access and retention

for education in Africa as a third world continent is available. Therefore, data

scarcity in the field of disadvantaged girls' education in particular, has

promoted the need to investigate girls' views on education in disadvantaged

contexts (e.g. IDPs) to show the significance of girls' education in terms of

expectations and aspirations.

The above discussion shows that education is a basic human right and a means

of women's empowerment with three targets, namely gaining institutional

rights, political participation and reduction of the socio-cultural discriminations

against girls (Brighouse & Unterhalter 2002). For girls it is important to

acquire the institutional rights as equal members in the community by being in

schools and gaining equal types of formal education. Education seems to

reduce the socio-cultural discriminations that affect girls' schooling in basic

education. Therefore, education is a key to overcoming gender inequity by

promoting transformation of societies as girls' education empowers them for a

better quality oflife, as explained earlier.

In relation to this study, women's empowerment can be defined as a process

with some basic components namely rights, choices, opportunities, control and

social change. Basically, women's sense of self-worth is determined by the right

to have choices, to have access to opportunities and resources, to have the

power to control their own lives both within and outside the home, and their

ability to influence the direction of social change. As empowerment is an

outcome of some forms of transformation (from one life position to another)

through acquiring new skills and positions, quality education is important in

realizing empowerment. In other words, quality education equips all human
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beings with essential skills and competencies necessary for empowerment

(Freeman & Dodick, 1993). 'In line with the purpose and aims of this study, in

the next section I focus on education quality and its role in girls' or women

empowerment.

2.8.3 EDUCATION QUALITY AND SOCIO-CULTURAL
FACTORS

Abu-Saad and Champagne (2006) explain that quality education is considered

as a path to individual and national empowerment as it provides training,

humanistic understanding and a relative base of values and identity. They also

maintain that quality education in indigenous communities is related to family,

religious and moral teachings and political relations since it is a shared

responsibility within the community. According to their argument, identifying

the significance of education in women's lives may assist in understanding the

perceptions and articulation of empowerment in relation to the quality of

education they receive. In light of this argument, quality education ought to be

a collaborative relationship, a critical process, a contextualized experience, and

a theorizing opportunity for both teachers and students within the school

context. Therefore, I refer to an analysis of the quality of education in schools

in order to reflect on its impact on girls' educational aspirations and school

continuation.

According to UNESCO (2005) there is no one single definition ofthe quality of

education, but there are two principles or features that may be useful in

understanding quality in education, namely cognitive and emotional

development of children. The student's cognitive development is considered a

major objective in all systems of education, while education is regarded as a

crucial factor in the creative and emotional development of children through

which they build their power. The quality of education, therefore, may impact

on girls' perceptions and views about themselves, and it may also determine the

quality and the quantity of learned knowledge which can impact on their

retention and continuity in education (UNESCO, 2005).
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Parents' decision to send their children to school depends on the judgments they

make about the quality of teaching and learning provided. That is, if attending

school is worth the time and cost for their children and for themselves, it is

associated with quality (Drêze & Sen, 2002). The Global Monitoring Report

(UNESCO, 2005) has adopted a framework that determines five influential

quality dimensions to be assessed, namely the different types of students, the

school environment and context, materials, curriculum and human resources,

the teaching and learning process and the outcomes and benefits of education.

In this study, the focus is on girls and the extent to which their aspirations relate

to the quality framework.

The UNESCO (2005) basic dimensions of quality education include learners

who are healthy, well-nourished and ready to participate and learn, and who are

supported in learning by their families and communities. Environments that are

healthy, safe and gender-sensitive, with adequate resources and facilities are

likely to provide teaching and learning of good quality. The curriculum content

and materials should be relevant and enhance the acquisition of basic skills,

especially in the areas of literacy, numeracy and life skills, together with

knowledge in areas such as gender, health, nutrition, HIV/AIDS prevention and

peace building. The teaching-learning process should be supported and well-

managed through teacher development programmes that facilitate learning and

reduce disparities in the classroom. The learning outcomes which contain

knowledge, skills and attitudes should be linked to national goals for education

and positive participation in society and development.

The quality of education has an influence on students' retention and their future

lives. Reyhner (1992) attributes school dropout to school related quality factors

such as uncaring teachers, passive teaching methods, inappropriate curriculum

and poor conditions. In addition, Ramirez and Carpenter (2008) explain the

causes of school dropouts into four categories: (i) home-based, (ii) society or

community-based, (iii) school-based and (iv) student-based causes. In their

study on school dropouts, they concluded that homes with single parents; poor

60

https://etd.uwc.ac.za/



home environments; homes with many siblings, homes with a history of

dropouts; home environments where substance abuse and physical violence are

rife and exposure to a wider culture of pupils who drop out from schools are

likely to influence children to drop out of school.

Student based factors are often linked to students who experience low academic

performance which impacts negatively on their self-esteem and trust to

continue with education. A study conducted by a team of researchers at the

Division of Family Health/GTZ Support Unit in a Kenyan school, revealed that

girls with poor academic performance were significantly more likely to become

pregnant than the good academic performers (Grant & Hallman, 2006). The

researchers speculated that the high incidence of grade repetition among low

.achievers may be partially responsible for lengthening the period in which girls

remain in school, and are at risk of becoming pregnant (Division of Family

Health/GTZ Support Unit, 1988). Girls' low expectations of advancing in

education, besides the difficulty to continue with schooling, influence girls'

decision to begin childbearing and to drop out. Thus dropout rates are also

linked to teenage pregnancy which is regarded as an international crisis that

affects the socio-economic welfare of countries, societies and families at large

(Rumberger & Lim, 2008). By implication, more girls drop out of school than

boys due to pregnancy as one of the main reasons. Fergusson and Woodward

(2000) presume that the impact of teenage pregnancy on girls' educational

achievement and retention emerged from the timing of the pregnancy and the

manner in which the young woman and her family respond to the pregnancy.

The system of educational provision at the community level generates

conditions that can ultimately have an impact on the likelihood of children

dropping out from school. Thus both demand and supply driven factors

embedded in cultural and contextual realities impact on the process of dropping

out from school.

Early marriage is one of the factors which influence high school dropout rates.

According to UNIFP A (2006) early marriage is "any marriage carried out

below the age of 18 years, before the girl is physically, physiologically, and
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psychologically ready to shoulder the responsibilities of marriage and

childbearing." Child marriage, on the other hand, involves either one or both

spouses being children and may take place with or without formal registration,

and under civil, religious or customary laws. Early marriage is also known as a

social belief that is practiced due to various factors including among others, the

search for economic survival, protection of young girls, peer group and family

pressure, controlling female behaviour and sexuality, wars and civil conflicts

and socio-cultural and religious values. It is a barrier to girl's education as

young girls drop out from school to get married.

Early marriage practice does not support the objectives of the MDGs such as

the promotion of basic education, fight against poverty, the prevention of

HIV/AIDS and reduction of maternal mortality rate and development (UNICEF

2001; Mathur & Malhotra, 2003). Most early marriages are arranged and based

on the consent of parents and often fail to ensure the best interests of the girl

child (Otoo-Oyortey & Pobi, 2003). Therefore, early marriages may include

some sort of force exerted on young girls.
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To study girls' educational aspirations and the effect of education on

empowerment it is necessary to consider the type and quality of education they

receive. Thus, the quality dimensions in education are discussed when

questioning the schooling environment for these young girls. Since one of the

objectives of this study is to explore education as an empowering factor for

women's development, the concept of empowerment through education is

important. Thus, quality is discussed here to view and understand girls'

perceptions on education as a developmental or empowerment goal and poverty

alleviator (Crossley & Watson, 2003). Accordingly, the focus should not be on

how many girls we can get into schools, with schools sometimes of

questionable quality, and with children sometimes learning questionable values.

Rather, from gender equality perspective, the question should be how quality

education can keep girls in schools and how this leads to the empowerment of

women and girls (Raynor, 2008). The role of education in the empowerment of

women and girls is analysed and discussed in Chapter 6.
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2.9SUMMARY

In this chapter a global perspective on girls' education has been presented in

order to highlight the importance of girls' education and how it is handled

universally. Also, a historical view on girls' education in Sudan was discussed

with the challenges that girls encounter in the educational sector. This chapter

also discussed gender discourses in relation to girls' educational aspirations and

expectations within an empowerment framework.

The discussion shows that girls' education is among the best possible

investments in developing countries. However, educational aspirations in

disadvantaged communities are influenced by the schooling process and many

socio-cultural factors which perpetuate women's oppression and continue

gender disparities. Moreover, educational aspirations are regarded as crucial

factors which contribute to children's educational and academic achievements.

Aspirations and expectations play an important role in explaining group

differences in academic performance among children. Consequently, girls'

continuation in school could be enhanced or hindered by educational

aspirations and future educational expectations. The family is an important

contributing factor that shapes children's educational aspirations through

socialization within the upbringing processes that impact on their educational

plans. This chapter elaborated on some factors and gender discourses which

might interfere with girls' educational plans and how they view themselves

through education. The following chapter discusses the theoretical framework

that supports gender equality and girls' educational aspirations.
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CHAPTER THREE: LITERATURE REVIEW AND
THEORETICAL FRAMEWORK

3.1 INTRODUCTION

64

In this chapter I discuss the theories that support the discussion on gender

discourses in the previous chapter, and also inform the data analysis and

discussion of the findings in Chapter 6. I have premised my discussion within

Gender and Feminist theories in order to gain even a deeper insight into gender

discourses and girls' educational aspirations in schools among Internally

Displaced People (IDP) communities in Sudan. The Feminist theories discussed

in this chapter are useful in understanding gender inequality in education and

.the role of education in the life of young girls in disadvantaged communities.

They also enable us to understand the relationship between education and

women's empowerment. These theories are explored in relation to the

Capability Approach which sheds light on how girls perceive themselves and

their capabilities, despite the poor socio-economic environments in which they

are socialized. As a point of departure, I discuss the Capability Approach to

illustrate how young girls value education as a capability for their freedom and

empowerment.

3.2 THE CAPABILITY APPROACH

The Capability Approach is a wide normative framework for the evaluation and

assessment of individual well-being and social arrangements, the structure of

policies and proposals about social change in society. It is used in a wide range

of fields, most prominently in development thinking, welfare economics, social

policy and political philosophy (Nussbaum, 2000). Also, it is employed to

evaluate several aspects of people's well-being such as inequality, poverty, the

well-being of an individual or the average well-being of the members of certain

groups such as people in disadvantaged communities. For the purpose of this

research, it is employed to provide an overview on how education as a

capability assists other functions in the lives of disadvantaged girls in Sudan.
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The Capability Approach foregrounds two core normative claims, namely

functionings or freedoms and capabilities as outcomes. Firstly, achieving well-

being as a primary moral importance can only be promoted through freedom.

Secondly, the freedom for achieving well-being should be considered in terms

of human capabilities which are the real opportunities to do and be what

individuals have reasons to value (Nussbaum, 2000). In this case, education is

the capability that involves the schooling functioning as a freedom that

produces the value of learning.

Among the capabilities, two practical reasons and affiliation
stand out as of special importance, since they both organise and
suffuse all the others, making their pursuit truly human. To use
one's sense in a way not infused by the characteristically human
use of thought and planning is to use them in an incompletely
human manner. To plan for one's own life without being able to
do so in complex forms of discourse, concern and reciprocity
with other human beings is again to behave in an incompletely
human way. To take just one example, work, to be a truly human
mode of functioning, must involve the availability of both
practical reason and affiliation. It must involve being able to
behave as a thinking being, not just a cog in a machine, and it
must be capable of being done with and towards others in a way
that involves mutual recognition of humanity (Nussbaum,
2000:82)

In view of the above quote, what matters to girls is what they are able to

achieve as a result of education. For example, reasoning is manifested in

various things girls may value doing when they are adequately nourished and

knowledgeable to reach sophisticated levels of being able to take part in the life

of the community and decision-making. Girls' freedom for the choice of

education and continuity is part of their affiliation to a certain developed and

empowered targeted group. Therefore, the practice of freedom through

education and its benefits is regarded as a human behaviour that shows personal

thinking and functionality (Nussbaum, 2000).

____ - ----------------------------_ - -- -
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One of the most prominent characteristics of human behaviour is the quality of

change and transformation. This occurs as one acquires new skills and

knowledge and adopts better functions and affiliations in life, rather than the

culturally stereotyped patterns. This implies that through education there

should be a change in human behaviour or in capabilities (Nussbaum, 2000).

Thus, human development aims at enabling people to be change agents in their

own lives and in their surrounding environments. In development activities

"the people have to be seen... as being actively involved - given the

opportunity in shaping their own destiny, and not just as passive recipients of

the fruit of cunning development programs" (Sen, 1999:53). This implies that

the actual involvement and participation in different life activities is crucial,

and giving individuals more freedom and choices enhances their capabilities to

develop themselves as well as the society around them.

Sen (1999) identifies capabilities as a group of alternative collection of

functionings which are feasible for an individual to achieve. They are the solid

freedom through which a person leads the kind of life he/she has reason to

value. According to Sen (1999) capabilities playa crucial or important role in

making normative evaluations about equality and well-being. Sen (1999)

argues that growth as an indicator of quality of life does not help much to

understand the challenges against equity for all. Instead, capabilities offer a

richer set of objectives for the development of full human dignity in societies.

By this, Sen (1999) promotes what people are actually able to be and do, rather

than how much income or other primary social positions they have (Rawls,

1971).

Robeyns (2006) explains that capabilities are the different functionings that an

individual could attain. Functionings refer to the foundational components of

"living, doing and being" (Robeyns, 2006). They are associated with being

healthy, educated, occupying a job, being within a fostering family, and having

good social relationships and a sense of belonging. In other words, functionings

are the outcomes or achievements, whereas capabilities are the real

opportunities to achieve valuable states of being and doing. In this research,
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education is regarded a capability, while the choice of being educated or going

to school is understood as a functioning. In other words, girls' educational

aspirations are functionings that could be attained through education, which is a

capability.

In addition, the notion of capability, "is essentially one of freedom - the range

of options a person has in deciding what kind of life to lead" (Dreze & Sen,

1995: 11; Sen, 1992:48), so that "acting freely and being able to choose are

directly conducive to well-being" (Sen, 1992:51). Sen (1992) distinguishes

between two key concepts in the Capability Approach: agency freedom and

well-being freedom. Agency freedom reflects achievements that the individual

values as important to his/her life. Agency is defined as the individual's ability

to act and bring some change to hislher life, whereby those changes are

determined and valued on the basis of hislher values and objectives, regardless

of whether they are judged in terms of other external criteria or not (Sen, 1999).

The wellbeing freedom, on the other hand, is a person's freedom to achieve

those things which are part of one's well-being. In the context of this study, the

girls' own educational aspirations and plans to achieve in life can be

understood in terms of both agency and well-being freedom. Through access to

quality education, girls could be able to attain agency freedom, i.e. they are

capable to bring some change to their lives that could take them out of poverty.

They can also gain freedom and be able to challenge certain barriers and

stereotypes that prevent their social mobility. Hence this study attempts to

understand the educational aspirations of IDP girls and the extent to which their

aspirations reflect the two notions of Capability freedom i.e. agency and

wellbeing. In chapter 6 the discussion pays attention to these capability issues

in analysing and interpreting data collected from the IDP girls.

Nussbaum (2000) suggests that if the community targets adult future

capabilities and functionings, it must consider the child's capabilities and

functionings during childhood in order to produce a mature capable adult. In

other words, adult capabilities are associated with childhood experiences (Sen,

1999). Thus, Saito (2003 :26) states, "when dealing with children, it is the
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freedom they will have in the future rather than the present that should be

considered". If a child is oppressed, denied or restricted access to benefits of

education, for example, this will in return reduce hislher opportunities in adult

life and restrict future individual freedom and agency. As education begins in

childhood or at home, the effects of socialization shape the child's present and

future well-being (Saito, 2003). In this research, freedom is associated with

girls' choices to improve or develop their well-being through education. The

influence of socio-cultural factors on the girls' educational aspirations is also

considered.

3.2.1 EDUCATION AS A CAPABILITY

.The capability perspective values education and literacy as entities with

instrumental and intrinsic value (Saito, 2003; Unterhalter, 2003). Education and

literacy are considered as a means of paving the way in the life of young people

"so that they have more freedom to live the kind of life which, upon reflection,

they have reason to value" (Robeyns, 2005:3). A Capability Approach to

education and literacy is thus concerned with evaluating processes of learning

and acquisition as they are embedded in broader social, cultural, economic and

political arrangements. It takes into account individual aspirations rather than

enforcing social standards. The basic idea of capabilities that matters most to

people is their structural and individual ability to achieve 'functionings' or what

an individual person has accomplished and realized at any given time.

With regard to women's empowerment, the Capability Approach assesses

whether the woman or the girl is free to achieve functionings, given the

personal material and social resources available to her. Thus capabilities are

considered equally important because they allow personal (education,

competencies, literacy, etc.) and societal characteristics that influence the

construction and achievement of the various functions. Therefore, individual

capabilities have control over the personal desires and wills, but the social and

cultural position of the individual determines one's desires and choices

(Bourdieu & Passeron, 1977). This implies that one's aspirations are influenced

by the socio-cultural context in which one is socialized. Thus, Sen (1999)
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introduces the idea of "adaptive preferences" which refers to individuals

adapting themselves to deprivations or inequalities according to a certain socio-

cultural situation. For instance, the child may accept what is decided for

him/her and act according to the dominant surrounding environments. In the

context of this study, the "adaptive preference" may be an obstacle to girls'

education because girls might adapt themselves and their educational

aspirations according to unfavourable socio-cultural conditions, given that

people's desires and preferences often respond to their beliefs about societal

norms and opportunities. As a result, people often change their desires and

aspirations to go with opportunities available for them (Nussbaum, 1999).

Education as a capability aims at producing well-nourished individuals who are

in good health to prevent premature mortality and to be able to participate in

social interactions with pride (Sen, 1999; Unterhalter, 2003b). Sen (1992) in his

analysis of development and poverty promotes the importance of education, the

quality of life and the creation and development of human capabilities. Being

literate, knowledgeable and having access to education provides better

opportunities to flourish. Thus education is regarded as a valuable capability

(Robeyns 2005; Unterhalter 2003).

The UNESCO (2002) report on "Education for All", claims that educational

policies could be successful if they could enhance and consider people's

capabilities because formal education shapes the lives of learners. It is believed

that educational experiences and practices which are built over time shape the

type of a woman or girl one wants to be, and what one believes is able to do.

However, Kabeer (2003) argues that education is not just for gaining jobs.

Education is associated with access to new knowledge, information and ideas

as well as the capacity to use them effectively. Education has an instrumental

and social role for people's lives because it contributes to the development of

knowledge and skills, such as critical thinking that sustain communication and

social dialogue (Sen, 2000). These are enhancements of the capabilities that

individuals bring to their goals in many areas of life, besides the job

requirements. Knowledge, skills and critical thinking show the correlation

between women's education and various human development outcomes

https://etd.uwc.ac.za/



because education, as one of the basic capabilities, plays several roles in the

lives of the girl children and women.

Concerning the intrinsic value of the Capability Approach, education is

regarded as an essential tool to empower the learner with knowledge. For

example, some people find the study of foreign languages interesting even

when they are unlikely to use these languages; they like learning about life in

general and enjoy arts and literature. The instrumental dimension of education

involves being educated to gain certain material rewards in life. This indicates

that the attainment of capabilities can be classified as either personal or

collective and economic or non-economic achievements (Robeyns, 2006). The

instrumental, personal and economic roles of education are associated with a

job, and to be in demand in the labour market on the basis of one's

qualifications or knowledge. The instrumental aspect of education is crucial

with respect to people's standard of living as people develop strategies to

protect themselves and their families against poverty and starvation. Also, the

instrumental economic role could take the collective dimension when it comes

to literacy levels of the population. For example, the market of books, papers

and technologies will be more limited for an illiterate society and the standard

ofliving will be lower compared to an educated community (Robeyns, 2006).

The personal non-economic dimension is associated with exposure to a number

of resources e.g. having access to information i.e. being able to read

newspapers or a medical instruction leaflet, being knowledgeable about issues

of reproductive health for women and self-medication, being able to speak

foreign languages, being able to use the computer and communicate with

people worldwide through the internet, etc. (Robeyns, 2006). With regard to the

collective level of the non-economic instrumental roles of education,

youngsters recognize that people of different views and backgrounds could live

together and contribute to the development of that particular society. For

example, women could learn their own religious teachings without oppressive

interpretations from the hierarchal gender power practitioners and become

aware of their rights. If women are fully aware of their rights collectively, they
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can be able to fight against the oppression and overcome the challenges

(Robeyns,2006).

Research in education needs to look further than resources and opportunities

available to individuals, and make deeper interpersonal comparisons in the

space of capabilities (Unterhalter, 2003). In other words, research needs to look

at the personal freedom people have in order to formulate capabilities to value

"doings and beings". In this study, I view education as a capability in the life of

young disadvantaged girls in Sudan and the extent to which their access to

schooling enables them to attain and utilize freedom to go for schooling and

continue with it, and how they utilize resources and freedom for better lives.

Therefore, I believe that investigating and analysing the contribution of

education in the lives of girls in disadvantaged communities of Sudan could be

better explained and understood within the Capability theoretical framework,

given its intrinsic and instrumental aspects (Dreze & Sen, 2002; Unterhalter,

2003b) that can be associated with the girls' motivation to be educated, as well

as how their socialization impacts on their access and retention in education.

The Capability Approach promotes the importance of the surrounding

environment such as family and parents' treatment to evaluate the capability of

education and its functions in order to confront barriers to one's future

aspirations (Unterhalter, 2003). Such barriers usually happen when women or

girls articulate capabilities by merely reflecting on what is expected of them.

For example, some women do not value education for themselves or their

daughters because they believe that it is appropriate for women not to be well

educated as they have to get ready for their future roles as mothers and wives

(Unterhalter, 2003). In this study, the Capability Approach is also employed to

analyse and understand the parents' and/or the guardians' views on educating

their girls and the implications of their views for girls' educational aspirations.

It is often assumed that boys and girls have the same freedom to access

education but girls' education is still under-valued by parents and the wider

community in certain parts of the world, particularly among poor rural

communities in Sudan which prefer girls' marriage over education. This
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indicates that social norms and opportunities can expand or diminish one's

agency, even where public resources are equally distributed (Walker &

Unterhalter, 2007). Inequality obviously exists when people have different

capability sets (Alkire & Deneulin, 2009). In other words, as agency is an

important element of the Capability Approach, individual functionings are

influenced by one's relative advantages or disadvantages in society. Girls'

opportunities, for example, might be raised or limited by the choices and

actions they take or by other factors such as the quality of teaching, peers'

interactive relationships or the policy that enhance their learning. Consequently,

Walker and Unterhalter (2007) justify Sen's (1999) integration of the personal

and the macro-social agency roles in providing and sustaining intrapersonal and

interpersonal freedoms. In relation to the above, the Capability Approach

explains how the socio-cultural norms and values come into play and influence

the girls' preferences, ambitions and aspirations, as Nussbaum (2000) argues

that the individuals' subjective preferences and choices are not only

individually created, but are also shaped and modified by the society.

In real life situations, the Capability Approach recommends that the constructed

social norms and cultural values should be re-evaluated and changed because

people are equipped with different capability sets determined by their economic

and socio-cultural backgrounds (Sen, 2009). Moreover, Walker and Unterhalter

(2007) and Nussbaum (2000) claim that unequal social, cultural and political

circumstances and human rights lead to unequal opportunities, and they affect

an individual's mode of thinking, desires, aspirations and beliefs in life. Their

influence is so strong that it often leads disadvantaged people to accept and

intemalise their situation and subordinate status. Thus, the Capability

Approach is more than a proposal to focus on people's capabilities, but it is also

a project that sustains critical engagement with all socio-cultural factors that

shape and influence people's preferences, expectations and perceptions, as well

as choices that are made from the freedoms they practise in different contexts

(Sen, 2009).
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As this study looks into girls in disadvantaged communities In order to

understand their educational aspirations, the Capability Approach comes under

the umbrella of freedom and rights of women in development and

empowerment which is advocated through feminists' work. Unterhalter (2005)

connects this relationship to the positional value of education as she claims that

through education women may alter their status from being disempowered

inferior partners, to being empowered decisive partners who participate in

decision-making within the family and community. As women's status in the

human development approach goes beyond the lack of income to deprivation in

capabilities such as lack of education, the Capability Approach emphasizes

women's development by sending girls to schools. Such an understanding is

linked to aspects of liberal feminism which seek to overcome the barriers to

education and realizing the social benefits of girls' access to education (King &

Hill, 1993). In the following section my discussion focuses on feminist theories

in order to understand the challenges to women's education and empowerment,

and how the different perspectives that seek to address women's oppression are

understood in different contexts.
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3.3 FEMINISM AND EDUCATION

Feminism is an awareness of patriarchal control, exploitation and
oppression at the material and ideological levels of women's
labour, fertility and sexuality, in the family, at the place of work
and in society in general, and conscious action by women and
men to transform the present situation (Bhasin & Khan, 1999: 3).

This quote implies that feminism is a movement to achieve equality, dignity,

rights and freedom for women to control their lives and bodies at home and in

society at large. As a cross-cutting concept, feminism has different political and

social positions, and therefore, addresses various issues such as equal legal

rights, right to education, access to economic resources, right to participate in

decision-making, control of property rights and abolition of domestic violence.
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There are different feminism perspectives with regard to gender inequality. All

feminism discussions on gender inequality share a common ground which is

based on the unfair and oppressed treatment of women in various societies, and

how political regimes interfere to create more obstacles over women to gaining

full rights (Measor & Sikes, 1992). This study looks at how education is

perceived by women in disadvantaged environments where they lack voice. It

reviews the contemporary feminist theories in order to understand the effects of

gender disparities on girls' education.
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Feminism is defined by Sprows (2009) as a movement targeting certain

objectives from three perspectives: (i) men and women as inherently of equal

aptitude and value that must be respected, (ii) the biological differences

between females and males and the social roles attached to each of them, and

(iii) injustice based on gender which is intertwined with other forms of

oppression such as class or race categorization. Feminism represents a holistic

approach that is concerned with the nature of women's universal oppression

and subordination by men in which they have to stand for their political,

economic and social rights (Jary & Jary, 2000; Stearman, 1988; Fohtung,

2008).

Feminism is a multi-faceted concept based on three basic contemporary

perspectives of thought, namely the radical, social and liberal feminism

(Measor & Sikes, 1992). These different feminist perspectives share a common

view of how gender works and how women are unfairly treated in societies.

They suggest appropriate programmes to accommodate political and social

changes in order to develop women's position and rights. In the following

sections, I discuss the three feminist views: firstly, the causes of women

oppression in relation to patriarchal systems; secondly, how oppression could

be addressed and finally, the ultimate goal of the change according to the needs

of each community (Measor & Sikes, 1992). In addition, the new school of

thought, namely the post-modernism feminism is discussed in 3.3.6. The new

approach shares some perspectives of existing social theories, but differs in
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terms of some orientations and ideological views (Stromquist, 1990:146) as

discussed in 3.3.6.

As feminists use the concept of patriarchy to describe power relationships

within the family, and use terms such as male dominance to discuss the gender

relations that are represented within the family, there is a prevailing assumption

that the concept of patriarchy is compatible with feminism. Patriarchy is a

reflection of deeper expectations of formal male dominance in a wide range of

social relationships existing in different communities. Most schools of

feminism challenge patriarchy as a social system that is adopted uncritically,

due to societal experience whereby male physical power is the ultimate way of

settling social rules. This study handles patriarchy as an existing social system

'in the Sudanese community and it highlights its effects on gender education as

schooling is considered the best accessible mechanism to achieve social

change. In the next section, my discussion focuses on the different feminist

perspectives, namely, liberal, social and radical feminism in order to illustrate

how they shape people's understanding of human rights and gender inequality.

3.3.1 LIBERAL FEMINISM

The liberal school of feminism is based upon the liberalism political philosophy

that targets individual humanity, rights and rationality (Measor & Sikes, 1992).

The liberal feminists aim at liberty, equality and fairness for all people,

including women's rights. They believe that all forms of legal or social

oppression that hinder an individual's talent or development that are based on

race, class or gender should be diminished. Also, they promote individual

potentialities and skills as the only criteria to gain opportunities and

participation in life.
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Liberal feminism believes that stereotyping and discrimination have created a

situation where women have less chance of education, fewer career

opportunities, and a lower position or status in society. It argues for better

allocation of resources so that women can obtain a fair share of educational

opportunities. Therefore, this view of feminism does not aspire to change

society; rather it aims at improving the situation within the present existing

system, i.e. the western industrialized society which is characterised by

exploitation and inequality.
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Liberal feminists consider school or education as a positive means to develop

the individual's potential and to gain equal rights within the existing system.

Education is considered as an essential component in developing the

individual's potentialities in liberal feminism i.e. education is perceived as a

crucial element for the liberation of women. It is regarded as a means of

alleviating ignorance and discrimination through knowledge in order to gain

self-fulfilment and develop talents and skills. Thus, liberal feminists encourage

the provision of educational opportunities for girls, while recent liberal

feminists target the establishment of a legal pattern that grants equal

opportunity and access to education (Wollstonecraft, 1995; Mill, 1984; Measor

& Sikes, 1992). In other words, liberal feminism maintains that equal

opportunity is possible within existing educational systems. It focuses on sex

stereotyping and bias, particularly within curricular materials and school

environment. This perspective, however, is criticized for maintaining a narrow

focus because it fails to identify the social and economic situations that

manipulate the schooling processes. The emphasis is on formal legal rights and

equal opportunities and it fails to tackle poverty and economic oppression that

prevent women's rights in participation and decision making (Stromquist,

1990). Liberal feminism is also criticized that it concentrates on individual

rights rather than the community as a whole, and the individualistic pattern

which is at the core of liberalism is a patriarchal form of behaviour (Measor &

Sikes, 1992). Black feminists perceive liberal feminism as a white class

movement that employs self-improvement programmes for women in order to
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get higher ranked jobs just as men, while neglecting women from poor classes

and disadvantageous communities (Lazreg, 2005; Nnameka, 2005).
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The liberal feminism discourse is of relevance to this study as it promotes the

importance of education for girls as a means of empowerment. The competing

discourses on liberal feminism are crucial in gaining an insight into the

experience of girls in disadvantaged communities like the IDP areas, where

education is affected by socio-cultural norms and values. Liberal Feminism has

framed its discussion of gender equality in terms of granting girls and women

greater access to formal education. However, the discourse limits the discussion

of gender justice to the policies of inclusion, without really engaging with or

problematizing the dominant constructs of socialization and gender identity

'formulation within the family (Squires, 2000). So one of the objectives of this

research is to conduct an analysis of how dominant socio-cultural factors and

socialization affect girls' aspirations in education, and how girls view the

significance of education in their lives. In the following section I discuss

Socialist feminism and its principles, and how it relates to the other feminist

views discussed in this chapter.

3.3.2 SOCIALIST FEMINISM

Socialist feminism is informed by Marxism principles which are based on

inequalities resulting from the economic and socio-political structures

(Stromquist, 1990). These principles refer to capitalism which encompasses

forms of exploitation and inequality. Marxism was found in the nineteenth

century by Karl Marx, and he based his theory upon his own experience within

the industrial revolution (Measor & Sikes, 1992). Marx claimed that women's

oppression among the westernised nations is a result of the injustice of

capitalism which is based on exploitation. Marxism viewed the family structure

as the main cause of subordination upon western women as a result of the mode

of production. Socialist feminists consider legal rights acquisition and equality

of opportunity as key factors of the failure in solving the economic and poverty

problems which prohibit women in gaining their rights (Measor & Sikes, 1992).
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Furthermore, social feminists claim that schools play an essential role in

gaining the consent of girls to their subordinate status and their place in the

domestic sphere. They are also involved in winning the consent of boys to a

division of masculinity which makes them primarily responsible for the

economic support of the family survival (Measor & Sikes, 1992; Arnot, 1984

cited in Stromquist, 1990:143). In addition, MacDonald (1980) labels the

school as an institution that teaches and marks gender division of sexual roles

and stresses femininity and masculinity to serve the interests and the benefits of

the state. By implication, schooling perpetuates gender inequalities

(Jayaweera, 1987; Acker, 1987; Stromquist, 1990).

Nevertheless, gender inequalities in education, according to socialist feminists,

are influenced by the state policy and the contradicting economic interests

(Yates, 1986; Weiner, 1986 in Stromquist, 1990 148). Some writers such as

David (1990 in Stromquist, 1990:149) are concerned about the state which

promotes the socialization of gender role division in families as the basic

source of education where sex roles and division of labour are encouraged.

Moreover, according to Stromquist, (1990) gender inequalities in education are

attributed to various factors such as the double role that women play in the

community, namely the reproductive role and the cheap labour force which

requires little or no education. The low- paying jobs taken on by women also

contribute to their understanding of the importance of education in changing

their situation and participating in social mobility; the situation that complies

with the objectives of the economic and the political interests of the state

(Measor & Sikes, 1992).

The strength of Socialist Feminism is that it incorporates other factors of

inequality, such as social class, power relations, and unpaid domestic labour

which contribute to women's subordination (Acker, 1987; Brah & Deen, 1986).

Social feminism considers the socio-economic conditions as the source of

patriarchal structures of power which impact on the community and school life.

It puts emphasis on what happens in the school environment where individuals

are described in terms of gender, class and race. However, it fails to provide

enough space for the patriarchal system as a powerful factor affecting women's
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oppression. As Socialist Feminism is of macro-sociological nature, it is

criticized on its research methods as it bases the empirical data on schools,

which represent a micro-sociological level instead of the whole society (Acker,

1987).
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In light of Social Feminist views, Wadesango, Rembe and Chabaya (2011) look

critically at the role of schools in perpetuating gender inequalities in some

schools in South Africa. Although these authors are not explicitly mentioning

Social Feminism, but they mention some social issues such as the role of the

school in perpetuating gender division of roles and stressing femininity and

masculinity to enhance the traditional gender inequalities. They come to

realize that, although the South African Department of Education provides boys

and girls with equal access to the school system, their experiences differ in

terms of how the curriculum is delivered and with regard to other aspects

pertaining to the school environment. The study reveals that teachers continue

to maintain male and female traditional roles. In all, the primary and secondary

schools that were studied, both male and female teachers assigned girls duties

of cleaning classrooms such as sweeping, scrubbing, polishing floors and

cleaning windows. Boys did not participate in cleaning classrooms but only

helped to move desks around, to enable girl learners to clean easily.

Male students were also assigned the "men's" tasks such as cleaning

blackboards and ploughing the gardens on the school premises .and cutting

school green fields, which were called "heavy duties" by teachers in the

schools. In relation to this observation, Diko's (2004) study results in South

African Eastern Cape schools reveals that students received corporal

punishment, but girls were more likely to get the largest share because they

were inclined to make mistakes such as making noise or departing the school

without cleaning the classrooms. Also, she found that girls were punished by

teachers who made them wash the sports uniforms while boys cleaned the

school grounds. Thus schooling plays a role in the domestication of female

learners toward traditional feminine roles.
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Regarding girls' participation in sports in the schools, Wadesango et al. (2011)

reveal that girl learners are not supposed to take part in sports that is regarded

as male sports such as rugby, soccer, cricket, etc. They are discouraged,

particularly by the female teachers, in order to maintain the expected feminine

behaviour, and girls who insist on participating in the traditionally so-called

male sports are given names like "tom boys". Boys who participate in sports

considered female sports like net-ball are referred to as "sissy". Despite the fact

that all sports in schools are open to both girls and boys, the majority of the

schools discourage boys and girls from taking part in those which are meant for

the opposite sex. The findings imply that men should not take women's roles,

and that women should not aspire to men's roles, in as far as sport is concerned.

The results of Wadesango's et al. study (2011) also claims that, although the

South African new curriculum (Curriculum 2005, the Revised National

Curriculum Statement and the National Curriculum Statement) is gender

sensitive as it considers issues of social justice and human rights which

includes gender, there are many challenges regarding the implementation of

these policies in schools. Teachers' attitudes continue to be gender biased and

the teaching methods often disadvantage girls most of the time. Teachers tend

to pay more attention to boys than girls in the classroom and they justify that

boys do not learn as fast as girls, hence they feel obliged to pay more attention

to boys to ensure that they catch up with the girls. Moreover, the study findings

reveal that girls in the studied schools were not allowed to go to male teachers'

offices for consultation when they had problems with class work, while boys

were allowed to consult male teachers in the offices if they had difficulties with

their work. The reason provided by participant teachers from the two schools

was that the practice was intended to protect girls (Wadesango's et al. 2011).

These findings seem to implicitly suggest some form of sexual harassment

which involves teachers in some schools.

Another study by Lambert, Perrino and Barreras (2012) carried in some

Ghanaian schools showed how schools assist to perpetuate gender inequality

through internalization of social and traditional male and female roles (Lambert

et aI., 2012). This study tried to understand the barriers to female education in
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Ghana, particularly during the critical transition from junior high school to

senior high school. The study results showed that discrimination and

harassment from both male peers and teachers in schools were a problem for

female students as teachers believed that male students were academically

brighter than female students. As a result, teachers paid extra attention to male

students who received an unfair advantage in the classroom against female

students. Girls felt unsafe at school as they got corporal punishment from

teachers and harassment from their male classmates. The male students often

intimidated female students in the classrooms and wanted them to feel inferior,

particularly if they were rejected by girls. They tended to be aggressive to the

girls, with verbal harassment and bullying. The boys' aggressive behaviour

made school unsafe for the female students, and inhibited an open and free

learning environment.
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In a similar way, studies in Ethiopia prove that schools have a major role in

developing gender inequalities through practices and implementations. For

instance, a recent study published by B & M Development Consultant PLC

(2008) on violence against girls in primary schools and its impact on girls'

education, reveals widespread incidence of harmful practices within school

environments. Many of these malpractices have been committed, in particular,

against girls, although boys also suffer from some of these harmful practices

such as corporal punishment. The findings also show how girls experience

verbal insults and degrading comments from teachers and fellow school boys

and older boys, both in and out of school.

Although schools are expected to provide safe and protective environment for

students, the results of the reviewed studies show that schools are unsafe spaces

for girls and this has implications for girls' retention in schools. Moreover, the

findings of these studies indicate that teachers also promote inequality as they

were reported by school girls to humiliate them in front of their classmates if,

for instance, they gave wrong answers to a question. This kind of treatment has

a negative impact on the girls' self-esteem.
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3.3.3 RADICAL FEMINISM

Socialist feminism fails to explain the issues of inequality in education due to

its limited scope of social class and the context in which practices of inequality

occur. This could partially be attributed to the limited ethnographical studies

which examine inequality in terms of social class and gender (Connell et al.,

1982; Russell, 1986) particularly in specialization subjects and future career

selection (Acker, 1987). Socialist feminists view the school as a socialization

institution that perpetuates and reproduce systematic forms of gender

inequality. So, socialist feminism emphasizes the necessity for revolutionary

societal changes in order to eliminate the existing unequal distribution of power

(Measor & Sikes, 1992). Equality is viewed not only in terms of opportunity

but, more crucially, in terms of rewards. This perspective necessitates and

facilitates an understanding of the experiences of women of all classes and

races as a means of understanding oppression. On the· other hand, radical

feminism provides different explanations for women subordination and

oppression which is discussed in the next section.

Radical feminism claims that access to power is basically sexually and not

economically based (Measor & Sikes, 1992). Unlike socialist feminism and

liberal feminism which base gender inequality on human rights, radical

feminism maintains that gender inequalities and women's oppression emanate

from power relationships based upon the biological differences and sex roles

such as women's reproductive roles as mothers (Stromquist, 1988). This

conception portrays men as superior to women with regard to .patriarchal

values, norms and laws. The society is responsible for continuous women's

subordination through stressing the importance of the family as a basic unit of

the society.

Radical feminism emphasizes patriarchy and power. This perspective identifies

male power and privilege in patriarchal relations as the essential determinant of

women's subordination (Acker, 1987). Radical feminism claims that in the

existing social order women are oppressed and exploited primarily in sexual

and procreative relations at home, which is the social space defined by the male
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culture as personal rather than as political (Measor & Sikes, 1992). It provides

an explanation of the oppression of women both within the school and the

wider society in general.

Radical feminism also claims that the mam factor behind inequalities in

education is the policy of the state that encourages women's role in the family

(private domain), more than in the public spheres (Stromquist, 1990). Also,

women's oppression is exacerbated by university studies and certain kinds of

jobs, which require women to play motherhood or care-givers roles. All these

practices support women's subordination in order to keep women inferior to

men. Radical feminists, like the liberal feminists claim that women's liberation

could be achieved with the removal of sexist discrimination sci that women can

have the opportunity to pursue their potential for individual development just as

fully as men do (Andersen, 1983). It also encourages women to compete with

men and to have the same rights (Measor & Sikes 1992).

Radical feminism considers education as a tool to release women from

subordination, although it argues that existing formal schooling cannot be

trusted to serve this purpose (Acker, 1987). Radical feminism explains that

existing systems of education are built on gender inequalities, and in order to

create changes in such an oppressed environment, a fundamental change in the

social structure which eliminates male dominance and patriarchal structures is

required for equality. Also, it supports an alternative non-formal type of

education that contains some gender sensitive principles (Acker, 1987). It

focuses on the effect of the educational curricula and how women teachers and

girls' access to power and policy formulation in schools is guided by gender

discourses. This is in line with the argument by Davies' et al. (1997) and James

et al. (1998) that power is both located in the structural advantage of

individuals and exercised partly through the construction of discourses,

particularly on how children come to view themselves.

Adopting Radical Feminist views on the power of gender inequality discourses,

some studies look into the effect of such discourses on education. For example,

Nyati Ramahobo (1996) delivered a study on the Girl-Child in Botswana,
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looking specifically at educational constraints and prospects. This study

provides an in-depth comparison of boys and girls with regard to educational

opportunities as it was conducted at three levels: the household, the community

and the school. The study was carried out in one rural area (Mmankgodi

village) and one urban centre (Gaborone). The study established that the

socialization process is one of the major constraints which impact on the girl

child's participation in education. The socialization process starts in the family,

and continues in the schools and in the society at large. In the Setswana culture,

like many other African cultures, starting at birth, children are socialized to

take different roles. In this culture a newly born baby boy signifies inheritance

and perpetuation of the family origin. Also, the boy child is associated with his

father who is identified as a source of power. On the other hand, a girl signifies

a care-taker in the home. Both the verbal and non-verbal behaviour of both

parents continue to perpetuate this stereotype.
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A study on "girl talk" by Jenson et al. (2003) examined gender, equity, and

identity discourses in a school-based computer culture. Its aim was to show

how a feminist intervention project in Canada focused on girls' equitable access

to computers in order to develop and experience new identities as technology

'experts' within their school environment. The study shows how girls' gender

identities are developed through encouragement to participate in computer

classes which was marked as they talked about their gender identities with

teachers and other students. Most significantly, girl-participants became

increasingly vocal about what they saw as inequitable practices in the daily

operation of the school, as well as those they were subjected to by their

teachers. The study establishes that to encourage students into a specific gender

role in life, a set of gender discourses, abilities and practices within that context

is essential to make them more or less fluent and familiar with gender identity

issues. The research explains that the more girls become exposed to equality

talk, the more they trust their abilities and themselves as capable individuals.
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Radical feminism has also focused on the effect of sexual harassment that girls

undergo in schools, where boys practice control over them through verbal

abuse (Mahony, 1985). For example, Wible's (2004) study on making schools

safe for girls, deals with gender-based violence on seventy schoolgirls in Benin,

West Africa. The study discusses how girls are affected by violence and sexual

harassment in the school. The study reveals that schools are not always safe

havens from gender-based violence and that gender-based violence at schools

undermines girls' academic enrollment, achievement and retention. Teachers,

administrators, male students, particularly older boys and high school students

are often held responsible for gender-based violence. The results of this study

show that the promise of good grades to girls and the exchange of money for

sex were some of reasons for sexual relationships between girls and teachers.

As a result of gender based violence and sexual harassments, many schoolgirls

lose the interest to go to school and decide to stay at home (Wible, 2004).

Parents are also particularly sensitive to their daughters' safety at school, and

sometimes withdraw them for fear of sexual violence. In short, Wible's (2004)

study reveals a consistent pattern of sexual abuse and harassment of girls by

both male students and teachers.

A similar situation is experienced in Sudan, particularly in co-mixed system

schools, where girls confront enormous harassments by boys who practise

aggression on girls, and teachers who inflict corporal punishment (Bedri &

Burchinal, 1985). Girls' education is threatened by the presence of boys in the

same environment, and this threatens academic success and retention. Boys'

aggressive and abusive treatment is manifested in various forms of sexual

harassment such as touching, pinching, verbal abuse, and acts of intimidation,

assault and forced sex as discussed in Chapter 6.
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3.3.4 ASSESSING THE LIBERAL, SOCIAL AND RADICAL
FEMINIST PERSPECTIVES

86

Both the socialist and radical feminist perspectives aim at much more

fundamental transformation that challenges society's basic structure. Liberal

feminism identifies the need for revolutionizing existing organization. In other

words, the need for complete change in alternative forms of education and

single sex schools is basic, as liberal feminists do not trust the existing formal

education system to serve the needs of women. According to radical feminism,

formal education reproduces the domination of men over women's life, denying

girls and women full access to knowledge and resources. This affects the girls'

self-esteem and freedom (Mahony, 1985). According to Stromquist (1990) the

state does not play, an active role in improving conditions that promote

women's oppression.

There has been a recent convergence in feminist thought toward
the meshing of ideological and material elements in the
explanation of women's subordination, bringing closer than ever
the radical and socialist feminist perspectives. These perspectives
detect severe limits in the state's ability to improve women's
conditions while groups outside the state, particularly women-
run organisations, are identified as the most likely source of
significant educational change and thus social change, in the
interests of women (Stromquist 1990: 137).

The above quote implies that feminists have come to a consensual agreement

and share a common ground regarding women's subordination. The social and

radical feminists claim that the state is held responsible for women's oppression

through the controlled social and economic relations and the current dominant

patriarchal system. Also, feminists advocate and promote women's movements

to challenge and change the unfair situations themselves, particularly in the

educational field which works as a tool for development and freedom.

Education is part of women's life which is affected by conditions of inequality

where girls in disadvantaged groups suffer more inequality, both at home and at

school with regard to access, retention and processes of teaching in the schools.

The state fails to eradicate these inequalities, particularly, the manner in which
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girls are treated at school and the school practices which perpetuate and

reinforce gender inequality.

However, radical feminism has some weaknesses. According to Stromquist

(1990) radical feminism does not provide an explanation for women in the

wealthy social class who have better access to university than poor working

class women. Also, it does not consider the complicated women or men

categories such as class, race, nationality and age which result in women's

inequality in education (Acker, 1997). Instead, it concentrates on the biological

role differences as the cause for gender differentiation. Moreover, it is

considered to be the least articulate of the three feminist perspectives I have

considered as it emphasizes the roles of male power globally, and it does not

differentiate the various forms of male power among different social classes

and races (Middleton, 1985; Connell, 1985). Mahony (1985) tries to challenge

the essentialism of the biological maleness by developing a notion of social

construction of masculinity which is social maleness that can be attributed to

socialization in different social contexts. He explains that boys behave in

dominant ways because they have learned to do so, and they get used to the

benefit of being powerful over women through culture and socialization.

Unlike liberal feminism, the radical feminist leaders claim that the dominance

of class oppression is the cause of women's inferiority which must be

uncovered to attain change. Moreover, they claim that access to power is

sexually rooted, and not economically related. Social feminism on the other

hand, adopts the social and the economic analysis as the greatest source of the

existing power structure and control in schools. However, this ideology

maintains emphasis on what actually happens in the school as individuals are

categorized on the basis of their gender, class and race.

Many of the feminists' arguments, however, are weak in terms of addressing

the issues of female subordination in different social contexts because they tend

to ignore the human differences and situations, where there are different types

of men and women in terms of race, class and physical environment.
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Nevertheless, they provide a useful framework for the discussion of gender.

issues in education. Although gender issues in development are not identical

with feminism in general, feminist theories as well as the debate within and

between developed and developing countries are both necessary for analysing

gender in education in developing countries like Sudan. This aligns with

Moser's (1993) view that knowledge of feminist theories is crucial to adopt

gender planning that aims at gender equality.

To summarise, each of the feminist theories discussed above presents a

different view on the causes of existing women's oppression, challenges and the

changing strategies to promote gender equality. They acknowledge the

importance of major transformation as a condition for social justice and gender

equality. According to the theories, gender equality strategies are a means of

women's empowerment.

3.3.5 WOMEN'S EMPOWERMENT AND EDUCATION

Based on the radical, social and liberal feminists' theoretical discourses on

women's empowerment, four themes emerge as a means of changing and

challenging the existing oppression, namely, (i) collective action and critique,

(ii) gender and power, (ii) reform and feminist voice and; (iv) caring

. community, connectedness and equality (Melenyzer, 1991). Each of these

themes discusses the challenges or obstacles that hinder women's

empowerment and suggests some strategies to achieve women's emancipation

and empowerment. Below I discuss each of the themes in relation to women's

empowerment.

3.3.5.1 COLLECTIVE ACTION AND CRITIQUE

Collective action and critique claims that social feminism views education as a

collective and cooperative process between teachers and administrators which

facilitates individual empowerment. Weiler (1988) maintains that collective and

collaborative efforts should not be within the curriculum and in classrooms

only, but it should be in the hierarchical structures of the schools themselves. In
88
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other words, Weiler (1988) encourages teachers and learners to work

cooperatively with each other to promote learners' personality and intellectual

development. Schools should create democratic environments by eliminating

sexism and racism which are manifested in the institutional structures and daily

life practices (Melenyzer, 1991). For example, Fordham (1993, 1996) and

Holland and Eisenhart (1990) claim that teachers' and learners' gender and

racial identities impact on the educational performances and standard of

children, particularly females. Also, some liberal feminists concur with

Weiler's (1988) view that educators should be more alert about school

practices. In support of the above, Apple (1987) believes that teaching is an

obvious means of reinforcing social and cultural ideological norms and customs

on learners. Moreover, he claims that old traditions and norms are the main

causes of the external control and disempowerment of teachers today:

The ways teaching and curricula have been controlled ..... [and]
are connected to the fact that, by and large, teaching was
constructed around women's labour ... Women's work has been
particularly subject to the de-skilling and de-empowering
tendencies of management .... Women have had to struggle even
harder to gain recognition of their skills and worth (p: 62, 68-69).

Apple (1987) attributes the lack of critical critique and disempowerment to the

existing inequality that takes place in the technology classrooms where male

learners often dominate the discourse. In these classrooms, the separation of

conception from actual execution contributes to the deskilling of female

learners teachers. The marginalization of females in the world of technology is

based on the traditional assumption that teaching is a job for women, who are

occupied with motherhood and domestic duties rather than developing

themselves as male teachers do. Therefore, within this theme of empowerment,

most feminists (Liberal, Social and Radical feminists) agree that the lack of

opportunity for women to work collectively has fostered their sense of

disempowerment (Melenyzer, 1991). Thus Apple (1987) urges female teachers

to develop their skills and rights and promote progressive and critical teaching

and curricular practices. He also encourages teachers to stand up for their rights

and form collaborative bodies with other challenged professional groups such
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as social workers, nurses and clerical or secretarial groups that are subjected to

similar practices of oppression and subordination in the work-place.

3.3.5.2 GENDER AND POWER RELATIONS

Gender and power relations, according to feminists, are the cornerstone for

reconstructing educational theory and schooling practices which are crucial for

women's empowerment. Inequality and discrimination challenge female

teachers to gain individual rights and to experience solidarity in the school and

question unequal social structures (Melenyzer, 1991). Lather (1987) argues that

eliminating gender from women educational empowerment analysis will not

lead to any required changes in the schooling systems. She states:

to disallow gender in our analysis of teacher work is to not tap
into the potential feminism offers for bringing about change in
our schools .... If this "absence presence", the invisibility of
gender, is maintained there will be little hope for re-constructing
the public schools, which have grown up around women's
subordination (1987: 25).

It is consensually agreed that the discrimination among female teachers is a

gender issue that has to do with power. For example, Dunahoo et al. (1996)

claim that women share workplace stress and discrimination with men, but they

are also confronted with stress which is unique to their gender. The work-

related challenges that are unique to women such as threat of redundancy, work

pressure, little participation in decision-making and distribution of tasks,

stereotypes and discrimination against minority groups and inadequate salaries

are due to the fact that gender bias still exists at both overt and covert levels.

Although, Shirley, Randell and Gergel (2009) claim that female teachers make

a difference in girl's education in Africa, there are relatively few females in the

teaching force in many countries. The enrollment, retention and quality barriers

often affect girls' education and the supply of female teachers, so fewer women

are available to be teachers (Nwaobi, 2007).
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Gender inequality affects women in the education sector in different ways. Poor

working conditions adversely affect female teachers. Deeply ingrained gender

biases lead to labour divisions and behaviours that favour men at the school

level. For instance, female secondary school teachers in a study in Uganda

reported that they were expected to teach more classes per week, were expected

to take on more tasks outside the classroom, and earned less as they had fewer

opportunities to earn extra money outside the school than their male

counterparts at the same school (Molyneaux, 2011). Female teachers are often

assigned to lower primary grades. The lowest grades often have extremely large

class sizes, so the burden of teaching large numbers of young students falls

almost exclusively on female teachers (BennelI, 2004; Shriberg, 2007). In

Botswana and Ghana, male students were more likely to challenge the authority

of their female teachers and refused punishments, and they did not exhibit this

kind of behaviour with their male teachers (Dunne, 2007).
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In South Africa, Diko's (2007) study on School Governing Bodies (SGBs) in

secondary schools revealed that the SGB is dominated by males to promote and

stress the gender concept of leadership as males' quality. Regarding the

implementation of the new gender equality policy in education in South Africa

that seeks giving the different constituent voices, the SGBs have made no

progress in this regard. They still apply the old gender biased policies and as a

result, they are usually headed by male principals who have the absolute power

in decision making in the school where females are left powerless (Diko, 2007).

Also, roles and duties for teachers are gender distributed. For example, sport,

entertainment, management and disciplinary committees are headed by male

teachers while cleaning and catering committees are headed by female teachers

(Diko, 2007). On these bases, socialization in the school maintains gender

inequality, and boys and girls are expected to learn their appropriate roles. As a

result, structural barriers still prohibit women from having a say in making

decisions, even after they have attained senior positions.
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Accordingly, empowerment represents the women's ability to free themselves

from the oppression of low wages, lack of promotion, invisibility and

representation in decision making (Lather, 1987). Maher (1987) concentrates

on female's exclusion from power positions in education. He proposes women's

empowerment as a process of autonomy, achievement and justice through

which women share power with men, not as "power over" from a competitive

point of view. Therefore, the objective of women's empowerment in

educational institutions is the main agenda in gender inequality discourse.

Feminists' theorists declare that the goal of empowering women in education is

not to increase women's status relative to men, but to empower women through

redistribution of power and changing of power structures.
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3.3.5.3 REFORM AND FEMINIST VOICE

Reform and feminist voice has been introduced by many feminists to challenge

gendered existing power relations in educational institutions (Biklen, 1987;

Noddings, 1989). Feminists consider the acceptance of masculine

professionalization of life as a new rigid form of hierarchical system to

subordinate women (Melenyzer, 1991). Biklen (1987) offers a model of

professional feminism in which teachers should take a part in defining the

nature of their particular school. This entails creating a participatory workforce

to enable them to interact with each other and discuss issues that affect their

existence, and explore life activity together (male or female teachers), rather

than men alone. The reform view, however, fails to recognize the gender

differentiation that might require the reconceptualization of female teachers to

meet the basic feminists' views on challenging the existing oppressive

situations of women (Shakeshaft & Nowell, 1984 in Melenyzer, 1991 :9). In

other words, this view neglects an important quality of the school environment,

which is being a female dominated workplace in which female teachers

communicate feminine language that reflect their own sense of identity.
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purpose in empowering relations. Similarly, Berman (1987) views

3.3.5.4 CARING, COMMUNITY, CONNECTEDNESS AND EQUALITY

According to Connelly and Clandinin (1990) collaborative relationships and

empowerment should be based on the nature of work where both males and

females consider themselves equal participants in the community (Noddings,

1986). Connelly and Clandinin (1990) argue that such relationships have

implications for feminist concerns of equality, connectedness and care.

Empowerment is associated with connectedness, self-experiences and

relationships in a reciprocal framework. These scholars emphasize the

importance of connectedness as a means of promoting equality and mutual

empowerment as a means of production and care. He defines caring within the

teaching context as it involves assistance, facilitation and encouragement to

help individuals or groups in a beneficiary way. In this sense, caring stimulates

liberation of individuals so that each one is free to build upon their own

knowledge. Berman (1987) also suggests that educators should maintain more

value on their relationships and allow a sense of caring to direct their decisions.

In light of the above, the feminist theorists discussed in this chapter suggest that

to achieve women's empowerment, gender must be included in the analysis of

work in educational institutions (schools and universities) because these

institutions are the places where experiences could be acquired, discussed and

modified. In educational institutions women could share a common voice with

males and pass messages to other generations. Collaboration, critical thinking,

caring and the spirit of being part of a community could replace the competition

over power relations that dominate the current existing hierarchical structures

in schools today. So, in this study the school environment is investigated in

terms of both learners and teachers as they represent a corner-stone in the

educational process, which has implications for quality education which should

provide all children and young people with appropriate knowledge and skills

for working life in society and the private sphere. Quality education rejects all

forms of segregation based on socio-economic status, colour, gender, language,

religion or social and political background. So this study investigates the extent
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to which girls' education in Sudan deals with issues of access and quality in the

education system. In the following section I discuss postmodern feminist views

on education which introduce new conceptions of women's emancipation and

empowerment in the society.

3.3.6 POSTMODERN FEMINISM

Feminist epistemology as a philosophy of science, studies the ways in which

gender influences the human conceptions of knowledge, the subject and

practices of inquiry and justification (Wallin, 1999). It identifies ways in which

dominant conceptions and practices of knowledge (in terms of attribution,

acquisition and justification) disadvantage women and other subordinated

groups, and strives to reform these conceptions and practices so that they serve

the interests of disadvantaged groups (Wallin, 1999). Postmodern feminism as

a philosophical perspective accommodates the contextual and individualized

perceptions of "truth" which illustrate that individuals build knowledge

differently based on their personal experience in a given context (Bonner et al.,

1992; Butler, 1990; Radway, 1984). In other words, postmodern feminists are

doubtful about any generalized universal claim, and they refuse the notion of

one universal truth that concerns any form of existing reality (Jansen, 1990;

Stanley & Wise, 1990).

A postmodern feminist' epistemology claims that knowledge is provisional,

open-ended and relational as it depends on knowledge that is based on

historical and cultural contexts. It looks into the elements that constitute

difference and variation of knowledge "truth" which is supported by

subjectivity and context (Wallin, 1999). The power and knowledge relationship

and the strategies by which institutions are structured and controlled are

believed to maintain the interest of the various postmodern feminists.

Therefore, the postmodern pedagogy necessitates critical examination of

existing assumptions and demands that knowledge be reconstructed, open-

ended and contextualized (Luke & Gore, 1992: x). This implies that knowledge
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construction is subjective as it is associated with the cultural context of its

occurrence and linked to understanding and conceptualization of the people

who experience it. So, women have to reconstruct and challenge the existing

inequalities in order to make changes that are appropriate in real life situations.

Postmodernist theory has moved feminist debates significantly forward in

recent decades. It deals with multiple systems of privilege and oppression and

their intersection, including gender, race, class, and sexual orientation, along

with people's capacity for agency or resistance (Tisdell, 1995). Postmodern

feminists focus on conceptions of meaning and identity, contending that these

categories are changeable rather than fixed. They propose that men and women

may adopt characteristics of either gender, or even slide between gender

identities depending on the social context in which they exist (Bonner, et al.

1992; Butler, 1990; Radway, 1984). Postmodern feminism is an approach to

feminist theory that incorporates postmodern and post-structuralist theories.

The postmodern feminist approach argues that it is difficult to describe the

experience of all women as a homogenous group (Jansen, 1990). For instance,

women of different ethnicities, localities, sexualities and abilities have different

experiences and challenges which the broad approach of traditional feminism

fails to account for (Ebert, 1991). Postmodern feminists reject the concept of

femininity as a generalized framework, and instead claim that there are a range

of different feminism contexts (Butter, 1990). Postmodern feminist research is

an attempt to sensitize people about the diversity of experience. Ebert (1991)

claims that postmodern feminist theory is necessary for social change as

individuals need to understand it in more social and political terms.

When the postmodern feminist theory was introduced, many feminists opposed

it as they feared that it would minimize the framework of the feminism that

targets radical and fundamental changes in the social structure and intervention.

In this study, the postmodern feminist standpoint on the uniqueness of

experience and knowledge is acknowledged by analysing the unique

expenences of disadvantaged girls in the Sudan context, where the SOClO-
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cultural norms come into play, and how these norms shape girls' educational

aspirations and expectations in this particular context.

Postmodemism discusses the absence of women's representation in the

educational philosophy; a factor which devalues women in education and

policy. Martin (1994) argues that the epistemological equality in disciplines

does not exist. For example, women's representation in academic knowledge is

weak. Moreover, many disciplines exclude women from their subject matter

and scientific theories, historical narratives and literary interpretation distort the

female image relative to the male image (Martin, 1994). Thus, contemporary

philosophy of education makes women's experiences and practices invaluable

and unremarkable (Wallin, 2001).
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Women are excluded from science subjects (Marin, 1994). They are not given

the opportunity to understand and reflect upon their images which were

established in the past because women's experiences were not interpreted and

reflected in the text of the history of educational philosophy. As a result, many

students do not have enough knowledge about past female thinkers and the

ideas they had about education. So the message about women's incapability is

transmitted and stored as the new generations of learners do not see enough

women role models in educational subjects to maintain the great female minds.

Women are, therefore, invisible within the educational realm because they are

placed outside the contemporary philosophy of education, and this contributes

to the devaluation and marginalization of women in educational contexts

(Wallin, 2001). This philosophical view on women and education promotes a

patriarchal system where women are invisible, and the inequality gap between

males and females is maintained (Wallin, 1999). It reinforces the conception

that women are not significant contributors to education and knowledge; even

their traditional role in rearing children is not acknowledged.
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Many women, however, have played a role in the production of theories,

literature and philosophical thoughts as well as the social structure. In other

words, women have started to participate in the production of knowledge that

reshapes the structure of their lives. Women's discoveries continue to serve the

dominant hierarchal system although there is no epistemological equality for

women in the philosophy of education as male views are regarded as the base

of all social policies (Wallin, 2001). Thus traditional male activities and

cultural values such as independence, autonomy and intellect are maintained

and developed through the educational system, while activities traditionally

assigned to females such as interdependence, community, sharing, absence of

hierarchy, etc. are ignored (Wallin, 2001). So gender is a critical factor in all

life processes and is associated with all forms of women's oppression, whether

at school or in other social settings.
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In the context of this study, postmodern feminist theory is relevant as it

provides an understanding of how the girls' experiences reflect the historical

and socio-cultural conceptions that influence their educational aspirations. The

girls' experiences and conceptions form knowledge "truth" that is unique and

only relevant to the girls in disadvantaged contexts in the Sudan.

3.4SUMMARY

In this chapter, I have provided a theoretical framework and literature review

from a broad perspective of Gender and Feminist theories, together with the

scrutiny of the Capability Approach in order to explore issues relating to

women's inequality in education and to understand some of the factors which

perpetuate the gender gap in school. These theories deal with the structural

inequalities of men and women and the ideologies justifying these inequalities,

focusing on how education is linked to empowerment and how gender

perpetuates women's oppression in education. The feminist theories are related

to the Capability Approach which looks into how girls perceive themselves and

their capabilities in education and socio-cultural domains. The Capability
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Approach enables us to understand the Sudanese girls' opinions with regard to

the roles they are capable of performing in their own communities e.g.

decision-making and continuity in education. The Capability Approach

challenges the researcher to question the range of real educational choices that

are available to the girls, and to understand if they have the capabilities to

achieve valued educational functioning.
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This chapter also looks at women's freedom and empowerment and the extent

to which education enhances individual freedom. It discusses the postmodern

feminist view as a means of challenging the generalized views on female

experiences, without taking into account the diversity of factors which

influence women's identity and practices. In the next chapter, I focus on the

research methodology and the data collection techniques that were employed in

this research study.
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CHAPTER FOUR: RESEARCH METHODOLOGY

4.1 INTRODUCTION

This chapter presents the research methodological framework employed in this

thesis. It provides information about the research design and the rationale for

the research methods used, and the description of the unit of the study and

sampling. Firstly, I situate my research in the qualitative research paradigm,

and discuss the rationale for adopting a constructionist epistemological

orientation. Following this discussion, I move to the data collection methods

and instruments utilized in pursuit of the research goal and objectives in order

to address the research questions outlined in Chapter 1. I then deal with

reliability and validity of the research, and finally discuss research ethics and

limitations of the study.

This study was conducted in the old united Republic of Sudan before the

separation of the country into north and south Sudan in July 2011. North Sudan

has its capital city, Khartoum, and the capital city of the Republic of South

Sudan (RSS) is Juba. During the data collection stage of this study in 2010, the

two cities of Khartoum (in the north) and Juba (in the south) were part of the

old Republic of Sudan. This implies that the data presented in the next chapter

was collected among disadvantaged groups of the north and south Sudan (i.e.

Khartoum and Juba). The separation of the country did not have any effect on

the validity of the data given that the study focuses on IDP communities which

are still found in the two new Republics of Sudan, with the same socio-cultural

beliefs and practices.

All research is based on some underlying philosophical assumptions about what

constitutes "valid" research, and which research method(s) are appropriate for

the development of knowledge in a given study. A research philosophy is

known as a belief about the way in which data about a particular phenomenon

should be gathered, analysed and used. Garcia and Quek (1997:5) state that a

research philosophy is "to qualify the use of specific techniques in both the

underlying assumptions guiding the research and in the theoretical framework".
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In addition, the philosophical terms "epistemology" (what is known to be true)

as opposed to "doxology" (what is believed to be true) encompass the various

philosophies of research approach. The purpose of science (and scientific

research), then, is to transform things believed, into things known, i.e. turning

"doxa" into" episterne" or changing things "believed" into things "known"

(Galliers, 1991). Two major research philosophies are common in the Western

tradition of science, namely positivism (scientific) and interpretivism (anti-

positivist) (Galliers, 1991). This study has adopted the interpretivist ideology

and framework because it is a social science research that looks into people's

lives and interprets their daily events and experiences.

4.2 INTERPRETIVIST APPROACH

The study of phenomena In their natural environment IS central to the

interpretivist philosophy. Interpretivists believe that it is only through

subjective interpretation of intervention that reality can be fully understood and

explained (Davison, 1998). The interpretivist approach presents a deep insight

into "the complex world of lived experience from the point of view of those

who live it" (Schwandt, 1994: 118). This suggests that reality is socially

constructed and the investigator is the key instrument by which this reality is

revealed through the interpretivist approach as the researcher interacts with the

participants (Cavana, Delahaye, & Sekaran, 2001; Mingers, 2001; Walsham,

1995a, 1995b). The researcher's interpretations and explanations play a key

role in this kind of approach as they bring the concept of subjectivity to the top,

and then support it with quality arguments rather than statistical accuracy

(Garcia & Quek, 1997). In this study, the interpretive approach is relevant as

the study seeks to understand the girls' educational aspirations and their

experiences within the gender equality framework.

Klein and Myers (1999) and Neuman (1997) distinguish between interpretive

research and qualitative research. They claim that the two terms are not

equivalent and interchangeable by all means. The interpretive research

announces the social constructions such as language, consciousness, shared
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meanings, documents, tools, and other techniques, as the only means through

which individual's knowledge of reality is gained and constructed (Klein &

Myers 1999). On the other hand, the qualitative research is a broader umbrella

which refers to a study process that searches for a social human problem in a

natural setting and builds a sophisticated representation by a rich description

and explanation and a careful examination of participants' words and views

(Creswell, 1998; Miles & Huberman, 1994; Morgan & Smircich, 1980). Both

approaches consider the participants' natural settings as the most important

feature in interpreting and understanding studied phenomena. I premised this

study in the interpretivist paradigm, while employing qualitative research

techniques, namely girls' life histories, focus group discussions, interviews and

observations which are discussed below.

4.3 QUALITATIVE RESEARCH

Qualitative research is a situated activity that locates the observer
in the world. It consists of a set of interpretive, material practices
that make the world visible. These practices transform the world.
They turn the world into a series of representations, including
field notes, interviews, conversations, photographs, recordings,
and memos of the self. At this level, qualitative research involves
an interpretive, naturalistic approach to the world. This means
that qualitative researchers study things in their natural settings,
attempting to make sense of, or interpret, phenomena in terms of
the meanings people bring to them (Denzin & Lincoln 2008:4).

The relationship between the interpretivist paradigm and the qualitative

research approach is evident in the above excerpt. Qualitative research is a

form of social inquiry that focuses on the way people interpret and make sense

of their experiences and the world in which they live. It is based on the

interpretive approach of social reality, which is characterized by reflexivity,

subjectivity and particularity, besides the description of the lived experiences of

people (Atkinson et al., 2001). Studying human beings is different from

studying natural objects because humans themselves interpret situations and

give them meaning (Ary et al., 1996; Cresswell, 1998). This study follows the

qualitative research approach because it requires an understanding of people's
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conceptions, culture and behaviours (i.e. teachers, parents and girls) in order to

make meaning of their lives in relation to the problem under investigation.

Qualitative researchers employ different qualitative research techniques such as

ethnography, grounded theory, case study and phenomenology approaches.

Ethnography explores behaviours, perspectives, feelings and experiences of

individuals and what lies at the core of their lives (Hammersley & Atkinson,

1995). For instance, ethnography studies social interactions, behaviours, and

perceptions that occur within groups, teams, organisations, and communities.

Ethnography is part of the qualitative interpretative paradigm. I followed the

principles of ethnography in this research to collect data in order to understand

the school girls' educational experiences and practices within the Sudanese

cultural context. In order to gain an in-depth understanding of the existing

socio-cultural factors and gender discourse as influential changing elements on

the educational aspirations of the young girls in such disadvantaged IDP

communities, I explored the views of school girls, parents and teachers through

Focus Group Discussions (FGDs), observations and interviews for triangulation

purposes. This indicates that qualitative research is "inherently multi-method in

focus" (Flick, 2002:226-227), because it tries to understand people from

different perspectives and from real (natural) world situations (Rossman &

Rallis, 2003:9; Patton, 2002:40).

In qualitative research, the researcher is the key instrument for data collection

and analysis (Ary et al., 1996). In this study I was able to have direct contact

with the informants of this study and share their experiences through dialogues

and in-depth interviews and discussions. In my fieldwork, I visited the two

research sites and conducted interviews and observations. I transcribed the data

on my own, in preparation for data analysis. These activities enabled me to

access the data and make sense of it in order to arrive at the findings reported in

Chapter 6.

Although Silverman (2000) claims that the qualitative approach is the best

technique to study the human perceptions in real contexts, it is also associated

with certain limitations. Some of the concerns include its lack of rigour, the

possibility of bias, and the possibility of breaching ethical issues (Berg, 2004;
102
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Gall, Borg, & Gall, 1996; Merriam, 1988; Yin, 1994). The other downside of

qualitative research is that only small numbers of subjects can be studied

because data collection methods are labour intensive. It is also often criticized

for being subject to researcher bias and its findings may not be generalized (i.e.

findings may not be applicable to other subjects or settings).

4.4 CASE STUDY RESEARCH DESIGN

As I commenced with data collection, I tried to minimize the risk of

misinterpretations and biases by consulting international and local literature to

ensure that my study complements current empirical knowledge, while

generating new ideas on the topic under investigation. I identified constructs,

themes, and patterns for data analysis and interpretation (Gall, Borg, & Gall,

1996). As suggested by Berg (2004) and Stake (2000), I checked the transcripts

with my research participants to verify their responses and the issues they

raised, and to reinforce the ethical integrity of the research study.

The research design begins with the articulation of a question or questions in

planning the scientific inquiry, and it helps the investigator to obtain answers to

research questions (Babbie, 1998; Kerlinger, 1965). It is the master plan or

"blueprint" (Yin, 1994; Zikmund, 2000) that specifies the methods and

procedures for collecting and analysing needed information. The research

design is dictated by the following: (i) the type of research question being

posed, (ii) the extent of control an investigator has over actual behavioural

events and (iii) the degree of focus on contemporary as opposed to historical

events (Yin, 1994). Researchers agree that there is no one best research design

for all situations (Zikmund, 2000). The investigator must determine from the

nature of the problem and the body of knowledge which method or

combination of methods is the most appropriate to use. If there is a likelihood

of focus on contemporary events, the case study is preferred with its

explanatory "how" and "why" questions. The researcher using case studies not

only has the historian's primary and secondary documentation as resources, but
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also can add direct observation and systematic interviewing. According to

Stake (2006), the case study's strength is its ability to deal with a full range of

evidence, documentation, interviews and observations.

This study employed a case study design in an attempt to address the questions

stated in Chapter one. One of the advantages of a case study approach is the

close collaboration between the researcher and the participant, while enabling

participants to tell their stories (Crabtree & Miller, 1999). Through these stories

the participants are able to describe their views of reality, and this enables the

researcher to better understand the participants' actions (Lather, 1992). Also, a

case study follows a holistic and an in-depth investigation, and it is recognized

as an appropriate design in social science studies, especially in dealing with

education issues (Gulsecen & Kubat, 2006). Creswell (1998:61) states that the

case study is an "exploration of a bounded system or a case over time through

detailed in-depth data collection involving multiple sources of information, rich

in context". In other words, the case study method can provide rich information

or data on issues since it allows for a variety of evidence such as documents,

direct observation and interview techniques (Yin, 2009).

In light of the above, this study made use of a case study to explore girls'

educational aspirations that go to school in the IDP settlements in the capital

city of North Sudan, Khartoum and in the capital city of South Sudan, Juba.

This allowed the researcher to gain in-depth information of social phenomena

from the perspective of the participants involved in the study (Yin, 1994)

namely school girls, parents and teachers. This study also looked at girls'

current understandings and perceptions of gender issues in education, and it

required neither manipulation nor control over their responses. The use of the

case study method allowed me to sustain the holistic, comprehensive and

meaningful characteristics of real life incidents of young girls, according to

their daily actions and experiences and school performance (Yin, 2009).

Moreover, this study was carried among internally displaced people of low

socio-economic status as they lacked social services and sources of income in

the geographical areas in which they lived. Although the case study method

examined a single case of girls in IDP settlements, the data could be used to
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understand the socio-cultural factors influencing people or girls who were

exposed to similar circumstances (Basit, 1997: 15). This study investigated

girls in basic level schools in IDP settlements in Khartoum State and Juba city

as single separate cases in order to illuminate the aspirations, perceptions and

expectations of the wider population represented by the girls. Since the units of

study were schoolgirls from two geographically separated settings, a qualitative

multi site-case study was used because the interest was on the individual cases

(Stake, 2006). Specifically, a multi-case study investigates a particular

phenomenon (or group of phenomena) at a number of different sites.

Multi-case studies may employ a comparative methodology, but are more likely

to use an inductive (or occasionally deductive) theoretical framework. They

vary in the extent to which the research design is specifically elaborated, as a

number of instances of a particular problem (or phenomenon) are brought

together in order to extract or identify key factors that seem to have some

bearing on an outcome of interest. The multiple case study design was applied

in this study because the context for each of the two IDP schools was different.

It allowed me to analyse issues within each setting and across settings in order

to identify and understand the similarities and differences between the cases. In

this case, what Stake (2006) has called the 'quintain' (overall phenomenon or

conditioned to be studied) were the two IDP schoolgirl groups in north and

south Sudan as they represented two groups of inhabitants of two different

geographical settings which experienced the same poor or disadvantaged

conditions.

4.5 SELECTION OF THE SCHOOLS FOR THE STUDY

Internally Displaced Persons are the victims of a number of conflicts and

natural disasters that constantly occur around the world. Many people were

displaced from their original places of settlement in Sudan due to war. As

discussed in Chapter 1, most displaced communities in Sudan lack the

resources to establish schools and to adequately equip these schools. Although

in some areas the government has made an effort to provide schools, the
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schools are not well resoureed for effective teaching and learning.

Consequently, the non-governmental organisations (NGOs), usually religious

organizations, provide support to schools, particularly to Muslim schools in the

North, while schools in the South are supported by Christian-based

organizations. Many of these schools in the northern IDP areas are run by

Dawa Islamya which is an Islamic organisation that provides religious

educational support.
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The research site of the study was chosen on the basis that it represented the

basic level of the Sudanese educational system in disadvantaged communities

(IDPs) which is the concern and focus of this study. In other words, the choice

of this research site was prompted by the national and the international concern

for girls education in disadvantaged communities, especially in the under

developed countries such as Sudan. Thus I identified two schools in the two

capital cities (Khartoum and Juba) in Sudan as multiple-case studies to conduct

my research in order to gain a perspective on the girls' educational aspirations

in disadvantaged communities.

The first school was located in the peripheral of Khartoum (North Sudan),

Omdurman Locality, in Dar El Salam (Jabarona) IDP settlement area. To keep

the name of the school anonymous, I will refer to it as School X. School X was

established in 1992 by Islamic African Relief Agency (lARA) which is a Non-

Governmental Organisation (NGO), and later handed over to the Ministry of

Education (MOE). During the time of data collection for this study, the school

was occupied by internally displaced Southern and Western Sudanese people

who escaped the civil war in the South and the drought in the West of Sudan

from 1983-1985 (Assal, 2004). The school was established with temporal local

materials such mud and sacks, but ten years ago it was rebuilt into permanent

buildings made of bricks and cement with a relatively large yard by Dawa

Islamya Organization (DIO) which is an NGO. There was no fence or gate in

the school when I started data collection in 2010, but it was built by an NGO in

2011. When I collected data at this school, there were eight classes with a total

number of 700 pupils in all eight grades, with an average of 87 pupils per class.
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In the whole school there were four teachers who were officially employed by

the state and two volunteers.

The second school referred to as School Y was located in South Sudan, Juba, in

the Central Equatoria Province. This School was established and constructed by

the government of the Sudan during the era or reign of President Ibrahim

Abboud (1958-1964), and was officially opened in 1960 as a primary school.

In 1972 this school accommodated many pupils who returned from different

countries in which they took refuge during the first Sudanese civil war and

during the signing of Addis Ababa agreement. The 1990 education reform

under the current government of the Sudan converted the school to a Basic

School, which was inherited by the Government of Southern Sudan and then by

the new State of South Sudan since 2011.

After the CPA in 2005, the same school admitted many returnee pupils who

had been refugees and IDPs that had then recently returned to South Sudan. At

the time of data collection, many of the students who attended the school were

returnees from asylum in other countries, and from the Sudan People Liberation

Movement (SPLM) controlled areas of Sudan. The pupils were in need of free

education in a governmental/public school, as they shared common ethnic,

racial and low socio-economic backgrounds. The total number of staff in 2010

was twenty-two (22) teachers; nine (9) females and thirteen (13) males. The

total number of pupils in the morning shift on which my research was based

was 946 students (381 females and 565 males), with an average of 118 pupils

per class. The classes were very crowded and not well equipped. The school

consisted of eight classes that worked on a shift system. The morning shift

commenced at 8:00 -14hOO, and the evening shift started from 14:00 - 18:00 to

accommodate more returnee students. The school was established in permanent

buildings made of bricks and cement with a relatively large yard. There were

four latrines only in the whole school for use by all the students (girls and

boys).

A number of conditions were taken into consideration to select the two schools.

The selection of the schools was based on the categorization of schools into co-

educational system because of the gender aspect of this study as explained in
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Chapter one. This was intended to investigate the girls' educational aspirations

and the teachers' and parents' perceptions and expectations of girls' education

in such mixed school environments. As indicated earlier, the schools had to

have Grades 1 - 8 as my intention was to select school girls in the final three

grades of the basic level school that represented the transitional phase from

basic education to the secondary education. The two schools were

governmental/public schools (and not private schools) because they adopted the

Sudanese government national educational system and they followed the same

curriculum and grading system. Also, they were in communities which had the

same or similar traditional and socio-cultural practices.

4.6 SAMPLING

According to Merriam (1988), the core of qualitative research is best satisfied

by non-probability sampling, which stands for non-random sampling in order to

obtain insights into a phenomenon, individuals, or events, as explained in the

interpretivist paradigm discussed above. In line with this view, I purposefully

selected girls in the two IDP schools in Northern and Southern Sudan to

increases my understanding of their educational aspirations. Merriam (1988:48)

describes the purposive sampling as a tool to discover, understand and gain an

insight into a particular phenomenon and from which the researcher can learn

the most. Miles and Huberman (1994) indicate that a small group of subjects

studied in their context make up a purposive sample in order to develop and

conduct an in-depth understanding of the individual(s) under study.

I selected purposeful sample as this is a qualitative study and a small sample

size does not matter as it would with a survey which works with large numbers.

The purpose of selecting a small number was to develop deeper insights and

understandings of the case being studied in order to discover new knowledge

(Cresswell, 1998:6). Informants were selected from two disadvantaged schools

in internally displaced areas in North and South Sudan as explained above. The

school sample involved girls and teachers while the home or community was

represented by the parents and guardians or care-givers.
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Neuman (2000) suggests that the size of the sample in qualitative research

cannot be determined in advance or before getting into the field gradually. The

sample size for a qualitative study is one that adequately provides answers to

the research question (Marshal, 1996). This implies that the number of the

respondents in a certain study depends on the purpose of the study and can best

clarify and deepen the understanding of the research topic.

A sample of 30 schoolgirls was selected from the two schools (15 per school).

Five girls per class and three classes (6th, 7th and 8th grades) were studied. I

selected the schoolgirls from those in the three terminating grades, namely

Grades six, seven and eight of the basic level school. This goes in accordance

with what Ary, et al. (1996:480) mention as purposive sampling through which

the investigator selects samples that could provide maximum insight and

understanding of what is being studied. The decision of using these girls from

the three final grades in the basic level as key informants was based on the fact

that most of them had reached the stage of adolescence at the age range of 12 -

20 years, and would be able to respond to my questions regarding their

educational aspirations and their home and school experiences. Also, the girls

had reached an age in which they were entrusted with home responsibilities and

domestic duties as part of the home gender socialization process, alongside

their schooling. I wanted to gain an understanding about their feelings on how

their home and school experiences are influenced or reinforced by each other.

Moreover, the girls were selected on the basis that they could speak and write

fluent Arabic language in the North, and both English and Arabic in the South

in order to express and write their opinions and experiences clearly in their life

history journals.

In addition to school girls, my research sample comprised of ten (10) teachers.

Five (5) teachers from each school were involved. Teacher informants were

chosen with the help of the headmaster of both schools where the research was

conducted. Some of the practical issues which led to the selection of these

informants were that they were motivated to participate in the study and had

time for interviews and conversations. Also, the participation of teachers was

determined by the number of teachers available in the school at the time of data
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collection. For example, in the Khartoum school (north Sudan) there were only

four teachers who were officially employed by the state in the school to teach

the eight classes, together with two volunteers from the same geographical

areas without any basic training in September 2010. The four officially

employed teachers and one volunteer participated in my interviews. Their age

range was between 25-35 years old, with an average of four to seven (4 - 7)

years of teaching experience. The five teachers I interviewed were university

graduates of different specializations and spoke Arabic fluently.

This research also involved thirty (30) parents (fifteen per site) who represented

the families of those selected schoolgirls, besides their interest in the topic of

study through their daughters' participation. Parents were interviewed because

the research looked into how educational aspirations were constructed and

developed between the school and home contexts through gender socialization,

parents' treatment and community expectations. The socialization process in the

family is a relational process between children and parents, and among its

objective is to build identity which is relevant to understand the gender identity

of the young schoolgirls.

TABLE 1: PARTICIPANTS OF THE STUDY

School X (North School Y (South Total

Sudan) Sudan)

Schoolgirls 15 15 30

Teachers 5 5 10

Parents 15 15 30

As an outsider to the research site, I had to be aware of the "gate-keepers". For

this research the gate-keepers were the officials in the Ministry of Education in

both sites from whom the permission was sought to conduct this study. In the

schools, the headmaster and teachers of the two schools were the second level

of the gate-keepers who introduced me to the girls and assisted me to select the
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schoolgirls who served as the key research participants in this study. I depended

on the "gate-keepers" because they resembled what Neuman (2000:198)

considers as experts in identifying cases which are outstanding and uniquely

informative. By explaining the purpose of my research study and the types of

questions that I would be posing to the participants with the headmaster and

teachers, I got access to the classes. The teachers assisted me to select girls who

would serve as my informants and who were also willing to participate in the

research study. Having selected my research site and the participants, the next

phase was the data collection process which was conducted using four

triangulated methods namely, life history journals, in-depth interviews, focus

group discussions and non-participant observations.

4.7 INSTRUMENTATION

Based on the aims of my research study, I followed the qualitative approach by

using triangulated data collection methods in order to consolidate the validity

and reliability of this study. This study triangulated data by combining different

types of qualitative data collection methods namely life history interviews, in-

depth interviews, focus group discussions and non-participant observation as

.mentioned above. Table 2 below illustrates the data. collection methods that

were used and the participants that were involved in the study.
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TABLE 2: RESEARCH METHODS AND INFORMANTS

Informants and Research lData

method

1) Notes of 30 girls in Grades 6, 7 and 8 in the two schools Life History Journals

(15 girls in each), using diary forms to record their daily

events and experiences.

2) Interviews with 30 girls, 30 parents (15 from each site) In-depth Interviews

and 10 teachers (5 in each school)

3) 4 group discussions: three (3) in the South and 1 in the Focus Group

North with 30 school girls (15 in each school)

5) Girls' behaviour and participation in the class.

6) Girls' and boys' interactions inside and outside the class

during intervals i.e. how girls interacted with each other

and how they interacted with boys.

7) The school physical environment and class seating.

8) Girls' home environments.

9) Teachers' interaction with girls inside and outside the

classroom.

~ctivities

4) 2 group discussions with the 10 teachers in the two

schools (5 in each school).

gathering

Discussions

The decision to use multiple methods of acquiring data has been necessitated

by the demand to obtain rich information on my research topic and to

strengthen the validity and reliability of data that inform the findings of this

research study. Audio-tape recordings and notes were used to capture

interviews and the focus groups discussion data. Below I give a detailed

Observations
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account of how each of the above mentioned techniques was used to collect

data for the purpose of this study.
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As I had anticipated the limitations of individual interviews, I decided to

employ a life history approach by asking the girls to keep diaries and write their

personal notes on their daily experiences and feelings linked to gender (in)

equality practices at home and in school and how these affected their future

aspirations. I distributed the diaries on the first day I met with the girls and I

requested them to write their experiences that would reflect their life histories.

Hence I employed the life history approach as one of my data collection

approaches for triangulation purposes.

4.7.1 LIFE HISTORY JOURNALS (LHJs)

Life histories are widely applied in social sciences (sociology and psychology)

as a method of data collection (Brown, 2002). There are different views and

understandings on the use of life histories as a data collection strategy. For

some scholars, life history research reflects a tum away from objectivity and a

privileging of subjectivity and positional differences to produce knowledge

(Riessman, 2001). Other researchers believe that life histories are a rich source

of data that enable investigators to explore the life details of individuals and to

examine the relationships between cause and effect, agency and structure

(Goodson & Sikes, 2001; Jackson & Finney, 2002). The various definitions

from different scholars and researchers show the importance and popularity of

this method in social sciences (Paerregaard, 1998). Therefore, the life history

approach encompasses various definitions depending on the perspective the

researcher chooses to follow (Tierney, 2000).

There are common shared philosophical assumptions in spite of the various

definitions provided by social science researchers for this approach (Cole &

Knowles, 2001; Goodson & Sikes, 2001). The life history approach provides an

understanding of the relevance and the impact of life-events on an individual's

behaviour and expectations. According to some researchers life-events do not
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only shape behaviour, but also explain the way the event is handled and how

individuals respond to the event in terms of their behaviour (Brown, 2002;

Jackson & Finney, 2002).
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For the purpose of this research, Goodson's (1995:98) definition is adopted as

he defines life history as "stories of action within theories of context". This

definition is relevant to this study as it employs young girls' stories as a tool for

understanding their views on gender issues within the school and home

contexts. Goodson and Sikes (2001) maintain that life histories do not only tell

the participants' life stories from their own perspectives, but also allow the

researcher's interpretation of the participants' lives and they also enable

him/her to theorize about the participants' lives in relation to broader contextual

situations and issues.

The previously mentioned definitions of life history approach do not

necessarily disagree or contradict each other but "they speak past each other"

(Tierney, 2000:539). Life history is related to a biography as it is a

retrospective report involving a narrative statement and it is within the

interpretive paradigm (Klein & Myers, 1999; Myers, 1999; Walsham, 1995).

By employing this method in this research, I wanted to understand how motives

and practices reflect the close crossing of institutional (school) and the

individual experiences in real life interactions. Lawrence Cremin (1976, in

Weiland, 1995: 99) states:

Individuals come to educational situations with their own
temperaments, histories, and purposes and different individuals
will obviously interact with a given configuration of education in
different ways and with different outcomes.

Subjectivity in life history as an interpretive approach is deeply recognized by

both the researcher and the participants, as participants give their own points of

view and explanations, while the researcher adds his/her own interpretations. It

allows individuals to discuss not only themselves and their lives, but also the

social context in which they live. Although subjectivity was regarded as one of

the drawbacks of life history in scientific or empirical research in the 1970s,

subjectivity was later accepted with the appearance of the postmodernism and
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post structuralism views applied through sociology, gender and cultural studies

(Goodson & Sikes, 2001). Thus a great shift from subjectivity to objectivity

was adopted, and was accepted in the field of social science research (Denzin &

Lincoln, 2000).

A life history approach is characterized by storytelling (Cassell & Simon,

2004). The story telling aspect in life history journals is characterized by

subjectivity and narration through which the participant presents his/her life

experiences based on interpretive epistemological perspective (Cassell &

Simon, 2004). This concurs with Goodson's and Sikes' (2001) argument that

the social existence is constructed through interpretations of individuals. Each

person has his/her own life experiences that lead to different interpretations and

explanation which end in descriptions of different realities. According to this

understanding, the individual's activities and the surrounding social existence

are connected and cannot be isolated because when a person tries to define and

explain them, he/she usually articulates them within the socio-cultural

environment (Anderson & Williams, 2001; Merrill, 1999). Therefore, the

researcher should consider the existing multiple realities which are interpreted

by the informants to reflect their own perspectives on the world when they

employ life history method as a data collection tool.

In this study, the life-history technique enabled me to explore and understand

personal views on how gender and education impacted on the lives of the girls

who were my informants. I employed the life history technique with the thirty

(30) Sudanese school girls in the two IDP schools in North and South Sudan

who were selected purposefully to participate in this study as they met the

criteria mentioned in section 4.6 above. Socio-culturally, the girls lived in IDP

settlements that were characterized by low rate of school enrolment and high

school dropout rates where the main factors behind the high prevalence of

dropout included poverty, child labour and passive attitudes towards girls'

education (Assal, 2006). I focused on the meaning of the girls' stories and not

mainly on the factual accuracy of the story because my belief was that the story

was constructed on the girls' interpretation and conceptualizations (Ball &

Goodson, 1986) of the issues surrounding them. What individual girls
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remembered were significant episodes and their engagement with the past

which indicated an on-going search for the understanding of themselves and the

environment in which they interacted with others (Thomson & Holland, 2005).

Shared memories found among the girls pointed to the existence of different

versions of collective memories, which could be understood and explained in

relation to their constructed gender identities. Thus, the girls' understanding of

their experiences at home and at school had to be linked to the wider

community socio-cultural framework in order to gain a better understanding of

the challenges they faced in both environments.
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My own understanding of life history concurs with that of Hatch and

Wisniewski (1995:125) who state that "an analysis of the social, historical,

political and economic contexts of a life story by the researcher is what turns

life story into a life-history". Therefore, I did not only depend on the girls'

understanding of their own life histories but I had to make my own

interpretations and analysis of their lives within the broader socio-cultural

context of gender equality and educational aspirations. I found the life history

approach interesting as a method of data collection as it goes beyond the

conception of life history as a review of past events only, to being

"retrospective" (Watson & Watson, 1985). The life histories were not only

about the girls' past experiences, but they also meant to achieve a better

understanding of the girls' past in order to open up possibilities to view their

future as empowered women through education as a capability.

The girls' stories and narratives depicted their life experiences that showed how

the socio-cultural environment shaped their identity as discussed in Chapter six.

Their notes covered past incidents which they recalled and how the incidents

influenced their present lives and future aspirations. The girls' narrations

aligned with Taylor's (1989) observation that when individuals tell stories, they

take into account the past in order to discuss the present and their future

expectations. In order to make more sense of the girls' life histories, I organized

focus group discussions which provided them an opportunity to express their

views on gender equality issues and how these affected their education.

https://etd.uwc.ac.za/



4.7.2 IN-DEPTH INTERVIEWS (IDIs)

Interviewing is one of the most commonly used qualitative methods. Different

from a traditional structured interview which has a limited set of formalized

questions, a semi-structured interview is flexible and it allows new questions to

be brought up during the interview in response to what the interviewee says

(Corbetta,2003). In a semi-structured interview the interviewer generally has a

framework of themes to be explored. However, the specific topics that the

interviewer wants to explore during the interview should be thought about well

in advance. While conducting interviews, the researcher uses "a conversational

or dialogic style of interviewing" (Foley & Valenzuela, 2008:223) in order to

encourage participants to share more of their insights and experiences.

In-depth interview as a method of data collection in qualitative research is also

referred to as a conversation with an informant, conducted by a trained

researcher. The goal of using the in-depth interview in this study was to explore

the girls' point of view, feelings and perspectives. In essence, in-depth

interviews involve not only asking questions, but also a systematic recording

and documenting of girls', parents' and teachers' responses, together with

probing for deeper meaning and understanding of their responses. Thus the

interviewing process occurred over many sessions as in-depth interviewing

requires repeated interview sessions with the target group under study, because

it occurs with one individual at a time, or sometimes with pairs of respondents,

to provide rich data. In this study, the girls in the Northern school were

interviewed twice while girls in the Southern school were interviewed once as

explained in section 4.7.1.1 below.

I conducted 70 face-to-face interviews with all the three groups of my

informants, i.e. girls, teachers and parents between September 18 and

November 11, 2010. These interviews are discussed separately in the following

sub-sections. I accommodated participants' schedules as much as possible by

letting them choose convenient times and locations to do the interviews.

Interviews with school girls and teachers were conducted during school hours

in the school premises, but for parents, some of the meetings were conducted in
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the evenings as some of them came from work in the evenings, but some were

carried out in the work place for those parents who did casual jobs that allowed

intervals such as tea or food selling or running shops in the markets.

The interviews with the three groups of my informants were organized into

themes. The framework of these themes is an informal "grouping of topics and

questions that the interviewer can ask in different ways for different

participants" (Lindlof & Taylor, 2002: 195). Interviews were conducted in

Arabic in both schools, but in the South I used English as well as it was the

medium of instruction in School Y, and it was easy for some girls and teachers

to use it. Firstly, the interview guides were written in English and then

translated and carried out into Sudanese local Arabic language in order to be

clearly understood by my respondents. It was easier to conduct interviews in

the North Sudan because I spoke the same Arabic dialect which is used in that

speech community. I experienced some difficulties in the South as I had to use

the lingua franca used by the different tribes of south Sudan in which I am not

proficient, although I could express myself and my participants could

understand me despite the few phonological and morphological differences in

my own language and their own language. I had to make use of translators to

assist me in some instances so that I was not misunderstood by my informants.

4.7.2.1 GIRLS' INTERVIEWS

The aim of the in-depth interviews with girls was to develop an understanding

and an interpretative framework of the process of interaction between girls'

educational aspirations and the socio-cultural factors which influenced them.

For an understanding of girls' experiences, perceptions and expectations I set

five main themes as an interview guide. The five themes included: (i) Personal

information and Family Background; (ii) Education and Schooling; (iii)

Classroom interaction (iv) Gender and identity and (v) Future aspirations and

expectations.
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Girls' interviews were conducted in the school yards under trees and in empty

classrooms during intervals, where girls felt relaxed and safe. The average time

for each interview was approximately 45-60 minutes. The girls' age average

was different between the North and the South schoolgirls. For instance, in the

North (School X) the girls' age range was between 12-17 years old, while in the

South (School Y) the girls' age was between 12-20 years old. The girls' age

difference will be explained in the data analysis chapter.

In November 2011, I paid a second visit to School X in north Sudan to verify

the information the girls gave me in 2010. In addition, I wanted to follow up

some emerging and interesting aspects that appeared when I was sorting out the

first set of data. I failed to revisit south Sudan (Juba) due to the unstable

political conditions that prevailed during that time. As the referendum and

separation of south Sudan took place from January to July in 2011, it was

unsafe to go to Juba during such critical times. As I am from a different ethnic

and religious background in the North, all people from the North were not

welcomed in the South during the referendum periods.

In the second round of interviews in School X, I got eight (8) girls out of (15)

who were interviewed in the first round. Three (3) of them had finished the

basic education because they were in Grade 8 which is the terminal class for the

basic school level. When the study commenced in 2010 there were five (5) of

them but two (2) of them had to repeat the grade due to their weak academic

performance. The other two had left the school and returned to their home

villages in the South with their families after the separation of the South and the

North Sudan. The other two girls had stopped schooling and stayed at home. In

total, I interviewed 30 girls in the two schools in 2010, and 8 at one school in

2011.

Some schoolgirls in both sites were shy and uncomfortable to provide detailed

information on some issues such as how they interacted with male teachers in

the school. Also, some girls were unwilling to give their views on gender issues

because they were not familiar with the concept of gender equality. However,

being a female researcher in a world of girls was advantageous as I was able to

convince them that I was not going to judge them according to their responses
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nor share their responses with anyone else except for the purpose of my study

as I was bound by the ethics of my research. Ultimately, the girls felt

comfortable with me and they could respond to my interview questions, but I

believe that the long time I spent with them in their schools and my own gender

(as a female researcher) encouraged them to open up to me.

120

4.7.2.2 TEACHERS' INTERVIEWS

To gain an insight into the educational process that took place in the schools

and its implications for teaching and learning, teachers were also interviewed.

A total number of ten (10) teachers were interviewed in the two schools; eight

(8) males and two (2) females. Four (4) themes were included in the teachers'

interviews: (i) personal information and teaching experiences; (ii) teachers'

views on girls' education and schooling process; (iii) girls' gender identity in the

school and (iv) girls' future plans and aspirations.

Most of the teachers in schools were interviewed in the headmasters' offices for

convenience and to feel relaxed while others were interviewed in the school

yard. With the north Sudan teachers, I conducted the interviews in Arabic as

they were unable to use English because they were graduates of Sudanese

universities where the Arabic Language was the official medium of instruction.

In south Sudan, three of the teachers used English to respond to my questions.

The average time for each teacher interview was about 45-60 minutes and each

teacher was interviewed once in order to save their teaching time.
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4.7.2.3 PARENTS' INTERVIEWS

Parents were interviewed in order to investigate how girls were treated at home

and how they were influenced by their home upbringing. Four themes were

discussed in the parents' interviews: (i) background information; (ii) education

and schooling; (iii) home environment and (iv) gender and identity. Parents

chose their homes or work places as interview locations. To facilitate the

discussion with the parents I used Arabic in both sites because most of the

parents were uneducated (70%). I interviewed a total of thirty (30) parents in

both sites (fifteen in each site). There were twenty four (24) females and six (6)

males who were available at the time of the interviews.

Conducting interviews, however, had its own challenges. For example, some of

the informants gave their perspectives of the topic which were subjected to

distortion as they represented their own social and cultural biases. In other

words, during the interviews some parents could not freely express themselves

because they were reluctant to discuss gender issues pertaining to sex due to

their religious and cultural beliefs which were influenced by the conservative

nature of the Sudanese society. In other words, talking openly about gender and

sex is a taboo in certain Sudanese groups.

4.7.3 FOCUS GROUP DISCUSSION

The Focus Group Discussion (FGD) is defined by Kumar (1987) as a

semi-structured data gathering method in which a purposively selected set of

participants gather to discuss issues and concerns based on a list of key themes

drawn up by the researcher or the facilitator. According to Hennink (2007) the

main purpose of using a Focus Group Discussion is to look into different views

of the participants and gain an understanding of their collective perspective.

In this study, the FGDs were employed to collect data from the school girls and

teachers. They were used to supplement the interview data as explained in the

sections above. The FGDs assisted me in analysing and understanding the

significance of education in the lives of the schoolgirls and how they
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constructed concepts around gender in school and at home from a collective

perspective, as individuals often argue with each other and challenge each

other's opinions (Bryman, 2008). So the FGDs added an in-depth and analytical

understanding of the qualitative data (Anderson, 1990) as the girls reproduced

more detailed views and stories when they challenged each other.

4.7.3.1 FOCUS GROUP DISCUSSION WITH GIRLS

I conducted the FGDs with the girls to gain insights into girls' perceptions and

attitudes towards gender, education and the impact of the socio-cultural factors

on their education. I employed the FGDs after the life history journals (LHJs)

and in-depth interviews (IDIs) in order to give the girls an opportunity to

support or challenge each other on the basis of the questions which guided the

discussion. The aim of this undertaking was to identify and understand points

of similarity and contrasts in their discussion in order to arrive at the general

conclusion on their views on gender related issues. I conducted the FGDs with

the girls in the two schools in north and south Sudan. In total, four (4) FDGs

were conducted with girls: 3 FGDs in south Sudan and 1 FDG in north Sudan.

Although my FGD members did not have the chance to look at the questions in

the group discussion beforehand, the girls had a clear idea of what was

expected of them as some of the issues were already covered in the IDIs and in

the LHJ s. The FGD questions were short, precise and focused on the main

points which were discussed in both the LHJs and IDIs. The girls' FGD guide

was organized into sections, namely (i) home environment, (ii) education and

school, (iii) gender and identity and (iv) aspirations and future plans. All the

questions were open-ended and included engagement questions that introduced

the topic of the discussion. There were also exploration questions that led to the

core of the discussion, and exit questions to check if anything was missed in the

discussion (see Appendix 2, A.3).

In south Sudan I had three FGDs with schoolgirls in groups of fives, with a

total number of fifteen (15) girls in which the Arabic Language (AL) and

English Language (EL) were used for the same purposes mentioned earlier. I
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managed to have the three meetings with girls in the south Sudan because the

girls could stay a little later after school hours. Each group discussion lasted

between 50- 75 minutes.

In north Sudan, only one FGO was conducted with nine (9) girls in School X

because I failed to get all of them due to absenteeism of the girls. Thus, I

decided to sit with those who were available on the day I visited the school. I

managed to have the FGD after the classes. Girls in the School X could not stay

too long in the school as they were expected by their families to come home

directly after classes. I conducted the FDG with the girls in Arabic Language

(AL) which I found convenient on the basis of the previous IDIs and LHIs with

them. During interviews I was able to establish a good rapport and mutual trust

with the girls since I shared the same cultural background as a Sudanese

woman who had undergone the same gender socialization process. I was,

however, aware of my role as a researcher, and strived to keep an open mind

with regard to bias and the age gap. I also tried to accommodate all the FGD

members by encouraging all of them to voice their views.

4.7.3.2 FOCUS GROUP DISCUSSION WITH TEACHERS

Two (2) FDGs with ten (10) teachers were conducted in the North and South

Sudan schools. Five (5) teachers from each school who participated in the lOIs

were also involved in the FGDs. The FGD questions were directed towards the

teachers' roles, views and their experiences on teaching young girls in mixed

classes. Gender discourses and their impact on girls' schooling were addressed

in the discussion with teachers in order to gain their understanding of gender

equality and girls' educational aspirations (See Appendix 3, B2).

In School Y, I had one FGD with the five (5) teachers; four of them

participated in the IDIs and one (1) of them was not involved in the lOIs. So I

had the FGOs with three (3) males and (2) female teachers in total. I conducted

the FGDs in Arabic and English. I had the discussion during the school day at

the midday interval for approximately 75 minutes. Teachers were very
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enthusiastic about the discussion because they were interested to discuss and

share some cultural issues with me as I was a researcher from the north Sudan.
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In School X, I had one (1) FGD with the five (5) participants. Four (4) of them

had previously participated in the IDIs and one (1) of them was a visiting

inspector from the Ministry of Education (MOE) who visited the school on the

day I was conducting the FGD (on the is" October, 2010). He volunteered to

take part in the discussion and I ended up conducting the discussion with five

(5) male participants, as the volunteer female teacher was off duty on that day.

The discussion occurred during the midday interval for an hour (60 minutes).

4.7.4 RECORDING AND TRANSCRIPTION OF DATA (IDIs and
FGDs)

I used an audio-tape to record the IDIs with schoolgirls, teachers and parents.

The audio-tape was also used for the FGDs with teachers and the girls. Tape-

recordings eliminate the probability of biasness of the researcher in choosing

the information that shelhe wants only, as the material could be replayed and

listened to in order to capture all the spoken words of the respondents (Kvale,

1996). From an analytical point of view, tape-recordings are important during

the data transcription stage, where the researcher needs to listen and replay the

tape many times to get the exact words mentioned by the respondent.

Transcribing recorded data involved translation of Arabic data into English,

which needed more time due to the large volume of the collected data. Tapes

were replayed after each transcription in order to recheck the transcription. The

transcribed data was presented and organized according to sections, categories

and sub-categories which are presented in the next chapter.
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Qualitative observations vary considerably in terms of participation; from a

non-participant to a complete participant observation. The complete

participation requires the researcher to become a participant in the culture or the

context being observed, while the non-participant method is that the

observation is conducted without the subjects' awareness that he/she is being

observed and it is regarded as unobtrusive or nonreactive (Cohen et al., 2000).

For the purpose of this study, I employed the non-participant observations in

order to gain additional information about the girls' educational aspirations in

relation to their understanding of gender, and the extent to which the school and

home manifested gender in/equality practices. The observations were

conducted by means of a non-participant technique where I observed without

interacting or interfering with the practices and behaviours I saw. They took

place in the school during the interviews and the discussion breaks. I observed

the girls' interactions with their classmates (boys and girls) during the intervals.

4.8 OBSERVATIONS

Observations are widely used as a data collection technique in qualitative

research. Qualitative researchers observe actions or interactions and behaviour,

and listen to conversations while simultaneously observing the context,

particularly the time and location in which these actions are undertaken (Yin,

2009). This implies that observations enable qualitative researchers to access

their participants "more chaotic, non-rational behaviour that may be less likely

to be disclosed in an interview" (Bloor & Wood, 2006:71) i.e. to access what

the respondents actually do more than what they tell the researcher they do.

Observations become useful in situations where some participants show

inconsistencies between their beliefs and actual behaviours and doings, i.e. they

illustrate whether what people say they do is the same as what they actually do.

Social and emotional attachment is likely to occur in observations hence

researchers are required to follow mid-way controlled strategies to strike a

balance between involvement and detachment, and between familiarity and

strangeness (Cohen et al., 2000). As an observer, I utilized several observation

strategies. These included watching the girls in the schoolyards and during
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breakfast gatherings when they were unaware that I was observing them. I

maintained a passive presence, trying to be a non-intruder.

Observations are commonly facilitated by making use of observational notes

(Bloor & Wood, 2006). In this study, observations also entailed spending time

inside the classrooms when there were no teachers and the learners were

waiting, as I wanted to observe the classroom physical setting, its organization

and how learners interacted with each other. I observed girls in mixed

classrooms in order to get a sense of how their social interactions influenced

gender discourses in the schools where the research was conducted. I spent

between 30 - 45 minutes in each of the grades that were involved in this study. I

made use of observational notes to record my observations.

I started my observations without a predetermined observation schedule or

check list, as I wanted to monitor all possible aspects of the school and home

that seemed relevant to my research concepts such gender, interactions, socio-

cultural dynamics and behaviour. I took notes on the school buildings and

latrine services, class arrangement and girls' seating in class, teachers' and

girls' interaction outside the classroom. I also observed the number of girls per

class in relation to boys, interaction between boys and girls and among girls, as

well as their home environments. I focused on these mentioned units of

observations because interactions represented the behavioural products of

gender in/equality, both in the school or at home.

Home activities can also be observed to determine their implications for the

educational process (Cohen et aI., 2000). I visited the girls' homes in order to

meet the parents for the interviews, as most of the interviews were conducted at

the parents'/guardians' homes. During data collection periods, I went with the

school girls to meet their parents'/guardians after school. In south Sudan I

visited fourteen (14) homes, and in north Sudan I visited thirteen (13) homes. I

was able to gain more insights about the girls, their home activities and the

domestic chores they had to do. I also observed how the girls were handled at

home from the time they arrived from school.
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Observations allowed me to gain additional insight on how gender discourses

were understood and enacted in the school in order to triangulate data collected

by means of the IDIs, LHJs and FGDs. According to Patton (2002:262)

observations are important in this way:
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Through direct observations the inquirer is better able to
understand and capture the context within which people interact.
Understanding context is essential to a holistic perspective. The
first-hand experience with a setting and the people in the setting
allows the inquirer to be open, discovery oriented and inductive
because, by being on-site, the observer has less need to rely on
prior conceptualization of the setting, whether those prior
conceptualizations are from written documents or verbal reports
(Patton, 2002:262).

The above quote implies that I (as an observer) had the opportunity to observe

and interact with the participants in their natural environments (home and

school) in order to understand the context in which they operated. This allowed

me to make informed conclusions about the behaviour I saw in relation to the

information elicited in the other data. In the context of this study, contextual

observations worked as a basis to understand how education intersects with

socio-cultural concepts in schoolgirls' lives, and how the socio-cultural

environment shapes girls' aspirations and future educational plans. In other

words, through observations I examined the extent to which the school and

home practices promoted or inhibited girls' educational aspirations. The school

observations provided me with insights into relevant interview questions that I

could use to probe deeper into certain gender related issues and to seek for

further clarifications. I was able to make connections and contradictions

between the data I collected by means ofLHJs, IDIs and FGDs.

However, observations are associated with certain limitations such as the

observer's bias which might distort the collected data. To avoid the bias in my

observations, I had to be aware of the various "lenses" I may use when

observing, i.e. I understood and detached my own beliefs, values, preferences,

and living styles, and I made efforts to understand the beliefs, values and

preferences of the girls and teachers in the school and of the parents at home.
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Secondly, observations are susceptible to the "Hawthorne effect," i.e. people

usually perform better when they know they are being observed. In other

words, the presence of an observer could affect the situation being observed,

therefore, I employed indirect observations to decrease this problem. However,

artificial behaviour such as teachers' avoidance of corporal punishment in my

presence was observed. For example, some of the teachers carried sticks which

they put away as soon as they saw me. In short, all the above features of

observation method justify its appropriateness to triangulate and increase the

validity of the data gained through other data collection methods.

4.9 VALIDITY AND RELIABILITY

The quality of scientific research may be judged by certain criteria namely

reliability, credibility and validity. Patton (2002) argues that validity and

reliability are two factors which any qualitative researcher should be concerned

about when designing a research study, analysing results and judging the

quality of the research study and the research findings (Lincoln & Guba, 1985).

Reliability refers to the operations of a study that can be repeated with the same

results. In other words, other researchers can replicate the study with similar

results (Silverman, 2000). Reliability shows the degree to which a finding is

independent of accidental circumstances. In qualitative research, reliability

stands for dependability whereby the researcher is mainly occupied with

identifying and carrying acceptable processes of conducting the inquiry, so that

the results could be consistent with the data (Cohen et al., 2000).

To promote reliability in this study and to reduce inaccuracy of research data, I

employed triangulation by using more than one method of data collection

(Cohen et al., 2000), i.e. girls' life stories (LHJs), IDIs, FGDs and observations

as discussed in earlier sections of this chapter. Also, testing instruments is

essential to acquire more reliability of the research. I found it necessary to

check on clarity of questions and interview techniques with the participants

before I started collecting data. I provided my respondents with a copy of the

main points and concepts that I intended to discuss with them, and I also
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provided some clarifications and explanations where required before I

commenced with interviews and discussions.

There is a relationship between reliability and validity as Patton (2002) claims

that reliability is a consequence of validity. Validity is the extent to which a

researcher is able to use his/her method to study what s/he intends to study,

rather than studying something else. In other words, validity is "the extent to

which our methods investigate what they are intended to investigate" (Kvale,

1996:238). Thus a theory, model or category should describe reality with a

good fit in order to be valid (Gummesson, 1991). Collecting information from

schoolgirls, teachers and parents in this research was a means of enhancing

validity of the research findings. All the participants involved in the study

provided relevant data on the educational aspirations of girls in the given

context, as they were the ones who were directly exposed to gender discourses

and practices, both at school and at home.

Maxwell (1992) classifies five types of validity in qualitative research. Firstly,

descriptive validity means the factual accuracy of the account as documented

by the researcher. Secondly, interpretive validity reflects the extent to which the

researcher's interpretation of the data represents an understanding of the

perspective of the underlying group and the meanings attached to the

participants' words and actions. Thirdly, the theoretical validity stands for the

degree to which a theoretical explanation developed from research findings is

consistent with the data. The fourth type is evaluative validity that refers to the

extent to which an evaluation framework can be applied to the objects of study.

Finally, the generalizability validity suggests the extent to which a researcher

can generalize the account of a particular situation, context, or population to

other individuals, times, settings or context.

Almost all the validity dimensions mentioned above were essential for this

study. In the next chapter I present data in descriptive form in order to give an

account of what the data represent and how I arrived at such data.

Interpretation of the collected data represents my own understanding of the

perspective of the schoolgirls, teachers and parents, as well as the meanings

attached to their words and actions. Also, collecting data from girls, teachers
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and parents employing triangulated methods (i.e. LHJs, IDIs, FGDs and

observations) enhanced the validity and accuracy of findings presented in

Chapter 6. The theoretical validity is also underpinning this study as the

research questions and data collection methods were driven by the theoretical

framework discussed in Chapter 3. With regard to validity, Merriam (1998)

raises the importance of the degree of relationship between the final

conclusions and the data from which they were generated. The conclusions

drawn in Chapter 7 align with the data presented and analysed in Chapters 5

and 6.
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Patton (2002:584) refers to the concept of "transferability" for the purpose of

generalization where transferability means that knowledge can be passed and

applied to similar situations. In this research, I do not focus on generalizing the

findings of this study to the wider population, but I seek to highlight the impact

of socio-cultural factors and gender issues on the life of disadvantaged girls.

This could, however, be used as the basis for understanding gender equality in

education for girls in disadvantaged communities where conditions are the

same. In all, this study considered the issue of reliability and validity by

making use of data triangulation through different data collection techniques.

4.10 ETHICAL CONSIDERATIONS

As this study was part of the Gender, Equality, Education and Poverty (GEEP)

research project, permission to carry out the study in both sites (north and south

Sudan) were obtained from the authorities in the Ministry of Education (MOE),

and in the various localities and schools where data were collected. Parents'

permissions were sought for their daughters' participation in the study.

Participation in this study was free and voluntary.

Informed consent was signed by all the participants of the study, and the

interview agenda and time frames were explained to the participants

beforehand. I asked the participants' permission to use the tape recorder and I
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read the standard ethics protocol to the girls, teachers and parents prior to the

interview (See Appendices 1, 5 and 6). In conducting interviews, I tried to be

sensitive to the participants' socio-cultural and religious beliefs and values. I

did not try to enforce my respondents to reply or discuss any issue that they

were not willing to discuss with me based on their socio-cultural values, nor did

I impose my own beliefs and views on them.

As mentioned earlier, all the interviews were of a qualitative type to enable free

and open expressive talk. Feedback was provided to the interviewees to check

accuracy of the transcribed data before it was analysed (Gall et al., 1996). I

adhered to all the agreements I made with the participants of this study such as

treating them with respect, protecting their identity and keeping all the

information confidential. I maintained anonymity of the schools throughout my

research and all individuals involved in this study are referred to by

pseudonyms to protect their identity.
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During the data collection stage, I had to fit into the teachers' and learners' free

time as I did not want my research to interfere with the normal running of the

school day. So I conducted some of the interviews during break times and after

school, depending on the participants' preferences. Despite adherence to ethics,

this study has its own delimitations and limitations.

4.11 DELIMITATIONS AND LIMITATIONS OF THE
STUDY

Delimitations ofthis study include the boundary of the problem, the individuals

who were studied, and the setting of the study. This study was concerned with

how socio-cultural factors impacted on girls' educational aspirations,

perceptions and expectations in relation to gender discourses and women's

empowerment among disadvantaged communities in Sudan (IDPs). Chapter

two of this thesis provides a contextual background in order to illuminate the

education and IDP situations in Sudan and the role of socialization in

perpetuating gender discrimination and stereotypes.
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The limitations of this study include the effect of the observer on the

environment and on the actions of the subjects and the generalizability of the

findings. As I was committed to investigate how schoolgirls' educational

aspirations and expectations in disadvantaged communities are influenced by

surrounding socio-cultural environment at both home and school environment,

I cannot guarantee that the participants offered honest answers to my questions

and displayed genuine actions throughout this research study. My presence in

the schools might have altered the participants' normal behaviour to a degree,

and led them to give responses that did not reflect their true feelings to please

me as a researcher. However, triangulated data should have minimized the

impact of this occurrence. While the findings of this study cannot be

generalized to all IDP populations, the rich description of the results should

enable academics in educational administration, as well as welfare and

humanitarian assistance personnel to recognize some implications of this study

for girls' access to education and women's empowerment among disadvantaged

group.
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4.12 SUMMARY

As I mentioned earlier, this chapter gives a detailed account of all the

processes, participants and methods that were employed to gather data for this

study. I made use of the triangulation methods namely LHJs, IDIs, FGDs and

observations in collecting data to ensure the reliability and validity issues for

my research. Observations provided me with a deeper understanding of what

emerged from the interviews, while the interviews provided more explanation

on what was written in the notes of the girls' life histories. Life stories

themselves contained rich information that I believe that girls might not have

said in the face-to-face interviews. The FDGs brought out shared experiences,

while challenging other views that were part of the discussion and they

illuminated the most common understanding of gender in education and its

impact on girls' educational aspirations. In all, the multiple methods of data

gathering complemented each other, while strengthening reliability and validity

of the study.
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In the next chapter, I present the data I collected in order to describe and

highlight key issues that emerged from the different data collection methods,

which are relevant to the research questions presented in the first chapter of this

thesis.

https://etd.uwc.ac.za/



CHAPTER FIVE: DATA PRESENTATION

5.1 INTRODUCTION

In the fourth chapter an account of the vanous research approaches and

techniques which were utilized to gather data for this study has been discussed.

The purpose of this chapter is to present data that was collected by means of

LHJs, IDIs, FGDs and observations. This chapter is structured according to

sections that link to the research questions provided in Chapter 1. The research

questions look into disadvantaged community girls' educational aspirations and

how they relate to gender empowerment; challenges to girls' education and

gender discourses, under the umbrella of existing socio-cultural conceptions in

Sudan. Based on the research questions, this section presents authentic data and

provides a preliminary analysis of data in order to prepare for a deeper data

analysis and discussion in the next chapter.
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As a starting point, I present the schoolgirls' demographic data to provide

background information about the main target group of this research (i.e.

schoolgirls). I then present data collected from the girls using triangulated

methods, namely LHJs, IDIs and FGDs. The data represents girls' views on

education, educational aspirations and gender related matters. Next, teachers'

interviews and the FGD data are presented in order to investigate the impact of

the school environment and teachers' practices and how they influence girls'

educational aspirations. Finally, data from parents' interviews is presented in

order to have a deeper understanding of gender issues as they are reflected in

the home environment through the parents' responses. For ethical and

differentiation purposes, I have used letters for the schools (Schools X and Y),

and I have allocated numbers to schoolgirls (S), teachers (T) and parents (P)

who participated in the study.
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5.2 GIRLS' DEMOGRAPHIC INFORMATION

This section presents the individual and demographic profile of the girls who

participated in the study. The profile includes age, family size and their order of

birth in their families as reflected in Table 3.

TABLE 3: AGE, FAMILY SIZE AND ORDER OF BIRTH

Criteria Category No. of Percentage

students
(%)

N = 30

Age 12-15yrs 14 46.7%

16-20yrs 16 53.3%

Grade & Age Grade 6: 12-16yrs 10 33.3%

Grade 7: 12-19yrs 10 33.3%

Grade 8: 15-20yrs 10 33.3%

Family Size 1 - 5 15 50%

6 - 10 13 43.3%

11+ 2 6.7%

Birth Order First 9 30%

Middle 12 40%

Last 9 30%

Table 3 shows the age ranges of the girls who were at Grades 6, 7

and 8 of Basic Education during the data collection stage. The

majority of the respondents (53%) were in the 16-20 age range, followed by

the 12-15 year olds who comprised 46.6% of the total respondents. The table

also shows that some of the girls were over age for the Basic Education level
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(i.e. 20 years of age). Concerning the family size, the data shows that 50% of

the girls involved in the study had 1-5 siblings. The data also indicates that the

other half of the girls' population (50%) came from large families with more

than 5 members (i.e. 6 - 11+) as illustrated on Table 3.

In the following table (Table 4), I illustrate the girls' families with regard to the

number of siblings who were attending school, and the educational levels of

those siblings who were out of school. The aim is to understand the effect of

the home environment on girls' educational aspirations.

TABLE 4: GIRLS'SIBLINGS IN EDUCATION

Siblings' Education Status No. of Girls with siblings Percentage (%)

Attending school 22· 73.3%

Out of school 8 26%

Completed General Education 6 20%

Did not complete General 24 80%
Education

Table 4 shows that 73.3% of my respondents had siblings who were still

attending school, whereas 26.7% did not have any siblings (of school-going

age) who attended school. This percentage (73%) indicates that the girls were

from families with many children in education, and that seems to suggest that

many parents were confronted with more education expenses or school costs.

Table 4 also shows that the majority of the respondents (80%) did not have any

siblings who finished Basic or General Education, while only 20 % had

completed this education level (General Education). This information seems to

suggest that the majority of the girls did not have well educated family role

models who could inspire or motivate them to remain in school.
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All the data presented above enables us to understand the effect of age, family

size and order of birth on girls' access and retention in the school and on their

educational aspirations. This will be discussed at length in the following

chapter which analyses data. Below, I present data on parents' educational

levels.

TABLE 5: PARENTS' EDUCATION

Parents Level of Education No. of Percentage

Parents (%)

Females/Mothers Basic Education 15 50%

N=30 Secondary 6 20%

Education
9 30%

No Education

Males/Fathers Basic Education 9 30%

N=30 Secondary 12 40%

Education
9 30%

No Education

Table 5 shows that 50% of the girls' mothers had basic education only, and

those with no education at all comprised 30% of the total respondents.

According to the data, only 20% of the female parents had secondary

education. This data indicates that the majority of the mothers (80%) were

considered non-educated and their low levels of education could be one of the

factors that might affect the girls' retention in education, as girls often look up

to their mothers as role models. On the other hand, 40% of the girls' fathers had

gone through secondary education, while 30% of them had basic education and

30% of them were without schooling. The fathers' education levels could be a
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reflection of the gender gap and inequality in education among the Sudanese.

This claim will be discussed in the next chapter as part of data analysis.

In summary, in this section I presented the demographic data of the school girls

and their parents. The data shows that many of the girls who were within the

16-20 age range were in Grades 7 and 8, and most of them were neither first

nor last borns in their families. The girls' data also reflects that half of the girls

(50%) were part of small size families, where the majority of the girls' siblings

(80%) did not finish their general education. Concerning parents' education,

data shows that more male parents had secondary education than females. The

next section presents data on girls' views on education which was gathered by

means of different data collection strategies as discussed in the previous

chapter.
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5.3 PRESENTATION OF DATA COLLECTED FROM GIRLS

In this section I present data collected from girls by means Life-History

Journals (LHJs), In-Depth Interviews (IDIs) and Focus Group Discussions

(FGDs). The data is presented collectively in sections and sub-sections,

following the data collection strategies to provide a broader and integrated data

presentation. Individual voices of experiences have been captured since the aim

of this research was to identify the girls' aspirations, perceptions and

expectations regarding education. What is reported in each section represents

the common views of each group of schoolgirls in the two schools in the North

(School X) and in the South (School Y). The data presented below broadly

covers girls' home environment, the challenges they encountered in education,

their future educational plans and job aspirations and their perceptions of

gender and gender equality which were the key guiding questions of the three

data collection methods.
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5.3.1 HOME ENVIRONMENT

To unpack data on the girls' home environment, I discuss the data in sub-

sections to facilitate an understanding of how the home environment influences

the girls' educational aspirations. The sub-sections focus on the girls' domestic

chores and the impact of household chores on girls' academic performance.
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5.3.1.1 GIRLS' DOMESTIC CHORES

School girls in both sites (North and South Sudan) stated that their parents

treated them differently from boys. Data from the LHJs, IDIs and FGDs shows

that girls' parents showed preferential treatments to boys because the family

depends on the sons' economic status in the future. Girls were perceived

differently from boys as they were regarded physically weaker than boys who

were seen as strong and aggressive. The school girls also described the home

environments as unfair and oppressive. They explained that heavy domestic

duties and home responsibilities such as cooking, washing and taking care of

younger siblings affected their studies and schooling negatively. One of the

girls in School Y stated:

S12, I School Y: I am a girl and the boy is a boy .... each of us has
his/her roles e.g. I usually do domestic work that boys do not
do boys are better than girls (LHJ, 2010).

The division of gender roles was widely practiced In the two Sudanese

communities as the schoolgirls expressed that each of them had a certain set of

activities to do at home. For example, boys did outdoor activities such as

shopping or fixing things at home, while girls did the cleaning, washing,

cooking and fetching water. According to the girls, they experienced

ITo maintain anonymity of the girls and to differentiate between the various girls' responses,
all the girls who participated in the study were given numbers from 1 - 15 in each school, i.e.
School X (in the North) and School Y (in the South). In this chapter, the girls' (or students')
identity is denoted by the letter "S" with a number that was allocated to that particular
girl/student. So the responses presented here indicate the student/girl (S) and the number
allocated to the girl (e.g. S4) and the method of data collection (e.g. Life History Joumal- LHJ,
FGD or IDI) as indicated in the previous chapter and the date/year in which the data was
collected.
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discrimination at home as they encountered unequal treatment such as

limitation of mobility, domestic chores and unequal money distribution in the

form of school allowance. Boys got more school allowance and other privileges

than girls as stated below:

140

S3, School X: Lots of inequalities are taking place at home
because I have to do all domestic work and serve all male
members in my family, while boys do not participate and they are
given all their demands (IDI, 2010).

Girls were treated differently because they were regarded as the mothers of

tomorrow. According to some of the girls, discrimination of girls was an

acceptable norm because it was taken for granted by many families that girls

would get married and move to another family, so they were not considered as

the most important individuals in terms of the family stability and sustainability

in the future.

S9, School X: Girls cannot be treated as boys because they are the
mothers of tomorrow and they will get married and move to another
family at the end (LHJ, 2010).

The different house chores were justified in terms of marriage i.e. as a way to

prepare girls as wives. Girls did all the house work chores, as S4 said:

S4, School X: I do all domestic work because it is for girls, not
boys. Men do not do house work, each of us has his own type of
work. Domestic work is girls' responsibilities. We are girls who
should do all the house duties to be ready as wives and mothers
(LHJ,2010).

The majority of the girls (80%) in the two schools claimed that they were

discriminated against because their families considered girls' education not

worth the money paid for in terms of education, because the girls would get

married and move to another family. Some girls automatically accepted

discriminatory oppressive practices as part of the normal social system. One of

the girls had this to say:

S13, School Y: No inequality as we are equally given our
demands, but I do housework and my brother doesn't, but girls
are not like boys, they are mothers of tomorrow who should
sacrifice (LHJ, 2010).
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All the girls (n = 30) interviewed expressed in their journals (in the LHJs) and

in the FGDs that boys experienced more freedom at home as they were allowed

to go anywhere, at any time they wanted, while girls could not move without

the company of a family member. Also, boys did not participate in domestic

duties which were assigned only to girls due to traditional cultural beliefs and

practices.
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SB, School X: My parents allow my brothers to do and go
anywhere but I am not free to go by myself, only if they
accompany me (LHJ, 2010).

The girls (n = 30) expressed in the IDIs that they spent more time than boys in

doing domestic chores because the house work such as washing was more time

consuming. As boys had different types of duties at home, they were able to

save time for their studies. One of the girls stated:

S5, School Y: When I wash our clothes at home I spend between
three to four hours, so I do not find time to revise my work in the
evening but my brothers just go shopping for one hour and come
back to study (IDI, 2010).

To summarize, the data presented above shows that the school girls faced

different treatment that was based on gender roles. Household chores seem to

be a challenge that faced the girls at home as they were responsible for most of

the household work, which boys were not required to do. Girls appeared to

have limited mobility and freedom and fewer benefits compared to boys.

Moreover, the girls' future roles as wives and mothers took priority over girls'

education. The next section presents how girls' academic performance was

affected by the different gender roles.
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5.3.1.2 IMPACT OF THE HOUSEHOLD CHORES ON GIRLS'
ACADEMIC PERFORMANCE

Most of the school girls (about 82%) explained that domestic duties affected

their schooling negatively as it caused delays to school in the mornings. Some

of the girls lacked the time and electricity in the house to do their school work

in the evenings. This led to their weak academic performance as they became

physically exhausted due to the hard work they were expected to do at home

before and after school. The interviewed girls told me why some of their

colleagues dropped out of the school as they could not cope with the work

assigned to them at home, and also to attend to the school demands.

S4, School X: Ifeel tired and no time to study, even sometimes I
feel that I have to stop going to school because of the double
roles (IDI, 2010).

Some of the girls thought that housework limited their skills and life horizons

as it kept them within domestic duties and did not allow them to enjoy social,

intellectual and cultural activities such as reading novels or watching television.

As a result, some of the girls displayed low self-esteem which seemed to have

an impact on their school performance and attendance.

S15, School X: Too much domestic work affects my self-esteem
as a girl and I become hesitant to practice cultural activities and
other social roles in life (LHJ, 2010). .

Ironically, some school girls confirmed that the house work was good for them.

Some girls (less that 20%) in the IDIs in School X admitted that they did not

mind being treated differently from boys because they would marry and move

away with their husbands. They even considered their stay at their fathers'

houses as "a temporary stay". This was always stressed by their mothers who

supported domestic work that prepared them for their future roles as wives and

mothers. One of the girls in School Y stated:

S13, School Y: House work makes you a good wife and a
successful mother, so it is important li, says my mother (LHJ,
2010).
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The FGD data revealed that the school girls faced many psychological

challenges as they displayed negative self-concepts. Some of the girls lacked

some basics needs such as clothes and personal utilities at home, whereas boys

were provided with all their needs including educational opportunities.

Moreover, limitation of mobility and freedom for girls in both schools was

another factor that hindered their abilities and interests in education and

schooling, together with the difficult and adverse socio-economic conditions

they lived in.

S4, School Y: Boys are treated much better than girls at home
they are allowed more freedom and given all their demands
(FGD,20l0).

Despite the negative self-concepts displayed by the girls with regard to their

treatment at home and their limited access to education, some of the girls

showed appreciation of parental support, particularly their mothers' support in

their education. The FGD data shows that the girls' families supported them to

be in school and to make use of the valuable opportunity. The girls appreciated

their parents' roles in sending them to school as well as paying for their school

fees. On the overall, however, the division of gender roles seemed to have a

negative impact on girls' performance and retention at school.

In the following section, I present data on girls' views on education and the

extent to which their views reflect their vulnerability in terms of further

education and socio-economic participation.

5.3.2 GIRLS' VIEWS ON EDUCATION

The majority of the girls (91%) showed an interest in education and schooling.

They expressed through the LHJs, IDls and the FGDs that they went to school

to gain knowledge and develop themselves as educated and respectful citizens.

Getting access to well-paid jobs was one of the most motivating factors for

education among girls, as they wanted to gain a better standard of living and

good financial standing in the future. The LHJ and IDI data shows that

education was associated with a strong personality, decision making skills,

recognition and eradication of discrimination. Girls explained that their
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opinions would be heard and respected at home if they were well-educated and

participated in the economy of the family and became financially independent

from men who controlled all family resources.

S3, School Y: I come to learn because education is good for my
life. Jf I am not educated I get nothing in life because education
makes me more responsible, respectful and disciplined.
Moreover education is a weapon in the girl's hands whenever
she wants to work outside (LHJ, 2010).

In addition, for some girls being in school was linked to enjoyment and fun

through meeting and playing with friends. In other words, for many girls the

school represented freedom and enjoyment which they lacked at home.

S14, School Y: I come to school to gain education for future and
meet my friends (IDI, 2010).

The LHJ and the IDI data also showed that some girls in both schools linked

education and schooling to future family roles. They explained that education

prepared the girl to play her future role as a wife and a mother more perfectly,

as the girl learns how to care for her children and husband through the

knowledge and skills she acquires at school.

S7, School Y: I love my school because it means education and
learning about life. When I marry I'll not understand my
husband's talk if I'm not educated. An educated girl means
healthy children, when the children are sick the educated mother
can treat them appropriately. Also a girl can get jobs through
education to feed her family and to live good life (IDI, 2010).

Girls' also stressed that school was a place they preferred as it was a place

where they had more freedom than they had at home, learned good conduct and

had fun. However, their boy classmates made it difficult for them to enjoy

themselves as they harassed them.

SB, School Y: I like the school because it takes me out of
ignorance and darkness. Also I could teach others. School is the
place where I find myself, but the boys make it difficult
sometimes when they insult us (LHJ, 2010).

More than 75% of the interviewed girls in both schools said that their parents

had chosen the school they went to because it was a government school and

was supposed to be free of school fees. However, the parents had to pay for
144

https://etd.uwc.ac.za/



hidden costs such as books, examination fees and uniforms. Also, these

schools were closer to their homes as the parents did not want them to walk

long distances to school for safety and security reasons. In other words, the

parents wanted to protect their teenage girls against harassments and

insecurities they might encounter if they were to walk long distances to schools.

SS, School Y: My mother chooses itfor me because she does not
want me to go far from the house in order to be safe (LHJ, 2010).
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From the data presented it appears that girls viewed education as a valuable

investment in terms of financial independence and freedom. The girls also

viewed education as a means of acquiring new skills and knowledge that would

assist them to sustain their families as future wives and mothers. The school

was perceived as a place of freedom and happiness where girls make friends.

However, it appeared that some girls experienced harassment by boys at school.

5.3.3 GIRLS' EXPERIENCES IN MIXED SCHOOL

Most of the girls in Schools X and Y (more than 70%) claimed that teachers did

not treat them equally as boys. Boys were preferred by teachers who thought

that girls came to school to have fun and waste time until they got married.

Teachers tended to encourage and motivate boys to do better than girls in class,

and girls felt that the classroom manifested discrimination as some of the

teachers showed more preference for boys than girls in terms of further

educational opportunities and leadership positions.

S3, School X: Teachers think girls do not want to learn and go
further in education so they encourage boys and motivate them
to be the leaders (LHJ, 2010).

However, some girls (about 20%) in School Y thought that teachers treated

them equally in the class and did not discriminate against them. They thought

that although they were treated equally during classes, they felt discrimination

when they were asked to do the girls' chores like cleaning in the school. They

also felt that some teachers thought they were not interested in education and
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they just came to school to enjoy some freedom that was not allowed at home.

These girls were discouraged and upset by such teachers' opinions. Such

thoughts are revealed in the following quotes:

S8, School Y: Our teachers treat us equally and consider us as

their children. We are all the same in the class (LHJ, 2010).

S6, School Y: Teachers do not separate us because we are in the
same class and we have the same duties but cleaning the class is
our responsibility (LHJ, 2010).
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In the IDls some girls in the North mentioned that teachers ordered them to do

domestic work such as sweeping the classrooms and told them to be ready for

their roles as mothers and wives. They were told to be obedient and respectful

because these values were regarded as "women's or girls' attributes". In other

words, teachers encouraged the values of obedience and respect that

perpetuated girls' inferiority in the classroom.

S15, School X: In the school we are treated as girls because we
are the mothers of the future, even teachers keep us aside from
boys (LHJ, 2010).

In the IDls some girls expressed their disappointment as some teachers had

negative impressions about them.

S11, School Y: Some teachers think girls are stupid because
they do not participate in the class and they do not want to learn
and they just put cosmetics and creams to be feminine. I hate that
way of thinking about us (IDI, 2010).

Regarding teachers' expectations, in both schools the majority (65%) of

interviewed girls reported that teachers' expected them to behave femininely, so

that they could be appreciated by the community. Girls explained that their

teachers wanted them to be quiet and disciplined, as there were expected sets of

socio-cultural conduct that they could not go beyond. Girls in IDls revealed that

teachers expected and encouraged them to avoid contact with boys, in order to

avoid any harassment that might lead to sexual relations in which the girls

would be at a risk of pregnancy and dropout of school, while the boys who

impregnated them would not be penalized, as one of the students stated:
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S2, School Y: Teachers expect girls to behave nicely unlike boys.
They want us to be quiet and calm girls in the class, even doing
well in the class and to keep our way straight home at the end of
the school day. They want us to have good future and behave as
responsible girls. There are differences between girls and boys;
boys can behave irresponsible and do not care, but girls
shouldn't, because a girl can get pregnant and will not continue
in education but the boy who made her pregnant can continue in
his education. Pregnant girls cannot come to school because of
shame or even after birth can 't leave the child alone at home to
come to school (IDI, 2010).
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The IDIs revealed that gender equality talks did not exist in the school context.

The girls expressed that some of the teachers always motivated them to behave

as feminine as possible and to keep within the expected frame of girlhood.

Some teachers expressed such concepts but the boys reacted negatively to such

talks. Therefore, teachers did not discuss gender concepts in the school to avoid

offensive reactions from boys.

S1, School Y: Teachers never say anything about gender
equality in the school. They just advise us each within his roles,
they think girls are not intelligent and clever as boys, so they
encourage us to be like them but boys feel angry. Also teachers
advise us to behave according to our home teachings and rules
(IDI,2010).

On the contrary, some girls in the IDIs in School X showed that they preferred

not to be treated equally by teachers in the school as they thought such equality

in the school treatment would violate their femininity and cultural beliefs about

women. They liked to be distinguished as ladies and treated with care and

respect as they felt weak and needed support.

SlO, School X: Some teachers sometimes tell us about some
equality between girls and boys but we get angry because we
can't be treated like boys and that insults our femininity. We
want to be treated like girls because boys later will tease us that
we are like them, which is not nice (IDI, 2010).

The majority (80%) of the girls in both schools complained that school boys

treated them badly in the school as they insulted, harassed and were aggressive

towards them. Girls said that they were harmed psychologically when boys

thought that girls should be in the house and not in the school. They felt
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helpless as they could not defend themselves against boys and sometimes girls

stopped schooling to avoid harassment from boys.

SII, School Y: We receive only bad treatment from boys, they
tease to make us angry and get into trouble with them. This
treatment affects me negatively to the level that I think of
dropping the school and education entirely (LHJ, 2010)

Moreover, more than half of the girls in the School Y claimed that boys teased

them in the school yard, calling them names with negative comments on their

physical appearance. They coped by keeping away from boys and avoiding

them. It appears that the boys' comments had a negative impact on the girls'

self-esteem.

S8, School Y: They give negative comments about our physical
appearance and quarrel with us and tease us. This treatment
gives me negative impression about myself and sometimes I
complain to the teacher (LHJ, 2010).

In School X the IDI data revealed that girls were also accused by boys of being

emotionally attracted to teachers, and that was the reason why teachers liked

them and sometimes gave them high marks or grades. They added that boys

harassed girls who refused to get into sexual relationships with them as student

12 in School X stated:

S3, School X: Boys make troubles with us in the school yard if
we do not interact with their harassment or refuse to get into
relations with them (IDI, 2010).

S 12, School X: Boys do not respect us; they think we are
supposed to be at home and also those in the class do not like us,
they think teachers love us because we are girls and we attract
them sexually (IDI, 2010).

Regarding school extra mural activities, the IDIs showed that most of the

school girls (more than 75%) were absent in all kinds of sports as games were

only allowed for boys who did not accept girls in their teams. Also, teachers did

not encourage girls to take part in some sports activities such as football due to

cultural conceptions that prohibited girls from playing such games. In both

schools, the girls played some local traditional Sudanese games meant for girls

such as Hijla (individual game which involves jumping over designed lines on

the ground) and Kambalat (individual or team games which require player(s) to
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put bricks over each other to reach a certain level and cover with sand). The

girls reported enjoyment in participating in cultural activities such as singing,

acting and programme presentations that were considered to be traditionally

meant for girls.

S3, School Y: Teachers treat us equally during lessons but we
are separated in sport activities. We are separated in activities
like football which isfor boys and sometimes volleyball that's for
girls, but usually we play Hijla (IDI, 2010).

On the other hand, the IDIs data revealed that most of the girls in the two

schools were interested to participate in class activities. They explained their

interest was stimulated by their eagerness to gain new information and share

experiences with others in class, as well as to prove their presence in class to

impress their teachers, some of whom doubted girls' motivation for learning.

One of the girls stated thus:

S8, School X: I usually participate in class voluntarily because I
want to exchange knowledge with those who do not know. Also, I
participate during class to satisfy my teachers and convince them
how serious the girls are (IDI, 2010).

More than 80% of the girls in the Schools X and Y claimed that they felt shy in

the classroom, so they preferred to keep silent because they were either weak

academically or boys laughed at them when they did not get the answers

correctly. The boys' behaviour prevented some of the girls from participating in

the lessons.

S11, School X: I participate in the class voluntarily to check my
understanding. Other girls are shy, and so they do not
participate. Boys tease and laugh at me when I go participating,
saying that I want to show up (IDI, 2010).

As a contradiction to earlier information given by some of the girls in the LHJs,

the IDI data showed that girls claimed that the school was a safe and secure

environment. They explained that they faced no insecurity in the school, other

than their peers' harassment that they were able to cope with. They were only

scared of bullying directed to females or girls in the streets or on their way to or

from the school. There were many girls who stopped schooling due to lack of

safety in the street where strange men threatened them.
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S15, School Y: I think the school is secure because it is a
protected place and we are guarded by teachers. When boys
make trouble with us I just avoid them and keep myself away
(IDI,2010).

In short, the data presented in this section shows some kind of girls'

discrimination in the mixed schools as some teachers showed preference for

boys who were encouraged to do better as future leaders. Girls' discrimination

was also manifested in the way teachers paid more attention to boys and the

gendered roles allocated to boys and girls in the school and at home. Girls were

encouraged to be silent in the school as many teachers encouraged them to be

respectful and obedient in order to gain social approval as females. In the

mixed schools, the girls experience harassment from boys. Girls' class

participation was limited and their participation in sport activities in the school

is also limited. The data also shows the challenge of the surrounding

environment where girls encountered harassment from male strangers to and

from school. Thus, girls' education in the mixed schools seemed to be a

challenge to the majority of girls. The next section presents the challenges to

girls' further education opportunities and the extent to which these challenges

affect their educational aspirations.
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5.3.4 CHALLENGES TO GIRLS' FURTHER EDUCATION

The collected data shows that there are various challenges that face the school

girls in both schools regarding their retention in education. These challenges

were experienced at home and in school. Regarding the home environment, the

interviewed girls mentioned that the socio-cultural factors such as early

arranged marriage by the families were one of the challenges that influenced

some of their peers to drop out of school. When parents could not afford the

hidden costs of school such as books and uniforms, they took girls out of school

and forced them to get married. Also, some parents regarded girls' education as

worthless as girls move to another family as soon as they get married. Parents

preferred to pay for boys' education as the boys are regarded as future
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providers for their parents. As a result, parents did not see any financial or

economic value and returns on girls' education after their marriage. Thus, due

to such socio-economic and cultural beliefs, some parents might not send their

daughters to school.

SlO, School Y: Challenges to education could be the parents
who do not send their girls to school and do not pay for them,
because girls will get married and do not return what their
parents paid for them, unlike boys who help in the house and
care for the family in the future. Some girls stop education due to
financial difficulties as their parents can't afford education (IDI,
2010).

In poor households, girls are taken out of schools so that they can get casual

jobs to assist their families in making ends meet. This becomes necessary as

parents do not afford the high costs of education.

S14, School Y: Economic difficulties and financial situations are
challenges to my education as my family finds it difficult to afford
any further education (LHJ, 2010).

Concerning tertiary education, the majority of the girls (70%) were not allowed

to study at universities as parents thought that girls would not be safe to be

alone in unfamiliar environments such as universities. Interestingly, some of

the girls shared the same sentiments with their parents that they should not go

for university education as they would be far away from home:

S12, School Y: We are not like boys, we cannot go far to study
and live alone (LHJ, 2010).

The lack of physical facilities and resources were mentioned as some of the

challenges that impacted negatively on girls' schooling. For example, some of

the schools did not have private toilet facilities, and this was a challenge to

young girls, particularly during menstruation. Apart from the monthly school

fees which was charged by schools locally and most of the girls could not

afford, shortage of teachers was also one of the challenges that affected girls'

continuity in education.

SlO, School X: In the school I do not like sitting without teachers
and classes as most of the time we do not have classes because
there are no enough teachers. The school also has shortage of
toilets where I do not/eel relaxed being among boys (IDI, 2010).

151

https://etd.uwc.ac.za/



As mentioned in S.3.3 above, peer harassment is one of the challenges of girls'

school retention and also on further education. Girls experienced bad treatment

from boys and some of the girls decided to leave the school to avoid trouble

with boys.
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S8, School X: Boys mistreat girls. They tease them and do not
respect them. They give negative comments that make girls angry
and sometimes girls decide to stop coming to school (IDI, 2010).

According to the IDI data, low academic performance or achievement was also

one of the causes that led some of the girls to stop schooling and decided to get

married,

S2, School X: Many girls were in the school but they left due to
low academic standard and some want to get married (IDI,
2010).

Others left school due to unstable family conditions of settlement, particularly

at registration time. The movements affected mostly the nomadic tribes from

western Sudan.

SS, School X: Also many girls stop schooling because of family
unsettlement. For example, my friend due to her family unstable
situations and unsettlement in one place, particularly at
registration time, she stopped schooling and went back to their
homeland in Nuba Mountains (IDI, 2010).

Some school girls in School Y attributed girls' dropout from school to pre-

marital pregnancy. They explained that many girls got pregnant and decided to

leave school in order to avoid criticism and the school did not allow them to

continue with schooling if they were pregnant.

S6, School Y: There are many girls who stop education because
of pregnancy, so they stay home to avoid troubles with students
and school administration (IDI, 2010).

However, a few girls in both schools (30%) thought that the educational

challenges were a source of motivation to them and challenged them to work

even harder in order to change their current low social status, and become

stronger and independent through education.
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S11, School Y: There are difficulties in the school and home but
I have to tolerate that if I want to continue in the school to gain a
different and better position to eradicate these inequalities (LHJ,
2010).

The data presented in this section reveals various constraints that threaten girls'

aspirations for further education. Socio-cultural challenges such as early

marriage were some of the constraints that forced girls out of school as families

preferred to save their daughters for early marriage. Some families also had

negative attitudes towards girls' education as it did not yield any benefits for

the family after marriage. Likewise, travelling long distances to attend

university education was not preferred by the families in terms of girls' safety

and social norms. The low socio-economic status of IDP families forced the

girls to take casual jobs in order to assist their families financially, and this

often led to girls dropping out of school.
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Girls' low academic achievement tended to stop schooling and some girls chose

to stay at home and get married. In addition, teenage pregnancy is common,

especially in south Sudan (School V). Teenage pregnancy reduces girls'

opportunities to further their education due to social stigma or motherhood

responsibilities. However, these challenges motivating factors to work pushed

the girls to work even harder to make changes in their lives. In the next section

I present data on girls' educational aspirations.

5.3.5 GIRLS' EDUCATIONAL ASPIRATIONS

The majority (70%) of the girls in both schools expressed high educational

aspirations as they explained that they were interested to proceed to secondary

schools so that they could later go to the university. They wanted to obtain

university education in order to get access to well-paid jobs and to be well

educated citizens in their societies. They were also looking forward to getting

educated husbands in the future, and that encouraged them to take education

seriously.

S6, School X: I want to go further in education because it is the
future to get a well-paid job and educated husband (LHJ, 2010).
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For some of the girls, higher education represented a new stage of life where

freedom and independence would be experienced as a result of knowledge

gained from this kind of education. Higher Education was, therefore, viewed as

a good future prospect in the community.

S 14, School Y: I would like to continue in education ... to be
educated and responsible about myself. I want to be independent
and not to receive orders from male members in my family (LHJ,
2010).

For most girls (90%) schooling was linked with freedom, knowledge and

decision making abilities. Also, girls were inspired to get better and higher

socio-economic status jobs through education. The girls referred to their role

models who were the strong, respectful and independent people with education.

Data from the LHJ s showed that for some girls in both schools education was

linked to their future roles as independent wives and mothers who would be

able to take care of their children. Through education they would be able to

sustain healthy life styles for their families.

S 12, School X: Education guides me to have a job and money,
which leads to an independent personality with free choice and
complete freedom to choose my future husband, for example
(LHJ,2010).

S4, School X: Educated mothers bring up healthy children to
leadfamily life in thefuture (LHJ, 2010).

However, the IDI data revealed that some girls in both schools were unhappy

that they might not proceed with education after the basic school due to

financial constraints and child labour. As a result of poverty, girls had to

contribute to the family income as their families could not afford secondary and

university education. Other challenges included class repetition and lack of

interest in education as discussed in the section above.

The LHJ and IDI data showed that most of the girls' educational aspirations

were linked to better job opportunities. All the school girls interviewed

associated education with better paying or prestigious jobs. They explained that
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people who did not know how to read and write were unable to take high

positions in society. According to the girls, illiterate people did only the manual

and casual jobs which were not socially valued.

SS, School X: I cannot find a respectful job without education
and a certificate and no job without education. Education is not
only for the job but for good discipline and attitudes (LH], 2010).

All the school girls agreed that the casual and manual jobs such as selling food

or cleaning the houses were the jobs which were available for uneducated

people, particularly women. They further stated that these jobs were not

suitable for women in their communities as they often took place in the streets.
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S8, School Y: Only I can work as a tea seller which does not give
enough money and it is a disrespectful one because it is in the
street (LH], 2010).

The majority (80%) of the schoolgirls interviewed in both schools expressed

that they were looking forward to having well-paid jobs in order to be

financially independent and to gain positions in their societies if they succeeded

to attend university. However, some of the girls expressed uncertainty about

further education due to their low academic performance and low achievement.

SB, School X: I want to work to get money to be independent
and control my own resources (LH], 2010).

S14, School Y: I don't expect to attend university because I may
not pass the basic certificate examination as I find it difficult and
above my academic standard (LH], 2010).

Some girls explained that taking a job was considered to be the first step toward

freedom because they would make their own decisions. Also, they would get

the chance to help their communities by doing different jobs such as teaching

and working as medical professionals (physicians or nurses).

SB, School Y: I want to have ajob to make use of education and
get money spent on my education back and I want to be a doctor
to help my people (LH], 2010).

The IDI data revealed that very few girls (10%) in both schools showed interest

in some fields of university studies such as accounting, engineering and media,

because at the moment, most of these jobs are done by boys and men only, and

https://etd.uwc.ac.za/



girls or women have very limited access to them. Most of the girls wanted to be

teachers, nurses and doctors as these professions assist in uplifting girls and

women in the society.

S5, School X: I want to go to university to study media. I want to
be journalist because I like that job and I can say all what I want
to raise people's awareness (IDI, 2010).

S3, School X: I do not think that I will continue in education due
to the financial and family problems. I want to be a mother to
bring up my children perfectly and have a healthy family (LHJ,
2010).

On the contrary, in the LHJs data some school girls mentioned strong interest in

being mothers as they considered motherhood as a natural role that they had to

be prepared for in order to make use of education for their children and

husbands. In fact, these thoughts were influenced by the girls' lack of money

to continue with education.

In short, most of the school girls in both schools showed that they aspired to be

educated in order to get an opportunity to develop themselves through

schooling beyond the basic level of education. The data presented above shows

girls' interest and positive educational aspirations in order to lead better lives

and to access well-paid jobs.

The girls associated casual jobs with illiterate people who were unable to read

and write. Most girls aspired for caring jobs such as teaching and the medical

career whereas very few of them looked forward to engineering and media

sectors. Due to lack of money to proceed with further education, some girls

opted to be housewives and mothers as these were considered to be the

traditional or natural roles for women. Also, some of the girls did not expect to

proceed in education due to low academic achievement which resulted in class

repetition. As girls repeated classes, they grew in age and became physically

mature to be with younger pupils, so most of them decided to leave school. The

lack of interest among IDP girls is linked to the styles and standard of living, as

the entire community suffers poverty and unsettlement. The girls seemed to be

affected by these socio-economic challenges and they were forced to drop out

of school. The following section presents data on the girls' perceptions of the
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concept of gender equality and how their perceptions affect their educational

aspirations.
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5.3.6 GIRLS' PERCEPTIONS OF GENDER AND GENDER
EQUALITY

When the girls were asked about their understanding of the concept of gender,

all of them in both schools showed no understanding of this concept. They

claimed that they had not come across the word "gender" throughout their lives,

but some of them were familiar with gender equality as they seemed to

associate it with the division of roles according to gender. Regarding gender

equality, most of the girls (80%) in the two schools thought that women were

not equal to men, so they could not aspire to new social roles because they

regarded themselves as of lower social status than men. Girls associated men

with power and leadership; as a result, men were perceived to be "better"

community leaders. The following responses represent some of the girls'

responses towards their understanding of gender and gender equality in the two

schools.

SIS, School Y: I haven't heard this word before and I do not
know what it means (IDI, 2010).

S9, School X: We are not equal at all societies; men are better
and have all the advantages. Women cannot be equalized to men
because men are the leaders of communities (LHJ, 2010).

In the IDls, the schoolgirls considered the biological difference between sexes

as a basis for social segregation as each individual was treated according to

his/her sex. Girls justified the difference in gender roles between girls and boys

as a product of home socialization where boys experienced more freedom and

power than girls. However, the schoolgirls thought that girls deserved the right

to education so that they could carry their natural roles properly, and participate

in the development of their societies.
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S7, School X: Men are physically stronger than women. Men can
do tough jobs such as building which women cannot do as they
are weak. So women are different in terms of physical power and
need different treatment at home but must have same education
to take office jobs (IDI, 2010).

In addition, some girls in School X considered boys as superior compared to

them as the boys were regarded as the future heads of the households.

According to the girls' responses, the boys would be responsible for the family

in the future as girls would leave the family house when they got married. They

explained that most parents considered girls as a burden on the family as they

needed more attention and more guidance on behaviour. There was a general

feeling by the majority of the girls (65%) that girls deserved to be educated, but

some of them expressed the concern that some of the girls were not pulling

their weight in.the classroom, because they knew that some of the parents were

not interested in their education.
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S 14, School Y: Girls are different from boys because they have
certain roles but they deserve education and have share in life.
However, girls are lazy and do not care about education, that's
why they are at the back and boys in the front (IDI, 2010).

S 13, School X: Girls are different from boys because parents
think girls are problems and they bring crisis such as
misbehaving and bad practices like premarital pregnancies (IDI,
2010).

Interestingly, the FGD data revealed that few of the schoolgirls (30%)

considered themselves equal to boys in terms of their rights and duties and they

deserved equal treatment. They appreciated the biological differences between

men and women but they thought that girls' abilities were stronger to motivate

them for better positions in life. They explained that if women got the same

opportunities like men, they could do even better than men. They seemed to be

inspired by women who had the ability to handle different jobs as mothers,

employees and housewives.
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SIS, School Y: I feel proud that I am in education and looking
forward to a better future (LH], 2010).

S 13, School X: I think some women are strong and active; they
can do many jobs at the same time. For example, a woman in our
area works as an employee in an office although she has five
children (FGD, 2010).

However, girls revealed some disappointment regarding gender equality at

home and in school. They explained that they were aware that girls deserved

the same rights but there were challenges with regard to the implementation of

equal rights in terms of the division of gender roles. Moreover, the IDI data

showed that all the girls never questioned or challenged gender inequality at

home or school as they believed in gender differences in which they were

socialized. Girls considered it as culturally unacceptable to question cultural

beliefs that were practiced at home and in school as S8 in School X stated:

S8, School X: I have never asked for any equality because this is
rude and disrespectful and I can understand my parents I cultural
justification behind these treatment .... Also, I do not demand it in
the school as I respect my teachers (IDI, 2010).

The data I presented in this section showed girls' understanding of gender

equality. The majority of the girls (90%) believed that men and women were

physically different, so they could not be treated equally. As men were

associated with leadership and power positions, women were regarded as lower

in status due to the less prestigious roles they were expected to play, both at

home and in school. The biological differences were the causes of

differentiation on the basis of the traditional or cultural socialization. According

to the data, all the girls expressed disappointment in terms of achieving gender

equality as they found it unacceptable to question or challenge social norms and

cultural beliefs.
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5.3.6.1 REFLECTIONS ON DATA COLLECTED FROM GIRLS

The above sections dealt with data that was collected from girls by means of

LHJs, IDls and FGDs in order to gain an understanding of girls' views on

education. The first section on home environment indicates that the school girls

are treated differently on the basis of biological sex and gender roles.

Household chores seem to be a challenge that faces the girls at home as they

take many of the household responsibilities. As a result, girls have limited or

less time for school work and little freedom of mobility compared to boys who

are not assigned household chores. Moreover, it appears that the household

chores assigned to girls are a means of preparing them for their future roles as

wives and mothers.

The second section presented data on girls' views on education. It reveals that

girls' view education as a valuable investment in terms of financial

independence and freedom. The girls also view education as a means of

acquiring new skills and knowledge that would assist them to sustain their

families as future wives and mothers.

In the third section, girls' perceptions of mixed schooling have been discussed.

The data shows that the girls are treated differently in the mixed school

environment as some teachers show preference for boys who are encouraged as

future leaders. Girls' discrimination is manifested by more attention and time

allocated to boys, and the division of gender roles in terms of activities in the

school. Teachers encourage girls to be quiet and obedient in order to gain social

approval as females. In the mixed school, the girls face peer harassment and

physical assaults from boys. Girls' class participation is limited due to girls'

shyness in the presence of boys, and limited opportunities for girls'

participation in sport activities. The data in this section also shows the

challenges of unsafe environment where girls encounter harassment from

strangers to and from school. As a result, some parents in the area choose to

keep their daughters at home in fear of their harassment. Thus, girls' education

in the mixed schools seems to be challenged by various factors which include

unequal opportunities to access to education, gendered roles and sexual
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harassment. All these factors have an impact on the girls' educational

aspirations.

In the fourth section, the challenges to further education are presented. Girls are

challenged with different constraints that threaten their aspirations to further

education. Socio-culturai challenges such as early marriage have an influence

on girls' dropping out of school. Some of the families do not value girls'

education in terms of economic gain as girls are expected to get married and be

financially dependent on their husbands. As a result, many girls drop out of

school early, especially girls from poor families who cannot afford paying

school fees. The low socio-economic status of IDPs families forces the girls to

take casual jobs in order to assist their families financially, and this increases

girls, drop-out rates from schools.
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Not only the low socio-economic status of the girls' families but, also there are

cultural and traditional issues that challenge girls' retention in school such as

travelling long distances alone to attend university, so education is not

preferred by the families in terms of girls' safety and social norms. In addition,

girls' low academic achievement which appears to be influenced by their lack

of time to study often results in girls' dropping out of school. When girls drop

out of school, they get married at an early age. In addition, teenage pregnancy

is common, particularly in south Sudan. It reduces girls' opportunities for

further education due to the social stigma and responsibilities attached to it

which prevent girls from remaining in schools.

The fifth section revealed girls' educational aspirations and how they looked at

the future through education. The girls aspired to be educated in order to get an

opportunity to develop themselves through schooling beyond the basic level of

education. The data shows girls' interest and educational aspirations in order to

lead better lives and to access well-paid jobs. Girls associate education with

prestige and upward socio-economic mobility. However, some of the girls do

not expect to proceed in education due the above mentioned socio-cultural

challenges that result in school dropout. Dropping out of school is also

influenced by the poor school infrastructure, poverty and poor living conditions

in the IDP camps.
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This section also dealt with the girls' job aspirations. It shows that girls aspire

for prestigious and professional jobs in order to access well-paid professional

jobs, whereas very few of them look forward to male dominated jobs such as

engineering and media studies. Interestingly, the majority of girls showed an

interest to be educated, while they also wanted to make use of their education to

build and nurture healthy families.

In the sixth section, girls' perceptions on gender and gender equality were

presented. Girls' understanding of gender seems to be based on the physical

characteristics of men and women. Girls believe that men and women are

physically different as men are stronger than women and, therefore cannot be

treated equally. Men are associated with leadership and power both at home

and in the society. As a result, girls perceive themselves as having a lower

social status due to their weak physical characteristics and how they are

socialized in society. The biological differences seem to be the causes of

differentiation on the basis of the physical power and division of gender roles.

According to the data, the girls find it unacceptable to question or challenge

social norms and cultural beliefs which perpetuate their oppression both III

school and at home.

Finally, the presentation of the girls' data highlights school girls' views on the

home environment, education in mixed schools and challenges, educational and

job aspirations, gender and gender equality perceptions. The school girls stress

the importance of education for freedom, independence and poverty

eradication. Socio-cultural and gender challenges which girls encounter in the

school, at home and for further education are also explained. The next section

presents data collected from teachers in order to understand their views on girls'

education and how they evaluate the girls' educational aspirations as they

interact with them in the classrooms.
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5.4 PRESENTATION OF DATA COLLECTED FROM
TEACHERS

For a deeper understanding of school environment and its impact on girls'

educational aspirations, I interviewed the teachers individually and in groups

using the FGDs to gain their views on girls' schooling, educational plans and

interest, and the roles they played in girls' schooling. In this section, I present

teachers' views on girls' education, and the extent to which their views reflect

their understanding of gender (in) equality. As a point of departure, I present

the teachers' demographic details, and I then discuss their views in relation to

parental involvement in girls' education, girls' classroom participation.

5.4.1. TEACHERS' DEMOGRAPHIC INFORMATION

The total number of the interviewed teachers was ten (10). Five (5) teachers

were interviewed from School X in north Sudan, and the other five (5) from

School Y in south Sudan. There were eight (8) males and two (2) female

teachers. In School X there was only one female teacher who worked as a

volunteer in the school, while the other four male teachers were in permanent

employment. In School Y, I interviewed one female teacher because she was

the only female teacher who was involved with the Grade 7 pupils who

participated in this study.

TABLE 6: TEACHING EXPERIENCE AND QUALIFICATIONS (N=10)

School Gender No. of Teaching Qualifications

Teachers Experience

X Female 1 1 year University graduate

Male 4 2 = 5 years All University
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(N= 5) 2 = 12 years graduates (n = 4)

Y Female 1 25 years Training Institute

graduate (n = 1)

Male 4 1 = 17 years 1 = University graduate

(N= 5) 1 = 13 years
3 = Secondary School

1 = 10 years graduates

1 = 3 years
(n=4)

Table 6 shows that the majority of the teachers (8) in both schools were male

teachers. In School X all the five (5) teachers had university degrees with

teaching experience that ranged between 1-12 years. In School Y, three (3)

male teachers were secondary school graduates, one (female) was a graduate of

a Teaching Institute, and only one male teacher had a university degree.

The teachers' experience varied widely in School Y. The only female teacher

had twenty five years (25) of teaching experience, and the least experienced

teacher was a male teacher who had been teaching for three years at the time of

data collection. The other three male teachers in School Y had been teaching

for 10, 13 and 17 years respectively, whereas in School X teachers' experience

ranged between 1-12 years as illustrated in Table 6.
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TABLE 7: SUBJECTS TAUGHT BY TEACHERS

Subjects Taught Male Female

Arabic & Islamic Studies 2 2

English & Theology 1

Geography & History 2

Mathematics & Science 3

TOTAL 8 2

Table 7 represents the subjects that teachers taught in the two schools.

Interestingly, in both schools the female teachers were assigned to teach Arabic

and Islamic studies only, while the male teachers were involved in subjects

such as Mathematics, Science, History, Geography, Languages (Arabic and

English), Islamic Studies and Theology. This is not surprising given that there

were two female teachers only who participated in the study (one in each

school). Also, the work allocation could be seen as a reflection of the schools'

system in terms of subject teaching and distribution of courses between male

and female teachers. The implications of the teaching experience and teachers'

workload for gender equality are discussed in the next section.

5.4.2 TEACHERS' VIEWS ON GIRLS' EDUCATION

This section presents data pertaining to teachers' views on girls' education in the

school context and how girls' schooling is affected by the school and home

environments. The data delivered in this section was collected by means ofIDIs

and FGDs.

All the interviewed teachers in both schools stressed the importance of

education for the girls and their families. Four teachers in School X said that in

the past, traditional families used to prefer marriage for daughters as education

was considered to be a waste of time. They indicated that some schoolgirls and
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their families were still more interested in marriage as it provided them with a

living rather than education. Nowadays, modem families seem to be aware of

the importance of girls' education for a better future. The teachers stressed that

education enabled girls to get jobs after completing and they became wise

mothers who could take good care of their families in the future. In other

words, the teachers associated education with the girls' future roles as

responsible and well informed wives and mothers.

Some teachers claimed that girls gained good conduct and behaviour through

education, with the belief that educating a girl meant educating a nation. The

girls' families benefit from an educated and knowledgeable individual who also

participates economically to the family life if she does not get married and

remains at home. The teachers also emphasized the value of life and religious

knowledge gained through education, together with new technologies like the

internet which enabled girls to get connected to a global network.
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Seven of the ten teachers reported that girls were interested in schooling but

there were various constraints that affected their aspirations and sometimes

forced them to leave school. For example, the family's poor economic

conditions, instability and domestic chores had an influence on girls' dropping

out of school in search of income generating activities. In most cases, the

parents encouraged their daughters to get married in order to get financial

support from their husbands due to financial constraints.

The data also shows that whenever girls got marriage proposals, their parents

stopped them from schooling, regardless of the educational level they were at.

In the FGDs, all the teachers in School X revealed that about 90% of the girls

were not interested in education because of home socialization and internalized

gender division of roles which prepared girls for married life and did not value

education or encouraged them to study further. This implies that the school

attributes girls' lack of interest in education to socialization and gender division

of roles at home.
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The teachers claimed that girls' attitudes towards education varied according to

pupils' backgrounds. According to the teachers, the parents' attitudes towards

education influenced girls' motivation and retention in schools. Girls who came

from homes where education was valued showed more interest and dedication

to schooling than those who came from homes where they did not get

motivation. Inmost cases, girls from poor families were the least motivated due

to financial constraints that prevented their continuity in education. For

example, the headmaster of School X stated:
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T12, School X: 90% of these girls are not interested in schooling,
only 10% are ambitious and have good desires to study. The
family background plays a great role in shaping girls' interest,
particularly the educated families, who care for their girls'
education. Most of the girls do not consider the importance of
education because their families do not value and encourage it.
Parents prefer daughters to get married early and get rid of their
responsibilities, so they think education is not important and
want them just to learn the basics. Therefore, attending school is
linked to marriage opportunities. This attitude is proven by the
uninterested girls themselves regarding their studies as they
devote all attention to beauty and decoration of oneself e.g.
drawing Hina (Cultural Sudanese decorations and drawings on
women's bodies) on hands. Also most of their plans are
associated with other things rather than education (IDI, 2010).

In addition, two teachers in School X thought that girls lacked the academic

capabilities due to the multiple tasks or roles they played as students and care

providers at home. They had to do most of the domestic responsibilities which

prevented them from doing their school work. They also mentioned that some

girls went to markets to find jobs to help them and their families financially.

Furthermore, teachers in School Y attributed girls' lack of interest in schooling

to the instability of the family conditions where most girls did not stay with

their parents due to conflicts and war. Some of the parents died during the war

and others got missing or left their homes.

2 In each school (X and Y) teachers were given numbers 1 - 5 (e.g. Tl - T5) in order to identify
their responses while keeping them anonymous.
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T5, School Y: Girls are interested in schooling but there are
constraints that affect girls' desires and aspirations to leave
schooling. The family situations take them away to get deviant
from education and go on other business. Family factors like
unaffordability for education and the death or absence of parents
due to war reasons, ... girls stay with their relatives who cannot
afford their education. Some girls prefer to marry to find
someone to support them financially (IDI, 2010).

Interestingly, two teachers in School Y thought that some girls were interested

in education in a mixed school environment. The teachers' views contradicted

the girls' attitudes towards mixed school environments which they associated

with lots of challenges such as sexual harassment and lack of appropriate

facilities (e.g. toilets for girls). Teachers thought that the mixed school system

created competition between girls and boys and led to high academic

achievements by both boys and girls.
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Tl, School Y: Mixing girls with boys is a very influential system
that creates competition between them. When girls are separated
they are not encouraged but when they are together they show
much effort to overtake boys. Girls can learn from boys but
originally they are not that motivated unless they are mixed with
boys (IDI, 2010).

In short, this section provides data on teachers' views on girls' education. Some

of the teachers' views coincided with girls' views on education. For instance,

teachers associated girls' education with better life styles, and financial

independence. The teachers in both schools mentioned domestic chores, child

labour and socio-economic constraints that impacted negatively on girls'

education. The socialization process and the stereotypes on gender roles and

preference of marriage to education were mentioned as the key challenges to

girls' education. Teachers mentioned the impact of parental involvement on

girls' educational aspirations as discussed below.
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5.4.3 PARENTAL INVOLVEMENT IN GIRLS' EDUCATION

Parental involvement in girls' education was considered weak by all ten

teachers who participated in this study. They explained that parents did not play

an important role in their children's learning. As the majority of parents had

low levels of education, or no education at all, they were unable to support their

children in doing their school work. Parents visited the school during the

registration times only and when there were problems caused by their children.

They would also come to school when they had problems with school fees.

Tl, School Y: Parents' involvement in their girls' education is
very rare. They do not come to school because they are busy
earning living or because they do not care for their girls'
education. The parents only want their children to be in school
but to follow up; they do not care (IDI, 2010).

The teachers also indicated that poverty and the low socio-economic status of

the families in these areas was one of the barriers to parental involvement.

According to the teachers, some of the parents were aware of the laws

governing children's access to education but they did not make time to follow

up on their children's schooling as some of them were the main breadwinners

for their families.

T3, School Y: Parents are aware of the importance of education
but still they do not come, they show that during social
gatherings when they tell stories about how they respect the child
laws that oblige them to take any child at age jive to school and
they do not want their girls to continue in schooling (IDI, 2010).

Teachers in School X mentioned that sometimes the mothers came to school

when the parents were called by school administration. Fathers were

completely absent in girls' schooling. According to the teachers, some men

only came to school to discuss issues related to boys. This practice was

associated with a traditional or cultural belief which considered girls'

upbringing and education as a feminine responsibility that should be handled by

women or mothers only. According to this practice, women were seen as role

models for the girls, while men mentored young boys into young men who

were expected to follow the same gender roles and principles in their
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adulthood. Such gender discriminatory practices are evident in the following

teacher utterances:

Tl, School X: Sometimes mothers show up if there is a problem
with their girls, butfathers are totally absent (IDI, 2010).

T5, School Y: Most parents are aware of the importance of
education but they are busy .... work far away and are not
available at home to follow up their daughters' education. The
role of the school is to involve parents by calling them every now
and then (IDI, 2010)

The data in this section revealed a limited parental involvement in girls'

education, especially fathers. From the teachers' point of view, although some

parents were aware of the importance of education for their daughters, they did

not provide adequate support to them, especially in poor families with limited

financial resources. Parents visited schools when they were invited by the

school administration only. The next section presents data on how teachers

viewed girls' class participation and performance in schools.
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5.4.4 GIRLS' PARTICIP ATION AND PERFORMANCE IN CLASS

Most of the teachers (7) in both schools reported that girls' participation in class

was very weak. Girls did not participate during lessons due to shyness and lack

of confidence or trust of their academic abilities. The School X teachers

attributed girls' weak participation in class to home socialization, as girls were

taught to keep quiet and behave like ladies. Although some of the teachers had

indicated their interest in the mixed school environment, it appeared that the

mixed schooling system had a negative effect on girls' academic participation

because girls felt embarrassed in the boys' presence as they teased and laughed

at them if they made mistakes as indicated through girls' data earlier. As a

result, the male teachers in School X preferred to interact with boys as they

reported difficulties such as laziness and stubbornness with girls, particularly in

their puberty stage. They wished to have more female teachers in the school

with whom girls could identify, but there was only one female teacher in

School X to give her views on the experiences she had with the girls.
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Tl, School X: Some girls participate during lessons but most are
shy because of the mixed system. Being in class with boys hinders
their encouragement and interest in participation. Shyness from
boys is a great issue (IDI, 2010).

The age factor was mentioned as an obstacle that increased girls' shyness and

limited participation in class, particularly during puberty. Teachers reported

that girls' participation in the lower classes (Gradesl-5) was better than in the

upper classes (Grades 6-8). The teachers justified that girls felt shy and

preferred to be quiet so that they could maintain their dignity as young females

which was associated with being quiet in the cultural or traditional sense. This

behaviour was common during puberty or teenage stage. The girls' attitude and

behaviour during puberty was linked to the girls' preparedness or readiness for

marriage as most of them paid more attention to their physical appearance.

One of the teachers said thus:
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T2, School X: Participation varies from one class to another. In
some classes girls' participation is higher than boys and vice
versa, for example in grade 8 girls' participation is weaker than
boys but in the lower classes it is higher, because of the age
factor and shyness (IDI, 2010).

However, the FGD data revealed that girls in School Y were more interested

and motivated to participate in class than boys who were older in age and who

were returnees (after the CPA). Returnees are people who left their original

places or homes due to conflict or war, but returned when peace was restored as

stated earlier in this thesis. According to the teachers the returnees, mostly

older boys, felt embarrassed to make mistakes in front of girls, and as a result,

they were very quiet in the classroom.

T4, School Y: In my class the participation of girls is more active
and better than that of boys. Boys do not like to be embarrassed
by answering wrongly in front of those girls because they are
older than them, so girls feel encouraged to put their hands up
more than the boys (IDI, 2010).

Further, four out of five teachers in School Y claimed that girls' academic

performance was better than boys' performance, in spite of the difficulties they

faced at home which could affect them in school, such as heavy household

chores, sexual harassment and the unstable home environments. This seems to
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suggest that the two schools had different experiences with regard to girls'

school attendance and performance in the two regions (North and South).
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T5, School Y: In the final performance girls' results are much
better than boy's in spite of the conditions they live. Boys do not
like girls in class because they do better than them. Therefore,
they get jealous and cause problems with them (IDI, 2010).

However, there seemed to be some inconsistency in the teachers' responses

regarding girls' performance. For instance, in the IDIs seven teachers in

Schools X and Y (four in School X and three in School Y) indicated that the

girls' academic performance was weaker than that of boy's in the class.

Teachers attributed the girls' poor performances to domestic work and home

responsibilities that kept them away from studying. Lack of facilities at home

affected the girls' school attendance. In the FGDs the teachers mentioned the

absence of successful educated role models at home and in such disadvantaged

communities where there were no older educated siblings or parents to serve as

good role models for the girls.

T2, School Y: Regarding the final academic performance, girls
are imbalanced with boys and the standard is weaker, because
girls are occupied with other responsibilities at home where they
drop the books and go doing home duties (IDI, 2010).

Tl, School X: I notice that girls' final performance is lower than
that of boys particularly in the 8th grade. That may be due to
mixture system in classes as girls do not feel relaxed to take part
in all related academic activities and they pay much attention to
their physical appearance, unlike boys at this stage who never
consider their appearance. The girl could absent oneself if she
fails to have clean clothes while the boy does not, so they
consider their femininity over education and school attendance
which may affect their academic performance (IDI, 2010).

According to some of the teachers, they devised certain pedagogical strategies

to promote girls' participation in class. The question and answer teaching

strategy was mentioned as the most useful strategy to stimulate girls to

participate during lessons.
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T5, School X: Some girls sit silent in the class, so I try to involve
them in small discussions even sometimes apart from academic
issues. Also nomination is another strategy that I follow in the
class to involve them to participate. They react by standing up
but silent that shows how inattentive they are (IDI, 2010).

T2, School Y: Some girls are shy so I assign them to participate
in order to get rid of shyness. Sometimes I talk to them in my
office (IDI, 2010).
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Some teachers encouraged girls to compete with boys by providing examples of

role models who are successful in life or in their communities in order to

motivate them to get interested in education.

T4, School Y: We encourage girls in class to learn through
providing examples of successful ladies who have good positions
in the government (IDI, 2010).

In the FGDs nine teachers (four in School X and five in School Y) indicated

that girls did not participate in sport activities because there were no female

coaches in the schools to train the girls. The girls were not interested to be

trained by male teachers because they did not have appropriate sportswear.

Girls showed more interest in Sudanese culture in the form of drama and music.

The data presented in this section shows that the girls' participation in

classrooms was weak compared to boys' performance. The girls remained

quiet in class as a result of the traditional socialization which requires girls to

grow up as quiet and obedient female individuals. The puberty stage seemed to

influence girls' academic performance in mixed classes as girls spent more time

on their physical appearance than on their school work. As a result, many of the

girls performed poorly in the classroom. The data also shows that older boys

who were returnees were shy in class, and did not participate actively like

young boys. In such cases, girls performed better than boys. The following

section presents teachers' views on the causes and effects of girls' dropout from

school.
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5.4.5 GIRLS' EDUCATION AND DROPOUT RATES

Data shows that both schools experienced high drop-out rates of girls. Teachers

mentioned various family related factors such as absence of parental

involvement and follow up in terms of parental control and discipline and

poverty which led to child labour. Also, migration and instability contributed

towards girls' dropout rates. As some of the families suddenly decided to move

to other places in search of job opportunities, the children were driven out of

school. In the south, for example, socio-economic factors such as financial

constraints and poverty or the absence or death of parents due to war, affected

girls' retention in school as some of the girls stayed with their relatives who

could not afford to keep them in school.

Tl, School X: There is a high dropout rate in this school. I
noticed this in the total number of girls attending the classes
every year, particularly the 3rd circle (the three terminating
grades 6th/7th/8th). For example, in grade 6 girls are 50% of
boys, in grade 7girls are 17 out of70 (IDI, 2010).

T4, School Y: There are many girls who leave school due to
inability to afford school fees even in public school which
demands money. The mothers are making use of the girls at home
rather than sending them to school. Also some girls prefer to go
and find jobs to get money more than attending school. Mothers
prefer girls to work at home as a social norm so they keep the
girls and let the boys go because they do not help at home (IDI,
2010).

All the teachers in School X stressed the role of the family in motivating or

discouraging girls in education. Educated parents or siblings tended to

encourage girls to study, i.e. they served as good role models. These parents

were able to provide educational resources such as TVs, computers, etc. to

support their children's learning, whereas children from poor homes did not

have access to such resources. In such poor environments, parents strived for

living, and they did not afford the demands of schooling for girls. Hence, they

preferred girls to help at home or in income generating activities rather than

going to school.
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T3, School X: The family is very affective in girls' education
through providing models to follow so girls cannot go beyond the
boundaries set by the families. This is a displaced community
where parents are just fighting for living so they can't provide
demands of education for girls such as TVs or computers and
they prefer them to help whether at home or in income activities
rather than going to school due to financial difficulties (IDI,
2010).

Teachers claimed that some parents did not believe in the school as a trusted

institution to discipline and socialize their girls according to the socially

accepted norms. Thus many parents kept their girls at home than sending them

to schools, as indicated in the following teacher's utterance:

Tl, School X: The family has roles in discouraging girls for
education e.g. some parents think that schools do not raise well-
disciplined girls so they prefer to drive their daughters out of
school (IDI, 2010).

All the teachers in School X showed a lack of interest in the mixed schooling

system. They reported that girls' academic performance was affected negatively

by the mixed system which was rejected by parents as they did not trust it. So

many parents took their girls out of school when they reached the puberty

stage, regardless of their academic grades.
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Tl, School X: The mixed schooling is one of the great problems
that affect girls' development in education. Also, the structure of
school, as it should be fenced ... not just opened like that to allow
girls having relations with boys. Thirdly the follow up of the
family creates a defence strategy against these practices and
harassments but family concern and follow up is not available in
such fDP community (FDG, 2010).

The FGDs revealed that some teachers in both schools viewed girls' education

as a means of girls' awareness to basic health values such as neatness and

physical cleanliness, which are reinforced in their families.

T4, School X: The girls' image about themselves is now different
as they are more concerned about their personal cleanliness, way
of speaking and character development (FGD, 2010).
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In the IDIs, teenage pregnancy was mentioned as one of the causes of

schoolgirls' drop out from school. As the girls started the puberty stage, they

started to experience emotional and sexual relations, some of which ended in

pregnancy which often led to (pregnant) girls dropping out of school.

T5, School X: We have high dropout rate due to life pressures
such as economic situation, the behavioural background of the
fathers being drunk and doing negative practices, all which affect
girl's psychological wellbeing. Others got pregnant so they leave
the school because of social isolation and shame (IDI, 2010).

According to the teachers, the schools did not play a major role in reducing

girls' dropout rates due to the high number of students they dealt with on a

daily basis. Teachers at both schools mentioned that when girls left the schools,

they went to take labour jobs in the market or worked as house maids to support

their families financially as two of the teachers stated:
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T5, School X: The girls who left the school go to the street and
try to work as servants (IDI, 2010).

T4, School X: The school doesn't care about the dropped out
students or trace them because of large classes e.g. (116 / 110/
90) per class. Girls' dropout is higher than boys' (IDI, 2010).

Four of the School Y teachers claimed that some of the girls took prostitution

business as a source of financial support when they left school, and most of

these girls often fell pregnant. Some of the girls went to live with their

boyfriends when they dropped out of school, while others got married as early

as the age of 14 years. Early and arranged marriages often impacts negatively

on girls' schooling as discussed earlier.

T4, School Y: When they drop out of the school most of
them go to work in the market, selling tea, and goods to
survive, while others go doing bad business such as
prostitution (IDI, 2010).

T3, School X: Some girls leave the school to get married
according to family laws (IDI, 2010).

In short, the data in this section reveals teachers' views on girls' dropout rates.

The teachers mentioned high dropout rates in both schools which were

attributed to various family related factors such as poverty, migration and
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cultural socialization. Some parents did not trust the school system to socialize

their daughters in the traditionally accepted social norm they would like for

their daughters. Teenage pregnancy and early marriage were some of the

challenges that threatened girls' retention in education. The teachers' responses

showed that the schools had a little role to play in preventing girls from

dropping out of school. The next section presents teachers' views with regard to

Gender-Based Violence (GBV) in education and its impact on girls'

aspirations.

Tl, School X: Many girls come to complain about verbal,
physical and sexual harassments, such as receiving love letters.
Some girls do not complain because they think this will hurt their
reputation and they feel the shyness so they hide it. Others,
particularly the girls in the 8th and the 7th grade enjoy these
practices which prove their femininity and how attractive they
are. I resolve the issue by investigating both and talk to them
(IDI,20l0).

5.4.6 GIRLS' EDUCATION AND GENDER-BASED VIOLENCE
(GBV)

Seven of the ten interviewed teachers (four in School X and three in School Y)

mentioned that girls complained about Gender Based Violence (GBV) which

involved verbal and physical harassment. Girls reacted to such harassments by

reporting to the teachers and the boys were warned and punished but if such

behaviour was persistent, parents were called to school. Teachers' reactions to

GBV were limited to warnings and advice or talks with both partners. In some

instances, GBV cases were not reported to the teachers as girls wanted to

protect their identity and reputation.

In line with GBV, eight teachers out of the ten teachers (four in each school)

expressed that they expected socially acceptable behaviour from girls, which

would reflect their self-respect and discipline as young women. In other words,

girls were expected not to be violent, despite the fact that they were harassed by

boys. As a result, teachers taught the girls some social principles, religious

teachings and good conduct in order to be good female citizens in the future.

The key social principles that were emphasized by the teachers included
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loyalty, obedience, a sense of responsibility and a caring attitude. All these

values were associated with the girls' future roles as wives and mothers.

Teachers viewed education as one of the key aspects of the girls' future

prospects.

T5, School Y: I expect girls to be disciplined and aware to their
future roles and study to work hard to be model mothers and to
be responsible of the household. Also they should be aware of
how to bring up their children and be good partners and future
wives (IDI, 2010).

Regarding the teachers' expectations of boys, the interviews showed that the

boys were expected to be the future leaders of the community. Teachers

expected boys to be physically and emotionally strong, helpful and to take

initiatives because they were supposed to head the households in the future.

These expectations were targeted at reducing the boys' violent behaviour

against girls.

T5, School Y: Boys are expected to have good conduct because
they are the fathers and husbands of tomorrow; also they should
be responsible because they are the men ad leaders of the future
(IDI,2010).

To summarise, the data in this section indicates teachers' views on GBV as

they reported on verbal and physical harassment which girls encountered at

school. They explained that warnings and physical punishment were followed

by the school administration to limit GBV, and that parents were informed

about the boys' misbehaviour. All the teachers expected the girls to be obedient

and calm in response to the GBV in order to save themselves and their

reputation as females who were expected to avoid problems with the boys. It

appears that GBV was a difficult issue to handle in both schools as teachers

tended to emphasize principles that encouraged male dominance and female

submissiveness. The following section presents data on teachers' understanding

of gender and gender equality.
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5.4.7 TEACHERS' PERCEPTIONS OF GENDER EQUALITY

The teachers in both schools reported various understandings of the meaning of

gender. Six of them, including a female teacher explained the concept of gender

as referring to women standing for their rights and also what men could do and

what women could not do. Of the six teachers, all the male teachers thought

that males and females had different gender roles to play on the basis of social

and cultural norms. On the other hand, the female teacher thought that women

were not valued in the society and therefore, women had to empower

themselves through education to eradicate illiteracy.
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The concept of gender was also perceived in terms of sex or biological

differences whereby men and women were seen as different physically, and so

are assigned different roles according to societal norms. Interestingly, male

teachers stressed inequality between men and women based on men's physique

and socialization. There was inconsistency in some responses as some of the

male teachers claimed to embrace gender equality, while their responses

reflected the opposite as stated in the excerpt below:

T5, School X: Actually, there is no equality between men and
women. Man is always valuable ...whatever woman is,... she
cannot do anything, because women are not as physically strong
as men. But, I believe in equality as originally we are all the
same and women should go out of illiteracy (IDI, 2010).·

According to some teachers, gender in the school context stood for girls' lack of

interest in science subjects that boys enjoyed, while girls preferred arts and

literature which was associated with their feminine socialization. This thinking

appeared to be a type of gender stereotype as girls were not perceived as having

a capability to be scientists.

T3, School Y: I heard about this gender conceptualisation which
in this context means difficulty upon girls so must equalize. In
learning science, girls are not that motivated, they go more with
the arts issues like history and literature, they do not enjoy the
science class so much like boys. Some of them are interested in
science and I encourage them to take science since now if they
want to go to science specializations in the future (IDI, 2010).
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For the majority of teachers (eight teachers), gender equality in the school

referred to equal academic duties assigned to students. According to them, girls

must have the same opportunities to participate in all activities that could

develop the community and the country. However, gender equality

implementation was difficult because both teachers and students were

socialized in carrying out certain types of duties that could not be rejected and

changed by the school. Teachers' responses illustrated that they did not believe

in gender equality in school due to gender socialization, which entrenched

division according to gender. As a result, some of the teachers' responses did

not show any possible of transformation with regard to gender gaps in school as

shown below:
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T3, School X: Equality in the school is not 100% applied as
some activities are done by boys and others by girls. For
example, the morning training session is usually done by boys
because they do not accept girls to train with them
physically ... that reflects their opinion about girls. Also, girls do
the cultural activities like acting and singing because boys do not
like that, but girls have their own sports like rope jumping which
is not played by boys in our culture. No common extracurricular
activities to be shared between them together. Keep them away
like the egg and the stone (IDI, 2010).

The FGD data, however, revealed that in the school setting, gender equality

was meant for treating boys and girls equally, particularly in the classroom.

Teachers explained that pupils were treated equally in the classes, but girls'

often volunteered for out-of-class activities such as cleaning, because they were

used to such domestic chores at home. The teachers provided all the students

with a cleaning schedule, but girls often chose to do the cleaning. All the

teachers claimed that they employed several strategies to apply gender equality

in the school. They treated students equally during classes; giving them the

same rights and duties, unless girls asked for women's roles in the school such

as cleaning. The following utterance is one of the examples that seemed to

support gender equality in the schools.
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Tl, School X: Equality in school is practised through giving the
same rights and asking the same duties. All are students and here
to learn in the same class with the same teacher and tool, we
address them similarly. Girls could do some extra women's work
in cleaning the classes as they prefer this more than boys who
are not good at that and they complain doing that because at
home they do not participate (FGD, 2010).

Teachers in School X expressed a different view of gender equality in the

school. They stated that the traditional or cultural values dominate in the school

setting, particularly the Islamic teachings that concern women's roles. The

teachers mentioned that social norms and beliefs categorize women and men

differently in terms of duties and rights, and children are socialized according

to different sex roles which become internalized. Such internalized conceptions

could not be eradicated and changed suddenly by the school, therefore the

gender role stereotypes continued to be reinforced in the school environment.

Teachers believed that girls had a right to education and work, but the

educational rights were limited to the level of freedom granted to females by

their families.

The teachers' responses also revealed that they associated the male gender with

power and freedom, and did not believe in gender equality. Male teachers

seemed to resist gender equality. Such an understanding seems to stem from

their own understanding of the world surrounding them through cultural

socialization.

T2, School X: It is a so advanced concept, but according to our
culture and socialization it is unacceptable. I believe in
participation of both sexes to enhance life together but men and
women cannot be equalized in rights and duties as each has
his/her own roles to play (IDI, 2010).

T3, School X: Each has his/her rights but not the ones which
allow women to control things, e.g. if the girl has someone who is
older than her, he should be in charge but if there isn't then she
could be responsible (FGD, 2010).

Both IDI and FGD data indicated that some teachers preferred not to discuss

gender equality issues directly with pupils because it offended some of the

school boys, and they became aggressive and defensive as they were culturally

. socialized to be superior to girls. On the other hand, girls reacted positively and
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were interested to listen to gender equality talks. However, some girls showed

no interest to be treated like boys because they perceived themselves as females

who were weaker and more vulnerable than boys and therefore, had to be taken

care of by males. In other words, some girls viewed gender equality as a

deviation from the social norm which shape men as protectors of females.

T2, School X: In these communities, girls are not interested in
competing themselves because of the hopeless family situations,
but some are trying hard to be out of this through education but
social factors like marriage and financial problems hinder them
(IDI,2010).

Tl, School X: Boys show rejection to these talks as they think
they are men and girls are less in value than them. But girls are
so encouraged and get enthusiastic about that, which means
teacher evaluate them differently and respect their roles and that
all what they are keen about at this stage (IDI, 2010).

T2, School Y: Most of the girls like being equalized with boys
and enjoy it ..... but they feel shy and they fear to be treated
equally because boys are brought up to be boys who should be
rough and aggressive, so girls do not like to be criticized by their
colleagues, boys later asfemales in males styles (FGD, 2010).

Eight of the teachers (four from each school) understood gender equality in

terms of the similarity of the curriculum offered to boys and girls, i.e. the

curricula taught to boys and girls. According to this understanding, boys and

girls displayed different levels of motivation and enthusiasm to learning due to

poverty related challenges and cultural practices such as early marriage. Due to

these challenges, girls dropped out of school earlier than boys, and this tended

to widen the gender gap as the following teachers from the two schools stated:

TS, School Y: I apply gender equality in the class when I involve
them both in exercises, cleaning the class, sitting together, mixed.
I mixed boys and girls in group work to make them feel the
sameness and I discuss stories of successful working women in
our society. Girls are encouraged and motivated to deal with
boys during class (FGD, 2010).

It also appeared that teachers interpreted gender equality as similar treatment of

boys and girls in the classroom. Data from IDls shows that all the teachers

taught boys and girls the same subjects in the classroom, although there were
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differences with regard to the roles assigned to the pupils, and the activities in

which they participated. For example, both schools divided boys and girls into

two separate sections in the classroom to avoid physical contact between them

as it was considered culturally unacceptable. Girls liked the separated seating

arrangement because it kept them away from boys, and they also felt safe,

particularly during their menstruation periods.

Tl, School X: During lessons in the class seating we divide
pupils in two sections; one for girls and the other for boys, but
sometimes they are mixed in the yard but not during the lesson.
We decided that to avoid mixture during lessons that causes the
disturbances at this puberty age. Girls also feel relaxed in this
seating as they do not like to be closer to boys in order to avoid
direct contact with them (IDI, 2010).
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During lessons boys and girls worked separately as pairs or groups to avoid

contact with each other. The division of roles was also done according to

gender. Girls were allocated similar duties they did at home such as cleaning

while boys had to do other types of duties which were associated with manhood

at home such as cutting or trimming trees. Boys were also allocated leadership

roles to manage or control the girls. Class leadership roles were not assigned to

girls as they were not seen suitable for such roles. This kind of practice was not

regarded as a form of gender discrimination by teachers, but a socially

acceptable norm. This is evident in the teacher's utterance below:

Tl, School X: The Student assistant should be a boy because
girls cannot give orders to boys or control the class as she is
emotionally weak (IDI, 2010).

T2, School Y: Actually I have to assign boys to do garden work
because it is rough and needs physical strength but the cleaning
work is for the girls. Also in sport activities, each has his own
preferred sport like football for boys and volleyball is for girls
(IDI,2010).

Teachers seemed to realize the strength of the girls in education, in spite of the

limited opportunities provided to girls. According to the five teachers in

School Y, for example, girls could perform better than boys academically, and

could compete with them if they were able to continue with education.
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Tl, School Y: Girls are capable in competing with boys, because
some have the interest. Some boys try to inhibit girls' interest and
have the dominance over them (IDI, 2010).

To summarize, this section presented teachers' views on issues pertaining to

gender conception and implementation in schools. According to teachers'

responses, it appears that the concept of gender equality is underplayed in

schools. The data shows that teachers understood gender as equal treatment of

boys and girls within the socially accepted norms and traditions. The male

teachers stressed the gender roles for both men and women, while the female

teachers conceptualized gender in terms of women development in order to

gain access to their rights. Also, the teachers conceptualized gender in terms of

equal opportunities for both students to participate in academic duties and

school activities although the practice did not fit what they said, while some

girls showed disinterest in some subjects such as science and mathematics, and

preferred to do domestic duties at the school. Gender implementation in school

seems to be challenging, due to the socio-cultural beliefs that stress gender

division of roles at both home and school environment. The next section

discusses the teachers' views on girls' future educational plans and aspirations.

5.4.8 TEACHERS' VIEWS ON GIRLS' EDUCATIONAL
ASPIRATIONS

Teachers' VIews and expectations on girls' educational plans and future

aspirations are discussed in this section. The data presented here was derived

from IDIs and FGDs. There are inconsistencies in teacher responses with

regard to girls' interest in education. For instance, the IDI responses show that

half of the teachers thought that the majority of the girls were interested in

schooling and had the desire to proceed with education. The girls showed

interest in the lessons and their learning, but they lacked support from their

families. However, in the FGDs seven of the teachers were of the view that the

majority of the girls (90%) lacked interest in schooling and they came to school

to enjoy themselves and practice freedom until they got married. This
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Tl, School Y: In the school we have some interested girls who
want to go further in education. They focus on their studies, but
the rest are occupied with getting married and family life. Some
girls are not interested themselves in education" (IDI, 2010).

inconsistency in responses between the IDIs and the FDG reflects how the

teachers were challenged in the FGDs to uncover the girls' interests regarding

further education rather than hiding their real interest in the IDIs.

Teachers indicated that girls' interest was affected by the adverse family

conditions in which they lived. They reported that girls usually complained

about home challenges such as financial difficulties, social and cultural

obstacles which prevented teenage girls from attending school. On the overall,

teachers' expectations were low regarding disadvantaged community girls'

continuity in education due to socio-economic and family challenges.

T5, School Y: Girls are motivated and interested in schooling,
but the surrounding factors such as socio-economic situations
might affect the continuity and future plans of those girls. Many
girls leave the school because of the economic situation and
social factors such as the absence of follow up and care at home
that leads girls to get pregnant or find work in the market to
survive (IDI, 2010).

Tl, School X: Some girls complain about their family style of life
that they experience, such as the heavy domestic responsibilities
and cultural obstacles to keep them at home. I had a girl last
year who was so brilliant, but family drove her out of school. I
talked to her family, the mother told me that her father is not
available and she had to work to earn a livingfor the children, so
she had to stay home to look after her younger brothers and
sisters while the mother was at work. But the girl told me that
someone wants to marry her which was the main reason, but I
convinced them to allow her to sit for the exam and she did and
got high marks and went to the secondary school, but
unfortunately I came to know that she had left the school. All that
because of the family preferences to get their girls married (IDI,
2010).

All teachers in both schools considered education as the most important factor

for IDP girls to change or improve their lives and the lives of their families, but

they were concerned about the prevailing GBV directed to girls in schools.

Teenage pregnancy was regarded as one of the obstacles to girls' access to

education, particularly in the School Y.
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T3, School Y: I think girls' education is the key to their future,
and should study to be better than their parents. They should
avoid sexual relations if they want to continue in the school. Also
boys should not disturb, insult and beat the girls because when
they create problems ... so they could decide to stop coming to
school as they do not stand problems and cannot continue (IDI,
2010).

Tl, School X: Education is essential for such communities,
because it devaluates girls' education, and they need to be
enlightened about this issue... how it's important and a need to
have educated role models in order to change negative concepts
about it. When girls are educated they can raise the standards of
their families and their understanding of education and work as
models for their younger siblings (IDI, 2010).

In short, the majority of teachers were of the opinion that many school girls

were not interested in education due to socio-economic and cultural constraints.

Marriage seemed to be more prioritized as a source of financial stability than

education. As a result, parents encouraged their daughters to get married or

stay at home if they had financial difficulties. The teachers had low

expectations for girls' continuity in education due to the above mentioned

constraints, although they were of the view that education is a key factor for

poverty alleviation in such disadvantaged IDP communities.

5.4.9 SUMMARY

This section presented data collected from teachers about girls' education in

IDP schools. In the first section, the teachers' demographic data was presented

to provide a background about the teachers' qualifications and teaching

expenence. The second section discussed teachers' views on girls' schooling

and education. It dealt with data which was collected by means of IDIs and

FGDs. The third section presented data on parental involvement in girls'

education and its negative impact on the girls' education. The data in this

section revealed that although parents were aware of the importance of

educating girls, they did not follow up on their daughters' school work because

of poverty related constraints. The fourth part looked into girls' participation in

the classroom and the data showed that girls were very quiet in class. The fifth

section highlighted the teachers' views on dropout rates. Teachers attributed the
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high drop-out rates to various factors such as poverty and lack of parental

support. The sixth part revealed the prevalence of GBV in schools and its

negative impact on girls' schooling. In the seventh section the teacher'

perceptions of gender equality were discussed. Gender equality in the school

was perceived as equal treatment within the socially accepted norms and

traditions. The male teachers stressed the gender roles for both men and

women, while the female teachers conceptualized gender in terms of women

development. The final section dealt with teachers' views on the girls'

educational aspirations which were high but negatively influenced by various

social and economic factors. In the next section, I present parents' views on

girls' education.
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5.5 PRESENTATION OF DATA COLLECTED FROM
PARENTS

This section presents the data obtained through individual interviews with

parents and guardians or caregivers in order to determine if there was any

relationship between their views and the data gathered from school girls and

their teachers with regard to girls' educational aspirations. Firstly, I provide the

parents' demographic details with regard to their occupation and family sizes.

5.5.1 PARENTS' DEMOGRAPHIC INFORMATION

The total number of the interviewed parents and guardians was 30 (24 Females

and 6 Males) as presented on Table 8. Fifteen were interviewed in north

Sudan, while fifteen were from south Sudan. Most of the interviewed women

(70%) in south Sudan were housewives, and others had informal business at

home. Some of the male parents were retired soldiers who used to be part of the

army during the war. The majority of the women (80%) in north Sudan had

casual jobs such as selling food in the streets, and working as house maids or

servants in order to feed their children. Many of them had low levels of

education.
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TABLE 8: PARENTS' DEMOGRAPHIC INFORMATION

Criteria Gender Number of Percentage

Parents

Parents Female 24 80%

(N = 30) Male 6 20%

Professional Female 0 0

Employment
Male 12 40%

Non-Professional Female 13 43,3%

Employment
Male 10 33,3%

Unemployed Female 16 53,3%

Male 5 16,6%

Deceased Female 1 3,3%

Male 3 19%

Family Size 1- 5 members 16 53,3%

6 - 10members 14 46,7%

Table 8 above shows that the majority (80%) of the interviewed

parents/guardians were females, and the males constituted only 20% of the total

number of parents who participated in this study. The large number of the

females/mothers who participated in the interviews appeared to indicate that

girls' school issues were the responsibility of mothers who were more available

than males.

The table also shows that 40% of the fathers had professional jobs while those

with casual jobs comprised 33.3% of the total parent population. About 16.6%

of the fathers were jobless and 10% of them were deceased. On the other hand,
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the mothers who were jobless comprised 53.4% and those who had non-

professional jobs made up 33.3% of the total population. None of the mothers

had professional jobs, while 3.3% were deceased. This data seems to reflect

gender inequality in terms of employment and the types of jobs that the females

and males had. Males appeared to be at an advantage in terms of jobs, as the

number of male parents who were unemployed was far less than that of

females. This kind of inequality is analysed in the next chapter. Looking at the

family size, more than half of the respondents (53.3%) had families with 1-5

members, while families with 6 -10 people was a little less at 46.7%; an

indication that many girls were from big families. These had limited chances

of remaining in schools than their brothers, as some of the families experienced

financial difficulties to keep them in schools. Girls were the first to be taken

out of school when the financial conditions were unfavourable as discussed in

previous chapters.

5.5.2 PARENTS' VIEWS ON GIRLS' EDUCATION
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Parents' responses revealed that they valued boys' education as opposed to

girls' education. All the interviewed parents (N=30) agreed that boys' needed

better education than girls as education enabled boys to be more

knowledgeable and responsible in terms of cognitive and life skills. Education

plays a role in shaping the boys' future as it prepares them to get better jobs to

support families. They encouraged the boys to continue with education as they

were regarded as the only source of income for their families in the future,

when the parents had retired. So boys' education was regarded a valuable

future investment for the family. Interestingly, the boys' responsibility was

extended to the whole country as stated below:

P7, SS3: Education is important for our son because he is the
only one, so we two his parents want him to have good life. It
gives the boy the chance to help us later when we are old. The

3 Numbers were also allocated to parents (PI - P15) as I'did with teachers and girls. To denote
the research site where the parents belonged (North Sudan or South Sudan) letters were used,
NS for North Sudan and SS for South Sudan.
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educated boy is responsible toward his family and his country
(IDI,20l0).

Concerning girls' education, parents gave different expectations and views.

Parents and guardians at both sites (North and South) viewed girls' education as

a means of making better wives and mothers for a better and healthier new

generation. Girls' education was associated with women's future roles in terms

of how to learn to handle family issues, teach children at home and manage

homes effectively as wives. In this way, girls were regarded as care providers

as most parents in the lOP communities looked up to them to take care of the

elderly and needy people as P12 in South Sudan stated:

P12, S.S: If girls learn, they will be ready for their future roles as
mothers and help themselves as well. If my girl gets married to
an irresponsible man she could be the head of the household to
help the husband and her children andfeed them (IDI, 2010).

Some of the parents were of the view that educating girls had personal, family

and community benefits i.e. an educated girl gains intellectual and financial

independence and is capable of empowering others and the whole community.

An(educated girl was regarded as an individual who was more understanding

and open minded and aware of her rights. Also, she could be more responsible

and courageous to lead her life successfully, explained some of the parents at

both sites.

P13, N.S: Me as a mother Iget benefits of her education, such as
her acknowledgement for my effort educating her and
appreciation for creating a model for her. The educated girl
herself is different in terms of respect, knowledge of life,
language, and communication in and out of the house (IDI,
2010).

P4, S.S: Education is crucial for girls to know new things, being
knowledgeable and have developed mentality. Education also
helps girls to have better life, when she helps me and obey my
words and stay at home. Educated girls are able to take good job
to help their parents (IDI, 2010).

Data in this section reflects parents' views on the girls' education. Firstly, the

parents indicated the importance of boys' education as it is linked to their future

roles as heads of households. Also, the parents were aware of the importance of
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the personal, family and community benefits of educating girls. The following

section presents data related to parents' views on school safety and security.
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5.5.3 SAFETY AND SECURITY IN SCHOOLS

Many parents (60%) displayed mixed feelings about sending their girls to

school as far as safety was concerned. For most parents, school was a safe place

that they trusted as their children are under the care and control of the teachers.

Other parents, however, were concerned about the girls safety on the way to

school as some of the girls travelled long distances to get to schools,

particularly to secondary schools. They were also concerned about Gender

Based Violence in schools as some of the boys harassed the girls. As a result,

they did not allow girls to go beyond basic primary education, because they

were scared of sexual harassment and rape that their children were exposed to

when they travelled long distance to school. Parents also did not support girls'

secondary education as they expected girls to get married as soon as they

reached the adolescence stage, and this was a traditional or cultural practice.

Pregnancy was one of the factors which parents were concerned with, and they

had to control or limit the girls' mobility when they reached the puberty stage,

as stated below:

P15, N.S: The school is alright but] get worried so much about
my girl and] come here to follow up regularly. ] am scared of the
problems of boys and unacceptable types of behaviours and
relations with boys. Also, ] get worried on the effects of peer
behaviour as there are girls who are doing any kind of bad
behaviour, ... so] am scared of their effect on my girl (IDI, 2010).

P12, N.S: We do not allow them beyond basic education because
of our traditions, not because school is unsafe (IDI, 2010).

Apart from poverty which prevented girls from going further with their

education, parents mentioned high teenage pregnancy, especially in South

Sudan. For instance, almost all the parents in South Sudan (72%) reported that

teenage pregnancy was one of the main challenges that influenced girls to drop

out of school, together with early marriage which was socially considered the

best choice for the girls.
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P7, S.S: Some girls in the neighbourhood stopped education and
then dropped out because of money problems because families
cannot afford their education and also pregnancy (IDI, 2010).

According to the parents' responses, the boys were treated differently from

girls. They were afforded an opportunity to attend school without limitations,

except those who were not doing well at school or failed classes regularly were

kept at home. Many children, including boys were not registered in the schools

because they lost identity documents during the war and the drought which

forced families to move around and became unsettled. But the girls were the

most negatively affected by the challenges linked to poverty and war, as they

had to drop out of school. Parents from both sites (i.e. north and south) shared

similar views with regard to the education of boys and girls as illustrated in the

responses below:
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P3, N.S: The four boys are not in the school because of
unsettlement in one place and loss of documents, so they are not
enrolled in any schools (IDI, 2010).

P7, N.S: Some of my daughters are not registered in the school
because of financial difficulties. But boys are registered because
girls could follow any time, if not, she can stay at home (IDI,
2010).

P7, S.S: Some of my girls haven't been to school this year
because of money (two girls). Girls can stay home to help more
than boys (IDI, 2010).

The parents mentioned that the girls' age influenced their retention in school.

For example, over age girls lacked interest in schooling and preferred to stay at

home or get married. Some girls in these IDP areas were not in school due to

absence of the parents who died in the war and the girls lived with relatives

who could not afford the financial costs of schooling. In addition, some parents

did not see the importance of education for girls as girls got married at the end,

and had to leave the family house to stay with the in-laws.

P14, S.S: Somefamities do not send their girls to school and keep
them at home or go wondering in the streets and sometimes they
get astonished when they see my daughter goes to school. Those
families want their girls to get them money regardless how they
get it ... absence offamily regulations (IDI, 2010).
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P13, N.S: Most parents send their children for education but
some do not because of the economic difficulties; others do not
want their girls to go out after a certain age and want to get them
married (IDI, 2010).

The unstable environment of the IDPs who had to move from their home areas

to new areas was mentioned as one of the factors which forced some of the

children to leave school, particularly girls. Due to the social and psychological

effects of the movement such as the sense of isolation and loneliness in

unfamiliar environments, parents were forced to protect their daughters at home

instead of sending them to school. As a result, the girls themselves lost interest

in schooling and decided to stay at home to help with domestic duties or got

married. The effect of internal movement and poverty are evident in the

following utterances:

PIS, N.S: I usually face various difficulties sending my girls to
school because we are strangers here and all the neighbours find
it strange for a girl to go out daily, going to school, so they feel
jealous and cause troubles with her on the street. I have no say
because I'm a woman (IDI, 2010).

P13, S.S:!fit happens some of my children do notfind the money
for breakfast in the school, they refuse to go and so lack the
interest to continue. Two of my girls stopped education and got
married because of money problems (IDI, 2010).

With regard to the mixed school system, the majority of parents in both sites

(90%) expressed their concerns as their daughters had to be with boys in the

same class and school at a time when both boys and girls were in the puberty

stage, with feelings towards the opposite sex. They thought that physical

contact between boys and girls could probably lead to premarital sex which was

socially forbidden and stigmatized. Emotional and sexual attraction between

boys and girls was viewed as an academic distraction for both boys and girls.

This view seemed to contradict some of the parents' responses, particularly in

South Sudan, who mentioned high rates of teenage pregnancy.

193

P7, S.S: Co-education system is not good because girls come
through puberty age and get in contact with boys and have
relations that may affect their future by getting pregnant. I
usually tell my girls to avoid boys to save their virginity. Also
they get occupied with each other which keep them away from
knowledge (IDI, 2010).
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P13, N.S: Co-education system is not good for us as parents,
because there are problems that could occur between each other
and the boys are not decent as they try to make relations with
girls, so they do not care for their studies. Also, girls get
occupied with boys and forget their school duties (IDI, 2010).

However, a small number of parents (25%) in South Sudan considered co-

education as helpful for their girls' education and character development. They

explained that the mixed system was good as it gave the chance for both boys

and girls to work collectively and exchange experiences regarding academic

work. Also, when boys and girls were allowed contact with each other, they

were never scared of each in the future. Regular contact helped them to

strengthen their personality and to develop mutual respect, expressed one of the

parents.
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PI, S.S: Mixed education is good because my girl gets lots of
experience. Co-education has no negative impact but it depends
on how children are brought up at home. Both boys and girls
should respect themselves to cope with each other (IDI, 2010).

Also, the majority of the interviewed parents/guardians (80%) in South Sudan

showed the interest in educating their daughters if the economic conditions

allowed because education created was perceived a vehicle for a better future

for parents and their daughters.

PI, S.S: I want all my girls to continue to high education because
I haven't studied so I want my girls to overtake me and have
much better positions than me (IDI, 2010).

In short, although the parents showed trust in the school system regarding their

girls' education and future aspirations, they were concerned with harassment

their daughter faced to and from school, besides peer harassment at school.

This contradiction seems to imply parents' belief in the school as a safe

institution, but the boys inside the school appeared to create a feeling of

insecurity among parents. Rape and teenage pregnancy seemed to be the two

worst fears of parents.

On the other hand, very few parents showed enthusiasm for the mixed school

system where girls got acquainted with boys in the classroom. For these

parents, girls developed personality skills and knowledge as they interacted
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with girls. Few parents expressed their interest in girls' continuity in education

if the economic conditions had to allow them. The next section presents

parents' views on the impact of the home environment on gender equality.

5.5.4 HOME ENVIRONMENT AND GENDER ROLES

This part presents the parents' views on how they interacted with their children

at home, and the extent to which cultural and social beliefs influenced their

relationship with their children. Regarding home treatment, most of the parents

(80%) in the two sites reported that they did not equally treat their daughters

and sons due to sex differences. Boys were given more freedom to build their

strong personality because they were regarded as the future heads of families,

while girls were disciplined, controlled and over protected by parents. Girls'

were socialized to be self-disciplined, caring and respectful and to keep the

family in good reputation. Moreover, some parents thought that girls'

socialization was the responsibility of the mothers at home in order to prepare

them for their future roles as wives and mothers. On the other hand, boys'

socialization was linked to fathers to make them strong and courageous in order

to take future family responsibilities.
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The parents expressed different views with regard to equality between boys and

girls. Although some of the parents (about 20%) claimed that boys and girls

were equal, their responses showed contradiction with regard to how boys and

girls were socialized. Boys were socialized as leaders and future heads of their

families as stated above, while girls were viewed as individuals who had to

depend on men, and perform "soft" roles. This was the most common view

from the majority of parents (80%) who were interviewed in both research

sites.

P3, N.S: They are all equal, but boys should be strongly dealt
with, but you have to care for the girls more because you may
lose her if you do not control her. Girls are brought up by
mothers but boys are the responsibility of the father (IDI, 2010).

PI, S.S: Boys and girls are not equal, so I treat them on that
basis. At home I teach them what each should do. I tell girls what
to do and boys what to do, they cannot be together, each has
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her/his roles. I teach my girls to be mothers to care for all house
issues such as cooking, cleaning and washing. Boys have
different duties such as cutting trees and do outdoors work, never
the domestic ones. Boys are socialized to go to the market and do
men's job. The girls are the leaders of houses while boys are the
leaders of the country. All domestic work is done by girls since
they are children. Girls are associated with mothers while boys
are for fathers who prefer them to be strong decisive men (IDI,
2010).

According to the parents' responses, it appears that girls had limited study time.

Girls usually started their homework in the evenings after they had finished the

house chores. Parents reported that they allowed girls more free time during

examination periods to study and the duties were minimized at home.

Some parents' responses indicated the extent to which they did not care for

their girls' education, as it was considered a personal issue for the girls to

decide about, e.g. if they wanted to study they had to know how to organize

their time, as if it was optional choice and not a necessity. Boys did not have to

participate because they were regarded as men who were allowed all the

freedom. Even if boys wanted to participate in home duties, parents did not

allow them as that would affect their manhood and reputation and would be

teased by their peers.
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PI, N.S: I allow her much time during examination times, but
normally she helps first at housework and then she studies, but
she has to stop studying if there are emergencies (IDI, 2010).

P3, S.S: I allow her time to study but she must organize her time
and I do not follow that because she should be aware if she is
interested (IDI, 2010).

However, the majority (80%) of the interviewed parents agreed that domestic

duties affected the girls' school attendance and academic performance

negatively. Girls lacked time to study and they suffered exhaustion at home

because they were occupied with many responsibilities.

P13, S.S: Domestic work affects girls' studying time so they only
study after home duties at night, but on the weekend they rest and
study. Boys have more time because they are boys according to
the culture (IDI, 2010).
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Only a few number of female parents (30%) at both sites showed concern and

support to their daughters' education. They valued education as an important

future investment. They supported girls morally and provided them with most

of the school necessities as parent 4 in North Sudan stated:

P4, N.S: I encourage my girl by providing advices regarding her
education. I also provide most of her requirement according to
our economic situation (IDI, 2010).

In summary, the division of gender roles at home appeared to be the key aspect

of child socialization for all the parents involved in this study. Girls were

socialized to be self-disciplined, caring and respectful, and to keep the family in

good reputation, while boys were socialized to develop decisive and strong

personality. Domestic chores and home responsibilities were culturally aligned

to the girls' preparation for their future roles as wives. A small number of

parents, however, were aware that the domestic chores limited girls' study time,

as girls were required to do the daily chores, and were only relieved during

examination times. The relief seemed not to be helpful as girls missed out a lot

on their work during the course of the year.

All the parents viewed education as a valuable future investment, particularly

for boys. Despite this view, it appeared that some of the parents, particularly

females, were beginning to acknowledge the value of education for girls,

although there were still cultural barriers to girls' education such as heavy

domestic chores. In the next section, I present data on parents' understanding

of gender equality.

5.5.5 PARENTS' UNDERSTANDING OF GENDER EQUALITY

Many parents (86%), including both males and females, reported limited

understanding of the concept of gender equality. They explained that equality

between men and women could be in certain aspects of life such as education

and work, but they did not believe in gender equality in terms of women having

equal rights with men. They claimed that women could not have equal rights

with men due to their biological differences and power relations between them.

Men were physically, emotionally and economically more powerful than
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women, as they had to take leadership roles as heads of families. They had to

provide food for their families, and were expected to work to support their

families. Women were associated with reproductive roles and indoors or

private lifestyle. In other words, women were viewed to be inferior to men in

all respects except for their reproductive roles. Ironically, women's inferiority

was acknowledged by women themselves as part of the social or cultural norm,

as stated below:

P7, N.S: No I have never heard that gender equality. No, women
are still back and can never be like men, because women give
birth to children and feed them by breast and men do not. Women
can work but still not like men, as now I'm at home having no
money or job because of the newly born baby. So mothers who
give birth can never be like men. Reproductive abilities are
causes for women classification as second class (IDI, 2010).

Very few of the female parents (10%) were familiar with the concept of gender

equality through the media (television or radio), but none of the males had this

kind of experience. Many female respondents were uncomfortable that their

children, especially girls, were exposed to the concept of gender equality due to

the entrenched cultural stereotypes and beliefs that girls should be treated

differently from boys. So gender equality was a concept that was not openly

discussed with children among in those communities.

P7, S.S: I have heard about gender equality talk on TV but I
usually close it to avoid school children to know about it because
it is wrong. Children should not know that. I do not want my girls
to be like boys, because home is the natural place for girls (IDI,
2010).

Although some of the parents confirmed that girls were helpful at home as they

ran the homes perfectly compared to boys, they did not enjoy same rights as

boys. They were prepared for marriage so that they could move in with the in-

laws, while boys were regarded as the foundation of the families. So they were

treated differently and had more freedom than girls.

PlO, N.S: Boys are not like girls in having more freedom, but
girls are for the house and children later (IDI, 2010).

Some parents showed lack of interest in their daughters' future educational

plans as girls' behaviour was unpredictable, as far as they were concerned.
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They thought that girls might decide to stop schooling when they wanted to,

and parents did not object to that as long as the girls would be helping at home

and saving money. Moreover, some parents did not expect their girls to

continue in education due to the girls' perceived low academic standards. It also

appeared that parents themselves had low expectations of their daughters, and

did not support them to achieve better educational goals. They did not show

any interest in their education. Two of the parents (P12 and 3) responded thus:

199

P12, S.S: I do not expect my daughter to continue in education
because her academic standard is very weak and she lacks
desires and interest, but she wants to go to school (IDI, 2010).

P3 N.S: I don't know anything about her future plans or even her
interest (IDI, 2010).

Other parents' responses, however, showed that education was a valuable asset

to girls. Through education girls have potential to become responsible leaders.

They gain power which they are deprived of by the society. Again, the role of

education is linked and limited to the house and not beyond that.

P6, S.S: Girls get reliable and strong personality through
education and could be heads of the household sometimes if there
are no men in thefamily (IDI, 2010).

The majority of the female parents who were interviewed (60%) claimed that

education and schooling resulted in the girls' strong character, better

understanding of issues and wisdom. Getting access to jobs was one of the most

important benefits of education, according to these parents. They believed that

education and qualifications were the basic requirements for respectful jobs,

despite the fact that girls used their education to help the in-laws when they get

married. In addition, parents associated girls' education not only with

personality development, but also with open-mindedness and the ability to lead

healthy life styles. Education was also associated with better dowry payment

when girls got married.

P7, S.S: Girls' personality is developed through education and
schooling, but sometimes I think that girls' education is of no use
because they get married and move to help other family.
However, there are available examples of girls who went to
university in our community who have very different style and
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standard of living. One of them got married last week; it was a
marvellous ceremony that we have never seen before because of
her education. Educated girls 'dowry is higher than those of the
uneducated. .. which is the benefit the family gets (IDI, 2010).

Although the majority of parents believed in girls' education and its importance

in shaping girls' future aspirations, they insisted on gender division of roles to

frame girls' socialization within the socially accepted norms and traditions of

the society. They explained that girls' reproductive roles were central to their

gender identity.

The parents' understanding of gender equality in this section indicates a general

perception that women cannot have equal rights with men because of their

biological differences and power relations between them. Men were regarded

physically and emotionally powerful than women as they had to take leadership

roles as heads of families, while women were associated with reproductive

roles and private (or indoors) lifestyle only. Also, gender equality was not

openly discussed in these communities as parents preferred to avoid such

discourse in order to maintain the status quo with regard to the social and

traditional or cultural beliefs in this community. Some parents showed little

interest in their daughters' education, because education did not bring any

economic gain to the girls' families when they got married. There were few

parents, however, who viewed girls' education as an asset in terms of girl

empowerment and socio-economic advancement.

5.5.6 SUMMARY

Firstly, the presentation of parents' data in this section focused on the parents'

demographic information in order to understand their educational levels and

their occupations. Secondly, parents' views on girls' education was presented

and they showed that girls' education was associated with their future roles as

wives and mothers who would raise healthier generations. Also, some of the

parents showed awareness of the importance of the personal, family and

community benefits of girls' education.

200

https://etd.uwc.ac.za/



Thirdly, parents' views on safety and security in schools indicated that parents

trusted the school system with regard to girls' safety. However, some parents

were scared of sexual harassment their daughter faced in mixed schools,

besides bullying and rape that they were exposed to on the way to and from

school.
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Fourthly, the data showed that the division of gender roles at home was

regarded as the cornerstone of child socialization for almost all the parents.

Girls were socialized to be self-disciplined, caring and respectful and to keep

the family in good reputation, while boys were socialized to be strong leaders.

Finally, parents' perceptions of gender equality emphasized the fact that

women could not have equal rights with men because of their lack of power

and authority. Boys were associated with leadership as they had such future

responsibility i.e. to manage and exercise control over their families. The

gender equality discourse was avoided in order to sustain the patriarchal

cultural traditions and practices. Ironically, the avoidance of gender equality

was observed among female respondents or mothers who were already

oppressed by patriarchal traditional system. The next section focuses on data

that was collected by means of observations at home and in school to

triangulate the IDI, FGD and LHJ data as explained in the previous chapter.

5.6 PRESENTATION OF OBSERVATION DATA

As explained in Chapter 4, the observations as a data collection method

provided me with an opportunity to gather "live" data from "live" situations,

and it enabled me to understand the school context and issues which

schoolgirls, teachers and parents might have unconsciously missed or were

reluctant to discuss in the interviews. My presence in the schools and the visits

I paid to some homes during the data collection process enabled me to observe

and collect data through informal talks with girls, teachers, and parents on

issues such as gender conceptualizations which were not discussed openly in

the interviews. As a point of departure, I describe the physical structure of the

schools where research was conducted.
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5.6.1 PHYSICAL STRUCTURE OF THE SCHOOL

Based on my observations during the field work, I noted that the school

physical environment was poorly equipped. In School X there was no gate and

the school walls were too short to protect the school premises, while School Y

lacked a fence and a gate. As a result, the students got distracted during lessons

as they watched people moving up and down the streets surrounding the school.

The classes in both schools were built from permanent materials such as

cement and bricks. The physical environment of the classes was poor and

uncomfortable. The pupils' benches were made of wood and hard iron which

was uncomfortable for sitting. The floors were made of mud which caused dust

upon walking or playing, and it was unhealthy for breathing. That observation

was supported by the teachers who complained of the poor resources and

facilities of the schools. The poor infrastructure was linked to the

government's low expenditure in education.

Both schools lacked separate latrines for girls, so some of the girls found it

difficult to be in the school up to the end of the school day. As a result, they ran

home to use the toilets if they lived around the school. This was a distraction to

the school programme and an inconvenience to most of the girls who missed

some lessons as they had to leave the school in search of latrines,

5.6.2 SCHOOL OBSERVATIONS

During my observations, I noted that girls isolated themselves from boys and

barely interacted with the boys. Girls were around the school yard in groups to

feel protected and safe from boys. They played girls' games such as rope

jumping, Hijla and Kambalat (local Sudanese games, culturally known for

girls). It appeared that girls did not feel safe and free in the presence of boys

who used to tease them. This was confirmed by the IDI and FGD data which

showed that girls were exposed to harassment and violence at school.
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It was observed during field work that the school girls in both schools did the

tasks of sweeping their classes and serving juice and tea for the school guests,

and boys were given tasks such as trimming trees and keeping order in class

during outside activities. This observation was confirmed by IDI data as

discussed earlier.

In the classroom, the seating arrangement was organized into two sections; one

for boys and one for girls. In cases where the number of boys was larger than

that of the girls', the boys sat at the back of girls' section. I noticed that girls

were free with each other although they displayed discomfort with boys.

During my classroom observations at the schools, I noted that the girls'

participation in lessons was passive. As girls were involved in other duties at

home, they often did not find enough time to do their schoolwork or what

would be required before going to school the following day. Therefore, some of

the girls came to school unprepared and could not participate effectively during

lessons. As a result, they were often stigmatized as being unintelligent and lazy

by the teachers, who gave boys and girls equally academic duties in spite of the

negative opinions they expressed about girls' lack of interest in education.

In the two schools I visited, boys seemed to be given more power and

leadership roles than girls. Most of the student assistants were boys who held

sticks as a sign of power and control over girls and young male pupils. Boys

exercised power over girls as a reflection of the wider community practice in

which men exercised control over women. I noticed that boys demanded

respect and compliance with the school rules; a similar pattern that prevailed in

the community where women had to obey and respect men. This observation

was confirmed in the teachers' IDIs and FGDs as they claimed that boys refused

to have girl students' assistants.

During my school visits, I also noted that older school boys were aggressive

towards girls and younger pupils. Boys pushed girls, knocked them on the

heads with sticks and pulled their clothes to tease them. This practice appeared

to be a sign of violence to girls under the authority of teachers as the boys were

assigned this duty as school prefects. Also, verbal bullying was common in
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both schools, particularly outside the school when girls were on their way home

at the end of the school day. Girls expressed their anger and disappointment to

me during interviews.

I noticed that some girls went to have the breakfast at their homes during the

interval (10:00-11:00 am) but most of them did not come back for classes.

When I asked them for an explanation, they indicated that they got home duties

that their mothers gave to them on the breakfast interval. This affected their

school work as some of them missed lessons almost daily.

According to my own observations, there was a general shortage and lack of

teaching and learning resources at both schools. Pupils had to get their own

books as the government did not supply any school text books or any other

learning materials to schools.

Regarding teachers' total number per school, in School X there was one female

teacher who was a volunteer and four males who were on permanent

employment as explained in the earlier sections of this chapter. The

government did not employ female teachers in this school since it was

established in 1992. In School Y there were nine female teachers and thirteen

males who were officially hired by the government. This shows that there were

few female teachers in both schools and most of the staff members were male

teachers, lead teachers and principals. For the purpose of this study, there were

four male teachers involved in this study to maintain consistency as illustrated

in Table 6.

Girls usually tried to avoid contact with male teachers and always sought

advice from female teachers. As girls had limited opportunity of academic

consultations, boys had greater chances to contact many male teachers who

were available to ask for academic support. Somehow, the limited contact

between girls and male teachers seemed to impact negatively on the girls'

academic performance.

The classes in both schools were very crowded. For example, in School X, the

total students' average was 85-90 pupils per class, where girls in the upper

classes (Grades 6, 7 and 8) represented 25-30% of the student total population
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in each class. In School Y, classes were more crowded with an average number

of pupils between 100-120 pupils per class, and there were also fewer girls are

in the upper classes (Grades 6, 7 and 8). Therefore, in both schools, the

conditions were generally poor and non-conducive for teaching and learning

and for pupil retention, particularly girls.

5.6.3 HOME OBSERVATIONS

Through my personal life expenence and observations during the data

collection process, I noted that girls were trained to show respect for men and

other people older than them. Although girls had strong relations with their

mothers, they were instructed on what was acceptable or unacceptable within

the society, and had to follow the societal norms. The mothers acted as role

models for the girls and they taught their daughters how to be obedient and

polite, as failure to adhere to such behaviour would result in bad reputation for

both the girl and her family.

It is common practice within the Sudanese (South and North) communities that

as girls grow older, they have to acquire skills which will enable them to

perform duties when they become housewives or when they are adult women in

their own families. In this study, I observed that these skills were usually

instilled through continuous practice at home. Therefore the girls had to start

participating in the house work as soon as they arrived home from school. This

observation was confirmed by both the girls' and parents' interviews. I also

noted that schoolgirls were assigned duties by taking over their mothers'

responsibilities in the mother's absence, whether for generating income or for

social commitments and networking. I also noticed that girls at home were

introduced to childcare by taking care of their younger siblings.

The girls' houses were very simple houses. In the South, the rooms were built

as huts from grass and mud with few beds, without electricity as they were

illuminated with traditional gasoline lamps. In North Sudan, the houses were

built as permanent buildings from mud and wood, but also had no power and

people made use of traditional means to lighten up the houses in the evenings.
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The above observations were noted during the data collection process. They

focused on the school environments in terms of student-student relations,

teacher-student relations, the physical school context and the home

environments.

5.7SUMMARY

This chapter has presented data obtained from the girls' LHJs, IDls and FGDs

used in the two case study schools. The data discussed was gathered by

building upon the collective responses from the girls' LHJs that assisted in the

formulation of the IDIs for more clarification and explanation.

This chapter has shown that girls viewed education as an investment in terms of
. .

personality development and knowledge, financial support and preparation for

their future roles as wives and mothers. The gender division of roles emerged

as a common practice linked to socialization, as girls were socialized as care

providers, while boys were treated as the future heads of the families. Girls'

education in mixed schools was threatened by various socio-cultural constrains

that often resulted in gender differentiation in treatment and Gender Based

Violence, which seemed to influence their educational aspirations negatively.

Socio-cultural challenges such as gender division of roles, early marriage, the

families' devaluation of girls' education and its economic worthiness, girls' low

academic achievement, teenage pregnancy and low socio-economic appeared to

impact negatively on girls' retention and further education.

Girls' perceptions on gender seemed to be based on biological differences

between males and females, while gender equality was perceived in terms

socio-economic power and authority.

The presentation of teachers' data in the second section of this chapter reflects

the importance of education for girls which appeared to be linked to personal,

family and community benefits. The teachers reported on the high dropout

rates that challenged girls' education in the two schools, and which were

attributed to the economic and socio-cultural factor such as absence of parental
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support, early marriage, teenage pregnancy, poverty and child labour. Girls'

class participation and performance was regarded passive as girls were

socialized to be quiet, and were not encouraged to challenge any forms of

gender oppression. As a result, GBV was common in the mixed schools due to

power relations and gender socialization at home.

Gender equality in the school was understood in terms of equal academic duties

in class. The male teachers stressed the division of gender roles for both men

and women, while the female teachers conceptualized gender in terms of

women's development through education in order to access their rights.

Teachers viewed girls' educational aspirations as being high but the girls'

aspirations were constrained by various socio-cultural and economic factors.

Parents' data presented in this chapter reflects parents' views on girls'

education which are associated with girls' future roles as wives and mothers.

Parents showed trust towards the school as a safe place for their girls.

However, they were concerned about sexual harassment in the mixed schools,

besides bullying and rape that the girls were exposed to on the way to and from

the school.

In the home environment, the parents claimed that the division of gender roles

was an essential element of socialization as boys and girls grew up knowing

their responsibilities. On. the basis of the biological differences and power

relations between men and women, girls were perceived to be inferior in terms

of social status as they were not associated with any leadership positions.

Gender equality discourse was regarded a taboo by many female parents as

they did not want their children, particularly the girls, to challenge gender

inequality.

The observation data on the schools reflects the poor physical school

environment where the two schools lacked some basic facilities such as girls'

latrines, which caused girls to disappear during the school day to relieve

themselves. The classrooms were not well equipped with comfortable furniture

and there was well a lack of teaching materials. The school observations

revealed that girls did not want to mix with boys. Concerning power
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distribution in the school, the boys were assigned leadership roles as student

assistants who used to keep order in and out of the classrooms.

Girls' home observations showed that mothers were the role models who taught

girls how to behave in order to be "good girls". Girls were more engaged in

domestic chores to prepare them for their future roles as wives and mothers.

Also, mothers handed over some of their home responsibilities for the girls

immediately after school and this appeared to affect girls' academic

achievement negatively as there was no electricity for girls to prepare for

school work in the evenings.

The data has provided a platform for analysis and interpretation in order to

establish the relationship between the girls' educational aspirations on the one

- hand, and gender perceptions, expectations and the influence of socio-cultural

factors, on the other hand. The analysis of data is discussed in the following

chapter.
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CHAPTER SIX: DATA ANALYSIS AND DISCUSSION
OF FINDINGS

6.1 INTRODUCTION

This chapter deals with data analysis which leads to the findings discussed in

Chapter 7. The data analysed in this chapter is based on the data collected from

girls, teachers and parents by means of different research methods, namely,

LHJs, IDIs, FDGs and Observations. Data analysis was guided by the research

questions stated in the first chapter of this thesis.

Data analysis involves the process of organizing what the researcher has heard,

seen or read in order to make sense of what he/she has learned (Kvale, 1996;

Glesne & Peshkin 1992). In qualitative analysis, there is often difficulty in

dividing mass data into discrete categories and sub-categories (Laney, 1992) to

construct knowledge about a certain phenomenon. Thus, interpretational

analysis is the most convenient tool to closely examine case study data in order

to obtain constructs, themes and patterns to describe and explain the

phenomenon being studied (Gall, et al. 1996). As discussed in Chapter 4, this

study follows an interpretive approach to make sense of the data.

In this study the transcription of the LHJs, IDIs and FGDs and the observation

notes led to the categorization of what the informants said in words or

sentences in order to provide evidence. Flick (1998) claims that the text is the

actual empirical material and the ultimate basis for concluding and developing

a theory. Therefore, I examined my respondents' words in order to make sense

of them in relation to the research questions. I organized the data into sections

in order to identify consistencies and differences. Then I put the relevant data

for each section together to identify themes or topics. Braun and Clarke

(2006:82) state that "a theme captures something important about the data in

relation to the research question and represents some level of patterned

response or meaning within the data set". It organizes and describes the data set

in rich details (Braun & Clarke, 2006) which are bound by the research topic.

For this study, the main themes are based on the research questions, namely, (i)
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Girls' educational aspirations, (ii) Challenges to girls' retention in education,

and (iii) Gender discourses and perceptions on gender equality in education.

The findings of the study pertaining to each research question are discussed

under various sub-themes.

6.2 GIRLS' EDUCATIONAL ASPIRATIONS AND
EXPECTATIONS

This section addresses this research question: What are the educational

aspirations of schoolgirls living in disadvantaged communities in the Sudanese

context and how do they relate to the concept of gender empowerment?

As discussed in Chapter three, aspirations are strong desires or ambitions to

achieve something which require commitment in terms of time, energy and

resources (Sherwood, 1989). The data on girl's educational aspirations is

discussed under various sub-themes which reflect what girls aspired to achieve

through education. The data is drawn from teachers' and parents' perceptions,

and is organised under these sub-themes (i) Knowledge acquisition and social

recognition, (ii) Education and Poverty alleviation, (iii) Investment in marriage

life (iv) Gaining Voice and empowerment and (v) Parent and teacher

expectations of girls in further education. As mentioned above, each sub-theme

reflects the key findings of the study, which are summarised in the following

chapter.

6.2.1 KNOWLEDGE ACQUISITION AND SOCIAL
RECOGNITION

According to the data presented in the preVIOUSchapter, the teachers and

parents supported the view that many girls were interested in education in spite

of the challenges they experienced at home and the absence of parental support

towards their school work. They shared a common view with girls that formal

education is essential for better employment opportunities and as a means of
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inducting the girls into their future roles as mothers and wives who would be

more knowledgeable on how to raise healthy families. However, parents still

emphasized male superiority and dominance and the inferior status of women

in the family, while some teachers, particularly the female teachers (although

they were under represented in the sample) perceived education as a means of

girls' empowerment. This is not surprising given that the majority of female

parents had very low levels of education or none at all, and could not relate to

the overall value of education. In fact, the majority of female parents had

traditional beliefs and were trapped in patriarchal ways of living. It appears

that these parents could not distinguish between what was culturally acceptable

and some cultural practices which perpetuated their oppression as male

superiority was regarded a social norm in these communities. They tended to

instil inferiority feelings in their daughters as they socialized them into

womanhood; hence girls' education was taken as a means of deviation from

cultural norms.

On the other hand, girls perceived education as a means of challenging the

cultural stereotypes and practices that kept women inferior to men. In other

words, girls viewed education as a means of fighting women oppression. This

view is supported by the Word Bank (1993) which maintains that educating

women generates more substantial social benefits and changes as more years of

schooling tend to improve women's knowledge and health practices. In this

way, education represented a new stage of life which afforded girls freedom

and independence as a result of knowledge gained from formal schooling.

The girls claimed that good conduct and socially accepted behaviour were the

products of education. Access to higher was associated with freedom of choice

and good future prospects for girls in the community. Education as a vehicle

which brings change in the girls' lives as they acquired new skills and

knowledge and adopted better functions and affiliation in life. Acquiring a

good job was mentioned as the one of the most important reasons for aspiring

to a particular level of education. An individual who is unemployed or one who

does not get a well-paying job would find it difficult to have resources to

develop his/her life. By implication, there is a relationship between girls'
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education and employment, social recognition and status. In this study, girls

were inspired to achieve better and higher socio-economic status jobs or

positions through education. The purpose of education for girls was

instrumental and was for personal and economic achievement (Robeyns, 2006).

In the two schools, girls were interested in education to achieve economic

independence and to eradicate social inequalities, women oppression and

poverty.

The girls' educational aspirations appeared to reflect liberal feminist thoughts.

Liberal feminists perceive education as a means of gaining equal rights within

the existing system. In this context, education is considered an important

vehicle for womento gain knowledge and develop individual talents and skills

as discussed in Chapter three. In other words, in this study the teachers, parents

and girls associated girls' access to education with the liberation of women

(Wollstonecraft 1995; Mill, 1984; Measor & Sikes 1992), while acknowledging

other factors such as poverty and economic oppression that prevented women

from participating in decision making structures. This observation challenges

Stromquist's (1990) critique of liberal feminism that it mainly concentrates on

women's rights without taking into consideration other constraining factors

such as poverty that perpetuate women's oppression.

Furthermore, the girls' perception of the role of education in their lives could

be explained in terms of the girls' affiliation to development and empowerment

which shows their personal thinking and functionality (Nussbaum, 2000). The

girls' educational aspirations seem to be in line with Sen's (2000) philosophy

(Capability Approach) which promotes education as a basic capability which

produces and influences other capabilities. In the context of this study,

education as a capability appears to manifest itself in the girls' behaviour as

they aspired to gain knowledge, respect and social recognition. The girls

explained that strong, respectful and independent persons were often educated

people whom they admired as role models. This seems to suggest that there is a

correlation between women's education and human development outcomes

(Drêze & Sen, 2002; Unterhalter, 2003b). For IDP girls, education appears to

be one of the basic capabilities that play several roles in their lives for intrinsic
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and instrumental benefits such as a better self-image, personal empowerment,

well-paid jobs, participating in decision making and to have literate future

husbands.

6.2.2. ACCESS TO EDUCATION AND POVERTY ALLEVIATION
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Poverty is one of the factors which influence child development, school access,

retention, achievement and other academic related behaviour (Smith, et al.,

1997). Family poverty decreases children's IQ, verbal ability and achievement

scores of children of school going age (Smith, et al. 1997). The World Bank

(2002) maintains that education reduces poverty and eradicates diseases as it

provides a foundation for sustainable development to enhance people's lives. In

other words, quality basic education is essential for both girls and boys as it

empowers them with the knowledge and skills which enables them to live

healthy lifestyles and to take active roles in social, economic and political

decision-making. Each additional year of schooling tends to increase an

individual's earnings by more than 15% (David & Weston, 2003) and this

implies that the higher the education levels, the better the earnings and the more

likelihood or possibilities of poverty reduction.

According to UNGEI (2002) girls' education is an essential component of

sustainable development as it is a basic human right that consolidates all other

rights as discussed earlier. In Sudan, the poorest and most vulnerable groups of

the population are the poor rural communities. These displaced populations,

including the mobile pastoralists have been victims of the long lasting war and

are living under adverse conditions of poverty. Women and children are the

most affected by poverty and starvation (NBHS, 2009).

The parents' demographic data shows that only men (fathers) had access to

secondary education and professional jobs. Traditionally men used to be

regarded as the sole breadwinners for the families, but nowadays the situation is

changing as a result of improved girls' access to education. This seems to

indicate that the Sudanese traditional culture does not value girls' education,

although we see a slight change of parents' thoughts in the data collected for
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this study. Data from FGDs and IDIs, for example, indicates that parents and

teachers were of the view that when girls are educated they are able to secure

the same jobs as men, and they also play a role or contribute towards

maintaining the family. This seems to suggest that education may have the

potential of expanding agency, freedom and opportunities for girls (Walker &

Unterhalter, 2007). Also, Heward (1999) claims that female education is

regarded as a strong poverty reduction strategy that underpins various long term

revenues for their future life as they gain knowledge and skills. This implies

that education equips girls with knowledge and skills necessary to enhance

better life and to end poverty cycles through contribution to sustainable

development.
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The girls themselves perceived education as a means of gaining access to better

jobs, thus improving their future lifestyles, although some of them displayed

low self-esteem in relation to boys' status both at home and in school. Such

inferiority feelings are reinforced at home by their parents as explained above.

The girls' responses to the manner in which they were treated both at home and

in school seemed to reflect social and radical feminist beliefs. The two feminist

theories challenge the role of the schools in reinforcing the subordinate status

of the girls and their roles at home. As discussed in Chapter three, social

feminists challenge the acceptance of masculine superiority as a means of

oppressing women (Melenyzer, 1991; Biklen, 1987) while radical feminism

claims that gender inequality and women oppression is influenced by power

relationships based upon the biological differences and sex roles such as the

women's reproductive roles as mothers (Stromquist, 1988). In this way, men

are portrayed as superior to women and that is perpetuated in the patriarchal

values, norms and laws in particular societies. Schools have a tendency of

reinforcing gender inequality practices, not only in terms of gendered roles, but

also in terms of boys' recognition and the leadership duties they are assigned at

school. These practices appear to elevate the boys' social status, both at home

and in school.
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In this study, the data ties in with Stromquist's (1990) VIew that gender

inequalities in education can be associated with the double role that women

play in the community, their reproductive role and the cheap labour force which

requires little or no education. Women take low- paying jobs, and social

feminists encourage women to understand the importance of education in

changing their situation in terms of social and economic empowerment (Measor

& Sikes, 1992). The data presented seems to indicate that girls were aware of

the importance of education for socio-economic mobility, although there were

still socio-cultural factors which prevented their access to education.

The girls' enthusiastic attitudes towards education, good jobs and social

relationships could be explained in terms of the Capability Approach which is

discussed at length in Chapter three. Robeyns (2006) explains Capability

Approach in terms of capabilities and functionings. Functionings refer to the

foundational components of living and being such as being healthy, educated,

occupying a job, being within a fostering family, and having good social

relationships and a sense of belonging. Capabilities are the real opportunities to

achieve something. The data presented in the previous chapter illustrates both

functionings and capabilities as education is understood as a "capability" while

the girls' motivation to attend school to obtain good educational qualifications

can be understood as a "functioning." In this case, the Capability Approach

enables us to understand the relationship between poverty and inequality in

Sudan as reflected on the data presented in Chapter 5. The poverty also affects

girls in that they are kept out of school due to inability of the families to pay

school fees or the need for their contribution to the household. The poorer the

families, the more limited the chances of girls' access to education. In other

words, gender inequality is stronger in poor communities as women do not

understand their rights and do not challenge gender inequality practices.

The above discussion is relevant to Sudan's National Country Strategy (1992-

2002) which attempts to respond to the international education initiatives such

as Education for All (EFA) and the Millennium Development Goals (MDGs).

EFA aims at free access to basic quality education for all children, elimination
215

https://etd.uwc.ac.za/



of gender disparities and poverty reduction, especially among vulnerable

groups such as the IDPs (Joint Assessment Mission, 2005).

6.2.3 INVESTMENT IN MARRIAGE

According to the presented data, 80% of the girls in both schools linked

education to their future roles as wives and mothers who would take good care

of their children in the future. Some of them regarded education as an

opportunity to gain educated husbands. The data seems to suggest that despite

the fact that education is regarded as a means of girls' freedom and

empowerment, marriage is also regarded as a valuable asset in this community.

This view corresponds with Vianello's and Siemienska's (1990) argument that

some women prefer private spheres which involve domestic work and children

rearing, rather than participation in public life and outdoor jobs as a result of

cultural socialization. The women's preference is often guided by traditional

norms and values which seek to mould girls into hard working housewives with

good mothering skills. In the LHJ s some school girls mentioned a strong

interest in being mothers and this could be understood in terms of the

instrumental, personal and non-economic dimension of education. In such a

situation, girls might have understood motherhood as a natural role that they

had to be prepared for in order to make effective use of their education for their

children and husbands. Educated people often access information by reading

medical instruction leaflets of reproductive health for women and self-

medication and child care (Robeyns, 2006).

216

Likewise, some teachers in School X also associated the importance of

education with the girls' future roles as wives and mothers. They claimed that

schoolgirls and their families were more interested in marriage and still thought

that marriage was the best choice for girls as it provides them with a good

living. Parents at both sites also stressed the importance of girls' education in

their future lives as wives and mothers who would be able to provide better

lifestyles and healthier children. As girls' education was associated with

women's future roles and home responsibilities on how to handle family life,
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The above discussion appears to contradict radical feminist thoughts that

education is a tool to release women from subordination. Radical feminists

argue that existing formal schooling is built on gender inequalities (Acker,

1987) and they suggest that a fundamental change in the social structure which

eliminates male dominance and patriarchal structures is required for equality.

Gender inequality in education is also influenced by the policy of the state that

emphasizes women's role in the family (private domain) more than in the

public spheres (Stromquist, 1990). Also, there are some university studies and

kinds of jobs which require women to play motherhood or care-givers' roles to

exacerbate gender inequality. These practices are also entrenched by

socialization and discourses which shape children's gender construction

(Davies' et al., 1997; James' et al., 1998).

King (1991) observes that an educated mother raises a smaller, healthier and

better-educated family, and is herself more productive at home and at the work

place. Thus girls' education and married life was highly valued by girls,

teachers and parents in this study as a means of social advancement. In other

words, education was perceived as a modem way of shaping girls to become

better wives as it provided them with knowledge and skills to lead healthier

lives.

The analysed data of this study corresponds with Nyati Ramahobo's (1996)

study on the girl-child in Botswana as discussed in Chapter three. Ramahobo's

study established that the socialization process is one of the major constraints

which impact on the girl child's participation in education as children are

socialized to take different roles. For example, the boy child is associated with

his father who is identified as a source of power, while a girl is socialized to be

a care-taker in the home. The way in which girls viewed education in this

study seemed to tie in with the belief that education strengthens the girls' roles

as care givers and domestic workers. The parents' and teachers' views on girls'

education reflected the dominant role of the boys both at home and in school

which seemed to be influenced by the Sudanese traditional and cultural

socialization. According to the data, gender stereotypes continue to negatively

affect the social and educational aspirations of the IDP girls in Sudan.
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6.2.4 VOICE AND EMPOWERMENT

According to the World Bank (1993) educational attainment is a fundamental

prerequisite for empowering women in all spheres oflife. Women are unable to

access well-paid formal jobs, advance within them, participate in decision

making and be represented in governmental and societal institutions and gain

political influence without education of comparable quality (World Bank,

1993). Women can be empowered through the promotion of their participation

in decisions which impact on their lives (UNDP, 1997).

The data shows that the schoolgirls associated education with strong

personality, decision-making skills, social recognition and eradication of

gender discrimination. Education was perceived as a means of getting access to

material resources that included not only financial and productive assets, but

also opportunities, capabilities and social networks (Malhotra & Schuler,

2005). The girls explained that their voices would be heard at home if they

were to be well-educated and be able to participate in the economy of the

family, instead of relying on men who controlled all family resources. In other

words, girls associated education with voice and empowerment as they would

get control over material assets, intellectual resources and ideologies when they

participated in the economic and social lives of their families (Batliwala, 1999).

In other words, girls believed that if they were exposed to quality education

they could acquire information and skills, which could yield literacy, numeracy

and cognitive skills. With these skills, they would be better-equipped to

compete in the labour market and to secure high-paying jobs like males. In this

way, education appears to enhance girls' aspirations, autonomy and decision-

making abilities, all of which contribute to their capacity to envision and plan

for their futures.

According to the data, girls stressed that school was a place they preferred to be

as it was where they had freedom, learned conduct and had fun. In other words,

the school represented freedom and enjoyment which they lacked at home.
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Agency is the second component of empowerment that stands for the ability to

act in one's own best interest Kabeer (1999). The interviewed girls linked

education to future changes to their own personal lives and their families and to

get equal opportunities in life. The girls showed strong connection between

education gains and empowerment in terms of better socio-economic status,

freedom and independence.

Girls' responses indicate their motivation for empowerment through education.

According to Maher (1987) empowerment represents women's ability to free

themselves from the oppression of low wages, lack of promotion, invisibility

and representation in decision making. Women's empowerment leads to

autonomy through the redistribution of power and changing of power

structures. Girls pointed out that the school and formal education were the only

ways they could fight against oppression they currently face in the society.

Also, the school instils self-discipline and broadens an individual's mind to

create effective citizens. Girls claimed that the knowledge they gained from

school advances their skills and it enables them to have better chances in life

e.g. jobs and equal treatment in the society. It also encourages them to act

independently, and to have a positive view of life. Therefore, educating girls

seems to have a higher rate of return than any other investment available in the

developing world (Summers, 1992). Women's empowerment should facilitate a

collaborative relationship between males and females as equal participants in

the community (Connelly & Clandinin, 1990). It should lead to connectedness,

self-experiences and relationships that promote equality as discussed in Chapter

two. However, women's empowerment should be viewed within the

postmodern feminism framework which takes into account the different

personal experiences in a given context (Bonner et aI., 1992; Butler, 1990;

Radway, 1984). In other words, the Sudanese girls' experiences cannot be

treated as universal notions of inequality, and any empowering agents should

consider what will work effectively in terms of eradicating gender inequality in

this unique context.
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6.2.5 GIRLS' TEACHERS' AND PARENTS' EXPECTATIONS

Lupton and Kintrea (2008) distinguish between aspirations and expectations.

They claim that expectations refer to what individuals think will happen based

on their capabilities and school experiences, while aspirations refer to what

they hope will happen (strong desires to attain something valuable or great).

This distinction demonstrates that aspirations are concerned with the dynamic

processes influencing young people's hopes, while expectations are associated

with a given social context which might impact negatively or positively on the

educational process. It was interesting to observe that most of the girls

expressed interest in education. However, data shows differences between what

girls aspired to and what they were expected to achieve due to the constraining

context in which they lived.

Girls revealed little hope and disappointment to achieve their aspirations due to

financial constraints and child labour, as girls had to participate in the family

income as their families could not afford to send them to secondary and

university education. Not only financial constraints impacted on girls' school

continuity, but other challenges such as early marriage, girls' low academic

achievement or class repetition, age factor and disinterest in education

influenced girls' secondary education. The data shows that 53.3% of the girls

who participated in the study were over the primary school age (16 - 20 years

old). As a result, the majority of girls of this age dropped out of school to get

married.
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Also, the low academic achievement of girls seemed to be one of the key

factors which had a negative impact on girls' retention in schools. Some of the

girls left school due to low level of performance which was attributed to their

lack of time to concentrate on their school work due to the heavy domestic load

they had to handle at home. The data shows that very few IDP girls accessed

secondary education due to the factors mentioned above. As a result, many of

them had low self esteems and expectations of accessing secondary and tertiary

education.
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Also, the teachers' expectations of girls' continuity III education was not

optimistic. Teachers thought that girls' interest was affected by the family

conditions. They reported that girls usually complained about home challenges

such as financial difficulties, as well as social and cultural obstacles that

prevented them from attending school. Teachers' expectations and views on

girls' further education seemed to correspond with studies that show students

who come from lower income homes tend to have lower educational aspirations

than those who are more economically advantaged (Swell et al., 1980). Thus,

poverty levels and socio-economic status influence students' ambitions and

future educational choices as they might prefer to take a job rather than

continuing with their education, while children from wealthy families are more

likely to pursue and complete their education.
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Parental expectations of their children's education could impact positively or

negatively on children's educational expectations and aspiration. According to

Beyer (1995) parental expectations positively correlate with children's

academic performance, educational aspirations, and motivation for higher

education. In this study, parents showed lack of interest in their daughters'

future educational plans as girls were "unpredictable" according them. Parents

thought that girls might decide to stop schooling when they wanted to and

parents did not object to that as long as the girls would be helping at home and

saving money. Moreover, some parents did not expect their girls to continue in

education due to their low academic achievement linked to the lack of study

time at home. Parents tended to prioritize marriage rather than girls' education.

These expectations represent individual capabilities which have control over

the personal desires and wills, but the social and cultural position of the

individual usually determines their desires and choices (Bourdieu & Passeron,

1977).
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6.2.6 SUMMARY
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In short, the analysed data in this section shows that the majority (90%) of the

girls showed interest in education and schooling. They expressed through the

LHJs, IDIs and the FGDs that they went to school to gain knowledge and to

empower themselves for the future. Getting well-paid job was one of the most

motivating factors for education among the girls from both schools as they

wanted to gain a better standard of living and good financial standing.

According to the schoolgirls, education was associated with strong personality,

decision making skills, recognition, eradication of poverty and equal

opportunities. They explained that their voices would be heard at home if they

were well-educated and participated in the economy of the family like men.

Girls looked at education as a capability that enhanced other functions, as they

associated education with knowledge acquisition, poverty alleviation and future

roles as mothers and wives. Also, girls viewed empowerment as a product of

education, i.e. through education, girls become empowered. However, teachers

and parents expressed low expectations of girls' access to further education.

This attitude seemed to influence the girls' aspirations negatively as they saw

some obstacles to further education such as financial constraints, forced

marriage and poor academic achievement. These challenges are discussed at

length in the following section.

6.3 CHALLENGES TO GIRLS' RETENTION IN
EDUCATION

This section of data analysis addresses this research question: What are the

challenges of providing access to quality education for girls and how are they

linked to girls' educational aspirations, expectations, and perceptions? The data

in section is discussed under three sub-sections, namely, (i) Girls, age and

family dynamics, (ii) School-related educational challenges and (iii)

Community related challenges.
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6.3.1 GIRLS' AGE AND FAMILY DYNAMICS

The biographical data of the girls in Grades 6, 7 and 8 in Schools X and Y (See

Table 2 and Chart 1 below) shows that the girls' age groups fall beyond the

official formal basic schooling age range of 6-12 years as stipulated in the

Sudan education policy (Basic Education School Regulation 1992, UNESCO

2010/2011). More than half (53%) of the girls belong to the 16-20 age group.

The 12-15 year olds comprise 46.6% of the total girls' sample. This high age

range is attributed to the social and economic constraints that delay girls'

schooling or basic school age in Sudan as mentioned above. It is also associated

with family instability as the rDPs move around in search of better living

conditions, as discussed in Chapter two.

Cha r t 1:Gi ..ls' Age Ranges

54%

52%

50%

48%

46%

12·15 years 16-20 vcars

Regarding the family size of the girls, data shows that 50% of the girls had 1-5

siblings in their families, and 43.3% of them lived with families of 6-10

members. Families with 11 members and above represented only 6.7% of the

total population.
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Chart 2: Family Size
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43.3%

20%
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The extent to which the family size and children's education operates in a

particular society is influenced by the specific cultural, political and

socioeconomic setting (Sathar & Lloyd, 1994). Generally, families with many

children do not afford the cost of education and, in most cases they live in

poverty. Conversely, small families often cope with school fees and in such

families it is likely that girls get opportunities to attend school. This implies

that family income and the number of members in that family significantly

affect the child's enrolment and retention. This occurs as some parents do not

afford to provide all their children with the school requirements such as

uniforms, books and stationeries. In this study, some parents chose to keep girls

at home to avoid paying big amounts of money towards school fees, instead

they preferred to pay for boys' education due to limited resources to support the

family. Therefore, the girls' opportunities and continuity in education were

affected by the numbers of siblings in the family. In relation to the above,

Muola (2010), in a study on the effect of home environment on students'

academic performance and motivation, claims that parent with a small family

will not only find it easy to provide for the physical needs of the child, but will

also be in a position to give himlher attention, encouragement, stimulation and

support with his/her schoolwork. In this study, data shows that the majority of

parents did not give support to their children's school work as some of the

parents, particularly females, had very low levels of education to understand

their own children's school work. Also, parents were occupied with work,
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especially the fathers who had better levels of education than mothers, as they

had to provide for their families. In this case, work was more prioritized than

children's school work.

Most of the girls (40%) were born at the mid-position in their families while the

first or the last borns represented 30% of the responses. The birth order among

the Sudanese families is an important variable as it determines who gets

attention and care in the family. For example, the first and the last born often

gain more attention and care than their siblings (lzeldeen, 1998). Gender has

also a major impact on how a child is treated within the birth order hierarchy. If

the first born is a girl, she is treated as a family care-giver who has to do most

of the household chores, but if the first born is a boy, he is treated with prestige

as a future head of the family and he gains all the material and socio-cultural

advantages over his older sister(s).

With regard to the number of siblings In education and parents' level of

education, the results show that 73.3% of the interviewed girls had siblings in

education, with 90.9% of them having 1-5 siblings in basic schools. On the

other hand, 26.7% did not have any siblings in education. The low numbers of

educated siblings could be a discouraging factor for some girls as siblings could

be more influential in terms of inspiring and motivating girls to attend schools.

Families with elder siblings who left school early often experience the same

with younger ones. Table 3 in Chapter five shows that the majority of the

respondents (80%) did not have any siblings who finished basic general

education. This seems to suggest that the majority of the girls did not have

female role models in their families to inspire them to continue with education.

In other words, the lack of good role models in the girls' families could have a

negative impact on the girls' educational aspirations.
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The parents' education data shows that 50% of the girls' mothers obtained basic

education while those with no education at all comprised 30% of the total

sample. Only 20% of them had secondary education.
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Chart 3: Education ofl\Iothers

No Education Basic Secondary

On the other hand, 40% of the girls' fathers had secondary education; while

30% of them had obtained basic education, and the rest (30%) had not been to

school.

Muola (2010) observed that the achievement motivation of children whose

fathers have attained high educational levels with high income occupations

tended to be high. In such situations, parents are able to provide the necessary

learning facilities and to assist the child with schoolwork. In addition, Atkinson

and Feather (1966) claim that successful parents tend to provide early

independence training which is necessary in the development of children's

Chart -': Education of Fathers
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desires and motivation in education. This kind of parental support could be

lacking in parents whose education and occupation are low.

The mothers' education rather than fathers' matters most in decisions about the

education of girl children (World Bank, 2002; Sathar & Lloyd, 1994).

Therefore, parents' education, particularly mothers' level of education, works as

a motivating factor for the girl child's education. In most cases students who

drop out of school come from families where the parents themselves did not

complete their primary education. In this study, it appears that most of the IDP

school girls lacked the motivation at home as the data shows that half (50%) of

the mothers involved in the study had basic education only. As a result, very

few worked outside the home and those who did, were found in low-status and

low-paying jobs. On the basis of this observation, it could be assumed that the

IDP girls could go as far as basic education only, given the parents' cultural

beliefs which value marriage more than education.

Chart 5: parents' occupation

60.0% -
53.4%

50.0% -

40.0% -

30.0% -
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10.0% -

0.0%
Jobless/Unemployed Non-professional jobs Professional jobs Deceased

.. Fathers

o Mothers

16.6%
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The male parents' occupation profile shows that 40% of the girls' fathers had

professional jobs while those who did manual or casual jobs represented 33.3%

of the total number of fathers. The unemployed fathers comprised 16.7% of the

respondents and 10% of them were deceased. On the other hand, unemployed

mothers or housewives comprised 53.4% and those who did manual work

formed 33.3% of the total females who participated in the study. Data shows

that there were no females (mothers) with professional jobs while 3.3% were

deceased. These demographic profiles seem to suggest that the parents' status

was not inspiring or motivating for the girls to go further in their education.

The low educational levels of the mothers who only did manual or

unprofessional jobs that required little or no education was an indication of how

girls lacked the support of their mothers who are usually taken as the key

players in the education of their daughters (Sathar & Lloyd, 1994). This implies

that both girls and boys were more likely to be inspired by their fathers who

had better educational levels and jobs than their mothers. In this environment,

boys are likely to go further in education given the socio-cultural practices

which tend to prevent girls' access to education and the low education levels of

their mothers who, according to the traditional values are supposed to be the

girls' role models.

The mothers, however, still served as role models for their daughters in terms

of informal education which moulds girls as future wives and child-bearers.

This implies that cultural practices as mentioned earlier, may not permit girls to

emulate or be inspired by their fathers. On the overall, the parents'

demographic profiles reflect gender inequality which tends to affect the manner

in which they raise or socialize their children. In the following section, the

focus is on challenges experienced by girls in schools.
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6.3.2 SCHOOL-RELATED EDUCATIONAL CHALLENGES

The Capability Approach theories discussed in the third chapter draws a

connection between individuals' freedom to achieve functionings such as being

educated; an aspect of social justice. The patterns that emerged from the

presented data show that having educational aspirations and desires are affected

by the quality of education for diverse learners. As mentioned in Chapter two,

quality education is considered a path to individual and national empowerment

as it provides training, humanistic understanding and a base of values and

identity (Abu-Saad & Champagne, 2006). The Global Monitoring Report

(UNESCO, 2005) has adopted a framework that determines five influential

quality dimensions, namely, the different types of students, the school

environment and context, material and curriculum and human resources, the

teaching and learning process and the outcomes and benefits of education.

These dimensions were considered, in terms of the challenges that faced girls in

the two IDP camps that were studied. The notion of quality means working

towards making classrooms and schools 'better' in terms of relevance,

efficiency, creativity and inclusive learning environments.

In this study, quality education is related to what contributes to broader social

efforts to improve the quality of life and to enhance girls' further education. It

takes into consideration two educational contexts: the classroom environment

and the school. It also encompasses the social context in which the classroom

is embedded. Both environments have a reciprocal relationship with each other.

Kane (2004) argues that school quality is important for boys and for girls, but is

of particular importance for girls as it encompasses a range of issues such as

teacher quality, infrastructure and school materials, school administration,

community (family) involvement and curriculum. This implies that schooling

helps children develop creativity and acquire the skills, knowledge, values and

attitudes necessary for active, responsible and productive citizenship.

The following themes discussed below have emerged from the data gathered in

the two schools in North and South Sudan. I have analysed the data in terms of

barriers to girls' educational aspirations. The discussion focuses on school and
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community-related barriers. The school-related barriers include the mixed

education system, high drop-out rates and teenage pregnancy, girls' low

academic achievement, the effects of the long lasting war and poverty on girls'

access to education, the school infrastructure, teacher attitudes and sexual

harassment and Gender Based Violence. On the other hand, the community-

related challenges include internal movements and settlement instability,

parental involvement in their children's education, domestic chores and girls'

early marriages.

6.3.2.1 MIXED EDUCATION SYSTEM

The academic achievement levels of students attending single-sex schools

compared to that of students attending co-educational schools is often a matter

of debate in support of single-sex versus mixed schools (Francis, 2004). The

Sudanese cultural system does not support the notion of mixed schooling. For

the girls and their families, co-education is not acceptable in such traditional,

conservative and closed societies, where girls are kept away from boys to avoid

contact with them. This is to prevent misbehaviour that may result in sexual

relations and negative peer attitudes. Due to the scarcity of schools in

disadvantaged IDP communities, the girls' families had to accept the mixed

school system.

The interviewed school girls showed their dislike towards the mixed schooling

system as they felt inferior among dominant boys in various academic and

social activities such as lesson participation and sports. The girls' feelings

correspond with Patrick's (2012) findings that show that the drop-out rates

appear higher among mixed schools due to immoral relationships among

students, such as teenage pregnancy and other serious misbehaviours, which

often result in expulsion. Also, mixing two groups who do not have the same

abilities together creates frustration and inferiority complex problems, which

may result in students dropping out of school. If students of the same sex are

put together, they perform better than those in mixed classes (Patrick, 2012).
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In the context of this study, the girls' feelings could be explained in terms of

Francis' (2004) claim that boys contribute more to classroom interaction, by

calling out answers and dominate in hands-on activities, such as group work

and presentation sessions. The girls feel better in single sex schools where they

gain their own opportunities, with less competition. In this study the girls

showed preference for single-sex schools in which they would be more positive

about their own abilities, and could have control over their behaviour and avoid

boys' harassment.

The teachers chose separate seating arrangements to keep boys and girls away

from each other. In the past girl students used to sit at the back seats in the class

and boys at the front ones as a signal of male domination (Badri, 2002).

Although this seating arrangement is different now where girls occupy separate

sections, gender inequality still exists and is perpetuated in class and school.

This seating arrangement emphasizes gender social values and norms that

prohibit physical contact between boys and girls. The separate seating

arrangement indirectly contributes to gendered roles and inequality and

discrimination as girls and boys are treated differently in terms of power and

leadership roles. Boys are expected and encouraged to be leaders in the class,

school and society while girls are perceived as future mothers. Therefore, girls

are encouraged to perform domestic duties even in the school. They are

directed to carry home activities such as cleaning and sweeping the floors. This

seems to suggest that schools perpetuate gender roles which are part of the

socialization process.

The case of differentiated gender roles is not unique to the Sudanese context, as

it is supported by Wadesango's et al. (2011) study in South Africa where they

looked critically at the roles of schools in perpetuating gender inequalities as

discussed in Chapter three. They came to realize that, although the Department

of Education in South Africa provides boys and girls with equal access to

school and education, their experiences differ in terms of teaching methods and

the roles assigned to them. In other words, the school plays a role in socializing

boys and girls in traditional gender roles which perpetuate gender inequality.

The girls' perceptions and practice of their expected social roles are regarded as
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products of socialization. Vianello and Siemienska (1990) claim that

socialization is responsible for the internalization of the different conceptions

of female and male roles by girls and boys respectively, also it determines the

conceptions of femininity and masculinity among them. Thus, by implication

the school interactions assist to build gender identity on the socio-cultural

grounds. Girls are schooled to behave motherly through care giving activities;

they are usually advised to avoid boys. These preliminary findings support

what Raymond and Benbow (1986) claim that gender identity starts at home

and is reinforced in the school system, so girls act as care givers in the school

under the supervision of the teachers.

The schools also play a role in helping children to develop creativity, mental

and physical skills. However, data gathered in the two schools showed the

absence of girls' extracurricular activities such as sports. The schools did not

provide any kind of sports for girls to develop their physical abilities; all

available kinds of sports such as football were for boys. Regarding school

interactive patterns, the data showed that most of the girls were absent in all

kinds of sports as sport games were only allowed for boys. Also, teachers did

not encourage girls to take part in some sports activities such as football,

cricket and rugby due to cultural conceptions that prohibited girls to play such

games. As a result, girls' participation in extracurricular activities was not there

as it was determined by socio-cultural norms of the Sudanese. society that

portrayed the feminine roles as being subordinate to the masculine roles.
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Summarily, most of the schools in disadvantaged communities in rural Sudan

are mixed schools (girls and boys) due to lack of financial support to establish

single-sex schools. However, co-education does not conform to the Sudanese

people's social norms and cultural beliefs of separating boys and girls and

keeping them away from each other to prevent contact between them at puberty

age (Badri, 2002). According to the analysed data, the mixed education system

in Sudan seemed to be a threat to girls' education and school continuity as girls

often drop out of school during the puberty stage. In the following section I

focus on the factors that influence girls' dropout rates in the two schools.
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6.3.2.2 HIGH DROPOUT RATES AND TEENAGE PREGNANCY

Dropping out of schools is not a single event, but is usually the result of a

combination of inter-related factors that lead up to a child eventually dropping

out of school (Fleisch, et al 2010). In this study, both schools experienced high

drop-out rates of girls. Teachers mentioned various family related factors such

as absence of girls' follow up in terms of control and discipline, low socio-

economic status of parents who could not afford school fees and child labour.

Migration and instability also contributed to girls' dropout rates. In the South,

family factors such as financial constraints or the death or absence of parents

due to war promoted high drop-out of girls as some of the girls stayed with

relatives who could not afford their education costs. This seems to imply that

there is a positive relationship between poverty and girls' drop-out rates in the

two IDP communities in Sudan.

Rumberger and Lim (2008) associate dropout rates with teenage pregnancy

which is regarded as an international crisis that affects the socio-economic

welfare of countries, societies and families at large. Moreover, Fergusson and

Woodward (2000) presume that the impact of teenage pregnancy on girls'

educational achievement and retention emerged from the timing of the

pregnancy and the manner in which the young woman and her family respond

to the pregnancy. The analysed data show that pre-marital pregnancy was

common among girls in South Sudan. Many girls got pregnant and decided to

leave school in order to avoid criticism and also the school did not allow them

to continue if they were pregnant, while boys did not suffer any consequences

and could remain in the school. On the other hand, the North Sudan parents

voiced their concerns about their girls travelling long distances, as well as

misbehaviour that was associated with girls' schooling and resulted in teenage

pregnancy. Some of the girls' parents expressed concern toward negative

behavioural outcomes that resulted from girls' school attendance at the age of

puberty.
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Similarly, teachers in both schools mentioned pregnancy as one of the causes of

girls' school dropout that was also linked to the girls' socio-economic

backgrounds. The teachers expressed that teenage pregnancy was more

common during the puberty stage, when boys and girls started to experience

emotional and sexual relations that ended in pregnancy. This finding

contradicts the observation made by Driscoll et al. (2005) in the United States

(US) that young women with high educational aspirations are less likely to

become pregnant while enrolled in school, even if they live in poor households

and neighbourhoods with few economic opportunities. Driscoll et al. (2005)

also maintain that sustaining aspirations for further educational attainment and

the benefits of school attendance may support poor women from communities

with few economic opportunities to avoid pregnancy. This suggests that

educational aspirations can work as a protective strategy against challenges in

disadvantaged communities. Unfortunately, this is not the case in Sudan. The

data shows that the majority of girls from poor households were the ones who

often left school in search of work opportunities to support their families. The

data presented in the previous chapter also reveals that some of the struggling

girls ended up as prostitutes to make ends meet.

The above discussion has shown that as some families had financial difficulties

to support their girls' education, girls became exposed to other challenges such

as pre-marital pregnancy which blocked their retention and continuity in

education. In other words, poverty and teenage pregnancy tended to increase

girls' drop-out rates.

6.3.2.3 GIRLS' LOW ACADEMIC ACHIEVEMENT

According to the analyzed data, more than 50% of the parents reported that

boys and girls had equal chances of accessing schools. Those who failed,

irrespective of gender were kept at home. Concerning academic achievement,

data shows that teachers had different views about the boys' and girls'

academic performance. According to some teachers in both schools, girls'

academic performance was weaker than that of boys in the class. Data collected

from girls supported the teachers' views as they argued that low academic
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standards influenced some of the girls to stop schooling. Some of the girls

decided to get married while others decided to stay and help at home or find

work to support themselves and their families. Teachers attributed girls' low

academic performance to domestic work and home responsibilities that kept

them away from studying. Also, the teachers mentioned the absence of

successful or educated role models in the disadvantaged communities where

there were no older educated siblings or parents to inspire or motivate the girls

to continue with their education. On the contrary, the majority of the teachers in

the School Y thought that girls' academic performance was better than the

boys' in spite of difficulties they faced at home and in school such as unstable

home environment and the low socio-economic status. This appears as

inconsistency in terms of how teachers perceived girls' abilities and

performance in the two contexts.

According to the Division of Family HealthlGTZ Support Unit (1988) report,

poor academic female performers were significantly more likely to become

pregnant and drop school than the good academic performers (Grant &

Hallman, 2006). The researchers speculated that the high incidence of grade

repetition among low achievers may be partially responsible for lengthening the

period in which girls remain in school and are at risk of dropping out of school.

Therefore, academic factors such as poor grades and grade repetition are more

likely to cause school drop-out.

Rom the above discussion, it appears that the factors that influence girls' drop-

out rates are interrelated. For instance, poor family conditions are likely to

impact negatively on girls' academic achievement which often results in girls

dropping out of school. In the same way, poverty can encourage girls to be

prostitutes, and that is likely to lead to girls' pregnancy. As explained earlier,

some teachers explained that financial constrains led girls to prostitution as a

source of income. Four of the Southern teachers claimed that girls took

prostitution business when they left school as a source of financial support, but

some of them got pregnant through this practice. Some girls left their homes to

live with their boyfriends who provided their basic needs in a better way than

their families. It appears that girl child prostitution is one of the major
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challenges to education of girls in poor communities, in addition to poverty

which plays a big role in keeping girls out of school.

Girls' poor academic achievement which may be due to the girls' poor or low

socio-economic backgrounds often leads to high drop-out rates. The following

section discusses the effects of war and poverty on girls' education in Sudan.
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6.3.2.4 EFFECTS OF WAR AND POVERTY

Bray, et al. (1986) contend that dropout rates tend to be higher among students

from low socio-economic backgrounds and in rural areas. In this study,

financial constraints among others, appear to contribute largely to girls' drop-

out rates as discussed in the previous sections. The analysed data indicates that

financial difficulties and lack of reliable sources of income are the main causes

that impact negatively on the children's education. Parents expressed that what

they earned in their jobs was insufficient to meet the basic family needs, apart

from providing school demands for their daughters. Therefore, many parents

did not send their girls to school and preferred to keep them at home to avoid

paying the monthly school fees. Other parents drove their girls out of the school

to take jobs so that they could contribute to the family income as explained by

some parents from both North and South Sudan.

The parents consensually agreed that costs of education were too expensive for

them, although schools denied charging school fees on the basis of Article 13

of the Interim National Constitution of Sudan (2005). According to Article 13,

the state should promote education at all levels in Sudan, and ensure free and

compulsory education at the primary level. As a result of that, the Sudan

Household Health Survey (SHHS) (2006) revealed that the primary school net

attendance rate (NAR) for boys was 55.7% and for girls was 51.7% of the total

number of children in Sudan.
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Illiteracy eradication programmes are targeted, especially for poor

communities. Poverty is reflected on the NAR at 19.4% among children who

belong to the poorest households compared to 92.9% among children from the

richest households (SHHS, 2006). The statistics suggests that poverty is

associated with high rates of illiteracy and high education drop-out. This data

indicates that poverty might interact with other factors to put extra pressure on

vulnerable and marginalised children to drop out (Hunt, 2008).

The effects of the long-lasting war also contribute to girls' instability in

education. Teachers' data shows that financial constraints in disadvantaged

communities encourage girls to leave the school and get married in order to get

financial support from their husbands. These practices are in line with the data

from the National Dropout Prevention Centre and Network (2007) report which

shows that students from low-income families are 2.4 times more likely to drop

out of school than are children from middle-income families, and 10.5 times

more likely than students from high-income families.

The data in this study also revealed that many children were not registered in

the schools because they lost identity documents during war and the drought

unsettlement time. Deng (2003) argues that communities in "war zones" are

exposed to increased insecurity and frequent displacement. The civil war posed

an increasing demand for human resources particularly the primary school age

male population to participate in the war. This act violated children's human

rights.

Concerning child registration, there are many complexities which are related to

ethnic, racial or religious discrimination. For instance, in displaced

communities children may be excluded from systems of birth registration for

political purposes to marginalize the entire population. Thus, children may be

denied their right to health care and education, as well as to freedom as result of

violence, abuse and exploitation (UNICEF, 2007). This seems to add more

challenges on IDP children's education as many of them remained excluded

from education due to loss of registration documents. These challenges

affected not only children's access to education, but also violated their human

rights. According to Walker and Unterhalter (2007) and Nussbaum (2000)
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unequal social, cultural and political circumstances and human rights lead to

unequal opportunities, as experienced by IDP girls involved in this study. This

situation could negatively affect the girls' desires, aspirations and beliefs in life.

6.3.2.5 THE SCHOOL INFRASTRUCTURE

The ill-equipped physical infra-structure of the school is another factor that

seemed to accelerate girls' dropout rates in both schools. The observation data

shows that the physical environment of the classes was poor and uncomfortable

as discussed in the previous chapter. This observation was supported by the

teachers who explained that the poor economic and physical resources of the

schools and lack of the government financial support impacted negatively on

teaching and learning. For example, the lack of toilets had a negative impact on

girls' attendance at school as described in Chapter five. Shortage of teachers

was also one of the challenges that affected teaching and learning in both

schools.
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From the above discussion, the effects of the non-conducive physical school

environment on girls' education are apparent. The poor school infrastructure

influenced the girls' school attendance negatively as they had to go home to use

the toilets as they could not share the toilets with boys. Furthermore, some girls

remained passive to avoid interaction with their teachers during menstruation as

many of the teachers were males, and they were uncomfortable to talk to their

teachers about their menstrual periods. Boys on the other hand, were not

affected by this situation. This is not an unusual case with girls as some of them

feel that it was a taboo to express feminine problems with their male teachers

(e.g. menstruation). As a result, some of them often preferred to stay at home

when they were on menstruation. Also, there were no appropriate facilities for

girls as they had to share toilets with boys, as indicated earlier. Hence many

organizations advocate for girl-friendly environments (UNICEF, 2008) to

promote girls' retention in education. School environments should encompass

areas well beyond the classroom.
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6.3.2.6 TEACHER ATTITUDES

Perceptions of unfair or harsh discipline in the school context, according to

Frendenberg and RuglIs (2007) are identified as some of the factors which

influence pupils' dropout from school. The data gathered in this study reflected

the impact of teachers' negative attitudes towards girls, and how they caused

them to be less interested in schooling. During interviews, some girls expressed

their disappointment as some teachers had negative impressions about them.

Some teachers thought that girls in such a disadvantaged society came to school

to enjoy some freedom which was not allowed at home; an impression that they

were not interested in education. The girls were discouraged by such opinions

from teachers. Other teachers considered girls weak and unable to take up any

academic pressure, due to the heavy chores at home. Although the teachers'

observation was valid, it seemed to influence teachers' low expectations of girls

in education, which somehow affected their self esteem.
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Regarding teachers' expectations, from the girls' points of view, teachers

expected girls and boys to behave differently. In both schools the majority

(65%) of the interviewed girls reported that teachers' expected them to behave

femininely, so that they could be appreciated by the community. Girls

explained that their teachers wanted them to be quiet and calm as they had to

display expected sets of socio-cultural conduct. In this case, girls were expected

to be passive and submissive, and these attributes tended to affect their

classroom interaction, performance and self-esteem.

The data reveals that male teachers perceived girls less capable of academic

work than boys, particularly in science subjects. Teacher attitudes, in this case,

appeared to reflect gender biases. According to Davis (1993) teachers' attitudes

towards girls and boys may be deeper than visible discriminatory practices and

might result in unconscious behaviours that give attention either to girls or

boys. Teacher behaviour may consolidate among the less favoured students

(often the girls), a sense of alienation and hinder personal, academic and

professional development (Davis, 1993). The analyzed data seems to confirm

this claim.
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According to Stromquist (2007) teachers' dynamics are one of the most

influential components in schooling. In the context of this study, it appears that

the teachers' negative attitudes affected girls' self-esteem negatively and

caused them to be less enthusiastic about schooling. For example, some of the

teachers considered acquiring the basic skills in reading and writing as enough

for girls in such disadvantaged communities, and that there was no need for

further education. Moreover, teachers supported boys and engaged them in

responsibilities, which required them to exercise leadership abilities, e.g.

working as student assistants or prefects. Such practices were confirmed by my

school observations and interviews with the teachers.

Teacher-student interactions and impressions in the classroom often reflect

teachers' attitudes and expectations through which socio-cultural and traditional

values about men's and women's roles are reinforced and mediated (Robinson,

1992). Some teachers' expectations create inequalities in social interaction in

the classroom which might affect the academic performance of the children.

My data shows that girls were aware of the unfair treatment and their teachers'

negative attitudes towards them. Teachers had low expectations of the girls in

terms of their capabilities and performance as discussed above. The girls'

reactions to such teachers' attitudes could be explained in terms of White and

Beaudry (2009) who state that when individuals engage in various activities,

their performance involves individual choices and personal. interests, besides

the norms and expectations of the broader society. Such choices and interests

may be constrained by different factors such as gender, race and class. In this

case, gender differences seemed to influence teachers' interests and

expectations. Teachers appeared to favour boys over girls in terms of

commitment to their school work and academic achievement.

The teachers' attitudes seemed to correspond with Wadesango's et al. study

(2011) in South Africa who observed that teachers tended to pay more attention

to boys than girls in the classroom, as boys were perceived to learn faster than

girls as discussed in Chapter three. Another study by Lambert, Perrino and

Barreras (2012) carried out in Ghana showed similar results that teachers

believed male students were academically brighter than female students, and as
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a result, boys were given more attention than girls in the classroom.

Gender segregation practices in the school tended to reflect the wider

community set of social beliefs. For example, the IDI data revealed that

teachers expected and encouraged girls to avoid contact with boys, in order to

avoid sexual relations. This was to prevent girls from being the victims of

pregnancy and school dropouts, while the boys would remain in school.

Teachers also advised girls to care for their reputation and were to be

disciplined and obedient because they were regarded as the mothers of

tomorrow. In this way, the responsibility is put on the girls because males are

culturally allowed to do all what they want and are not blamed for anything.

Teacher expectations led to differences in opportunities for interaction In

school lessons. In other words, gender blindness according to Stromquist

(2007) provides a false sense of objectivity and non-existing justice, which is

different from the actual practices in schools. In this study, teachers conveyed

different gender messages through school and classroom practices, although

they claimed equal treatment of boys and girls which seemed to be non-existent

in the classroom.

6.3.2.7 SEXUAL HARASSMENT AND GENDER-BASED VIOLENCE
(GBV)

This discussion reveals that whilst teachers showed negative attitudes towards

girls, they were concerned about their welfare, particularly with regard to

sexual abuse. It appears that teachers played parental roles and their low

expectations of girls in terms of academic performance could be linked to the

societal values which did not attach any, or at least little value to girls'

education in such disadvantaged communities.

Gender-based violence and negative treatment at school can affect children's

access to schooling, attendance, participation and performance (UNICEF,

2004). The lack of safety and security at schools is one of the conditions that

push children, especially girls, out of school (UNICEF, 2004). According to

Stromquist (2007) boys often practice different forms of physical and verbal
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aggression against girls in classrooms and in school yards. Widespread verbal

and physical harassment of girls by boys is embedded in the collective

construction of masculinity (Connell, 1995), thus girls future educational plans

are affected by such bad treatment. Following societal values, many boys think

education is unnecessary for girls as it provides knowledge that changes girls'

roles as future mothers. Verbal and physical harassment which girls encounter

at school from male classmates often cause girls to be isolated, helpless and

pessimistic about their future. They also become hesitant about continuing with

schooling.

The analyzed data shows that some of the girls were also harassed on their way

to school by strangers and as a result, their parents decided to stop them-from

going to school. Observation data for this study also shows that boys used to

bully and tease girls outside the classrooms. I viewed this as a sign of sexual

harassment. As discussed in Chapter five, in both schools girls reported sexual

harassment and gender-based violence directed towards them. This observation

correlates with studies by Wible's (2004) and Lambert et al. (2012) conducted

in different countries (Benin, Ethiopia and Ghana) which illustrate that girls

encounter gender-based violence and harassment in schools where they lose

interest to continue with education, and decide to stay at home.

Women oppression and patriarchal power both within the school and the wider

context of society are explained though radical feminism as discussed In

Chapter three. At the micro level, radical feminism addresses the issue of

sexuality and sexual harassment in schools, which is not commonly discussed

in other feminist perspectives (Weiner, 1986; Acker, 1987). Radical feminism

focuses on the effect of sexual harassment that girls undergo in schools, where

boys practise control over them through verbal and physical abuse (Mahony,

1985). Gender-based violence in schools undermines girls' academic

enrollment, achievement and retention. Radical feminism explains that such

harassments are products of gender inequalities and women's oppression that

emanate from power relationships based upon the biological differences and

sex roles such as the women's reproductive roles as mothers (Stromquist,
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1988). Physical violence often results 10 learners' low self-esteem, poor

participation in learning activities and sometimes dropping out of school

(Vally, 2003).

In light of the above, the FGD data shows that more than 50% of the girls were

of the opinion that sexual harassment of girls in the co-educational schools

accounted for a large number of school dropout rates, and affected their

educational aspirations and future educational plans.

Corporal punishment in schools is widely accepted by parents and among most

families in Sudan. It is commonly considered as a necessary means of

education, character-building, an integral part of a local culture/religion and a

means of classroom management (Amnesty, 1995). Observation data shows

that corporal punishment was sometimes administered with great severity or

frequency to children from groups that are subjected to stigma and

discrimination. It was accompanied by verbal abuse which entailed shouting at

the pupils and name calling, which is another kind of psychological and

emotional violence that commonly exists in many classrooms. Corporal

punishment contributed to pupils' lack of interest in school, and sometimes

dropping out of school.

In summary, this section analysed and discussed the school-related educational

challenges and showed how girls' educational aspirations were affected by such

challenges. Firstly, the data related to mixed education system shows the

existence of gender discrimination and inequalities in the school context which

were rooted in socio-cultural beliefs and traditional societal norms. Most of the

parents' and girls' views were against the mixed schooling systems due to

sexual harassment and gender-based violence which girls experienced at

school. These views agree with Patrick's (2012) study who claims that drop-out

rates are high among mixed schools.

In line with the above, research shows that students in same sex schools

perform better than students in mixed schools (Patrick, 2012). The data

analyzed in this section supports both claims in that girls' performance was

lower than the boys' in both schools. Mixing together two groups i.e. boys and
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girls who did not have the same academic abilities, resulted in girls' low self

esteem which often led to girls dropping out of school. The above observation

is supported by Bowman and Anderson (1980) who views girls' education in

the "third world" in terms of the perpetuation of women's subordination, as it is

framed within the gender role household boundaries that stimulate girls' future

feminine roles as wives and mothers.

Secondly, the analysed data also revealed that drop-out rates were high in the

two schools. Drop-out rates were attributed to low socio-economic status and

lack of affordability to pay for education costs. Child labour, lack of parental

support, migration and teenage pregnancy were some of the causes of the high

girls' drop-out rates. The literature shows that girls' school drop-out is a

combination of economic and socio-cultural factors. For example, Fleisch et al.

(2010) claim that it is not only poverty that could explain why children are not

in school, but also disability, family structure such as children or orphans not

living with biological families but with relatives. Living in isolated

disadvantaged communities make children more vulnerable to dropping out of

schools. Also, Rumberger et al. (2008) advocate parental involvement and

academic and emotional support which are regarded as essential factors in

children's retention in education.

Thirdly, low academic performance IS also analysed as a school-related

influential factor in girls' retention in education. The data revealed that girls

were classified as low academic achievers in relation to boys, and the girls' low

academic performance was attributed to their lack of interest and domestic

chores and home responsibilities. Grant and Hallman (2006) claim that girls

with low academic performance tend to drop out of school earlier as they face

grade repetition. Hammond et al. (2007) correlate drop-out rates with high

poverty rates, poor school attendance, poor academic performance, grade

repetition and disengagement from school activities.

Fourthly, the analysed data shows a link between poverty, war and girls' drop-

out from school. Data reveals that due to poverty, families did not afford to

provide school materials and to pay school fees for their children. In such cases,

girls were the first to be taken out of school. Girls' data also showed girls' low
244

https://etd.uwc.ac.za/



expectations of further education due to financial constraints. Strassburg et al.

(2010) found that financial constraints and poverty together with other social

factors, such as poor academic performance result in school drop-out and end

of educational aspirations.

Fifthly, the school infrastructure influenced girls' retention in education. The

analysed data shows that girls' retention in school was affected negatively by

the ill-equipped physical environment. The classes lacked comfortable furniture

and the school lacked girls' private hygienic latrines that caused girls to

disappear during the school day. Thus, poor school infrastructure impacted

negatively on the teaching-learning process, particularly for girls who needed

extra facilities during their menstruation periods.

Next, data on teachers' attitudes towards girls reflected gender biases through

negative impressions that the teachers had against the girls. For example, the

teachers thought that girls lacked interest in education and they attended school

to enjoy themselves until they got married. Girls' self-esteem seemed to be

negatively affected by such impressions. Also, teachers expected the girls to be

submissive and obedient in order to avoid boys' harassment as they were the

mothers of tomorrow. Such practices resulted in unequal distribution of

educational opportunities between boys and girls.
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Finally, sexual harassment and GBV are regarded as some of the most

influential factors on girls' retention in schools. Data analysis reflects that girls

were affected negatively by gender based violence and sexual harassment by

their peers. Violence and sexual harassment practices reflect masculinity and

power relations that are rooted in the cultural and social beliefs of the Sudanese

society (Badri, 2002). As a result of sexual harassment and GBV, some girls

dropped out of school. All the above challenges were experienced by girls at

school. In the next section, I discuss community-related challenges that

impacted on girls' educational aspirations in the two contexts.
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6.3.3 COMMUNITY-RELATED CHALLENGES

The community-related challenges that were identified in data analysis include

internal movements in Sudan, parental involvement, domestic chores and early

marriages. All these challenges are discussed below.

6.3.3.1 INTERNAL MOVEMENTS AND SETTLEMENT

Girls' school attendance is controlled by social and psychological factors,

especially with regard to settlement, safety and security. Many parents in

disadvantaged communities experience difficulties to adapt themselves and

their children in the new settlements. They fail to have resettlement or to re-

establish themselves and get a sense of control and normality in their lives

(Colic-Peisker, 2005). The instability in settlements tends to have a negative

impact on children's attendance and retention in school, particularly girls, who

are very often victims of sexual harassment, assault and rape.

In this study, the sense of isolation and exclusion in the new settlement

community was one of the social factors that made parents reluctant to send

their daughters to school. Internal geographical movements and settlement in

unfamiliar areas made it difficult to keep children in school, particularly girls.

Sometimes the girls themselves lacked interest in schooling and decided to stay

at home to help with domestic duties. Many of these girls got married soon

after leaving school.
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Data presented in Chapter five shows that parents were reluctant to send their

daughters to school if they were to travel long distances, especially in

unfamiliar environments. It also shows that girls were harassed by strangers on

their way to and from school. Thus the unstable settlement of the lOPs seemed

to be an obstacle to girls' access to education.
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6.3.3.2 PARENTAL INVOLVEMENT

Studies show that parental involvement in school governance has an impact on

children's education and retention (Gordon, 1992; Munn, 1997; Burke, 2009).

Attempts to encourage parents to be involved in their children's education in

some countries is an on-going initiative to involve the government, school

administrators, and parent organizations to participate in the education of their

children (Burke, 2009). Parents should assist in the education of their children

and show interest in all aspects of their children's school activities such as

academic projects, extra-curricular activities and relationships. Rumberger et al.

(2008) claim that students whose parents monitor and regulate their activities,

provide emotional support and encourage independent decision making are

generally more involved in their schooling, and are less likely to drop out of

school. Parental involvement often enhances children to get involved in school

sports teams, music, drama, clubs, and other various cultural and academic

activities.

This study shows that parental involvement was considered weak or inadequate

by the school teachers. They explained that parents did not follow up their

children's schooling at all, and they only came to school during the registration

time and when there were troubles caused by the children. They were also seen

when they came to argue for administration of the school fees. The teachers

blamed parents who did not show any interest or motivation regarding their

daughters' education because the school was associated with money demands

only. As most of the parents were uneducated, they did not pay much attention

to school activities.

In this research, the majority of the parents reported that they viewed the

education of children as an investment and a source of security in the future.

However, they showed more preference for boys' education. The target level of

education for the boys was above that which was expected for girls, while for

girl children parents aspired to send them on average up to higher secondary
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school only. Such aspirations could be explained in cultural terms since most of

the parents expected to live with their male children in their old age, as boys

were regarded as future heads of families. The parents' attitudes in this regard

appeared to reflect gender inequality in terms of power and exposure to

educational opportunities. This could be an indication that the parents

themselves, unconsciously contributed to gender inequality in the manner they

raised or socialized their children.

6.3.3.3 DOMESTIC CHORES

Concerning domestic chores, the school girls described the home environments

as unfair and oppressive. They explained that heavy domestic duties and home

responsibilities such as cooking, washing and taking care of siblings affected

their studies and schooling negatively. Gender role division appeared to be

common in the two Sudanese disadvantaged communities as the schoolgirls

expressed that each of them had certain sets of activities to do at home, which

prevented them from paying sufficient attention to their school work. Boys did

not have the same experiences regarding domestic chores. Boys did a few

outdoor activities such as shopping or fixing things at home, while girls did the

cleaning, washing, cooking and fetching water. According to the girls, the

structure of the domestic chores was discriminatory as it gave boys more

freedom while girls had more chores assigned to them, with limited mobility.
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In addition, most of the school girls explained that domestic duties caused

delays to school in the mornings as they were expected to do some work before

going to school. They had very little time to study, and there was no electricity

in many of the houses for revision in the evenings. This led to girls' weak

academic performance as they became physically exhausted to concentrate on

their work due to the hard work they were expected to do at home. Some of the

girls dropped out of the school due to the fact that they could not cope with

domestic chores and school work. Some of the girls thought that housework

limited their skills as it kept them within domestic duties and did not allow

them to enjoy intellectual and cultural activities such as reading novels or

watching television.
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The learners' complaints regarding domestic chores was supported by teachers

who indicated that girls' heavy load of domestic chores was manifested in their

academic performance. In both schools, the girls' academic achievement was

weaker than the boys' performance. Teachers attributed girls' weak

performance to domestic work and home responsibilities that kept them away

from studying. Also, in the FGDs the teachers mentioned the absence of

successful educated role models at home, where there were no older educated

siblings or parents to provide support for girls' education.

Parents' views regarding girls' participation in domestic chores reflected how

women or girls articulated capabilities by merely reflecting on what is expected

of them. For example, some women did not value education for themselves or

their daughters because they believed that it was appropriate and acceptable for

women not to be well educated as they had to get ready for their future roles as

mothers and wives (Unterhalter, 2003). Therefore, in such environments

education was perceived as unnecessary for girls. Such attitudes tended to

impact negatively on girls' future aspirations, and somehow blocked girls'

access to education.

Ironically, some school girls thought that the house work was good for them.

Some girls in the IDls in School X agreed that they did not mind the heavy

domestic chores because they would marry and move away with their

husbands. They even considered their stay at their fathers' houses as a

"temporary stay". This concept was always stressed by their mothers who

supported domestic work that prepared them for their future roles in marriage.

Girls' acceptance of gender roles division could be explained in terms of

"adaptive preferences" (Sen, 1999). In this study, the girls' acceptance of their

future roles as wives and mothers showed how they adapted to deprivations or

inequalities according to the community's socio-cultural demands. According to

the notion of adaptive preference, the child accepts what is decided for himlher,

and acts according to the dominant norms and values in the surrounding

environments. In the context of this study, the adaptation was considered an

obstacle to girls' education, because girls might adapt themselves and their

educational aspirations according to unfavourable socio-cultural situations, as
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people usually modify and change their desires and aspirations to go with

opportunities available for them (Nussbaum, 1999).

Moreover, as girls are perceived as future wives and mothers, parental attitudes

towards them are largely influenced by socio-cultural beliefs that could impact

positively or negatively on their well-being (Ogidi, 1997). In this case, the

Capability Approach (CA) becomes relevant in understanding the girls'

acceptance of the socio-cultural norms and values in which they were

socialized. The CA critiques the socio-cultural factors that shape and influence

people's preferences, expectations and perceptions. In this study, the CA

supports women's development and freedom which the girls were deprived of,

given the heavy domestic chores the girls were expected to do. As discussed

earlier, the CA perceives access to education as a means of human development

(Unterhalter, 2005) which aligns with liberal feminism which aims at

overcoming barriers to girls' education (King & Hill, 1993). So gender roles

which appear to be dominant in this study have to be understood as part of the

Sudanese socio-cultural environment.

6.3.3.4 EARLY MARRIAGE

Early marriage is one of the challenges that appeared to face the school girls in

both schools as reflected on the data presented in Chapter five. There are

various interrelated factors that lead to early marriage. These factors include,

among others, search for economic survival, protection of young girls, peer

group and family pressure, controlling female behaviour and sexuality, wars

and civil conflicts and maximization of fertility where infant mortality is very

high (UNICEF, 2001; Mathur & Malhotra, 2003).
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The girls interviewed in this study mentioned arranged or forced marriages as

part of the socio-cultural factors that affected their educational aspirations.

Some of the families forced their girls into marriage in order to get rid of

financial responsibilities demanded by the schools. As a result, some parents

did not value girls' education at all, hence they supported boys' education.
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Early marriage is a socio-cultural practice that is linked to any marriage carried

out below the age of 18 years. At this age, girls are not yet physically,

physiologically, and psychologically ready to carry the responsibilities of

marriage and childbearing (UNIFP A, 2006). According to the analysed data,

early marriage was practiced by families in order to secure safer life for their

girls in terms of economic survival. It was also a means of protecting young

girls in from pre-marital sex and pregnancy. Early marriage controls females'

behaviour and sexuality as it responds to social socio-cultural and religious

values. However, it is a barrier to girl's education as young girls drop out from

school to get married. It impacts negatively on the community as whole and on

the wellbeing of future generation in terms of young mothers who cannot cope

with motherhood responsibilities (Mathur & Malhotra, 2003).

The notion of early marriage is in opposition with the objectives of the MDGs

such as the promotion of basic education, fight against poverty, the prevention

of HIV IAIDS and the reduction maternal of mortality rate and development

(UNICEF, 2001; Mathur & Malhotra, 2003). In other words, early marriage

contributes to a series of negative consequences both for young girls and the

society in which they live. It is a violation of human rights in general and of the

girl's rights, in particular. For both girls and boys, early marriage has profound

physical, intellectual, psychological and emotional effects and it impacts on

girls' educational and employment opportunities and chances of personal

growth.

In traditional societies in Sub-Saharan Africa, the bride's family may receive

cattle from the groom or the groom's family, as a bride price for their daughter

and this becomes the financial benefit for the family (UNICEF, 2001).

Sudan as an African country is not away from this practice as girls are regarded

as family assets that should be overprotected in order to bring high dowry in

marriage. Parents in this study perceived girls' stay at home as 'temporary and

they viewed girls' education as a waste of time as it was regarded a financial

asset to the in-laws, and not to the blood or biological family. Thus parents

preferred to arrange early marriage for their girls.
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6.3.3.5 SUMMARY
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As a summary, the community barriers for quality education in Sudan include

internal movement and settlement, lack of parental support, heavy domestic

chores that the girls are loaded with and early marriage that is decided and

arranged by the family. Regarding internal movement and settlements, the data

reflected psychological factors such as feelings of insecurity in unfamiliar or

new environments. Most of the IDP families expressed a sense of isolation that

forced them to keep their girls at home and this impacted negatively on girls'

school attendance.

Although the importance of parental involvement in children's education is

generally encouraged as a positive reinforcement in children's education, the

analysed data indicated an absence of parental involvement in girls' education.

Most of the parents did not support their girls in school due to socio-economic

barriers such as poverty and early marriages, as discussed above. Parents

expressed preference for boys' education, as boys were regarded as the future

heads of households and supporters of the aging parents. Therefore, in this

study parents' attitudes seemed to reflect gender inequality with regard to

children's access to education, where girls were often prevented from attending

school, while boys were encouraged to go further in education.

Domestic chores were also some of the home related influential factors on

girls' retention in schools. Heavy domestic chores were carried by girls at home

as a reflection of gender division of roles in the Sudanese culture. Girls'

academic performance and their educational aspirations appeared to be affected

negatively by domestic chores. Teachers attributed girls' low academic

achievement to domestic chores. For parents, domestic chores were a means of

providing training to girls in preparation for their future married lives, and

some of the girls showed adaptive acceptance in this regard. The next section

addresses the third research question about gender equality discourse and its

implementation in both school and home contexts.
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6.4 GENDER DISCOURSES AND PERCEPTIONS IN
GENDER EQUALITY IN EDUCATION

This section of data analysis addresses this research question: How are gender

discourses understood, perceived and implemented in both the school and at

home, and how are they affected by socio-cultural factors? Data related to this

question is discussed in three subsections, namely, (i) Gender discourses and

perceptions, (ii) Gender equality implementation and (iii) Gender and self-

esteem.
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6.4.1 GENDER DISCOURSES AND PERCEPTIONS

Francis (1998) claims that there are various competing gender discourses, some

of which have more power and strength than others for particular groups of

people. According to Francis (1998) the term "classroom discourse" refers to

the language that teachers and students use to communicate with each other in

the classroom. So gender discourse refers to face-face teaching, through which

gender concepts are discussed and transformed.

In the analysed data, two powerful gender discourses surfaced in the

participants' talk, illustrating the extent and the limits of their collective gender

language. The first type of discourse was the preparatory gender division of

roles and the expected future roles of girls as wives and mothers. The second

type was that gender determines what is expected, allowed and valued from a

woman or a man in a certain context where it was connected to specified roles

in the community (World Bank, 2002). These two conceptions of gender in

North and South Sudan appeared as the most common local discourses of

gender among the IDP community, as they represented gender role divisions

and the socially expected roles of women and men on the biological basis of

gender. The latter corresponds with Cerulo's (1997) claim that constructing

identity involves social models and interactions, i.e. an individual's identity

construction is influenced by others or by mutual orientations and expectations

in the context where she/he lives. Thus, girls' actual acts were framed and
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internalized within social interactions. These two discourses influence the girls'

future aspirations and identities and how they look into the future through the

socio-cultural expectations that determine certain roles for women. This implies

that social interaction reflects how community discourses might shape boys'

and girls' gender identity.

The data collected from the girls shows that the majority of them (80%) in the

two schools studied expressed unfamiliarity with the term "gender". Probing

deeper into the gender concept, they explained that women were not equal to

men, so they could not aspire to equal social roles because they were physically

weak as women. Defining the concept of gender, the girls referred to it as

physical/biological features with an emphasis on how male dominance and

roles in the family and community were distributed. In the IDIs, the schoolgirls

considered the biological difference between sexes as the basis for the social

segregation as each was treated according to his/her sex. Girls also justified the

difference between girls and boys as a product of home socialization where

boys experienced freedom and power that girls lacked. Parents and guardians

also supported the girls' views as they did not believe in absolute equality

regarding full rights of equality for women. Men were regarded as emotionally

powerful, an attribute which defined one's leadership abilities in the society.

The division of gender roles in the Sudanese society determines how the

cultural norms and the traditional values affect an individual's personality from

birth. Girls' perceptions of their gender roles reflect unequal social, cultural and

political situations and human rights. All these lead to unequal opportunities

that impact on an individual's way of thinking, desires, aspirations and beliefs

in life (Walker & Unterhalter, 2007). They often influence disadvantaged

people to accept and adapt their opportunities and subordinate status.

Even though the level of reflections around gender issues varied between the

participants, they all had social backgrounds and personal experiences that

influenced their perceptions of gender. Girls' understanding of gender seemed

to be based on these attributes: physical weakness versus power, dependency

versus independency and decisiveness versus indecisiveness. Girls perceived

themselves as physically weak and they depended on decisions made by men.
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This perception labelled girls or women as inferior individuals who could not

make any sound decisions on their own. The girls in the School X, for example,

envied boys because they were regarded as the heads of the household who

would be responsible for the family in the future. Girls, on the other hand, had

to get married and leave the family house. Even after marriage, the girls

retained the low status in the family and society as women who were seen as

inferior to men.

According to girls' and parents' views, the reproductive activities were defined

as the role of women, whereas productivity and community activities were

dominated by men. They thought that because women gave birth to children

and took care of them, they were perceived to be second to men who were

usually the sole providers for both women and children. These conceptions of

gender could be explained as products of the Sudanese patriarchal system

which is considered a social and ideological construct that regards men (who

are the patriarchs) as superior to women because women have different sex

roles, including reproductive ones (Walby, 1990). These conceptions of the

gendered position of girls as of the least importance in the family hierarchy can

be linked to socio-cultural norms and practices in Sudanese traditional society.

In other words, the gender discourse found in the data emphasized the notion of

dependency of women.

The participants' views discussed could be understood within the CA

framework which encourages the close examination of the surrounding

environment such as family and parents' treatment. Such an evaluation is

necessary to analyse the capability of education and its functions, using a wide

range of information in order to confront barriers to one's future aspirations

(Unterhalter, 2003). Although it is assumed that boys and girls have the same

freedom to access education, girls' education is still stigmatized by parents,

particularly among poor rural communities in Sudan. Parents prefer girls'

marriage over education besides the economic factors which regard girls'

education as an extra burden with no financial benefits for the family.
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Social norms and opportunities can expand or diminish an individual's agency

as they determine disadvantages, even where public resources tend to be

equally provided (Walker & Unterhalter, 2007). Girls' views on gender

discourses seemed to illustrate subjectivities concerning their definitions of

self. Gender discourses appeared to bind them so that they could not see behind

the limitations or construct meaning outside the set of definitions linked to

them as women. As their roles were shaped by given labels such as girls, wives

and mothers, these discourses seemed to support a kind of deep cultural belief

of the need to be nurturing, loving, submissive and dependent. Throughout the

data the girls continued to employ explanations and phrases which strongly

emphasized these gender discourses, especially those related to gendered future

social roles and positions (as mothers and wives). These explanations could be

associated with the patriarchal nature of the Sudanese society, which

perpetuates male dominance and female inferiority as discussed above.
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6.4.2 GENDER EQUALITY IMPLEMENTATION IN SCHOOLS

The family is identified as one of the most important socialization institutions

where gendered roles are produced and maintained. Connell (1995) states that

the family structure is essential to understand how gender divisions of labour

and power relations operate to produce and manipulate gender identity

construction and personality development. In many traditional communities

gender relations are based on the subordination of women, as well as on respect

and obedience of women to men, whether father, brother, uncle or husband

(Edward, 2001). Furthermore, gender inequality affects women's lives and

choices such as education and future aspirations.

Education is known as a capability that extends beyond access and achievement

to how it impacts on gender equality (Unterhalter, 2005). Schools are a major

part of society's institutional processes which play a role in maintaining

dominant gender orientations and social practices of how students and teachers

perceive and handle gender conceptions. In other words, schools are channels

through which young people are inculcated with norms and values, and
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exposed to new ideas to construct identity (Wassef, 1996; Furnham & Stacey

1991). Some of the societal norms and values indirectly perpetuate gender

inequality.

The analysed data reflects the impact of the family treatment and parental

influence on girls' aspirations and future plans. The majority of the girls

appreciated the notion of education as a preparatory stage for their future roles

as wives and mothers, which was supported by their parents and family

members through domestic training and division of labour. They explained that

they had heard about gender equality discourses that girls deserved the same

rights as boys or males but there were no efforts to implement or practice such

discourses at home and in school. The IDI data shows that the girls never

challenged inequality at home or at school as they believed in gender

differences in which they were socialized as mentioned above. Girls considered

it rude and unacceptable to question cultural beliefs that were practiced at home

and reinforced in the school. Ironically, data shows that some of the girls in

School X preferred not to be treated equally with boys in the school, as they

thought that such equality was in violation of their cultural beliefs about

womanhood. They liked to be regarded as ladies and treated with care as they

felt fragile and always needed support from men.
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According to the analysed data the implementation of a gender equality

discourse is totally absent in the two schools that were studied. The girls stated

that teachers always encouraged them to behave as feminine as possible and to

keep within the expected behaviour of girlhood. Some teachers tried to talk

about concepts of gender equality but the boys reacted negatively to such talks.

As a result, many teachers did not discuss gender concepts in the school to

avoid offensive reactions from some of the boys who did not want to hear about

gender equality. Avoidance of discussions on gender equality seems to suggest

patterns of male dominance in schools which tends to dictate what type of

discourses are prioritized in the classroom. Interestingly, it appears that young

boys had the power to dictate to female teachers when it came to gender issues.

Seemingly, female teachers had limited authority over boys with regard to

gender equality issues, and it appears that gender discourse was a taboo in the
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cultural context of Sudan.

These views were supported by the teachers in School X who experienced

difficulty to implement gender equality in the school due to the traditional and

religious teachings to which learners were exposed in the community e.g.

Islamic teachings concerning gender roles. Consequently, both teachers and

pupils had internalized gender social conceptions that women and men were not

equal, and should be socialized according to different sex roles. Such

conceptions could not be eradicated and changed suddenly in the school.

Therefore, the stereotypes continued to be stressed in the school environment

and through the communities. Teachers believed that girls had some rights such

as education and work, but those rights were limited to the level of freedom

allowed to females by their families.

On the basis of cultural beliefs, it appears that teachers in the school context

contributed to the gender division of roles by accepting and utilizing the

dominant set of societal values, norms and beliefs. These beliefs actually

support the success of a privileged group (the boys) and hinder the efforts and

visions of others (the girls) (Fennel & Arnot, 2008). Teachers' attitudes

appeared to support the gender socialization in school that was considered as an

essential mission of the school and teachers. Also teachers' unconscious

behaviour reflected their own cultural socialization, which they had never

challenged as it was socially accepted.

Also, the students' sitting arrangements in the classrooms reflected the socio-

cultural beliefs that encouraged the distance between men and women in order

to comply with the religious or cultural traditional practices. The school system

sustained such beliefs by keeping the distance between boys and girls. The

division of students by gender seemed to reflect the school policy in

implementing the traditional gender orientations and how the school complied

with the existing traditional socio-cultural system that negatively impacted on

girls' education. The gender practices in the school could be understood in

terms of the roles of the school as a social institute (Connell 1995; Haywood &

Mac an Ghai1l, 1996). In other words, the schooling process deepens and

frames gendered identities, while authorizing varying styles of behaviour for
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girls and boys to determine gender roles and reproduce social differences and

inequalities (Connell 1995; Haywood & Mac an Ghaill 1996).

From the above data, it seems that girls in disadvantaged communities in Sudan

live within limited socio-economic cultural boundaries that impact on their

education experiences. The school practices reinforce societal or cultural norms

and values which tend to perpetuate gender inequality. The teacher practices

are also influenced by the traditional practices which reflect and encourage

patriarchal practices. In the next section, I focus on the extent to which gender

inequality affects the girls' self -esteem.

6.4.3 GENDER AND SELF-ESTEEM

Regarding girls' self-esteem and how they perceive and viewed themselves, the

data shows that girls had low self-esteem. As teenagers, they lacked

confidence and expressed their feelings of inferiority compared to boys. The

majority (70%) of the schoolgirls expressed their lack of power and freedom

which they could not challenge. Their responses, however, were inconsistent in

terms of their rights and how they responded to gender inequality practices.

Although some of the girls revealed an awareness of their rights in terms of

gender equality, as they mentioned issues such as liberation and empowerment

through education, others had accepted their inferior status in the society. In

this way, the socialization or cultural teachings seemed to be internalized as

part of the girls' life (Unterhalter, 2005).
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In this study, the social attitudes towards women differed according to regional

and cultural contexts. For example, women in the North are constructed by

Islamic law and traditional cultural forces which restrict their movements along

gender lines. On the other hand, South Sudanese women seem to be more

active and they participated in several activities in their communities, but are

still limited in many cultural ways (Izeldeen, 1998). So the girls in the north

(School X) were more reserved in terms of socio-cultural and Islamic religious

principles than the girls in the south (School Y).
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Most of the girls defined themselves as obedient and inferior as they had to

conform to expected gender social limits. They could not participate in any

decision-making activities or events, both in school and at home. Although they

were aware of the discriminatory practices against them, they could not

challenge or confront the social system with its traditional norms and values in

which they were socialized, as explained earlier. In the process of upbringing

and socialization, the boys are expected to learn and become self-reliant, bread

winners who should be responsible for their families, while girls are brought up

to conform, to be obedient and dependent and specialize in indoor activities like

cooking, washing clothes, fetching water, caring for children, etc. Thus, the

girls' low self-esteem could be considered as a product of their cultural

socialization.

As mentioned earlier, most teachers in both schools reported that girls'

participation in class was very weak. Girls did not participate during lessons

due to shyness, and their lack of trust in their academic abilities. The school

girls also lacked the initiative to participate actively during lessons or extra-

curricular activities. School X teachers attributed girls' weak participation in

class to home socialization, as girls were instructed to keep quiet because they

were ladies. Also, the mixed schooling system affected girls' academic

participation negatively because they felt embarrassed in the presence of boys

as the boys teased and laughed at them if they made mistakes. This concurs

with Chisholm's (2003) observation that gender prejudice and stereotype in

treatment maintain unequal power relations between girls and boys and lower

the self-esteem of girls.

To summarise, the discussion in this section shows that gender perceptions

among IDP girls are associated with two dominant discourses which are based

on the physical or biological features of males and females and gender division

of roles. Girls are prepared to be future wives and mothers, while boys are

socialized to become leaders and future heads of families. These two

discourses seem to influence girls' educational aspirations as girls and boys are

treated differently both at home and in school. So, gender is perceived and

understood in terms of biological differences, as it is related to women's
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powerless, dependency and indecisiveness. In this study, the reproductive role

of women was attached to gender as it justified girls/women's inferior position

in the disadvantaged community. Therefore, girls failed to identify themselves

beyond the socio-cultural gender limitations.

Regarding gender equality implementation, the analysed data reflected that

gender was implemented on the basis of the gender division of roles that

stressed the socio-cultural structure of the Sudanese community. Girls thought

that challenging gender inequality would result in their social rejection, and

therefore, they had accepted and internalized some of the inequality practices as

a norm.

The data on gender and self-esteem indicated that girls' low self-esteem was

manifested in terms of girls' lack of participation in the classroom and how

they defined or viewed themselves. The teachers attributed the girls' low self-

esteem to home socialization that required girls to be obedient and quiet in

order to conform to the expected behaviour and values attached to the female

gender. Therefore, I conclude that the gender orientation and perceptions are

cultural constructs which negatively affect girls' schooling experiences and

educational aspirations.

6.5 SUMMARY

The data analysed in this chapter was guided by the key research questions

stated in Chapter one of this dissertation. Concerning girls' educational

aspirations, the analysed data shows that the girls in the disadvantaged

communities of North and South Sudan were aware of the instrumental,

intellectual and socio-economic value of education. They believed that

education was a basic capability for knowledge and social recognition, poverty

alleviation, future marriage life and to gain a voice and empowerment as

women. Generally, girls expressed high aspirations for the role of education in

their future lives, although they experienced some challenges that tended to
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block their access to meaningful learning.

Women's empowerment was one of the girls' aspirations. The girls viewed

schooling as a step to freedom, social and economic independence. For them,

empowerment meant taking over their own responsibilities and to live

independent lives in which they could control their mental, social and economic

resources and practice decision making skills (Batliwala, 1999). The girls'

views were analysed through the lens of Capability Approach and feminist

approaches which promote women's development through education.

The analysed data shows various challenges to girls' education and retention in

the two Sudanese schools. Financial constraints and child labour were some of

the key factors which prevented girls from attending schools and to gain access

to secondary and tertiary education. Other barriers to girls' education included

early marriage, girls' low academic achievement, class repetition, the age factor

and lack of interest in education.

Challenges to quality education were analysed and discussed under two sets of

barriers: school-related and community-related barriers. The school barriers

included the mixed schooling system in which boys and girls experienced

division of gender roles that perpetuated old traditional female and male roles.

Dropout rates were seen to be higher with girls than boys. Girls' dropout rates

were due to. teenage pregnancy, low academic performance, low socio-

economic background, poverty and the physical environment of the school.

Also, teachers' attitudes towards girls and sexual harassment were among the

school barriers to girls' access to quality education.

The community barriers to education focused on the influence of socio-cultural

factors on girls' educational aspirations. They included internal movements and

instability of the IDPs, the absence of parental involvement in girls' education,

domestic chores assigned to girls and early marriage that was arranged by

families for their daughters.

Regarding gender discourses and perceptions and gender equality

implementation at home and in school, the respondents' perceptions of gender

roles, stereotypes and patriarchy seemed to be rooted in their traditional and
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cultural backgrounds. Perceptions of gender norms were closely connected to

the socialization process which reflected the Sudanese socio-cultural beliefs

and practices. The girls' understanding of gender equality prohibited them to

demand equality at home or in school as they believed in gender differences in

which they were socialized. The analysed data has also shown that gender

equality discourse, in particular, could not be openly discussed at home and in

school due to the patriarchal nature of the Sudanese community.
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Overall, the analysed data strongly reflects the patriarchal nature of the

Sudanese community and its effect on girls' educational aspirations. The

Capability Approach and the different feminist approaches discussed in Chapter

three (liberal, social and radical) have been helpful in understanding women's

oppression and challenges to girls' access to education in Sudan. On the basis

of the above analysis and discussion, the following chapter summarizes the

general findings of the study and provides some recommendations with special

reference to girls' education in disadvantaged communities of North and South

Sudan.
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CHAPTER SEVEN: SUMMARY OF FINDINGS,
CONCLUSIONS AND RECOMMENDATIONS

7.1 INTRODUCTION

This study set out to investigate school girls' educational aspirations,

perceptions and expectations in disadvantaged communities in Sudan (North

and South), and the extent to which their aspirations are affected by socio-

cultural factors. In recognition of education as a central factor in women's

empowerment and development, this dissertation explored the factors which

influence girls' access to education in disadvantaged communities of Sudan.

The study also looked at gender equality discourses and perceptions and their

implementation in school and home environments in order to understand their

impact on IDP girls' self-esteem and aspirations.

Literature on girls' education, gender disparities and the influence of socio-

cultural factors on gender equality in education has been consulted to gain a

deeper understanding of gender discourses, gender equality and socialization as

they apply to the Sudanese context. Through the lens of the Capabilities

Approach and different feminist theories discussed in Chapter three, I explored

and analysed the data in order to make meaning of the different responses that

are presented in Chapter five. The key themes that were followed in data

analysis with sub-categories were: (i) girls' educational aspirations, (ii)

challenges to girls' education and (iii) gender equality discourse and its

implementation in schools. Each of the categories discussed under each theme

highlighted the preliminary findings related to each theme.
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In this chapter, I give a summary of the findings that leads to the conclusion of

this study. I also provide recommendations that could inform future research in

gender inequality in education among IDPs and other disadvantaged

communities of Sudan. The summary of findings corresponds with the sub-

themes discussed as preliminary findings in the previous chapter.
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7.2 SUMMARY OF FINDINGS

7.2.1 GIRLS' EDUCATIONAL ASPIRATIONS RELATE TO
EDUCATION ACCESS, KNOWLEDGE, POWER AND
FREEDOM

265

Firstly, this study found out that education is a valued commodity that imparts

instrumental and intrinsic knowledge to an individual. The girls have

educational aspirations to go further in education in order to achieve objectives

that are linked to three types of goals namely, educational aspirations for

knowledge, social recognition and participation in community development.

According to this view education opens up new ways of thinking to produce

new knowledge so that girls can manage their own lives and the lives of people

around them more effectively. The girls aspired to further education for better

careers that would enable them to alleviate poverty. The school girls, teachers

and parents associated education with professional job opportunities and with a

sustainable source of income. This view represents an instrumental, personal

and economic benefit of education. Girls' educational aspirations were linked

to marriage life and child rearing. Most of the school girls aspired to better

education in order to get ready for their future roles as wives and mothers. This

is based on the understanding that education empowers girls with knowledge of

how to care of their own children and teach them home management skills.

Girls' aspirations have to do with knowledge and freedom, socio-economic

development, education and marital relationships, autonomy and empowerment

and self-efficacy. This indicates that education has an empowering and

distributive role, i.e. it gives opportunity to disadvantaged and marginalized

groups to organize themselves socially and politically (Sen, 2000). On the basis

of the analysed data, girls related education to participation in the economic and

social life of their families. In terms of empowerment, education relates to

control over material assets, intellectual resources and ideologies (Batliwala,

1999).
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Concerning socio- economic transformation, the study results show that job

acquisition is one of the personal assets that girls aspired to gain through

education. It can be argued that an individual who is unemployed or who does

not get a well-paying job would find it difficult to have resources to contribute

to his/her own development. The school girls, teachers and parents linked

education to better job opportunities that sustain a consistent source of income.

This view represents an instrumental, personal and economic value of

education as shown in Chapter three (Robeyns, 2006).

In relation to the above, the girls aspired for further education in order to

acquire knowledge and new skills. As they felt that they were confined in the

traditional and cultural practices which limited their freedom, girls aspired to be

free and independent. Knowledge and freedom would give them access to

well-paid jobs, and to be able to participate in decision-making. Through

education, girls would be enabled to interact at different social levels, to

exercise power and apply their knowledge in critical and effective ways to

overcome certain constraints in their lives.

Furthermore, independent life which entails participation in decision-making at

home and at societal levels was one of the girls' aspirations. They perceived

education as freedom to gain mobility so that they could have better access to

services and resources for their well-being in the future. So, girls' educational

aspirations stressed freedom and development. It is acknowledged that women

with higher levels of education are more likely to reject strong socio-cultural

beliefs and find ways to compensate for the loss of support and discrimination

they might have experienced (Pande & Astone 2001).

It is generally acknowledged that education does not only impact on individual

students, but it also transforms communities (UNICEF, 2007b). Increased

educational levels often open doors for economic development, health

awareness, poverty reduction, community safety, greater civic involvement and

other transformational changes. The girls aspired for better education as they

explained that educated people have higher earning potential and are better able

to improve the quality of their lives, and they are less likely to be marginalized

by the society. They also aspired to have well-paid professional jobs so that
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they could depend on their own resources and enjoy freedom. In other words,

girls think that when they are exposed to quality education, they could acquire

information and skills, which can yield better literacy, numeracy, and cognitive

skills. With more skills, they are better-equipped to compete in the labour

market and to secure higher-paying jobs as well as autonomy and decision-

making abilities, all of which contribute to their capacity to envision and plan

for their futures.
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The girls also believed that education provides a fixed income and helps

individuals to become more proactive to gain control over their lives and

enables them to broaden the range of available options. In this way education is

associated with reduction of inequality through productivity enhancement that

is regarded as a key ingredient for the maintenance of economic growth

(UNESCO, 1997).

With regard to marriage prospects, the study results show that girls value

education as a pre-requisite for a good marital relationship and for obtaining a

good match. This is driven by an understanding or thinking that educated

parents will be in a better position to raise healthy children, given their

knowledge and exposure to the modem world (Shurei, 1997).

Although it may be argued that raising children does not follow any set of

educational rules, it makes sense for IDP girls to foreground the health issues

given the unstable and unhealthy surroundings in which they live. Such

aspirations also correspond with the Sudanese societal values as parents and the

society still wish to see a girl as a dutiful wife and mother and a professional in

caring careers such as teaching and nursing. In other words, the value of

marriage and professionalism appears to be a product of the Sudanese

traditional and socio-cultural socialization. Mothering roles are appreciated in

the cultural settings of Sudan which regard the family as the basic unit of the

society that requires efforts from the mother in terms of caring and rearing

skills. Thus girls' preparation for future roles as wives starts early in the life of

the Sudanese girls. This practice is influenced by cultural socialization that

reflects traditional norms and values to mould girls into hard-working

housewives with good mothering skills (Vianello & Siemienska, 1990).
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Finally, advanced education empowers the girl to meet any future unforeseen

challenges. For example, some girls expressed that if their future husbands

failed to provide their basic needs or lost their jobs, they would be able to face

the situation and find jobs to feed their families. Thus, according to the girls,

education represents a source of sustained family support. However, there were

a number of challenges that impacted negatively on girls' access to education

and their educational aspirations which are summarised below.

7.2.2 NEGATIVE IMPACT OF SOCIO-CULTURAL AND
SOCIO-ECONOMIC FACTORS ON GIRLS' ASPIRATIONS

The challenges to girls' access to education in IDP communities that were

identified in this study include the Sudanese co-education system, teachers' low

expectations of the girls' performance, sexual harassment and GBV, lack of

parental involvement in girls' education, gender roles and early marriages as

mentioned in Chapter six. One of the challenges was the mixed or co-

education system. The girls showed disinterest in the mixed schooling system

as they felt isolated and neglected in class due to boys' dominant attitudes.

Their class participation was passive, and the majority of girls had lower

academic achievements than boys. So the students, who received poor grades,

repeated a grade or who were over their class age were most likely to drop out

of school. The girls preferred single-sex schools where they had equal

opportunities as girls.

Girls experienced gender discrimination in the mixed schools. They were

discriminated against in terms of leadership roles as most of the student

assistants, who were assigned leadership roles, were boys. Girls were required

to carry out domestic duties such as cleaning and sweeping. In that way, the

school continued to maintain male and female traditional gender roles that

perpetuate gender inequality.

The mixed education system represents a threat for girls' education and school

continuity on the basis of the cultural beliefs that support single-sex schools in

the Sudanese socio-cultural beliefs (Badri, 2002). This is the case because
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physical contact between boys and girls is prohibited. The mixed school system

appears to create girls' discomfort which often prevents them to play an active

role in the classroom, thus negatively impacting on their learning.

The gender role division and stereotypes were some of the barriers to girls'

school attendance and participation in academic activities. The girls described

domestic chores such as cooking, washing and taking care of younger siblings

as time consuming activities that affected their academic work. The girls

perceived domestic chores as gender discrimination, because boys were not

assigned such domestic activities and were given more time to study and enjoy

themselves at home. This led to the weak academic performance of girls as they

became physically exhausted due to the hard work they were expected to do at

home, which ultimately left them with little time for study.
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However, some girls considered domestic chores as a necessary skill in

preparation for their future roles as mothers. They believed that domestic work

was for girls and not for boys, and it was culturally unacceptable to be done by

men. So the traditional cultural norms and values influenced the school girls'

preferences to be treated as females. Moreover, some girls considered

challenging gender inequality as rude and disrespectful in the Sudanese culture.

Girls' high dropout rates seem to be a barrier to girls' education in the two

Sudanese schools that were studied. Low socio-economic status and high

poverty level are considered to be the most influential factors upon girls'

dropout rates. As a result, very few IDP girls had access to secondary and

tertiary education. Bray et al. (1986) contend that dropout rates tend to be

higher among students from low socio-economic backgrounds and in rural

areas. In this study, financial constraints contributed to girls' drop-out rates and

tended to diminish their educational aspirations. The analysed data shows that

some parents could not afford to send their children to school due to financial

difficulties and the lack of consistent source of income. Also, due to poverty

and financial constraints parents encouraged their daughters to get married in

order to get financial support from their husbands. In other words, marriage

was perceived as a relief from a family's financial burdens and was a means of

saving the young girls from getting involved in pre-marital sex.
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Girls' education was viewed as a gain to the in-laws and not to the girls'

biological parents. Consequently, some parents decided to keep girls at home to

help with domestic duties before they got married. The girls also considered

marriage as the best option as the girl who got married would acquire a new

social status that would qualify her for socio-economic benefits such as

financial dependence on her husband. Hence many girls from poor families

preferred marriage over education. However, such benefits would imply gender

inequality and oppression in most cases, as girls were solely dependent on their

husbands for socio-economic support and were often confined to duties inside

the home as opposed to work outside of the house.
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Besides poverty, girls' dropout rates were also affected by teenage pregnancy.

When some girls got pregnant they decided to leave the school in order to avoid

stigmatization. Also, the school did not allow them to continue with schooling

if they were pregnant. According to Rumberger & Lim (2008) teenage

pregnancy is an international crisis that affects the socio-economic welfare of

countries, societies and families at large. In Sudan teenage pregnancy is

becoming one of the major causes that drive girls out of school, particularly in

the South.

The poor physical environment of the schools as a measure of quality education

is also associated with dropout rates. The physical environment encompasses

the physical structures, infrastructure, furniture, the site on which a school is

located, and the surrounding environment. In the two schools studied, the girls

and the teachers complained of shortages of basic infrastructure such as the

girls' latrines and private places for girls due to the poor school resources. The

school had a shortage of permanent teachers as there were only four (4)

teachers who were employed by the state in School X for the entire school

period of data collection. As a result, some classes remained without teachers

and so girls either went home early or did not come to school at all. Therefore,

the school environment plays a role in access to quality teaching and learning,

as well as retention in schools.
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Teachers' expectations of and impressions about girls' interests in education

have an impact on the way in which girls view themselves. The girls said that

some teachers thought that girls were not interested in education and they

joined the school to practice freedom of mobility that they lacked at home.

Such negative impressions and treatment are understood as gender biases,

which are manifested in discriminatory practices (Davis, 1993). Thus, teachers'

expectations led to gender differences in opportunities for interaction in the

classrooms.
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Gender-based violence and sexual harassment are among the school barriers to

girls' retention in education. The school girls experienced verbal, psychological

and physical violence in the school, particularly from boys. Girls experienced

boys' pressure to have sexual relations with them, and the girls faced violence if

they refused to go into such relationships. Bullying by boys was common in

schools and some of the girls were threatened by this kind of abuse. Corporal

punishment was also one of the factors that impacted on girls' educational

aspirations in this study. The girls expressed concerns about corporal

punishment from both teachers and boys in the school as they regarded that as

psychological violence. Sexual harassment in the streets was also common.

The girls attributed the violence from the boys to gender socialization at home

as parents treated them as superior to girls and they had rights that girls did not

enjoy, The widespread harassment of girls by boys is embedded in the

collective construction of masculinity (Connell, 1995), which impacts

negatively on girl' self-esteem, educational aspirations and retention in

education.

The findings of this study show that there was no parental involvement in girls'

education, although most of the parents showed interest in their daughters'

education. This was attributed to the low educational levels of the parents,

poverty and instability in terms of geographical settlements. The girls did not

take education seriously as their parents were not involved in their education.

As a result, girls viewed their future roles as wives and mothers as more

important than spending time in schools.
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7.2.3 LIMITED GENDER DISCOURSES AND MISCONCEPTIONS
ABOUT GENDER EQUALITY

Concerning gender equality discourses in education, the analysed data shows

some misconceptions with regard to gender equality in education. The findings

show that the two schools did not engage in gender discourses. The girls'

understanding of gender was based on physical attributes and gender roles. The

girls' conceptions of gender reduced or limited their understanding of their

rights, and as a result, they accepted what the societal and school environments

imposed upon them. The concept of gender equality was considered a taboo

and the male students displayed negative attitudes towards it.
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The girls viewed gender discourse in terms of given or stereotypical gender

roles attached to cultural perceptions and traditional beliefs and practices. The

girls believed that their biological sex as females obliged them to accept the

gender roles and rules linked to cultural norms. This was a way to gain the

social approval from teachers and peers at school. The preparatory roles of

girls as future mothers and wives and the division of gender roles in the society

were the main conceptualizations and perceptions of gender discourses in both

school and home environments. These two perceptions influenced the girls'

future aspirations and identities as the girls were socialized as females who

should be obedient, dependent and silent or voiceless. On the other hand, boys

were viewed as future heads of the households who would carry the name of

the family through future generations. As a result of the perceived inferior

status, the girls displayed low self-esteem in and outside the classrooms. They

were shy and lacked assertiveness that their male counterparts had. Their lack

of confidence and low self-esteem was influenced by the factors discussed

above which widen the gender gap in education.

The teachers' understanding of gender equality in the school implied including

all students in the teaching-learning process, in terms of academic activities and

support. Unjust practices which promoted gender inequality were evident in the

school context. For example, the students were organized in academic and

social activities on the basis of their gender. The girls did the same chores they
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were assigned at home such as cleaning the class and sweeping the floors. In

this way, the school reinforced and perpetuated gender inequality practices

which girls experienced at home and that tended to reproduce social differences

and inequalities (Conne111995; Haywood & Mac Ghai111996).

The findings of this study show that gender implementation at home was based

on the gendered division of roles and the internalized cultural norms and beliefs

through socialization. Girls and parents at home believed that males and

females should be socialized and brought up differently to accept and run

different roles which were gender specific. Although girls expressed and

displayed positive educational aspirations, the home and school environments

did not seem to support their access to meaningful learning. In fact, the school

seemed to reinforce practices in which the girls were socialized at home, thus

reproducing the same issues that perpetuated gender inequality as part of the

cultural socialization process.

In short, the study findings show that girls' educational aspirations are

constructed and developed within the socio-cultural boundaries. Within this

framework, gender related roles are internalized and transmitted to young

generations to make the distinction between appropriate gender roles in the

society even deeper, and to keep the traditional socio-cultural norms of the

society. Therefore, the socio-cultural pressure and perceived barriers have an

influence on school girls' educational aspirations, expectations and perceptions.
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The lack of adequate infrastructure and well trained personnel is a concern in

terms of the education of the poor IDP communities in Sudan, particularly girls.

The influence of the traditional and socio-cultural factors on the quality of

education and children's equal access to education cannot be ignored as they

continue to favour boys as shown by the results of this study. If such societal

and educational constraints are not addressed by the community, gender
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7.3 CONCLUSIONS

In the light of the discussions of the preceding chapters and of the above

research findings, the following conclusions can be drawn:

In this study, the girls' living and educational conditions, together with socio-

cultural factors which encouraged gender discrimination did not foster high

level of educational aspirations to the IDP girls. For example, lack of

information, life skills and marginalization of girls in the community at large

impacted negatively on their educational aspirations. Also, the girls' aspirations

were affected by the low socio-economic status and high poverty levels in their

families. This implies that girls' educational aspirations can be fulfilled only if

the surrounding environment is supportive and free of gender inequalities.

Thus, girls' aspirations in disadvantaged communities in Sudan are subject to

the present life challenges that they experience in such a poor context.

The findings of this study showed a strong connection between education gains

and women's empowerment in terms of knowledge acquisition, freedom and

decision making skills and better socio-economic status. Educational

aspirations relate to empowerment as girls gain life skills and knowledge. It is

believed that when school girls are exposed to quality education, they are likely

to acquire such information and skills. This suggests that quality education

could enhance girls' aspirations, autonomy and decision-making. Also, girls'

participation in family income enhances their status, recognition and allows

them to voice their opinions and ideas. However, if the quality of education is

low, and if girls are not given equal opportunities in education, it is less likely

that such education wi11lead to effective empowerment.
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inequality will remain a stumbling block in the attainment of girls' aspirations

and in gender equality in education in the Sudanese context.

The study has shown that the discrepancy between the girls' educational

aspirations and expectations is high. The girls were able to visualize the

differences between what they aspire to and what they expect to achieve, due to

the poor and unstable social and economic context in which they live. As a

result, most of the girls did not expect to go further to secondary and university

education due to financial constraints which obliged them to stay at home and

get married or participate in income generating activities. Marriage appears to

be the girls' highest priority which determines their future lives in Sudan,

regardless of the level of education, as discussed earlier.
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Aspirations among girls in the two disadvantaged schools are shaped by

socialization processes which also influence their perceptions and what is

expected of them as females e.g. the different types of roles they are expected

to perform in school and at home. Gender equality is a social process that is

constructed, renegotiated in interpersonal relationships and encouraged and

maintained through social structures such as education. So girls' aspirations for

education are in line with the international campaign for gender equality that

could be achieved through higher education and equal job opportunity

distribution. It is imperative that the international development community and

developing country governments begin investing in girls' and women's post-

primary education if they are to achieve the third Millennium Development

Goal (MDG) of gender equality and women's empowerment.
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7.4 RECOMMENDATIONS

Based on the findings of my research, this section makes recommendations on

issues that can form the scope for further research within the context of gender

and girls' education in general, and in disadvantaged communities, in particular.
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7.4.1 ENLIGHTENING GENDER EDUCATION CAMPAIGNS

It is not surprising to find a significant proportion of girls aspiring to go to

secondary and tertiary or university education in Sudan, despite poverty in their

families. The motivation to gain knowledge and life skills, the desire to break

the poverty cycle in the family and the obligation to support the family in the

future and the intention to be qualified skilful wives and mothers are plausible

explanations. To this end, enlightenment campaigns need to be strengthened

such that girls, teachers and parents are made aware of gender inequalities. By

building and supporting girls' educational aspirations, they are empowered to

have equal chance of acquiring knowledge through education.

Through such campaigns girls might be able to go beyond basic education to

further education for their personal and intellectual empowerment. Parents and

teachers should encourage girls to be more assertive so that they can compete

with their male counterparts in formal employment opportunities and in various.

fields of specialization.
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7.4.2 MENTORSHIP PROGRAMMES FOR BOYS AND GIRLS IN
MIXED SCHOOLS

As stated earlier, quality education is essential for girls' access and retention in

education. Co-education system seems to be one of the barriers to girls'

retention in schools. There are some girls who are subjected to biased messages

and to negative school practices that affect their self-esteem. In addition, many

girls are increasingly facing sexual harassment and violence at school. The

school administration could run programmes to eliminate inequality practices in

schools by enforcing mentorship programmes for boys and girls to instil trust

and mutual respect among boys and girls. Schools might then ensure that the

resources available for the support of student learning are adequate and

appropriate for each programme offered.

7.4.3 GENDER AWARENESS CAMPAIGNS
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Regarding gender discrimination, parents' education programmes need to be

reinforced and supported by messages and programmes at the wider social

level, if major changes in attitudes and expectations are to occur. The media

can be approached to promote gender equality in its programming.

Cultural biases against the girl child are widely prevalent in the two IDPs

communities. For example, investment in girls' education is looked upon as

waste of money as girls are lost to the in-laws after marriage. The cultural

perception probably accounts for the remaining gender discrimination in

education. So, awareness raising campaigns are needed to enhance families'

understanding of girls' continuity in education. Since the future vision of the

girls is to be housewife (traditionally), the school has the role of providing role

models to support or to show the importance of education and to introduce girls

to other possibilities.
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7.4.4 INCENTIVES TO SUPPORT GIRLS' RETENTION IN
SCHOOLS

As noted in the research findings that poverty affected girls' school attendance,

the government should provide school materials such as pens, books and

uniforms which would serve as an incentive for girls' continuity in education.

Also, the school feeding programmes that make schooling more attractive to

students are strongly recommended to enhance school retention. Dreze and

Kingdon (1999) claim that school meals have a major positive effect on female

school participation and are a definite incentive to attract them to school.

School fee reduction also may make it easier for parents to support their

daughters' schooling. This could also mean that girls get released from the

responsibility of caring for other younger siblings and to do domestic tasks at

home.

The multiple factors associated with dropout rates and the varied nature of

these factors in these two sites of the study make it urgent for government

intervention. Contribution in income generating activities demands urgent

intervention strategies. In order to reduce the dropout rates the schools and the

Ministry of Education (MOE) should provide school materials and food

programmes, as mentioned earlier, to support girls' retention in the school. To

raise girls' academic performance, extra tutorial classes are required in order to

assist girls' academically. In addition, the schools should make the arrangement

that girls can come back after dropping out so that early marriage or pregnancy

should not impact negatively on the girls' future aspirations.
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7.4.5 PROVISION OF ADEQUATE RESOURCES AND
IMPROVEMENT OF SCHOOL INFRA STRUCTURE

It is important to make sure that the schools in IDPs areas are getting

reasonable infrastructure. Good teaching and learning resources and good

school conditions (i.e. classrooms, latrines) should be provided. More teachers

are needed and, maybe more schools have to be established so as to

accommodate more learners. Such an exercise might improve the long distance

that learners have to travel to school.
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7.4.6 GENDER EQUALITY TRAINING PROGRAMMES

Peer harassment and teachers' negative attitudes towards girls are other

challenges that impede on girls' access to education. Provision of training

programmes in gender equality in education to provide education on how to

handle gender issues in schools is urgent in order to create free gender biased

environments. Therefore, it is essential that teacher education provides enough

attention to the issue of changing the traditional gender role perceptions of

prospective teachers through workshops and seminars on gender equality in

education.

Teachers in IDP schools need to be made aware of how pedagogical strategies

and school interactions have negative impacts on girls' schooling experience.

They should work on the school system to create environments that enhance

and upgrade girls' confidence, capabilities and competence. In addition,

participatory, interactive courses on gender mainstreaming and implementation

in the schools should be included in the curricula of teacher education

institutions and in-service courses should be designed for teachers.
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7.4.7 PARENTAL EDUCATION ON GENDER EQUALITY

Regarding gender equality discourses at home, enlightenment campaigns for

parents are recommended. Such campaigns could provide information about the

exploitation of girls' reproductive ability within the household and to reduce

gender discrimination practices at home. Parents need to be made aware that

the unequal distribution of labour or gender bias within the household

contributes to girls' shortage of time for doing school homework, which often

leads to poor academic performance in schools. Also, parents should re-think

girls' early marriage as a socio-cultural practice that must be eradicated in order

to allow girls more opportunities in education. Such education can be

incorporated into on-going programmers and activities with the school

programmes simultaneously to promote effectiveness in both home and school

environments.
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7.5 LIMITATIONS

The aim of the study was not to generalize the research findings; hence the

research was limited to two (2) basic IDPs schools. The aims were to highlight

school girls' educational aspirations within gender empowerment framework

and how they are affected by socio-cultural beliefs, and how gender equality

discourse is perceived and implemented in school and at home environments.

However, the study could serve as an impetus for further research. It is very

likely that girls, parents and teachers from different disadvantaged community

schools located in other parts of the country have different or even perhaps

similar views of educational aspirations and gender empowerment than do the

girls, teachers and parents in the sample used in this study. Since Sudan

displays wide regional differences, it would be interesting to concentrate on the

varied aspirations, perceptions and expectations and compare them with the

findings from the present study.
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7.6 CONCLUDING REMARKS

The aims of this study are to highlight school girls' educational aspirations

within the gender empowerment framework and how they are affected by

socio-cultural beliefs, and how gender equality discourse is perceived and

implemented at school and in home environments. The study was conducted

with Grades 6, 7 and 8 school girls in two IDP basic schools in North and South

Sudan. These three grades are the transitional classes to secondary education in

the educational system of Sudan.
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There are various socio-cultural perceptions associated with the importance and

value of girls' education which are influenced by gender socialization in the

school or at home. While girls perceive education as both a means of gaining

knowledge and alleviating poverty, they also view it as an appropriate tool of

preparing girls as future wives and mothers. In other words, girls attach more or

less the same societal value to education and marriage in terms of socio-cultural

and survival advancement. Thus, girls' educational aspirations are created and

shaped within traditional gender norms that allow girls limited and conditioned

space of freedom to think, move and participate in life. Moreover, I conclude

that for women in the Sudanese community to gain well-paid jobs does not

necessarily grant empowerment and independence because they will continue

to be controlled by the traditional beliefs which perpetuate women's subsidiary

position in society.

The research results showed that the social beliefs were embedded in the

structures and processes of the Sudanese educational and social systems and

operated systematically to cement gender segregation. Therefore, in order to

promote educational policies, the state has to dive deeply into the lives of

individuals. Efforts that go beyond gender parity goals should be made and

should aim to address and challenge the established mind sets, cultural beliefs

and structural injustices between men and women (Odaga & Beneveld, 1995;

Gupta, 2002; Chikovore, 2004; Chisholm, 2003).
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Quality education is challenged with various socio-cultural and socio-economic

challenges. Gender biases at home and school such as inequality in treatment,

gender division of labour, socio cultural beliefs about the value of girls'

education and early marriage are challenging factors to girls' interest and

continuity in education. In addition, school non-conducive physical

environment, gender-based violence and harassment threaten girls' attendance

and result in school dropout for girls.
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Girls are socialized and brought up to be obedient, indecisive and voiceless on

the basis of the traditional socialization that is bound by gendered socio-cultural

norms that limit girls' mobility, rights and choices. Therefore, gender prejudice

and stereotyping in treatment, school and home interaction and difference in

opportunities maintain unequal power relations between girls and boys and

lower the self-esteem of girls.

As general concepts such as gender might be understood and interpreted on the

basis of the various cultural social contexts (Fennel & Arnot 2007), girls'

perception of gender in this study is linked to traditional socialization and

gender division of roles. Therefore, aspirations among girls in the two

disadvantaged schools are shaped by socialization processes the girls

expenence. As socialization shapes not only girls perceptions of what is

appropriate for them, but also what is expected of them as females.

Furthermore, girls learn these roles associated with their gender, which in tum

shapes later perceptions about different types of roles and influences their

future choices.
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APPENDICES

APPENDIX 1:

INFORMATION SHEET FOR RESEARCH PARTICIPANTS

RESEARCH TITLE: EDUCATIONAL ASPIRATIONS AND GENDER

EQUALITY: PATHWAYS TO EMPOWERMENT OF GIRLSIWOMEN IN

DISADV ANT AGED COMMUNITY IN NORTH AND SOUTH SUDAN

Researcher: Nagla B. I.Taha

Contact details / e-mail address:naglai@yahoo.com

Phone No. 00249912348082/0027726339942

Institution: University of the Western Cape - South Africa

Country under study: Sudan

I am a student at the University of the Western Cape in the Faculty of

Education. I am currently doing this research for a PhD thesis in Gender

Equality and Education. The study is entitled "Educational Aspirations and

Gender Equality: Pathways to the Empowerment of Women and Girls in capital

cities in North and South Sudan.

1. Research Aims

The purpose of this study is to investigate factors which influence the

educational aspirations and future expectations of girl pupils in terms of gender

empowerment among two Sudanese disadvantaged groups (Internally

Displaced People) in the North and South Sudan. The school environment is

investigated in terms of accessibility and retention, educators' roles, quality of

education, perceptions, aspirations, future expectations and gender discourse

implementation.
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2. Ethical issues

Participation in this study is voluntary and the participants can withdraw from

the study at any stage. Girl pupils, who are the main target group, will be

informed through the researcher himself, parents and school management.

Permissions for audio recording will be obtained verbally before recording and

in written forms afterwards. The research will not interfere with the school

functioning or learning in the classroom. Moreover, the school and all

participants in the study will remain anonymous. Information shared in this

research will be used for the purpose of the study only.
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I have permission from Central Equatorial state Educational Department in

Juba and Dar Al Salam Educational Locality - Khartoum.

3. How Findings will be used

The findings will be used to provide understanding on how gender

equity/equality is perceived and implemented among schoolgirls via their

educational aspirations and expectations in an empowerment framework.

Moreover, it is hoped that the study will contribute to constructing knowledge

of women's education and gender equality in Sudan as it is a part of a larger

project, which includes research into the area of gender equality in education in

Sudan and South Africa (GEEP).
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APPENDIX2

LETTER OF CONSENT TO GIRLS' PARENTS

RESEARCH TITLE: EDUCATIONAL ASPIRATIONS AND GENDER

EQUALITY: PATHWAYS TO EMPOWERMENT OF GIRLS/WOMEN IN

DISADVANTAGED COMMUNITY IN NORTH AND SOUTH SUDAN

PRINCIPAL RESEARCHER: Nagla Taha

Researcher: Nagla B. 1. Taha
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Contact details / e-mail address:naglai@yahoo.com

Phone No. 00249912348082

Institution- University of the Western Cape - South Africa

Country under study: Sudan

I am (Full name) hereby give consent to the

interviewer to interview my daughter; .

Permission to record the interviews has been requested, and I am aware that I

might refuse to have the interview tape-recorded. I understand that participation

is voluntary, that my girl may refrain from answering any or all questions with

which she might feel uncomfortable and that I have the right to withdraw my

daughter from the study at any time if I so wish. Information gathered from the

study will be handled with confidentiality and pseudonyms will be used to

protect my girl's identity. I am assured that the information will be used for

research purposes only and I am reassured that there are no risks involved in

participation in the study. I give consent for my child's voluntary participation

in this research study by completing this form.

Signature .

Date .
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CAPE Faculty of Education - Language and

UNIVERSITY of the WESTERN

Education Department

APPENDIX 3: CONFIDENTIALITY CONSENT FORM FOR
PARTICIPANTS IN A FOCUS GROUP

RESEARCH TITLE: EDUCATIONAL ASPIRATIONS AND GENDER

EQUALITY: PATHWAYS TO EMPOWERMENT OF GIRLS/WOMEN IN

DISADVANTAGED COMMUNITY IN NORTH AND SOUTH SUDAN

Researcher: Nagla B. I.Taha

Contact details / e-mail address:naglai@yahoo.com

Phone No. 00249912348082/0027726339942

Institution- University of the Western Cape - South Africa

Country under study: Sudan

I am a student at the University of the Western Cape- Faculty of Education. I

am currently doing this research for a PhD thesis in the field of Gender

Equality and Education. The study is entitled "Educational Aspirations and

Gender Equality: Pathways to the Empowerment of Women and Girls in capital

cities in North and South Sudan

The purpose of this study is to investigate factors which influence the

educational aspirations and future expectations of girl pupils in terms of gender

empowerment among two Sudanese disadvantaged groups (Internally displaced

people) in the North and South Sudan. Information gathered from the study will

be handled with confidentiality and pseudonyms will be used to protect your
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identity. I assure that the information will be used for research purpose only

and there are no risks involved in participation in the study because

participation is voluntary.

321

We, the undersigned focus group of interviewees, agree to keep all the

information that we will provide and share in the interview of the study

entitled: Educational Aspirations and Gender Equality: Pathways to

Empowerment of Women and Girls in Capital Cities in North and South Sudan,

as confidential as much as possible.

The field and the purpose of the study together with all the possible risks have

been explained to us beforehand and we are aware that we have the right to

terminate our participation in this research if we desire.

We indemnify and hold harmless the researcher, the University of the Western

Cape and its employees from any and all liability, actions or causes of actions

that may accrue to us as a result of activities for which this consent is granted.

Name of Participant I--------------------------------------------Signature---------------

Narne of Participant 2 ----------------------------------------- Signature --------------

Narne of Participant 3 ------------------------------------------Signature --------------

Narne of Participant 4 ------:------------------------------------Signature ---------------

Narne of Participant 5 -----------------------------------------Signature ---------------

This is to certify that I, Nagla Taha, have explained the purpose of the study to

all the research subjects and promise to keep the information provided to me

confidential.

Signature of Researcher ----------------------------

https://etd.uwc.ac.za/



UNIVERSITY of the WESTERN CAPE
Faculty of Education Department of Language and Education

APPENDIX 4: GIRLS' QUALITATIVE INTERVIEW GUIDE

I am a student at the University of the Western Cape- Faculty of Education. I

am currently doing this research for a PhD thesis in the field of Gender

Equality and Education. The study is entitled "Educational Aspirations and

Gender Equality: Pathways to the Empowerment of Women and Girls in capital

cities in North and South Sudan
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The purpose of the study is to investigate factors which influence the

educational aspirations and future expectations of girl pupils in terms of gender

empowerment among two Sudanese disadvantaged groups (Internally

Displaced People) in the North and South Sudan. Information gathered from

the study will be handled with confidentiality and pseudonyms will be used to

protect your identity. I assure that the information will be used for research

purpose only and .thcrc are no risks involved in participation in the study

because participation is voluntary.

Contact Information

Research Title: Educational Aspirations and Gender Equality: Pathways to the

Empowerment of Women and Girls in capital cities in North and South Sudan

Researcher: Nagla B. I. Taha

Contact details / e-mail address:naglai@yahoo.com

Phone No. 00249912348082

Institution- University of the Western Cape - South Africa

Country under study: Sudan
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4.1 LIFE HISTORY JOURNALS GUIDE

A.1.1 Personal Information and Family Background

Age 10-13 14-16 17-19

Family size 1-5 6-10 11+

Order of birth First Last Middle

Elder brothers Yes No How

and sisters in many?

education? Boys

Girls

Do you have Yes No How

brothers & many?

sisters who have Boys

finished basic Girls

school?

Parents' Primary Secondary University

education level. and above

Mother

Father

A.l.2 Parents' occupation

. Mother

. Father

A.l.3 Explain how your parents treat you and your brothers.

A.I.4 Explain the nature of participation in your house.

A.l.5 Explain the effects of household chores on your schooling work/education.

A.1.2 Education

A.1.2.1 School Education

2.1.1 Why are you at school? What are you views on girls' education?

2.1.2 Explain your opinions about your school.
323
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2.1.5.2 How do you feel about (or react to) their treatment?

2.1.3 Who chose this school for you? Why?

2.1.4 What is your opinion on teachers' treatment in this mixed school? How and

why?

2.1.5 How do boys in your class treat you?

2.1.5.1 Why do you think they treat you this way?

2.1.6. Explain your future educational plans.

A.I.2.2 Higher Education

2.2.1 What is your plan regarding higher education? Why?

2.2.2 What are the challenges to higher education?

A.1.3 Benefits of education

1.3.1 Explain your opinions on the benefits of education.

1.3.2 What is the effect of education on individual's personality?

A.1.4 Gender and Identity

1.4.1 What is your understanding of gender?

1.4.2 What is gender equality?

·1.4.3 How do you feel about yourself as a young girl?

1.4.4 Have you ever experienced any cases of gender equality/inequality at

home?

1. 4.5 Have you ever experienced any cases of gender equality/inequality at

school?

1.4.6 What do you think are the effects of these cases on your personal life as a

girl?
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A.I.S Job opportunities

1.5.1 Explain your plans for jobs after education.

1.5.2 What kind of job would you like to have and why?

1.5.3 Explain the importance of education in getting jobs.

5.4 What jobs are available without education?
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4.2 QUALITATIVE IN-DEPTH INTERVIEW GUIDE

FOR SCHOOL GIRLS

A.2.1 Personal information and Family Background

2.1.1 Personal information

Age 10-13 14-16 17-19

Family size 1-5 6-10 11+

Order of birth First Last Middle

Elder brothers Yes No How

and sisters 10 many?

education? Boys

Girls

Do you have Yes No How

siblings who many?

have finished Boys

school? Girls

Parents' Primary secondary University

education level. and above

Father

Mother
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2.1.2 Parents' occupation: Father and Mother

2.1.3 What do you do as domestic work?

2.1.4 Explain your brothers' participation in domestic work?

2.1.4.1. How?

2.1.5 Explain the effect of the domestic work on your education? (If any)

2.1.5.1 How?

2.1.6 How do your parents treat you?
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2.2. 1.1

2.2.1 ..2

If yes, why?

If no, why?

2.2 Education and Schooling

2.2.1 Do you like your school?

2.2.2 What is the importance of education?

2.2.3 What challenges do you experience at school?

2.2.4 Do you know any of girls who left school?

2.2.4.1 If yes, why?

2.2.5 How do boys in your class treat you?

2.3 Classroom Interaction

2.3.1Do you participate in the class during the lessons?

2.3.1.1 Do you answer questions in the class voluntarily?

2.3.1.2 If yes, why?

2.3.1.3 If no, why?

2.3.2 How do teachers treat you in the school?

2.3.2.1 Why?

2.3.3 What behaviours do your teachers expect from you as a girl?

2.3.3.1 Why?

2.4 Gender and identity

2.4.1 Have you ever heard about gender?

4.4.1.1 What does it mean?

4.2.4.2 Do you think girls deserve equal chances at home and school?

Why?

2.4.2 What does the school community say about girls' education (boys &

Teachers)

2.4.2.1 How do they impact on your personal image as a girl?

2.4.3 Do girls participate with boys in various school activities (cultural &

academic)?

2.4.3.1 How?

2.4.4 Have you ever demanded equal opportunities and treatment at home and

school?

2.4.4.1 How?

2.4.4.2 Why?
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2.4.5 Explain your feelings towards your school environment?

2.4.5.1 Why?

2.5 Future Aspirations and Expectations

2.5.1 What are your expectations for higher education?

2.5.1.1 Why?

2.5.2 What do you think are the challenges to fulfil your dreams?

2.6.3 What do you want to do when you finish higher education? Why?

2.6.4 What are your educational plans?

2.6.4.1 Why?

2.6.4.2 How are you going to achieve these?
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4.3 QUALITATIVE INTERVIEW GUIDE

GIRLS' FOCUS GROUPS

FOR

"I undertake not to disclose anything said in this group without the permission of the

speakers".

3.1 Home Environment

3.1.1 What difficulties do you experience at home that have an impact on your

education as a girl?

3.1.2 How does your family support you in your education?

3.1.3 Do you have enough time to do your schoolwork at home?

3.1.1.1 If yes, how do you manage your time?

3.1.1.2 If no, what are your challenges?

3.2 Education and School

3.2.1 Why do you come to school?

3.2.1.1 How do you feel about your mixed school?

3.2.2 What challenges do you face in a mixed school?

3.2.2.1 How do you react to these challenges?

3.2.3 Explain your views on education as a means of developing oneself.

3.2.4 How do teachers treat you?

3.2.5 What difficulties do you experience at school?

3.2.5.1 How do these difficulties affect your school work?

3.2.5.2 How do you cope with these difficulties?

3.3.5.3 What do you think are the factors that lead to girls' drop-

out from school

3.3 Gender and identity

3.3.1 Have you ever heard about gender?

3.3.1.1 What does it mean??

3.3.2 How do you define yourself as a girl?

3.3.3 Do you think girls and boys are equal and should have same

opportunities?

3.3.1.1 How?

3.3.4 What challenges do women experience in achieving higher positions

in your community?
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3.4 Aspirations and future plans

3.4.1 What are your future plans?

3.4.2 How could education help you to achieve your future plans?
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'lAPPENDIX 5: TEACHERS' QUALITATIVE INTERVIEW
GUIDE

RESEARCH TITLE: EDUCATIONAL ASPIRATIONS AND GENDER

EQUALITY: PATHWAYS TO EMPOWERMENT OF GIRLSIWOMEN IN

DISADVANTAGED COMMUNITY IN NORTH AND SOUTH SUDAN

Researcher: Nagla B. I.Taha

Contact details / e-mail address:naglai@yahoo.com

Phone No. 00249912348082

Institution- University of the Western Cape - South Africa

Country under study: Sudan
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5.1 QUALITATIVE IN-DEPTH INTERVIEW GUIDE FOR

TEACHERS

1.1 Personal information

2.Gender Male Female

3.years of experience Less thanS 5-10 10+

years

4.Teaching subjects

1.2 Education and schooling

2.1 What benefits do you think school girls and families acquire

through education?

2.2 What is your opinion on girls' attitudes towards schooling in

comparison to boys?

2.3 Have you experienced girls dropping out of your school?

2.4 Why do they drop out?
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2.5 Where do they go when they drop out of school?

2.6 How do you rate girls' class participation in your lessons?

2.7 How is the girls' academic performance in comparison to boys?

2.8 How do you deal with girls who are unwilling to participate

during your lessons?

2.9 How do you encourage them to compete with boys? Why?

2.1 0 Do parents get involved in their daughters' education?

10.1 Why and how?

2.11 Do you think they are aware of the importance of education?

11.1 How?

2.12 Do girls often complain about boys' treatment?

12.1What are the most common complaints?

12.2 How do you resolve them?

2.13 What kind of behaviour are you expecting from girls? Why?

2.14 What kind of behaviour are you expecting from boys? Why?

1.1 Gender and Identity

3.1 Have you ever heard about the word gender?

3.1.1 What does it means in your context?

3.1.2 Do you apply gender equality in your school? How?

3.2 Do you talk to your pupils about gender issues?

3.2.1 What do you tell them?

3.2.2 How do they react?

3.3 Do you show any gender sensitivity in the school? How?

3.4 How do pupils and teachers react towards gender issues?

3.5 Do you think girls are capable to compete with boys? Why?

3.6 Where do girls sit in your class? What have you noticed about

girls' attitudes towards boys in the school?

1.2 Future plans and Aspirations

4.1 What is your opinion on girls who aspire for higher

education and do you have some in your school?

4.2 Do you think girls are interested in education and want to

continue? Why?
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5.2 QUALITATIVE FOCUS GROUP GUIDE FOR

TEACHERS

"I undertake not to disclose anything said in this group without the permission of

the speakers"

Education and Schooling

1.1 For what purpose do you think these girls need education?

1.2 What are the girls' attitudes towards education in comparison to boys?

1.3 Do girls often leave your school? Why?

1.4 How do you rate girls' class participation in the lessons in comparison

to boys?

1.5 How do you rate girls' academic performance in comparison to boys?

1.6 In your classes do you have girls who do not show interest during

lessons?

1.6.1 Why?

1.6.2 How do you motivate learners to participate?

1.7 How does co-education system affect schooling?

1.8 Does your school provide leisure activities for both sexes?

1.9 What extracurricular activities do you have for girls and boys together?

1.10 Explain girls' participation in extracurricular activities

1.10.1 How motivated are they?

2.1 Gender and Identity

2.1.1 What do you know about gender equality?

2.1.2 Do you raise any gender equality issues with your pupils.

2.1.1.1 What are they?

2.1.1.2 How do they react?

2.1.3 How do girls image themselves through education? Why?

2.2 What do you think about girls' intelligence and self-esteem in

relation to boys in school? Why?

2.3 Future Plans and Aspirations

2.3.1 What do you think about girls' interest in education? How?

2.3.2 What future plans do they have?

2.3.3 Do you think girls are aspired for higher education? Why?
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2.3.4 Do you have some in your school?

2.3.5 Do you think girls expect to continue for further education?

Why?
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APPENDIX 6: PARENTS' QUALITATIVE INTERVIEW
GUIDE

1.1 Occupation

RESEARCH TITLE: EDUCATIONAL ASPIRATIONS AND GENDER

EQUALITY: PATHWAYS TO EMPOWERMENT OF GIRLSIWOMEN IN

DISADV ANT AGED COMMUNITY IN NORTH AND SOUTH SUDAN

Researcher: Nagla B. 1. Taha

Contact details I e-mail address:naglai@yahoo.com

Phone No. 00249912348082

Institution- University of the Western Cape - South Africa

Country under study: Sudan

l-QualitativeIn-depth Interview guide

1.1 Personal information

Gender M. F.

Education Level Non Basic Secondary& above

Family size 1-5 6-10 10+

1.2 Education and school

2.1What is the importance of education for boys?

2.2 What is the importance of education for girls?

2.2 How do girls benefit from education generally?

2.3 Do you think the school is a good place for girls? Why?

2.5 Do you send all your children to school?

2.5.1 Ifnot, why?

2.5.2 Which ones are not in school?
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1.6 Do you know any parents who do not send their girls to school?

1.7 Can you tell me the benefits acquired through educating your

girls?

1.8 Have you ever faced any difficulties ill educating your

girl(s)? Specify.

1.9 Do you have any child who left school? Why?

1.10 What is your opinion of girls studying together with boys?

1.11Do you want your daughter to continue her education and why?

1.2 Home Environment

3.1 How do you treat your children (boys/girls)?

3.2 Who does the biggest share of the domestic work (boys or girls)?

Why?

3.3 What do you think about girls equality to boys and how should be

treated? Why?

3.4 How much time do you allow your daughter(s) for homework? How

many hours per day?

3.5 How do you motivate your daughters in their education? Why?

1.3 Gender and Identity

3.1 Have you ever heard about the word gender? What does it mean?

3.2 What do you think are the girls' rights in relation to boys'? Why

and how?

3.3 Explain the effect(s) of education on girl's personality.
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APPENDIX 7: SUDAN IDP AND REFUGEES POPULATION

Sudan
Affected Populations by District

Internally Displaced and Refugees
(October 2003)
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APPENDIX 8: REPUBLIC OF SOUTH SUDAN
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