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Preface
I was not a stranger to the atrocities of war. Growing up in the midst of a horrendous conflict in Sri Lanka, I experienced firsthand some of the mayhem created by warfare. As a sociologist and a researcher, finally settling down in Sweden, I sought deeper perspectives on modern Africa. For me, Africa is a continent with great potential. What attracted me most was the resilience and courage with which ordinary Africans confront their many adversities. I spent considerable periods of time, particularly in post-conflict countries in West Africa, studying the atrocities of war and the implications of war for nations, communities, and for the people of these countries. Finally, I decided to take up a deeper exploration into the situation of women and girls’ in post-war Liberia and Sierra Leone. 
I saw atrocities of war inflicted on people, particularly on women and girls’. I met girls’ whose entire villages and all of their relatives and loved ones had been disintegrated overnight. I listened to them when they described how they were used as sex slaves by drug lords/rebels when they were barely 8 to 10 years old. I tried to stop my tears when girls’ showed me mutilations perpetrated on them by rebels in the most secret parts of their bodies, but I could not. I have also listened to women rebels, girlfriends to insurgents, when they told their stories—how they had to kill and loot their own neighbours just to survive in the midst of calamities. I was even more surprised at how they took care of children that they had come to bear as a result of rape. 
I met them all in school, where they walked in dignity with a glimpse of hope for the future. I watched them from a distance, thinking I would hear a giggle once in a while like any adolescent girls’ do. It was no longer there; they walked in silence, mostly staring at the red-soiled earth, seldom even talking to one another. I approached them closer and was prepared to find bitterness and hatred, but I was surprised. I found strength and determination. To date, I have not figured out how they have transformed their sorrows and pains into an enormous strength. They did not want empathy or sympathy, but a helping hand so that they could get an education and earn all the respect they lost through the atrocities of war. 
This work is dedicated to them—the girls’ of Liberia and Sierra Leone. I am profoundly grateful to all of you for sharing your lives with me. 
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Abstract

Given the multiple changes that post-war societies are undergoing, this study seeks to examine how girls’ education is being moulded in the transition period in Liberia and Sierra Leone. These two countries experience wide gender disparities, particularly in the formal labour market and in education. Examining the barriers that prevent girls’ from benefiting from education is one way forward to address the important aspect of female development. 

Bronfenbrenner’s theoretical model, which describes how different layers in human ecology interact with one another to create a holistic perspective that represents the individual development, is used as analytical framework. Drawing upon this model, the thesis predominantly analyses micro layers—that is, home, community, school, peer groups, and individual factors that affect girls’ education—by asking how these factors contribute to education success and failure of girls’. Micro layers in the ecological model are explored by using ethnographic observations, group discussions with boys’ and girls’, and interviews with teachers, parents, members of civil society, and pupils in communities, households, and school settings. The macro level factors are analysed in this study mainly using literature review; developments at this level need more comprehensive analysis, which is recommended for future research.
The result shows that girls’ education is being moulded under a strenuous environment; the household, community, school, peer group, and individual systems were laden with constraints and could not provide a safe, supportive, economically viable, and stimulating milieu. The practices and processes that existed in school, community, and households, at large, treated boys’ and girls’ educational needs differently according to the normative rules in the society through the curriculum, environment, organisation, and interaction. Additionally, girls’ learning environment consisted of negative practices that created and reinforced gender inequality and gender subordination. Disrupted communities, weakened family cohesion, and lack of social and cultural capital owing to the war further hampered girls’ living and educational situations. Under such circumstances, their vulnerabilities were exploited and capabilities ignored not only by schools and society, but also within the existing education policies. 

In this study, it is argued that the persistence of gender injustice in education will have serious implications on transition countries like Liberia and Sierra Leone not only in achieving the United Nations’ Millennium Development Goals (MDGs) that aim to empower women, but also in combating increasing levels of gender-based violence and feminized poverty. It is concluded that it is imperative to include well thought out, gender-sensitive programmes that are responsive to the present condition in which girls’ living situations in post-war contexts into the education policy dialogue not only to reduce gender inequality in education, but also to promote inclusive social policies favourable to post-conflict contexts.
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Part I

1. Introduction 

This study focuses on girls’ basic education in two post-conflict nations, Liberia and Sierra Leone. It focuses on factors that prevent girls from benefiting from education. Most development theories assume that there is a positive relationship between an educated population and national development, arguing that changes that promote human potential contribute to positive development (Fägerlind & Saha, 1989). It is argued that a free, quality, and inclusive education system are the panacea to creating equality and socio-economic mobility in any given society (Breen & Jonsson, 2005). In the 1990 World Conference held in Thailand, Jomtien brought into international and national consensus the importance of girls’ education. The Millennium Development Goals (MDGs) in 2000 that aim at eradicating poverty, promoting gender equality, and eliminating gender disparity in basic education have started to play an important role at national and international levels.

Followed by national elections in 2002 and 2005 in Sierra Leone and Liberia, people articulated their desire to build a peaceful nation that provides social and economic opportunities to the benefit of all. As a commitment, respective states showed their readiness to work with the international community and local and global civil societies, and they embarked on a series of strategies to enhance the social and economic status of its people in general, and of women in particular. As a way forward, these two post-conflict nations made significant efforts by creating women’s departments in key ministries such as education, health, and social services in order to take up gender equality and equity challenges. The education system, in particular girls’ education, which had lagged behind in the past, necessitated high priority in this collaborative agenda. As a consequence, these two post-conflict countries launched national girls’ education policies to address global educational challenges such as Education for All (EFA) and the MDGs. In return, donor communities increased aid. 
However, the policies that called for a collective effort to reach the MDGs in gender equality in primary and secondary education by 2015 to empower women are plagued with numerous problems. In particular, post-war nations like Liberia and Sierra Leone are faced with additional challenges in transferring good policies and goals to action-oriented programmes and reducing gender disparity in education. Owing to the atrocities of war, these countries have to restore their education systems and rebuild the physical and institutional infrastructures in their countries at the same time. Moreover, education systems in both countries had been struggling, even during the pre-war period, owing to economical downtrends and mismanagement. However, at present, as far as an educational infrastructure is concerned, both countries have made a progressive recovery. According to the information provided by the ministries of education (MoE) in 2007, in both countries, the majority of urban and semi-urban areas has a school for children in place and, in fact, has managed to narrow down the gender gaps in primary schools. Nevertheless, according to statistical studies provided by the same ministries of education and UNESCO’s EFA reports in 2008, girls’ education in these two countries is in a critical state compared to the rest of sub-Saharan Africa. Every second female child does not complete the compulsory formal education (primary and secondary), and there is a concern for gaps between the educational performance of girls’ as compared to boys and high rates of girls’ dropouts. Within the six years of primary education, 70 girls’ per 100 drop out of school. Regional variations are another matter of concern in both countries. Gender disparities are significant even amongst the teaching force according to UNESCO (2007). These statistics reflect the difficulty for girls’ to remain in the school system for both countries. Furthermore, the overall well-being of the female population in both countries has deteriorated because of the war, and the growing illiteracy rate amongst women is another matter of concern. All these shortcomings have disempowered women and subjected them to various kinds of exploitation. Exposing the problems girls’ face in education requires constant research to bring out the barriers that continue to impede this important aspect of female development. 

This study is based on the assumption that girls’ education is a developmental activity and should be undertaken with a developmental perspective to emancipate and empower girls’ and women. It also assumes that the educational system cannot be seen in isolation and needs to be studied as an integral part of society, along with the political, economical, and sociocultural imperatives (Durkheim, 1973). 
There is presently a severe dearth of research on education in post-conflict situations. A great deal of quantitative research has been conducted on education and development in Africa at large, but there is a gap in qualitative research that studies how the education of girls’ compares to boys’, exposing factors that prevent girls’ from benefiting from education. Especially in transitional nations, female education needs to be prioritised to combat numerous social problems and female underdevelopment. Against this backdrop, using an ethnographic approach containing group discussions and interviews, this study makes comparisons between two post-conflict countries, Liberia and Sierra Leone, to draw attention to the factors that prevent girls’ from benefiting from education as compared to boys’. The research outcome of this study aims to provide a framework highlighting areas of concern specific to girls’ education in post-conflict countries.
1.1 Objectives and Research Questions 
The overall objective of this study is to find factors that prevent girls’ from benefiting from education. In order to contribute to the achievement of the overall objective, this study includes the following research questions:

· How do home/community-based factors affect the education of girls’ compared to boys in post-war contexts?

· How do school-level factors affect the education of girls’ proportionate to boys?

· How do peer groups factors interfere in girls’ education in post-war contexts? 

· What are the educational aspirations of girls’ compared to boys?

· What do girls’ say about factors preventing them benefiting from education? 
Home/community-based factors in this study deal with household conditions, economic situations, opportunity cost, family relations, parents’ attitudes, community engagement, and the availability of social and cultural resources after the war that have bearings on education, particularly girls’ education. School-based factors deal with school environment, staff, curriculum, and gender aspects of the curriculum. Peer-group factors deal with peer relations and group formation within the school.
1.2 Organisation of the Thesis

The thesis is organised into eight parts. The introductory chapter outlines the objective and the research questions of the study. The second part introduces Liberia and Sierra Leone and their education systems from pre-war to the post-war period followed by a discussion of the background and nature of the war and its economic, social, and cultural implications. The third part introduces Bronfenbrenner’s ecological model (1979), which is also the analytical framework of this study. This part also consists of an extensive literature review which provides various concepts, discourses, approaches, contexts, and findings made by other researchers related to girls’ education. The fourth part presents the methodologies. It discusses the different techniques used to collect data and the process that has been engaged to analyse the data. The fifth part presents the macro-level analysis with the help of a human rights framework. The sixth part presents empirical results and a brief analysis of the results. This is followed by the seventh part, which consists of a discussion. The final chapter presents the conclusions and recommendations for future research.
1.3 Justification of the Study 
The aim of this research is to analyse both macro and micro aspects that negatively impact girls’ education in post-war contexts and to bring quantitative and qualitative knowledge from the grassroots level to the global level. The result from this research work is not only to give an understanding of the constraints that the UN’s Millennium Development Goals for gender and education face in post-war countries, but also to give national governments working with civil society and multilateral organisations information to help develop appropriate strategies to narrow down obstacles that hinder achieving gender equality and equity in education. Furthermore, given the multiple changes that post-war societies are going through, it is important to find out how girls’ education is being moulded in the transition period. Although the education of the girl-child is receiving worldwide attention, in post-war countries, research and documentation of girls’ education are still inadequate to help solve this “universal emergency” to promote “Education for All.” This research will, therefore, provide much needed information in an area of study that has many gaps and problems plaguing it. The research will reveal a prognosis and recommendations to bridge gaps in the global and national search to achieve EFA and MDG’s objectives. Furthermore, within the context of Liberia and Sierra Leone, this research breaks new ground. 
1.4 Limitations of the Study

A crucial challenge faced in the process of this research was the absence of up-to-date data nationwide in both countries. It was only recently that ministry of education officials and schools have been receiving training in education management information systems. Record keeping was therefore poor, and it was difficult to access or even be sure about the accuracy of the records that formed vital data from schools and government institutions. The latest comprehensive statistics were undertaken by the UNDP in 2001, and all studies and available literature based their findings predominantly on this data. One has to keep in mind that even UNDP, UNESCO’s Institute of Statistics, World Bank, and other UN data suffered from the same dilemma, as countries under this study had gone through a long period of war. Therefore, even the official data shown in the study is far from accuracy. Educational data for both Liberia and Sierra Leone was also incomplete and unreliable; therefore, this research work encountered various difficulties when trying to compile data from schools. Apart from that, there was also an absence of gender-based data; prior to the war, most available data was gender blind. These factors, in fact, levied constraints and made it difficult to fully quantify the data.
Another limiting factor was the culture of silence that prevented talking about issues that were relevant to the investigation. These included sex and sexuality, female circumcision, and childbearing. Culturally, people in the region believed that these were issues that should not be talked about openly and certainly not with strangers. This cultural refusal to answer questions openly, or even giving wrong answers to questions on some occasions, could have hampered the research.
Apart from that, government and school officials had the tendency not to give realistic assessments of the programmes or issues that had been analyzed. This was especially so if it could be seen as implying that their work had not been well done. Furthermore, some of the informants that were included in this study, especially parents, did not speak English, and an interpreter had to be used; as such, the data became secondary in nature. The problems and issues that arise doing research in post-conflict nations was another constraint faced during research. At times the insecure environment owing to a large number of unemployed and unrehabilitated ex-combatants in some of the research areas and the lack of public or private transportation curtailed mobility, freedom, and the possibility of living with families as had been intended. 

Part II

2. Liberia and Sierra Leone

This chapter introduces Liberia and Sierra Leone, the two research locations, and the educational systems from pre-war to post-conflict in each nation, followed by a brief discussion on the status of transitional societies. Liberia is situated in West Africa, between Côte d’Ivoire and Sierra Leone. According to the information from the global indicators in the CIA´s World Fact Book, the estimated population of Liberia in 2008 was 3.45 million with a population growth of 3.6 percent per year. The life expectancy for men was estimated to be 39.8, while for women it was 42.4 years. The ethnic African population, which consists of various tribal groups, accounted for 95 percent of the population, with the rest being Americo Liberians and Congolians (2.5 percent each). According to the same database, 40 percent of the population is Christian, 20 percent is Muslim, and 40 percent practices indigenous beliefs. English is the official language and is spoken by 20 percent of the population; however, Krio is largely spoken and understood by many and functions as a link language between various ethnic groups. In fact, Krio is mainly a language which was widely used at first by freed slaves in both Liberia and Sierra Leone. According to 1999 Human Development Index, the male literacy rate is 73.3 percent, and female literacy is 41.6 percent. 

Sierra Leone is situated in Western Africa, bordering the North Atlantic Ocean between Guinea and Liberia. According to the information from the same source, global indicators presented in the CIA´s World Fact Book, the estimated population in 2008 was 6.3 million with a population growth of 2.28 percent per year. The life expectancy for both men and women is slightly higher than in Liberia and is approximately 40.9 years for men and 43.28 years for women. The population consists of 90 percent African ethnic groups. Ten percent are the descendants of freed Jamaican and European slaves. In Sierra Leone, 60 percent of the population is Muslim, 10 percent is Christian, and 30 percent practice indigenous beliefs. Like in Liberia, Sierra Leoneans use Krio as a link language. English is spoken by the educated population. Different regions of Liberia and Sierra Leone have their dominant languages; for example, in the south, Mende is spoken at large. Educational instruction takes place in English throughout the country both in Liberia and Sierra Leone. According to 2008 statistics given by global indicators, the literacy rate is rather low for both men and women in Sierra Leone as compared to Liberia. Literacy for males is 46.9 percent; female literacy is 24.4 percent.

2.1 Research Locations

2.1.1 Bomi County and Bo District

Bomi County, the first research location in this study, is situated in the northwestern region of Liberia. The county occupies an area of 755 square miles and has a density of 36.6 persons per square mile. Approximately 60 percent of the population is Muslim and 40 percent is Christian. Religious harmony in the county is notable. Bomi consists of 105,345 persons, and the population is growing as a constant number of refugees are settling down in Bomi (UNHCR, 2008). Before the civil war, Bomi County was essentially an agricultural area, with 70 percent of the active population engaged in subsistence agriculture and related activities, while 20 percent undertook petty trading, and the remaining 10 percent engaged in local government activities and other businesses (UNMIL, 2007). The education sector in the county was largely destroyed during the war. The schools were looted and used for rebel activities. The war negatively affected the education and training sector of the county to the extent that it increased the level of illiteracy due to closures of schools and training institutions in the county. According to the UNHCR (2008), the resettlement of internally displaced families and the return of refugees have increased the demand for educational facilities. Today, there are 116 schools in total. One hundred and seven are elementary schools, seven are junior high schools, and two are high schools functioning in the county. All together, the schools have 269 teachers, most of whom are untrained, and they work as voluntary teachers (UNMIL, 2007). 

Bo District is situated in the southern region of Sierra Leone about 230 kilometres from Freetown, the capital. It occupies an area of 5,473 square miles, has a population of 515,945 (MoE, 2006b), and is larger in size and population compared to Bomi County. The two major religious groups, Muslim and Christian, exist in the area with harmony. After Freetown, Bo is the leading transportation, commercial, and educational centre of Sierra Leone. According to the Ministry of Education, Bo District was a renowned educational hub as early as 1906, and it has the second largest university in the country. Bo Town (the location of this research) also has the one of the highest literacy rates in Sierra Leone, 74 percent for males and 55 percent for females. However, the low literacy rate amongst people in Bo District of 40 percent for males and 19 percent for females shows that variance exists within the same district. Although Bo District is home to 385 primary schools and 40 secondary schools, communities vary in access to education, and some communities in remote areas in Bo District have no access to education. 

2.1.2 Commonalities and Differences of Bomi and Bo

The organisational structure in Bomi and Bo is also an important aspect that reflects how communities have functioned during the pre-war period. During the pre-war period, areas were divided into “chiefdoms.” The paramount chief, who is the leader for the chiefdom, is elected by the citizens within each district. Clans are the fundamental traditional political and cultural entities to a large extent in rural areas. A clan can comprise several towns and villages; the size of clans varies considerably. Each clan is headed by an elected chief. Clans are based on kinship groups, which play an important role in the social and political life of the people (King, 2007). The war affected rural social order and fine organisation between different clans in both countries. An interesting area to investigate would be how these changes have affected girls’ life in general and education particular in the transition period. 

Media, which is disseminated differently in Bomi and Bo, is another important factor that needs to be brought to the surface. Newspapers, TV, and radio are a remote possibility for the majority of people in both areas. Nevertheless, Radio Bomi, which is the community radio station in Bomi, is the primary source of news. Radio Bomi broadcasts different awareness programmes on children, women, HIV/AIDS, youth education, policy issues on current political affairs, talk shows, music, and news. However, it does not cover the entire county, and very few people own radios. In Bo, a large number of the population has access to radio and radio stations that broadcast a variety of important programmes. International and national news covers a large part of the district, and newspapers are distributed at least in Bo Town. 

2.2 Civil War in Liberia and Sierra Leone

This section briefly discusses the conflict and atrocities of war in Liberia and Sierra Leone to give a contextual background to the changes that take place in a transition period. Moreover, transitional nations like Liberia and Sierra Leone face numerous roadblocks to achieve the education-related Millennium Development Goals, 2015 targets of gender equality in primary and secondary education and empowerment of women by expanding their educational landscape. However, ensuring that gender-equal schooling and gender-friendly education systems play a constructive role requires a closer understanding of these two civil wars and the way in which conflict impacts societies and particularly women and girls. 

Conflict has been conceptualised as development in reverse (World Bank, 2005a). Stewart (1998) suggests that conflict arises when there are persistent inequalities in societies. According to Stewart, for violence to occur, the motivated groups must generally share perceptions of inequality at family and community levels and believe that conflict would result in increased benefits to society at large. Collier (2005) states that rebel organisations that stir conflicts first need to explain their actions to people by adapting to the rhetoric that the war is a necessary catalyst for social changes. In other words, according to these authors, rebel organisations usually develop discourses of grievances against the states for inequality, marginalisation, and social injustice, to fight against the political tyranny. The marginalised populations, in return, support the rebel organisation. But somewhere along the line, all parties involved forget the origin of the oppression and instead entangle in civil strife. The origins of the Liberian and Sierra Leone conflicts are easily traceable to, as Stewart stated the exclusion and marginalisation of a large portion of society from access to key economic assets, education, and employment. It also developed the way Collier described—rebel groups developed discourses of grievances against autocratic governance, rallied ordinary people to support their cause, and subsequently brought along destruction to lives, livelihoods, and the socioeconomic stability of entire nations. 

2.2.1 Historical Overview on the Civil Wars in Liberia and Sierra Leone
Liberia was founded in 1816 as a place of resettlement for North American slaves. Settling in clusters, mainly along the coastline, these so-called Americo Liberians established themselves as local elites and set up an independent republic in 1847. For more than 100 years—from 1877 to 1980—Liberia was governed under a one-party system in which the same elite group held office continuously, dispensing patronages, deciding on public appointments, and retaining a monopoly on power. As Davies (2005) writes, settlers monopolised power, disfranchising the indigenous people by using them as forced labour. According to a report issued by the British Consul General in 1912, military soldiers indulged in rapes, merciless killings, native raids, acts of aggression, barbarism, and interdictions to a point where the Americo Liberian president at the time (1904–1912) revealed his concern by stating that his military was a danger to citizens and became a public enemy. One hundred and thirty-three years of systematic oppression of ethnic Liberians ultimately resulted in insurgencies and then war. It began by violently overthrowing the Americo Liberian power in a military coup by indigenous soldiers of the Armed Forces of Liberia. Most of the senior members, including the president, were executed during the coup. The old order ended.

However, the new power that came to rule started promoting members of their ethnic group, who soon dominated political and military life in Liberia. Ethnicity was used as a strategy. The key positions in the military and security apparatus were filled by members of the ethnic group devoted to the leader. Most of the population was engaged in subsistence agriculture, without access to either basic education or health services. Practicing nepotism, corruption, and mismanagement led to an economic downtrend and underdevelopment (Davies, 2005). These situations increased ethnic tensions and caused frequent hostilities between groups, finally dragging not only Liberia but also Sierra Leone into the horrors of civil war. This study chose to elaborate on the Liberian war in detail as it influenced the war in Sierra Leone and sociopolitical instability in the entire region.
The seven highly devastating years of civil war between 1989 and 1996 started in 1989 when Charles Taylor and his National Patriotic Front of Liberia (NPFL) rebels invaded Liberia from Côte d’Ivoire. Taylor, also known as West Africa’s most notorious warlord, rapidly gained the support of many Liberians at the beginning of the war, which became one of Africa’s bloodiest civil wars, claiming the lives of more than 200,000 Liberians and displacing a million others into refugee camps in neighbouring countries (UN, 2001b). Taylor even involved neighbouring Sierra Leone in the war. What particularly attracted Taylor to Sierra Leone were the rich alluvial diamond fields of the Kono region, less than 100 miles from the Liberian border. 
The Abuja Peace Agreement was signed on August 19, 1995, in an attempt to secure peace from the National Patriotic Front of Liberia leader, Charles Taylor, in the Liberian Civil War. The agreement was another in a list of treaties attempting to bring peace to Liberia (UN, 2001a). A period of relative peace in 1997 allowed for an election, which brought Charles Taylor to power officially. However, Charles Taylor violated the Abuja Peace Agreement by refusing to collaborate with the disarmament process and transition to peacetime activities (UN, 2001a). The autocratic governing methods continued as Taylor indulged in an orgy of power. He turned the country’s natural resources into profit by accumulating empires of wealth and patronage. Rich rain forests were decimated to raise revenues from timber exports. The overall result was overgrazing and deforestation on a catastrophic scale. Taylor also involved the entire country in war again in 2000 until 2003. The fighters were not usually trained soldiers, but rather largely consisted of young boys, including boys as young as eight years old. Men were given ultimatums to join the massacre or be killed. Rebels held people hostage, raped and tortured women and children, and murdered at will. A significant number of young girls’ were captured and were victims of acts of rape and other gender-based violence. Some girls’ served as bush wives or girlfriends to the combatants—cooking, carrying loads, and being sex slaves, often to multiple partners. Many became pregnant and bore children of the fighters. Utas (2005) argues that although women in war are largely seen as victims, in Liberia, women also fought fiercely and conducted looting and other misdemeanours in their capacity as girlfriends to rebels. According to Utas, women were engaged in war activities and used their position as girlfriends to powerful rebels as survival tactics. 
However, in August 2003, another peace agreement ended the war, and 2005 brought President Ellen Johnson-Sirleaf, Africa’s first democratically elected female president, to power. She was inaugurated as the leader of Liberia in January 2006 and formed a government of technocrats drawn from Liberia’s ethnic groups and including some members of the Liberian diaspora, who had returned to the country to rebuild government institutions. 

The root of the conflict in Sierra Leone can be found in its history, from the time the country gained independence in 1961. A brief experiment in democracy in the early 1960s quickly gave way to 30 years of one-party civilian rule, alternating with periods of military rule. The diamond fields of Sierra Leone were its most valuable asset. For one decade after independence, diamonds provided the government in Freetown with more than half of its revenue. During the 1970s, leaders turned the diamond industry into their personal preserve and left Sierra Leone bankrupt. The diamond revenue was smuggled out of the country, leaving the government with minimal income. Much of the professional class emigrated, leaving the country to slide inexorably toward ruin. When the government stopped paying teachers, the education system collapsed. 

The real conflicts in Sierra Leone began in 1991 and lasted almost 10 years. The Revolutionary United Front (RUF), led by Foday Sankoh and backed by Charles Taylor in Liberia, launched their first attack in villages in the Kailahun District of the diamond-rich Eastern Province of Sierra Leone. The RUF became notorious for brutal practices such as mass rapes, mutilation, arson, and looting of civilians during the civil war. Recruits were drawn largely from socially deprived youths and children, often by force. They were made to commit acts of terror and rape against family and community members. In many ways, rebel groups in both countries used civilians as shields, recruited children into war, and abducted women and girls for different purposes. Civilians joined rebellions not because of objective social grievances, but because of their vulnerability (King, 2007). Rebels used drugs to induce fearlessness and to dehumanise their child recruits. Because of the war, it is estimated that 50,000 people were killed and more than 2 million people, that is well over one-third of the population, were displaced (UNHCR, 2008). The end of the war in Sierra Leone was officially declared in January 2002, one year before the end of the war in Liberia. 
2.2.2 Common Idiosyncratic Factors of the Two Wars

There were many more commonalities than differences between the two wars in these two West African enclaves. The interwoven civil wars shared mostly similar features. The religious mix of these two countries rarely caused religious conflict, unlike some other conflicts provoked by inter-ethnic or religious strife. The crises in Liberia and Sierra Leone were products of complex combinations of internal and external factors—the nepotism and rampant corruption of those in power, the erosion of state institutions, external interests, and competition between various factors within the government for control of the country’s natural wealth (King, 2007). As a result, poverty, social disintegration, high levels of unemployment, weak civil institutions, weakened educational systems, a lack of laws, and human rights violations became the norm (Stewart, 1998; Davies, 2005).

Historically, the origin of the Liberian conflict can be traced, as it was explained earlier, to the inequality of power sharing between the minority Americo Liberian settlers and the majority ethnic Liberians. Unlike the situation in Liberia, the free slaves from Europe and the Caribbean who settled in Freetown never ruled Sierra Leone or tried to establish themselves as an elite group. In fact, intermarriage, migration, and other social and cultural factors gradually blurred the differences between settlers and ethnic Sierra Leoneans (Davies, 2005). Ethnic rivalries amongst the indigenous population only became prominent in Sierra Leone after their independence from England in 1961.
The politicised ethnic tactics that colonials used in their governing methods resulted in civil strife between different ethnic groups in former colonies in many African countries. Kimenyi (2005) explains that the majority of ethnic wars swept the former colonies following their independence. Using the war in Rwanda as an example, he explains how colonial power (Belgians) at the time favoured the minority Tutsi, who were eager to work with colonials, giving them elite posts in colonial administrations, educational opportunities, and even going to the extent of issuing identity cards separating the two groups according to their tribe. According to Kimenyi, these kinds of intercessions eliminated the fluid movement between these two groups. Kimenyi further pointed out that colonial rule in the past had done little to develop democratic institutions in their former colonies, and rather were interested in maximising their own economic gains. In Sierra Leone, post-colonial African leaders retained the autocratic governments instituted by colonialists. They continued the same colonial governing system and elite education system and kept reproducing and inculcating a similar power structure, mainly through the education system. As a result, inequality and marginalisation in access to education and employment spread poverty and tensions. Resentment between the few who had all and the majority who had none became de facto. It is important to understand these historical developments in Sierra Leone and Liberia in that they enable identification of the associated factors that have contributed to inequality, poverty, and destruction. 
2.2.3 Causes of the Wars in Liberia and Sierra Leone

A series of important factors contributed to the wars in Liberia and Sierra Leone. One factor that keeps emerging is the centralised governing systems’ failure to address the high degree of ethnic heterogeneity that existed in these regions. Kimenyi (2005) explains, in particular, the ethno-regional dimension of war, or rather a geo-ethnical dimension of war, in the West African context. Ethnic mobilisation, which started in the army later on, systematised throughout Sierra Leone and Liberia through political lines (Davies, 2005). Geoethnicity, in many cases, is where each group associates with a particular territory; according to Kimenyi, there is a relationship between ethnicity and territorial identity in terms of geoethnicity in many countries in West Africa. Kimenyi explains that in recent years, at the national level, identifying with a tribal group is considered to be inconsistent with development. The truth, however, is that tribal attachment is alive in Africa and is highly valued; children are taught to identify with and be proud of their ethnic identity. According to Kimenyi, it is not the mere existence of ethnic diversity that causes conflicts, but rather the institutions of governance’s inability to deal with the needs of the heterogeneous population that causes civil strife. The basic argument advanced here is the way in which African countries, soon after independence, wielded immense power over the economy and allocated resources such as jobs in public service and education opportunities based on ethnic preferences. King (2007), who analysed the war in Sierra Leone, supported Kimenyi’s argument and explained that leaders of various ethnic groups who captured state power had control of the natural resources. The exploitation of natural resources has always been an issue in these conflicts, not only in Sierra Leone but also in Liberia. Political leaders in these countries divided the resources amongst a few people through politicised ethnic lines, mostly to urban dwellers, and they marginalised the needs of the masses. 

2.2.4 Marginalisation of the Masses

What is meant by marginalisation that leads to inequality in societies depends largely on the context. But it is, nevertheless, a potent concept in defining marginalisation as the deprivation of equal access to economic, social, and political resources equally amongst all. In general, literature supports the view that poverty usually stirs conflicts. A study conducted by King (2007) attempted to find causes of the war in Sierra Leone and supported the view that marginalisation of the masses from public goods stirs feelings of unrest. In King’s study, participants gave the following responses as reasons for the war in Sierra Leone: corruption 63, tribalism/nepotism 54, unemployment 39, high cost of living 31, neglect of education 30, power consciousnesses 31, poverty 28, injustice 22, bad governance 20, and youth disgruntlement 10. In the same study, participants responded to a question about why youth formed a big part of rebel activities. The following answers were obtained: 70 answered unemployment, 50 said that they were mostly affected by and were most dissatisfied with the system, 50 said that they were longing for positive change, 50 responded that they were being deprived of education, and only 28 gave poverty as the answer (King, 2007). According to this survey, 28 percent blamed the existing education system that was limited to the privileged members of society. In answer to another question, the majority of participants expressed clearly that if people had access to employment and education, war would have not taken place in the first place. Most youths who joined rebels in Sierra Leone were school dropouts and unemployed youths largely from rural areas. The civil wars in Liberia and Sierra Leone, in fact, mobilised young, marginalised people and drove them to war. 
The association of conflict with poverty was highlighted in a series of studies conducted by the Peace and Conflict Unit at Uppsala University in Sweden. These studies concluded that 60 percent of the countries rated “least developed countries” in the Human Development Index (HDI) have been involved in conflict since 1990. This was supported by Collier (2008) in his controversial book on “ The bottom billion,” pointing out that 40 percent of developing nations (21 countries) involved in civil war owing to widespread poverty, which fuelled conflicts.  It has been widely argued in the literature that poverty is a common cause of conflicts in general, and the World Bank (WB) and major donor agencies focus primarily on reduction of poverty and agree that poverty-reduction strategies play an important role in all development agendas, especially for post-conflict countries so as to not reinstate war. 
The Poverty Reduction Strategy Papers (PRSPs) describe a country’s macroeconomic, structural, and social policies and programmes to promote growth and reduce poverty with associated financial needs. In fact, the PRSPs and subsequent MDGs were created for developed countries to work on reducing global poverty. Donors set their agendas, and national governments were asked to reform their policies according to the MDGs to achieve these targets at least by the end of 2015 as strategic measures to poverty reduction. 
At the same time it is important to bring into this discussion that the World Bank and the International Monetary Fund (IMF), aiming to eliminate poverty from fragile nations, brought grave consequences on poor countries under the Structural Adjustment Programme (SAP) in the 1970s. SAP policies were intended to restore a sustainable balance of payments, reduce inflation, and create the conditions for sustainable growth. Typical measures include cuts in public expenditure and tight monetary policies. The SAP that aimed at stimulating the economy compelled them to make huge slashes on funds and failed to supply public goods, such as education and health care, equally amongst its people, thus depriving their social and economic rights, resulting widespread inequality, which fuelled conflicts. Heavily Indebted Poor Countries (HIPC), lack sustainable policies, governance, and institutions conducive to development and achievement of reasonable growth, which in return drags them into civil strife. Addison and Marisoob (2005) explain that absolute poverty reduction per se is not enough for countries entangled in wars. However, they contend that poverty reduction is conducive to reviving post-conflict societies to promote inclusive and conducive policies that are vital to sustain peace and development.

In assessing the above arguments, reduction of poverty per se does not lead countries to entangle in war. Rather, widespread poverty is a result of misgovernment, deprivation of basic needs, a lack of economic stability and education, and a lack of job opportunities for the majority of the population. Thus, poverty needs analysing to determine its cause. The social policies that promote an inclusive culture give people the possibility of reducing household poverty. Experiences of the 1990s and the reversion to armed conflicts in Sri Lanka and Angola give ample support. Their failure to address inequality and to implement favourable policies that include all of their citizens reinstated the conflicts in these countries. 

2.3 Economic and Social Consequences of War

This section focuses on the economic, social, and psychological effects of civil war on both nations and women, in general, beginning with an examination of the economic trends from the pre-war to post-war periods. Economic development in a country has been discussed by various theorists as an important factor that has direct influence on a country’s education, especially their ability to combat gender gaps and other predicaments plaguing women. 

2.3.1 Economy from Pre-War to the Present

In 1990, prior to the war, Sierra Leone was a low-income country with a per capita income of USD 237 and a GDP of USD 800 million. Agriculture was the dominant economic activity, accounting for over 70 percent of employment. In the 1990s, diamond mining accounted for about 60 percent of export revenue and 15 percent of the GDP. However, between 1997 and 2000, official exportation collapsed, and per capita income fell to USD 142 by 2000. The population living below the poverty line of USD 1 per day increased from 82 percent in 1989 to 90 percent in 2000 (UNDP, 2006). However, according to the global economic indicators in the CIA fact book, 2008 post-conflict Sierra Leone’s per capita income increased to USD 600 in 2007, making a remarkable progress. 

Liberia’s pre-war per capita income of USD 485 in 1987 was higher than the sub-Saharan African average of USD 440 and USD 237 in Sierra Leone. Seventy percent of the labour force engaged in agriculture and forestry during the pre-war period. Leading exports included iron ore, rubber, and timber; diamonds and gold were exported in small quantities. In the 1990s, in the midst of the conflicts, employment decreased by 50 percent in the formal sector, and per capita income fell from USD 485 in 1987 to USD 177 in 2000 (MDGs Liberia, 2004). According to the UNDP, in 2003, three-fourths of the population lived on less than a dollar a day (UNDP, 2006). Even after the peace treaty was signed (in 2003), the country continued to have turmoil and political unrest until 2005. The economy suffered major blows, which were reinforced by the introduction of the international embargo on the purchase of Liberian timber and diamonds in 2003 (UN Resolution 1521). The embargo was implemented against Liberia for their involvement in the Sierra Leone war and the illegal arms, diamond, and timber trade. With the inauguration of a new government in 2005, Liberia presently is making remarkable progress. In 2007, during the transition period, Liberia’s GDP per capita was estimated to be USD 500, which is an improvement, and better than the pre-war period (Global Monitoring Index, 2008a). 

Matovu and Stewart (2001) write taking clues from Uganda, which was once a war-torn country, where recovery was unusually rapid, per-capita income increased, and yet 10 years after the civil war, households were still poor. Although many households had been able to replace some of their lost assets, 60 percent of the respondents in their study clearly indicated that they still were worse off than before the war. This study indicated a long recovery process at the household level after a period of long civil war. 
In the transition period from war to post-war, Liberia and Sierra Leone made remarkable progress in GDP growth. The GDP real growth rate was 9.4 percent in Liberia and 7 percent in Sierra Leone in 2007. However, high unemployment rates and a trade imbalance, minus the current account balance combined with a high inflation rate, show the bumpy road ahead.  The current account balance for Liberia is USD (minus) 224 million (2007 est.), and for Sierra Leone it’s USD (minus) $63 million (2007 est.) (Global Monitoring Index, 2008b). 

Most of the households bear the heavy cost of children, school, and healthcare, hence the overall elevation of household poverty. Under such conditions, households use different kinds of survival strategies; for example, some children work in the informal labour market to increase household income, and some children, especially girls, even engage in sexual exchanges for material gains such as school fees, money, and food, which in turn affects school participation and school dropouts. 
Davies (2005) states that post-war Liberia and Sierra Leone can achieve peace, economic growth, and improve human rights conditions in partnership with the global community. In fact, both of these countries, after the end of civil war, committed to such partnerships, slowly progressing forward. As a way forward, the IMF established the Poverty Reduction and Growth Facility programme to help stabilize economic growth and reduce inflation for both Liberia and Sierra Leone (IPRSP, 2006 & PRSP, 2007). The recent increase in political stability also has led to a revival of economic activity, such as rehabilitation mining industries in both countries. Furthermore, Sierra Leone, under the HIPC programme, benefited from the debt-release programme that was extended to least developed countries that fulfilled certain criteria. The HIPC programme enabled a broader group of countries to qualify for larger volumes of debt relief. Moreover, a number of creditors, including the main multilateral agreements, started to provide earlier assistance to qualifying countries in the form of interim relief. Sierra Leone recently qualified under this programme, but Liberia still is not part of the HIPC programme. This condition had somewhat boosted Sierra Leone emerging from war; nevertheless, both countries have a long way to go in order to provide sustainable peace and economic development.
2.3.2 Social Consequences of War 

The 1990 Human Development Index (HDI) ranked Liberia 26 out of 130 countries in human achievement, but in 2003, Liberia ranked 174 out of 175 countries, with 80 percent living below the poverty line and 90 percent of the workforce unemployed. Sierra Leone, emerging from the war, was rated as the second least developed country in the world, ranked 176 out of 177 by the HDI in 2006. Furthermore, the terrorising of civilian populations resulted in huge numbers of refugees and displaced families. According to the UNHCR, more than 850,000 Liberians were refugees in neighbouring West African states (UNHCR, 2008). The social costs of war have also been high in Sierra Leone. Twenty-five thousand people died and about 2.1 million people, that is 40 percent of the population, was displaced within the country (Davies, 2005). The conflict occurred primarily in rural areas, causing more rural-urban displacement in Sierra Leone as compared to Liberia. For example, during and after the war, the population of Freetown increased from 500,000 pre-war to 2 million in post-war. According to the study conducted by Davies, many displaced people were reluctant to return to rural areas, which lacked modern amenities, despite dire urban living conditions. The war further disrupted community and family cohesion. New identities emerged; family relations and social and cultural capital that had once been the backbone of community life disappeared.

2.3.3 Impact of War on Women and Children 

The status of women varies by region, ethnic group, and socioeconomic class in both Liberia and Sierra Leone. Both countries’ decade-long civil war has had catastrophic consequences on the lives of women and children. In 2004 alone, approximately 286 out of 1000 children died before the age of five, while approximately 2000 per 1,000,000 women died during childbirth, which makes these two countries the highest in the world in infant and maternal mortality (UNDP, 2007). According to UNICEF, thousands of children have been victims of rape, sexual abuse and exploitation, abduction, torture, and forced labour. Over 10,000 children, including 4,000 girls, were directly affected through family separation and human rights abuses such as random and indiscriminate violence, sexual assault, and abduction into the fighting forces (UNICEF, 2006b). This puts young females at increased risk of not enjoying their basic human rights—the rights to survival, health, and education, and protection from abuse and exploitation. According to the available statistics, both in Liberia and Sierra Leone, a violence culture against women was initiated during the war and continued to be a national dilemma, even into the post-war period ((UNHCR, 2008). Violence inflicted on women during the war, by way of assassinations, rape, mutilation, and torture, continues where women are exploited, harassed, abducted, raped, and even killed. Moreover, domestic violence against women in both countries was at alarming rates; additionally, the high number of widows has increased feminized poverty. Women are largely forced to generate a livelihood for themselves and others (Davies 2005). 

Before the outbreak of civil war, women held one-fourth of the professional and technical jobs in Monrovia, the capital of Liberia. In transition, women and girls continue to be discriminated against, and there is systematic inequality between men and women, for example, in the labour market, education, and politics. Women married under civil law can inherit land and property. However, women married under traditional law are considered the property of their husbands and are not entitled to inherit from their husbands or retain custody of their children if their husbands die. In July 2007, 600 women from a coalition of women’s organizations marched on Capitol Hill in Monrovia in support of legislation that would provide women in traditional marriages with inheritance rights. According to the Association of Female Lawyers in Liberia (AFELL), recently women managed to successfully get the legislature to pass an act levelling the playing field between customary and statutory marriages. The Constitution prohibits discrimination based on ethnic background, race, sex, creed, place of origin, or political opinion, but discrimination persist despite the strong political movements. 
Although it could be argued that Liberia and Sierra Leone have progressive amendments in their legislature, changes take a longer time to transform these societies, as ideologically they are still tuned into traditional ways. Moreover, women widowed by the conflicts, who lost family assets such as land through the negative attitudes of kinsfolk and officials, still find it hard to protect their legal rights as they have no access to free legal aid to secure their rights. Positive changes emerged during the war, transferring to the post-war reconstruction process. The women’s peace networks assumed an important social role during the civil war, and then in the time of transition, they not only tried to take part in efforts to rebuild women’s lives in their war-ridden communities, but they also were politically engaged to defend women’s rights, despite all odds against them. It’s important to understand these new gendered spaces, social movements, and identities emerging in the post-war period in order to comprehend how they are influencing communities, schools, families, education, and particularly girls’ education. 
2.4 Educational Systems in Liberia and Sierra Leone

One way of understanding how the educational systems are structured in post-war contexts is to examine historically how the development of the education process was set or planned before and during the war. This enables one to identify factors related to education and new patterns that have emerged from the pre-war period to the post-war period. The chapter starts with a brief discussion of the educational systems in both countries.
2.4.1 Pre-War, War, and Education in Liberia and Sierra Leone

The basic educational system in both countries is comprised of six years of primary and three years of junior secondary school (JSS). Normally, children enter school at the age of 6 and exit the basic education system at the age of 16. A Basic Education Certificate Examination (BECE) is administered at the completion of JSS. The next level, senior secondary school (SSS) consists of three years of academic or vocational education as preparation for the tertiary level. Both countries have reinforced their commitments to the Education for All goals by providing free primary education for a six-year cycle. 
In both countries, schools are usually categorised as purely government, government assisted, or private. Purely government schools are run by the central government under the Ministry of Education (MoE). Usually, government assisted schools in both countries are run by business agencies, NGOs, or religious missions. In both cases, the government develops curricula and standards, provides teacher training, administers examinations, and pays teachers’ salaries, while business agencies, religious missions, or communities, with the help of the school board, takes on the cost of facilities and maintenance. In the case of Liberia, all 15 counties appointed a district education officer (DEO) by the MoE. In the case of Sierra Leone, district education councils or local government bodies are responsible for the management of schools. The private sector is completely independent from the government.

Although Liberia was one of the first nations in Africa to establish a public school system (1826), lack of political will and funds gradually eroded the educational system in the country over the years. The downtrend in the economy, political turmoil, corruption, and mismanagement affected the educational system (Husen & Postlethwaite, 2000). Before the outbreak of the war, 80 percent of Liberia’s education was provided by the private sector. Thus, education largely belonged to those who could afford it and to socially well-off groups. This unequal education access polarized socioeconomic and ethnic lines and was a critical factor influencing the outbreak of war (Davies, 2005). Fees levied on education burdened households, and consequently, parents withheld their children from education, and girls’ were usually disadvantaged. The low literacy rates amongst the female population confirmed this.
 In 1985, well before the war, according to the statistics, gross enrolment of children at the primary school level in Liberia was 40 percent, out of which boys’ enrolment rate was 51 percent and girls’ enrolment rate was 28 percent. In 1995, in the midst of the war, overall enrolment rates dropped significantly to 33 percent. Positive numbers indicated that in the year 2000, school enrolment at the primary level in Liberia consisted of 43 percent for boys and 31 percent for girls (Husen & Postlethwaite, 2000). At the secondary school level, gross enrolment rates were reported by UNICEF in 2000 to be 31 percent for boys and 12 percent for girls. According to the statistics provided by UNESCO (2006a), 66 percent of children in Liberia completed a full course of primary school, out of which 26 percent were girls and 40 percent were boys. However, when it concerned secondary education, both girls and boys had a low enrolment rate that consisted of less than 35 percent. At present, Liberia’s education budget is less than 3 percent (MoE, 2007b). These statistics show clearly that even before the war, Liberia’s educational system had been suffering a series of negative factors. 
Sierra Leone had had a rich educational tradition and has occupied a prestigious place in history as the first country in sub-Saharan Africa to have had a Western-style educational provision. At its independence in 1961, Sierra Leone inherited a British-style educational system, aimed largely at the middle class. In fact, education has had a long history of developing the elite of Sierra Leone, especially the country’s political sector. As a large segment of the Sierra Leoneans was excluded from formal education, it became the “elitist educational system.” Thus, leaders expressed that education was a privilege rather than a fundamental right. Through the education system, Sierra Leone inculcated the existing social system divided by those who had absolute power and those who had none. The deprivation of educational rights not only marginalised the majority, but also produced a high level of illiteracy. At independence, fewer than 15 percent of children aged 5 to 11 attended school; moreover, only 5 percent of those in the age group 12 to 16 were in secondary school. At present, Sierra Leone’s education budget is slightly higher than Liberia, 3.4 percent (MoE, 2007c). 
2.4.2 Post -War Education in Liberia and Sierra Leone

In the post-conflict reconstruction, inclusive education systems remain a panacea, not only to bring equality and social justice, but also sustainable development. Given the multiple changes that post-war societies are going through, this section seeks to understand how girls’ education is being moulded in the transition period. Post-conflict Liberia’s and Sierra Leone’s prevailing educational sectors suffer from numerous problems. The war not only destroyed the basic school infrastructure, but also educators and school management were equally hampered and subjected to the cruelties of war. War also created a brain-drain or rather brain-transformations, particularly in the areas of health and education. Professionals in these sectors were either killed or forced to flee the country; many of these experts opted to remain in the diaspora. As a result, the educational sector suffered a drain of trained and qualified personnel, particularly in secondary schools. In order to fill the vacuum created by the flight of a large number of qualified and trained educators, many unqualified and untrained people had to be employed into the system. At present in Liberia, 70 percent of the teaching force consists of voluntary teachers with or without proper qualifications. Overcrowded schools/classrooms, especially owing to the return of refugees, migrations, constant teacher strikes, tuition fees, lack of materials, poor quality in education, and pupils with erratic educational history are some of the factors of concern in post-war schools in Liberia and Sierra Leone. 

Even though the rebuilding of education remains a costly affair, the commitment to build up the educational system plays an effective role in post-conflict reconstruction. In Liberia, the reconstruction of education is taking place at a slow pace, as the long period of war has destroyed the entire institutional structure and political system of the country. Whereas in Sierra Leone, a certain part of the existing civil and administrative authority that survived the conflict has been able to apply its institutional resources to policy development in order to make the necessary reforms and, thus, make a remarkable recovery (World Bank, 2007). 

Part III

3. Theoretical Framework and Literature Review
This section first presents Bronfenbrenner’s ecological model (1979) of human development as an analytical framework to investigate girls’ education. Bronfenbrenner’s ecological model shows how different systems—for instance, macro, meso, and micro levels—in a society interact with one another to create a holistic view that represents the individual. In studying girls’ education, it is important to understand within, beyond, and across the different layers of the environment in which education takes place. This study predominantly analyses the micro and meso layers that have a bearing on child development and education; for instance, it will concentrate predominantly on the factors involved in the level that includes the school, community, home, and peer-groups. Nevertheless, macro-level factors such as the economy, global imperatives, a rights-based approach to education, and social, cultural, and religious imperatives will be appropriately brought in to analyse to show how these factors affect achieving gender equality in education. In the following section, a brief description of Bronfenbrenner’s model is presented, followed by an explanation of how this model has been adapted to analyse girls’ education in this study. 
The illustration below is Bronfenbrenner’s ecological model that shows how the individual is part of several systems. As one can see, the macrosystem consists of the larger cultural, social, and economical contexts in which all the other systems reside. This system provides value and meaning to the other systems and affects how the other systems interact with the individual. For instance, gender relations, culture, and ideologies that are embedded in one system in return have a bearing on all the other layers, and ultimately on the individual’s development. 
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Figure 1: Bronfenbrenner’s Ecological Model (1979)

3.1 Bronfenbrenner’s Ecological Model 

Bronfenbrenner placed child development in an ecological perspective. His groundbreaking work combines aspects of sociology and developmental psychology and provides an enduring foundation to illustrate how child development can be influenced by different layers in the environment. He explains these layers as a “set of nested structures, each inside the next, like a set of Russian dolls” that interact between people and their environment (Bronfenbrenner, 1979, p. 22). Bronfenbrenner identified five systems. They are the macrosystem, exosystem, mesosystem, microsystems, and chronosystem (see Figure 1). The chronosystem is focused on developmental changes triggered by life events and experiences and all the other occurrences taking place in the outer layers of the model, for instance, in the macro, exo, meso, and micro systems. Microsystems consist of the immediate settings in which individuals interact. These include family, classroom, community settings, and peer groups. The mesosystem is the boundary that links the various microsystems with one another, as well as the exosystem. The exosystem includes the involvement of civil society, donors, and the Ministry of Education in developing the educational system. The exosystem is a series of systems that individuals do not necessarily participate in, but it may influence the microsystems and the mesosystem. The macrosystem is the “blueprint” for interlocking social forces at the macro level—for instance, economic growth, globalisation, civil war, and social, cultural, and religious imperatives and their interrelationships in shaping human development. They provide the broad ideological and organisational patterns within which the mesosystem and the exosystem function. Bronfenbrenner argues that individuals are influenced by the religion, culture, and groups to which they belong. They are also influenced by various global imperatives and global events. They are simply a product of their environment and social influences. For instance, if the school culture is not congruent with the home culture, or if the parents do not know much about their children’s schooling, then the mesosystem is seen as impoverished. If peers have positive influences on a person and his or her parents are supportive of schooling, the mesosystem is considered to be rich (Rice & Dolgin, 2002). According to Rice and Dolgin, exosystem settings include education ministries, local governments and civil society. The decisions of those in the exosystem may positively or negatively affect the individual. For example, the Ministry of Education (MoE) determines the curriculum in the schools, teachers’ training, and teachers’ wages, and something like a delay in paying for teachers’ wages, for example, affects the children’s schooling and learning environment. 
3.2 Adaptation of Bronfenbrenner’s Model

Bronfenbrenner’s conceptual framework proved to be a useful starting point to analyse how girls’ education is shaped by a nexus of systems in their environment. This section presents the adaptation of Bronfenbrenner’s model to this study. For instance, the reasons why girls are prevented from benefiting from education can be related to both micro-level factors such as family issues and school problems, as well as the macro-level factors such as economic, cultural, and ideological systems. 
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Figure 2: Illustration of the Layers of Bronfenbrenner’s Model 

The five levels—individual, family, community, society, and global—illustrated in Figure 2 clarify how each level influences the subsequent levels, depending on the interactions and trajectory of the entire system. The macro-level factors have a profound influence on interlocking social forces at global levels. Global influences such as EFA, the MDGs, and human rights, for instance, have direct influences on social institutional structures at national levels. An example in this instance is the EFA framework initiated on the global platform that was subsequently adopted in the education policies of Liberia and Sierra Leone. Such global imperatives encourage nations to use available mechanisms to influence their educational system. The micro-level factors such as community, households, and schools, and the effective functioning of each of these levels, in return has direct effects on the mesosystem and on individuals’ chronosystems. Finally, the factors that prevent girls from benefiting from education can be seen as a result of the interplay of factors at all these levels. 
The model below (Figure 3) serves as a justification for looking at girls’ education in a broader sense to identify factors that have resolute effects on educational success and failure. 
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Figure: 3 Modification of Bronfenbrenner’s Ecological Model to Analyse Girls’ Education

The microsystems as illustrated in the Figure 3 consisted of family, household, community, peer groups, schools, and individuals. The family and community were taken in concert when analysing home base factors. However, the separations were made when deemed necessary. The mesosystem in this adapted model is indicated by the thick arrows connecting each component of the microsystems. The mesosystem is influenced by both the exosystem and the microsystems and, in return, the chronosystem of the individual development.

3.3 Conceptualisations of Gender Inequality in Education

This section begins by clarifying different conceptualisations of gender—gender gaps in education, gender inequality, and gender measurements—before analysing various concepts related to girls’ education. Gender is a social construct, referring to the ways in which societies distinguish men and women and assign them social roles. Feminism starts from the position that the ways in which women are treated is unfair. It is based on a commitment to a political project to develop strategies of change in order to create justice and opportunities for women. Sen (1999), Unterhalter (2005, 2007), and Steans (2006) use a critical lens to analyse women’s position in society to explain how women’s place in society negatively affects females’ future aspirations such as educational and career goals. According to Unterhalter and Steans, socially constructed gender roles lead to various forms of inequality and disparity between men and women. These in turn affect their capabilities, freedom, and development possibilities. Sen adds to this argument by emphasising gender in relation to the socioeconomic, political, and cultural ideologies which play a negative role in girls’ education. In other words, factors such as early childhood socialisation and females’ role within the household can have a restrictive effect on girls’ education. Traditionally, families bring up their daughters for assumed social roles such as wives and mothers, for instance, while boys are socialized for breadwinner roles and careers outside the home. In that context, educational opportunities are negotiated differently for boys and girls’ in families. Kabeer (2000), on the other hand, argues that the inferior positions women hold in society are what women themselves have easily accepted by playing into existing normative values that society has placed on them. According to these arguments, gender roles start to shape at home due to the distribution of values given to males and females disproportionately by society. The majority of arguments in the field support the view that assumed social roles designated to men and women often work as a disadvantage for women. For instance, the privatisation of women’s productive and reproductive process, man’s dominant position in the labour market, and the breadwinner role of men and family nurturer role of women all interfere in women’s development and girls’ education  (Unterhalter, 2005, 2007; Steans, 2006). In other words, according to these stances, girls’ success in education is largely influenced by factors that women have no control over. Their education is valued at home, school, and society at large according to the traditional norms and preset values. Hence, issues that prevent girls’ from benefiting from education need to be confronted with more than just an increase in the number of girls versus boys in the classroom. The existing gender norms must be questioned, and wider issues such as structural gender inequality and injustice faced by women must be addressed.
3.3.1 What Does Gender Inequality in Education Say? 
Gender equality in education can be defined in several ways. This study argues the need to recognise that equality in education involves acknowledgment of the need for girls and boys to have equal access, progression, and completion of their education. It is important to note that the question of gender equality in schooling is an old phenomenon that has been a concern since the first wave of feminism that initiated the “women in development” (WID) approach beginning in the 1970s (Measor & Sikes, 1992). The feminist argument, in this context, is that gender differentiation processes result in different educational experiences for women and men, which seems to cause contrasting educational achievements between the sexes, and in the end, differential preparation for roles and lifestyles. However, shifting of world orders has changed focus from states supplying education in a nominal way to expanded notions of equal rights to education (Unterhalter, 2007). In this respect, obligations are not only held by states, but also by national and global civil society organisations. As Nussbaum (2000) writes, global, national, and local orders have become intertwined and have opened a new way for deeper consideration for gender equality in education, and a deeper understanding and action for justice. In other words, Nussbaum implicitly states the importance of bringing women’s issues and their development activities from the peripheral into the focus. This stance enables the identification of the marginal condition in which girls’ education takes place in some societies. Fennell and Arnot (2008) argue that these experiences also result in girls’ underachievement because schools make significant contributions to the inequalities that exist between the sexes in society. 

3.3.2 Gender and Class

Feminist discourses have drawn attention to the fact that schools reproduce gender inequality and class, ethnic, and racial inequality. Different values for masculinity and femininity apply, depending on intersectional attributes. The reproduction of inequality and the inculcation of the existing system through education is something scrutinized by Marxist influenced critical feminist discourses. The critical feminist approaches also suggest that gender and class are connected to each other and are so interwoven that it is theoretically difficult to draw them apart; girls’ from poor families are subject to a doubly disadvantaged position in schools as compared to the girls’ from rich families. This stance is further supported by Bourdieu and Passeron (1990), who state that gender gaps in school need to be understood according to the traditional definition given to female, as well as available economic capital within families. In this respect, these authors indirectly bring the class and gender argument into focus to demonstrate how these factors interfere with female educational opportunities. A supporting view of this argument can also be found in Sen’s (1999) work. Although Sen argues that girls’ productivity increases substantially with education, both inside and outside the home, there are social, economical, and cultural factors that prevent girls from realising their full potential and hinder their freedom and capabilities. 

3.3.3 Calculation of Gender Disparities

Western and non-Western traditions of gender research have provided a unique opportunity to bring together diverse understandings emerging from different trajectories linking education and development (Nussbaum, 2000). The MDGs (2000) that aim at promoting gender equity, empowering women, and eliminating gender gaps in primary, secondary, and higher education continue to count girls’ success in education against boys through gender ratios and gender disparity measurements. The statistics provide that high pupil-to-teacher ratios need to be studied carefully in some countries, especially countries confronted with long-term civil war where the teaching force consists of “ghost teachers” and “voluntary teachers.” Citing an experience from Kosovo, some 2000 “ghost teachers” were eliminated from the payroll in 2000 to reduce the pupil-to-teacher ratios in the process of post-war reconstruction of the educational system (World Bank, 2005b). This is to say that the teacher-to-pupil ratio is not necessarily a productive and quality measurement at all times.
Much of the literature speaks about girls’ low participation and low performance in comparative context relative to boys’ achievements and participation (Unterhalter, 2007). Most statistics at the international level give a high value to the teacher-to-pupil ratio and fall short of seeing the importance of the qualitative nature of development in terms of qualification, competence building, and capacity. This has presented its own problems within the overall debate, and some feminist theorists have begun to challenge the methodologies used to produce achievement calculations in gender gaps in education (Fennell, 2008; Unterhalter, 2007). The achievement calculations that had been used to measure girls’ success in education compared to boys’ success failed to give sufficient evidence of gender equality in education. Moreover, equal amounts of girls and boys in schools do not necessarily always communicate to the process of empowerment and transformation of women. In this study it is argued that in order to find factors preventing girls from benefiting from education, the emphasis ought to be put on examining the life opportunities available for women, including the barriers girls face to fulfil educational aspirations. 
Socially constructed gender roles and gender meanings that have permeated belief systems, institutions, and cultural ideologies restrict women’s equal access to development opportunities, education, and equal living conditions. Furthermore, Fennell (2008) and Unterhalter (2007) suggest that an explicit policy focusing on girls’ education must be justified on equity, economic productivity, and social benefits in order to remove the obstacles and burdens that girls face in education, rather than being satisfied with mere parity counting. In other words, in order to find out how girls benefit from education, one needs to see how favourable educational achievement rates have translated to expanding their life choices.

3.4 Different Approaches to Education, Gender, and Development 
This section introduces different theoretical concepts related to education and gender. Various discourses have illustrated different approaches pertaining to girls’ education. These discourses have emerged from the first wave of feminism to the present, and they struggle to bring issues relating to girls’ education from marginal to the centre and into development discussions. Girls’ education slowly gained attention globally as education started to be seen as a process of expanding the human capacities that contribute to the development of societies. This close link between education and development has been brought to attention by many scholars, for example Fägerlind and Saha (1989), Nussbaum, (2000), Vavrus, (2003) and (Measor & Sikes, 1992). During the late 1960s and 1970s, numerous changes took place in social values and attitudes, and women’s movements started to gain wide public recognition (Nussbaum, 2000). Gender issues were highlighted and gained wide public recognition, especially in the West. These developments put gender on the agenda, which led to the passing, in 1975, of the Sex Discrimination Act in some of the Western countries (Measor & Sikes, 1992). This act made it illegal to deny access to education, employment, and other public goods on the grounds of sex. Many women’s movements throughout the years launched not only a variety of school-based gender initiatives, but also gender-based developmental projects to bring women from the periphery into the centre. 
3.4.1 WID Approach to Education

The WID (women in development) conceptual framework was one of the first approaches concerned with the inclusion of females in development by expanding their access to education in order to have better access to the labour market (Measor & Sikes, 1992). The WID conceptual framework started to challenge the social policies that ignored the barriers that had kept girls and women out of schools and economic participation outside home. WID perspective observed that education and schooling for girls and boys was closely tied to the sexual division of the labour market and tried to encourage girls to go into curriculum areas that had traditionally been perceived as male territory. It was argued that women were an untapped economic resource. This perspective, somewhat similar to the human capital theory or influenced by that theory, mainly focused on industrial/market-based activities and educational input in relation to the economic output of women. The WID stance is largely associated with what, at the time, appeared to be immutable features of the global order, which was closely related to the modernisation process that identified the national economic growth in the realm of capitalism (Vavrus, 2003). Vavrus criticises WID’s views, arguing that it did not challenge the basic principle of modernisation, where development was seen as its embrace of capitalism, its evolutionary view of social change, and its economic justification for women’s roles. Thus the WID perspective proved to have failed in understanding the broad arena in which women’s development ought to take place.

3.4.2 WAD Approach to Education

The WID perspective faced criticism from neo-Marxist feminists and was superseded by the more dialectical “women and development” (WAD) approach in the late 1980s (Vavrus, 2003). Neo-Marxist feminists thus understood that gender was a form of social inequality that was rooted in the privatisation of women’s productive and reproductive labour power, the control of women’s sexuality, and the subordination of women to male authority through a range of patriarchal institutions (Steans, 2006). The neo-Marxist feminists started from the position that the ways women were treated were unfair, and they were committed to developing strategies of change in order to create full rights and opportunities for women. Vavrus (2003) observes how the neo-Marxist perspectives called for broader transformations of the international development agenda and development policy dialogues. Special development projects such as women’s vocational training centres were built to create a space for women and to protect women from the patriarchal control over production. 

The undervaluing of female education is one area that neo-Marxist feminist discourses highlighted by arguing that the overall demeaning position of women contributed to patriarchal societal relations. It is important to mention that there is a great deal of controversy over what the term patriarchy means, but according to most feminist literature, it implies a hierarchy of social relations and institutions through which men are able to dominate women (Steans, 2006; Measor & Sikes, 1992). The gender inequality was understood in terms of the intersection of two sets of social forces, capitalism and patriarchy. This view also brought attention to women of low socioeconomic status. These women are exposed to a double load of oppression, both as members of the working class and as women (Measor & Sikes, 1992). WAD theorists also bring attention to sexual harassment in schools, saying that there is a good deal of sexual harassment of girls’ in schools by both fellow pupils and male teachers. They argue that girls are withdrawn from school at early ages by some families, owing to sexual harassment and sexual advances committed on the girls while they are in school. It is argued that societies are failing to challenge the dominant position attributed to masculinity and have also failed to see the unequal distribution of cultural, social, and economic capital that is being disbursed among men and women.
3.4.3 GAD Approach to Education

The WAD perspective managed to highlight many discriminatory practices against girls’ in schools and at home that had developed into normalcy in certain societies. However, to explain the wide societal inequality between men and women, the “gender and development” (GAD) approach has been introduced as a conceptual framework. The GAD approach draws attention to unequal gender relations in society as a whole, as well as in schools and families. The GAD approach regards “gender” rather than “women” as the appropriate intellectual focus of any research on development and education. Gender differences were interpreted as having been shaped by ideological, historical, religious, ethnic, economic, and cultural determinants. Steans (2006) argues that feminist analysis should be directed toward understanding gender in social and political terms and as a relationship that has meaning within social practices and is, in turn, structured and supported by social institutions and practices. Unterhalter (2005) describes the GAD approach as mainly concerned with the micro politics of gender. In a way, it offers a new understanding of the different historical roles and cultural and gender patterns that women and men play at home, in the community, at school, and in society at large. 

In education, GAD theorists draw attention to unequal gender relations in school (Unterhalter, 2005; Fennell, 2008). The GAD approach to gender equality in education sees beyond simply securing equal numbers of girls’ enrolled in school. Scholars who favour the GAD approach demand a much wider notion of gender equality in education through participatory actions addressing difficulties that women face in society at large. The responsibility and obligations are directed towards the governments and global civil society organisations (Unterhalter, 2008). A strong feminist analytical framework within the discipline of development and education was encouraged to help to reshape social practices and hierarchical power relations in various societies (Unterhalter, 2005; Vavrus, 2003; Nussbaum, 2000). This notion is further supported by Fennell (2008), who argues that voice research—by women or about women—has the potential to disrupt global agendas. Fennell urges policy makers to move from mere statistical measurements, to a holistic view of the social construction of gender dimensions at local levels to understand the gender gaps in education.

In spite of the differences and difficulties, these three approaches (WID, WAD, and GAD) succeeded in making girls’ visible in the research on schools and brought girls’ education to an official global agenda and into the minds of teachers and education policy makers.

3.5 Inclusive and Exclusive Gender Praxis within Schools

This section presents various discourses and studies conducted on school-related factors in general and girls’ education in particular. The analysis of gender in relation to education consists of gender relations within schools; that means school-based factors in relation to gendered curriculum, the hidden curriculum (unwritten social rules and expectations of behaviour in school for girls’ and boys), and sexual oppression in schools at large. The discourses of girls’ education have provided sufficient evidence that for adolescent girls and boys, educational needs, aspirations, and socialisation are different, and girls’ learning environment can be influenced by the adoption of a gender-sensitive stance by schools (Measor & Sikes, 1992; Unterhalter, 2007; Fennell, 2008). Unterhalter’s argument is particularly captured in this study to illustrate factors which prevent girls’ from benefiting from education. 

Unterhalter (2007) argues that measurements on the uneven presence and absence of girls and boys in schools use gender largely as a noun—for example, how many girls and boys attend school or pass a certain grade—and this notion of gender parity calculation is associated with tension and contestation, according to Unterhalter. Therefore, Unterhalter goes beyond and introduces a second and a third meaning to gender—how gender could be used as an adjective and a verb. This is associated with changing social processes; here gender is treated as an adjective. Unterhalter suggests gender-sensitive teaching and gender-sensitive school environments. A third meaning is the way in which gender is presented as a verb. This usage signals a process of being or becoming a girl or an action according to particular forms of masculinity and femininity. 

3.5.1 Why Address Gender and Schooling?

The focuses on many different and competing theories of overall gender socialisation in society at large looks into the micropolitics aspect of gender in relation to education within the school system. School-based factors are viewed as driving demands to enhance girls’ participation in formal, basic education. Feminist research suggests that school, school leadership, teachers, and the hidden curriculum frequently organise and manage students on the basis of gender (Measor & Sikes, 1992). Many scholars working with both sexes are of the opinion that the leadership of the school, the quality of teachers, the academic emphasis within the school, the school environment, the classroom, and the professional development of the school’s staff, female teachers, and guidance counsellors can help to improve girls’ participation in schools (Measor & Sikes, 1992; Brock & Cammish, 1997; King & Hill, 1990). Female pupils’ desire for success, hence, is closely linked with their motivations, interests, and needs. Schools, in this respect, ought to identify these features appropriately to improve girls’ education. Anderson (1988) suggests some qualities that an effective school must have, including a school principal who provides leadership, a pervasive and broadly understood instructional focus, and an orderly and safe school environment conducive to teaching and learning. 
Utas (2005), in his study on Liberian women in war, discovered that girls used different kinds of social tactics to socially navigate and survive in war conditions. The increased number of girls lining up to get an education in transition could be seen as social tactics girls use in transition to socially navigate upwards. According to Sommers (2002), the challenge for most countries in the post-war reconstruction of educational systems is improving the quality of the teaching force and curriculum contents relevant to the needs of the pupils. 
3.5.2 Female Teachers and Gender-Sensitive Teaching Methods

The low presence of female teachers serving in schools has been identified by many studies as one of the main constraints working against girls’ success and completion of basic education (Brock & Cammish, 1997; Herz & Sperling, 2004; Cuadra et al., 1988). One of the most effective approaches for improving female educational attainment, suggested by Brock and Cammish, is to use female teachers as role models for girls. Herz and Sperling (2004) found that female teachers are very effective in promoting girls’ educational participation. In a study conducted in the Philippines, they found a close positive correlation between persistence and presence when female teachers were in the classroom. May-Parker (1988) and Holly (1989) also suggest that specially trained female counsellors with a proper understanding of adolescent girls’ home situations are essential if the problem of low female participation in education is to be minimized. On the other hand, Stromquist’s study of girls’ education in four developing countries corroborates the positive effects of female teachers in the education of girls; however, it also revealed that lack of math and science female teachers had a negative effect on girls’ achievement in these subjects. Stromquist blamed this on the inadequacies of females in these subjects and suggested that trained female teachers who teach these subjects have positive effects. Recruiting and training teachers who are sensitive to gender and children’s rights—and paying them regular wages—is a strategy that works, according to findings in Prather’s (1991) studies in Pakistan. 

Yeoman (1985) criticises the school environment for the low participation of girls’ in school as the male school authorities incur the girls’ negative attitudes and cause their rejection of education. Yeoman argues that schools have been heavily dominated by middle-class male values. Pupils from poor homes, especially girls, who are already disadvantaged, find themselves easily dissatisfied as their needs are not being catered to in school.

The above mentioned studies have shown that girls’ educational achievements improve and dropout rates are reduced significantly with the presence of female teachers in schools, gender-sensitive programmes and teaching methods. In post-conflict countries in particular, where communities and families are in social pandemonium, girls are more susceptible to external factors—for example, sexuality may tip the scale in favour of sexual gratification. Therefore, the presence of female role models and counsellors within school systems could have positive effects on girls’ education.

3.5.3 Sexual Harassment in Schools

Feminist writers argue that in some societies, women feel that they are objects of male sexuality, with little sense of their own rights to sexuality and perhaps even less sense of their own desires (Brock & Cammish, 1997; Measor & Sikes, 1992). According to Measor and Sikes, women do not have ownership of their own sexuality; therefore, sexual harassment in school becomes a recurrent factor preventing them from benefiting from education. Brock and Cammish shed light on the realities of adolescent sexuality and argue that adolescent sexuality and the need for sexual education is not adequately addressed in schools. In a survey conducted in seven developing countries, Sierra Leone had a problem of precocious sexual activity among adolescent girls. This could be explained as the tendency for adolescent girls’ to obtain money from older and rich men who would fund their education exchange of sexual gratifications.
 In Botswana in the 1990s, 75 percent of all female dropouts at junior secondary schools were forced to leave school because of pregnancy. Although the country’s national policy called for the expulsion of the boys responsible for pregnancy, only 3 percent of boys who found responsible were actually expelled (King & Hill, 1990).
3.5.4 The Hidden Curriculum

Feminist researchers have looked at the influence of the hidden curriculum on girls (Measor & Sikes, 1992; Kelly, 1987). The official curriculum details the knowledge and skills the pupils are supposed to be learning in the school. A number of authors have shown that the pupils learn a variety of other things in addition to academic skills in school (Measor & Sikes, 1992; Kelly, 1987). The hidden curriculum transmits a number of messages about the appropriate way for adolescent girls’ to behave in schools, in the community, and in their personal lives and relationships. Kelly (1987) states that teachers, textbooks, and materials limit girls’ expectations, reinforce girls’ negative self-perceptions, and encourage girls’ to follow subjects in the home sciences that are appropriate for the future roles of women as mothers and wives, while encouraging boys to take more academically and technically oriented subjects. Male teachers themselves believe that girls’ are less competent than boys in these subjects, and girls’ lack of participation in these areas continues. 

The above studies show that practices instilled in the school culture contribute to the creation of different educational achievements between sexes, and prepares boys and girls for quite different kinds of lifestyles. The hidden curriculum, a lack of sex education, and sexual exploitation are all factors that prevent girls’ from benefiting to the full extent in education. In this respect, it is important to find out how the above findings in relation to the sexuality of adolescent girls, vulnerability, and exploitation come into play in a post-conflict context. 
3.6 Home/Community-Based and Peer Group Factors Contribute to Girls’ Education 

Gender is an adjective and a verb, as described by Unterhalter, and it entails looking at gendered relations not only within schools, but also in households and the community (Unterhalter, 2007). That means there is a broader political economy that affects household education and the decision-making process. The following section, using Unterhalter’s analysis on gender as an adjective and a verb, examines how gendered relations in communities and homes affect girls’ education. Later on, it could be useful to analyse girls’ education specifically in post-conflict contexts, but first it is important to illustrate how the family decision-making mechanism functions when making education decisions in general and regarding girls’ education in particular.
The home is the basic unit of all societies. A child who starts school has already received his or her earliest education in the home/community environment (Bronfenbrenner, 1979). Such a child, even when he or she starts going to school, is the recipient of whatever constructive influences that may have resulted from the interrelation of home/community. Anderson (1988) and King (1990) state that girls from homes of a low socioeconomic status incorporate a culturally disadvantaged value system and have a series of negative factors that affect their achievement and retention in school. This stance is supported by Bourdieu (1986), who says that children who come from families that have less cultural capital are doomed to fail in school.
Sen (2005) analyses how the income distribution within the family affects females and males. Well-being or freedom of individuals in a family depends on how the family’s income is used and the interests and objectives of different members of the family. According to Sen, gender bias does appear to be a major factor in the way resources are allocated amongst family members in many countries in Asia and Africa. The distributional rules followed within the family, for instance, related to gender or perceived needs, could make a major difference to the educational attainments and situations of individual members. If family income is used disproportionately in the interest of systematic “boy preferences,” deprivation of the girls’ education is unavoidable. Such home-based factors cause low self-esteem and a lack of future direction amongst girls. 
3.6.1 Social, Cultural, and Economic Capital 
Social and cultural capital is a concept that is widely contested and debated in academia, in many ways, but this study does not intend to evaluate every approach to this concept; instead, it will explain how the concept is used for educational opportunities. Bourdieu (1986) discusses social and cultural capital and deals with the resources in families and communities embedded in social networks. According to Bourdieu, social capital is a collective asset shared by members of defined groups, with clear boundaries and an obligation of exchange and mutual recognition. That means supportive relationships between kin, friends, and neighbours in one geographical setting in a community maintains various coping strategies to survive using available social capital. According to Field (2003), social networks are valuable assets that provide community members with the backing of collectively owned capital. For instance, a neighbour or a household member might offer a helping hand to take care of a baby so that the young mother can continue her education. Social capital can also be abused, in the sense that it could be used as a function of social control, like negative attitudes in the local community towards educating girls. Child marriage and harmful traditional practices are easily identified as a function of social control. In such environments, social control is particularly hard on women and girls’, to a point that it is detrimental to their well-being and, thus, is no longer a positive resource. 

To Bourdieu (1986), cultural capital can exist in embodied, objectified, and institutionalised forms, and altogether with an investment in time, cultural capital is in much of what generates ability and talent. Bourdieu’s definition of cultural capital in relation to family is that every family socialises their offspring by directly and indirectly passing on certain core values that constitute particular cultural capital. Cultural capital includes a girl’s social background such as the intellectual atmosphere at home, as well as her parents’ and other adults’ attitudes towards her education and the value attached to girls’ education by her family and community. According to this argument, if parents are illiterate, it is difficult for children to get adequate support from home; thus, they lack the essential cultural capital needed to succeed in school. In other words, children who come to school without the “appropriate” cultural capital at home are effectively doomed to failure (Bourdieu, 1986). Bourdieu’s social, cultural, and economic capital theory could be relevant to studying girls’ education in post-conflict contexts, in particular by looking at how availability and non- availability of such capital prevents girls’ from benefiting from education in the transition period. 

3.6.2 Peer Group Socialisation and Home-Based Factors 

The other important aspects dealt with in the literature are individual and peer group interactions that contribute to educational achievements. It is important to emphasise that schools and teachers are not the only factors at play in this context. The attitudes of pupils and peer groups are important aspects that need to be considered (Bronfenbrenner, 1979). Kinderman brought into focus the relationship between children’s motivation in school and peer group socialisation. According to Kinderman (1993), peer group socialisation is one of the factors that increase children’s enthusiasm for school. The peer group interactions and socialisation processes are important factors in children’s motivation at school and contribute to educational achievements. Thus, a positive peer socialisation process in school is life support for girls´ as it increases social cohesiveness and girls’ enthusiasm, personal adjustment, and it directly improves their academic learning and success (Measor and Sikes, 1992).

King (1990), on the other hand, suggests that implementing strategies to get girls’ into school, as well as to stay and perform well, need to take into consideration the influence of peer groups and the individual factors to which girls’ are susceptible. According to King, the patterns of interaction—the way girls’ are treated by adults in the school—indicate a social code for girls’ behaviour and send different messages to girls’ and boys about how their behaviour and sexuality ought to be; this affects peer group formation in school.
According to a UNICEF document (2005a), sexual exploitation of girls’ is usually condoned by society, and it is associated with increased health risks as well as increased school dropouts rates and the denial of opportunities for girls. Kabo (1988) reveals that the culture of silence concerning sex and sexual matters has negative effects on girls. In particular, sexual matters are shrouded in secrecy and are forbidden subjects of discussion amongst girls and adults. This culture of silence pertaining to sex actually affects girls’ active participation in education as girls’ ignorance of safe sex, preventive methods, and STDs invariably gets them into trouble. Brock and Cammish (1997) suggest incorporating peer group discussions and counselling in schools pertaining to sexual matters, safe sex, and the consequences of early pregnancies. 
Part IV

4. Methodology

As it was mentioned earlier, this study assumes girls’ education is a developmental activity and should be undertaken from a developmental perspective, not only to emancipate young women to fight against inequalities and gender oppression, but also to transfer educational success to socioeconomic mobility. None of the previous studies have captured the complex situation in which education is continuing in the post-war context. Against this backdrop, by using an innovative research design, this chapter introduces a methodological framework that has been used in this study to highlight factors that prevent girls from benefiting from education in post-conflict context. Integral to such a research design is also a commitment to a feminist methodological approach (Smith, 1990).

Durkheim (1973) stated that educational realities need to be observed not only by analysing schools and classroom setting in which education takes place, but also other spheres in community life. Female students’ own values and social reality that they brought to school was normally constructed in the nexus of family, community, and society at large (Bronfenbrenner, 1979). Especially for countries in transition, it is important to identify emerging changes in community life that have had an effect on households and on girls’ lives in particular. By studying what girls, their parents, teachers, and community members have said and how they behaved in different contexts and in their immediate environment, this study has shed light on their behaviour and provides a meaningful interpretation. 
The Bronfenbrenner theoretical model used in this study shows that the layers of family, community, and society are closely interwoven, influencing one another and affecting the individual. This factor was considered when obtaining theoretically relevant data from each of these layers. Berger and Luckmann (1966) argue that everyday reality is socially constructed, and the sociology of knowledge must, therefore, analyse the process in which this occurs. In order to satisfy these positions as described by Berger and Luckmann and by Durkheim and give a comprehensive overview of the findings, several innovative methods are adapted in this study. 

The qualitative research which is used in this study engages in an interpretive approach that is concerned with how the social world is interpreted, understood, experienced, and constituted. It draws upon Weber’s interpretive sociology that describes sociology as a science that brings out the interpretive understanding of social actions. Weberian thought has lent credence to the idea that the value of an object of research is dependent on the interests of the researcher and thereby invariably subjected to the subjective and meaningful understanding of what one researched (Weber, 1987). The data was accordingly transcribed, interpreted, and sorted out thematically according to the perceptions and categories derived from the data. Data was in its turn collected in relation to Bronfenbrenner’s model—in other words, data collection was guided by this analytical model. 

The methodological framework is divided into several areas. First, the research locations are presented; next is an explanation of the different schools that are included in the study and the reasons for the choice. Then the data collection strategies and how data was interpreted are described. This is followed by an explanation of issues related to gaining access to the research locations and subjects and also the issue of ethics. 

4.1 Research Design

4.1.1 Research Locations

In order to study the dynamics of girls’ education in a post-war period, it is important to locate an area where war has left substantial destruction on societies and livelihoods. The two areas chosen for this study, namely Bomi County in Liberia (BL) and Bo District in Sierra Leone (BS), were affected by the atrocities of years of war, and they provide ample ground to study girls’ education in a post-conflict context. It is important to mention that war affected people nationwide, but there were some areas directly subjected to the war and disruptions, and as a consequence, they were exposed to a host of negative implications. 
The main reason for selecting semi-urban areas like BL and BS to perform this research was owing to the availability of basic amenities and security, as the researcher lived among the people and moved about freely, interacting with communities. The other reason for their selection was the information provided by the MoE in each county; it was found that both areas were constantly in transition owing to refugee and “internally displaced people” (IDP) movements, and underwent substantial destruction during the war. Furthermore, at the time of selection, both locations’ schools were functioning well—some part of the school infrastructure was restored, and children had more than four years of education as war had ended in the Bomi area in 2003 and in Bo Town in 2000. 
4.1.2 Choice of Schools

Three secondary schools from each country were selected to study girls’ education. The three secondary schools that functioned fully in Bomi were C. H Dewey Secondary School, the Islamic faith-based Al-Rashad Arabic School, and the community-based Plantation School. The three schools selected in BS were UCI Secondary School, Al Namya Islamic School, and Kakua Community School. All six schools were totally or partially destroyed during the war and reconstructed and reopened after the war. Plantation School in BL was the only school situated outskirts and needed transport to access it. When there was no transportation available to return from the research location, I stayed with a family living in the community. This provided inside knowledge on how community recover after the war. In this respect, immersing myself into this setting gave vital background knowledge to the study. 
The C. H Dewy School is a government-owned high school in BL that comes directly under the MoE. The school was also one of the first to be rebuilt and opened in Bomi, in order to give some kind of normalcy to children who had been IDPs and refugees. The school had a total number of 529 students from the age of 14 to 27 years old. The teaching force consisted of 2 female teachers and 17 male teachers. The total number of female students registered was 106, and male students numbered 423. The school consisted of a school library, a computer lab with 17 computers. Computers had been donated by NGOs but were hardly being used, owing to electricity problem and non-availability of IT teachers. When an IT teacher was present, students did not regularly attend computer lessons, as lessons were not integrated in the school timetable, thus causing students to take computer classes after school. Students, especially girls, found it hard to devote after-school time to these classes. School also provides separate toilets for girls and boys, and water fountain with drinking facilities. As with all government and government-assisted schools, the school followed the conventional curriculum decided by the MoE, and eligible students sat for the Western African Council Examination at the end of the three-year junior secondary cycle to obtain a BECE certificate.

The second school selected was the Plantation Community School, which functioned as a rehabilitation and reintegration place where a specially adjusted curriculum was introduced to meet the needs of the community. The school consisted of primary, junior secondary, senior secondary level, and a one-of-a-kind integrated vocational programme. The entire syllabus in the junior secondary school was adjusted to promote a curriculum focused on the sustainability of the community. The school board consisted of an interim management team appointed by the MoE and the rubber plantation business community. The interim management team, in turn, appointed the school principal and staff. Teachers’ salaries were paid by the MoE. The total number of students in the school was 1500, consisting of primary, secondary, and vocational levels. The students, do not sit for the Western African Council Examination, instead promoted on exams conducted within the school system.

The third school in the study was Al-Rashad Arabic School. The total number of students was 450, and the school was rebuilt after the war with support from the government of Saudi Arabia. The school had one female primary teacher and no female teachers at the secondary level. The rest of the teachers (nine) were male. The school also included a Community-Teacher Association (CTA) body that was involved such as maintaining the property, distributing food rations and other logistic aspects. The salaries of the teachers were paid by the government, but the rest of the school expense was paid by the CTA, and the school levied fees at the secondary level similar to all secondary schools in Liberia and Sierra Leone. Especially at the primary level, religious values were emphasised. 

The fourth school was Al Namya Islamic School in BS, consisting of primary and secondary classes with a total number of 340 students. All five of the female teachers taught at the primary level and none at the secondary school. The school was similar to Al-Rashad Arabic School in Bomi County, a government-assisted school. The presence of the CTA was prominent in the school to the point that Islamic values were protected as the school also received funds from Islamic NGOs in the Middle East. The school also followed the central curriculum from the MoE with Islam and Arabic classes at primary level. 

The fifth school included was the Kakua Community School from BS, and it consisted of only a secondary school. The total number of students was less than 150, and girls’ equalled the number of boys; in some classes, girls’ outnumbered the boys. The school had a female leadership. This was also a government-assisted school but with a strong presence of the CTA engaged in all extracurricular activities. According to the principal, the CTA decides school materials to purchase for school activities, and the CTA is also responsible for hiring of teachers. This school gave high priority to girls’ education, and there were a number of girls receiving scholarships under the SIABU programme. (The SIABU programme is explained in detail in a following section.) 

The last school was UCI School one of the largest government schools in Bo Town. In order to accommodate a large volume of students, the school operated with double sessions, having primary school sessions in the morning and secondary school sessions in the afternoon. The majority of teachers, including the school leadership, were male. The secondary school had only two female teachers. 

4.2 Instruments of Data Collection 

The research design used five methods to collect data including questionnaires, participant observation, semi-structured interviews, group discussions, and in-depth interviews. The decision to use extensive and multifaceted methods was due to the complex nature of the entire study.

Table 1: Sampling Frame, Population, Methods, and Duration
[image: image5.emf]Population Liberia Sierra Leone Methods Duration

Girls in school 12 12 In-depth-interviews 52 hours

Dropouts (girls) 6 6 In-depth-interviews 24 hours

Girls and Boys 98 98 Questionnaires 10 hours

Mothers 7 6 Semi-structured 16 hours

Teachers/principals 5 5 Semi-structured 12 hours

Ministry staff 5 2 Semi-structured 10 hours

Boys and girls in school 11 10 Group discussion  20 hours 

Women groups 8 6 Group discussion 3 hours

Total population

152 145

Number of people


Junior secondary school structure in both countries is comprised of three units, form I, form II, and form III (grades 7, 8, and 9).The pupils attending JSS (junior secondary school)  were interviewed as it was assumed that this was the level where girls faced dropping out and problems based on their gender (Brock & Cammish, 1997). This fact is also stated in secondary data statistics—UNESCO gender gap measurements (UNESCO, 2007). Another reason for selecting secondary and not primary school students was owing to their ability to communicate and reflect better on educational situations. The girls’ who dropped out of school were the ones who did not secure a place in vocational education; thus, they completely fell out of the educational system. That means sample of the girls’ who dropped out of formal school were not categorised if they were already in vocational education. In the educational system available in Sierra Leone, girls’ and boys have the possibility of continuing in the vocational education sector after primary school. In Liberia, there are no established vocational training programmes integrated into the educational structure, unlike Sierra Leone where dropouts are provided with other alternatives. 
 The gender disparity and problems girls’ face as compared to boys needed to be analysed by including boys in the research; other than in-depth interviews, boys were included in all the other data collection methods used in this study.

The questionnaire was designed and used to elicit information that was easily quantifiable and could be analysed and interpreted to allow comparative assessments. Three schools in both locations were selected as the Bomi County area of research has only three junior secondary schools in operation; similar kinds of schools were selected from Bo, Sierra Leone, for comparative purpose. The survey questionnaires were performed on a total number of 220 students attending JSS III. The procedure was smooth in both locations, and students took approximately one hour to answer the questions. The questions were mainly close-ended and structured, and pupils were expected to select or give short answers. At all six schools 220  students participated in the survey and only 98 from BL and 102 from BS, completed questionnaire successfully. In order to match the number in both locations, 98 respondents were randomly selected from both BL and BS respondents. In the samples included in the analysis, 3 percent of the students from Sierra Leone and 23 percent of pupils from Liberia exceeded 18 years of age. This means some of the girls’ in the survey are more than 18 years old, but analysis is based on their position as pupils; therefore, age is not taken as a considerable factor. 

The results of the questionnaire were analysed to distinguish household economy, household character, religion and religiosity, parents’ educational background, amount of time girl’ compared to boys spent on household work, the hours worked outside the house, and educational aspirations. Information about their immediate household was gathered according to the type of house they lived in; how many members lived in the household; whether they lived alone or with their parents or relatives; and if they rented a place or owned land. Guardians’ occupation was also analysed to find out the socioeconomic background of the household. This information combined with how many members in the family attended school gave the possibility of approximately assessing the economic burden on the household in relation to expenditures on education. Parents’ education was gathered to find out whether there was a relationship between parents’ education and child’s education.
  School-related questions were raised about PTA/CTA (Parent-Teacher Association/Community-Teacher Association), principals, teachers, curriculum, school climate, school materials, and recreational activities. Sensitive questions on pregnancy, war, death, and displacement were withheld from the questionnaires. The survey did not extend to dropouts. The survey did not aim at giving answers to research questions; rather, it was designed to gather background knowledge for the study. 

Participatory observation was used to gain knowledge of the research settings. According to Atkinson et al. (2001), participatory observation is an ethnographic approach grounded in a particular ontological perspective that sees interactions, actions, and behaviour and the way people interpret them and act on them, and so forth. Mason (2005) described participatory observation as a way of generating data that entails the researcher being immersed in a research “setting” to experience and observe the social world firsthand, including a range of dimensions particular to a “social setting.” That means observing daily routines, conversations, language, rhetoric used, and styles of behaviour—including non-verbal behaviour—that are performed in the context of a “setting,” which in return enables the researcher to encapsulate the ontological perspectives of social phenomenon occurring in such a natural setting to excavate valuable data necessary to explore girls’ educational situation in a transitional period. 

The researcher participated in classroom sessions, including all classroom activities, took part in breaks, walked home with students after school, had meals together, and did household chores such as picking charcoal in the forest and carrying it to the market, as well as selling it together with the girls. Teachers’ behaviour and socialising with pupils were observed during classroom sessions and during breaks. I also spent time with teachers in the staff room during breaks and often engaged in lengthy conversations. These conversations helped me to find out whether there was a difference in the manner in which teachers addressed girls’ and boys, and to learn teachers’ routines. Peer group behaviour and interaction was studied during breaks and after school. In both locations, I had the opportunity to have long meetings with the district education officers, also the main contact person who was responsible for my stay in the area. In return, he introduced me to various stakeholders, women’s organisations, community members, and schools.

I spent a large part of my evenings at girls’ households. In both locations, households were visited from the “back side”—in other words, starting from the outdoor kitchen, where women sat and cooked. In both cases, once the necessary protocol was understood and obeyed, it was easy to enter into a conversation and the women were friendly and happy to talk, always offering great hospitality. Approaching women from the back side of the house helped not having to engage in lengthy discussions with male household members (not necessarily related to the girls, mostly tenants), who assumed that as an outsider, foreigner, guest, or researcher, I should be interacting with them first, not the female folks in the back of the house. This is an interesting point to elaborate on in explaining how the household space and resources were negotiated between genders according to a hierarchy in some of the households visited. The girls’ were not present all the time, but parents, a relative, or some member of the household always spent time with me eating meals, answering questions, and explaining their daily life. All such community participation and interaction with household members provided further acquaintance with sociocultural norms, behavioural patterns, mimics, interactions, and daily routines. 
Will the motivations behind certain norms, values, or discourses be fully expressed or visible in these selected settings and answer questions about factors preventing girls’ from benefitting from education as compared to boys? Could this be answered through these chosen settings? Can settings themselves be understood solely from the inside? To answer these questions and to minimize the methodological constraints, the study introduced a further step—group discussions and interviews.

Group discussions were used to discuss girls’ and boys’ educational aspirations and difficulties after the war. Girls and boys, 16–18 years old, from each school volunteered to take part in the discussion. School-age groups between 16 and 18 years of age discussed the following themes: educational aspirations, education difficulties, education needs, dynamics that emerged after the war that had direct impacts on their education, their understanding of the educational structures at the time, and whether they thought education actually brought them the benefits that they had envisioned. The discussions took place in rather informal settings, without any structured interviews, but the entire process was videotaped. (Students were at first curious about the videotaping. I allowed them to get familiar with the machine by passing it around and answering curious questions, and later on I showed a sample play on the computer). Group discussion encouraged all participants to voice their thoughts. However, the process was not always easy as some students spoke too much and some (mostly girls’) hardly said anything at all. However, these discussions gave vital data for further investigation into the circumstances in which girls’ education is taking place in the post-conflict period, as contrasted with boys’ education, as well as problems girls’ face when it comes to continuing their education, as compared with boys. 
The semi-structured interviews were conducted with teachers, parents, and community women’s groups to better understand girls’ educational environment. During this process, informal discussions were generated to obtain answers to questions such as what are teachers’ and parents’ view on the girls’/daughters’ education. Crosscutting issues between teachers and parents were discussed. Questions were also raised to find out whether families select whom to educate according to gender and how their decision/choice was motivated. Do girls’ have more responsibility at home compared to boys? What is a daughter’s role compared to a son’s role in bringing in family income? Questions were also asked to women’s groups about community involvement in girls’ education. What more could schools and families do for those who drop out of school? 
The in-depth interviewees were selected from all six schools, four girls’ from each school. A total of 24 girls were interviewed on three occasions. The selection process for in-depth interviews was done by requesting that three to five girls volunteer from each class who were prepared to spend a considerable amount of time with the researcher. However, the Islamic school in BL had only four girls attending JSS; all four voluntarily participated, and their parents or household heads were informed. From the rest of the five schools, 30 girls’ volunteered, but I selected only 20 girls, 4 girls’ from each class, taking into consideration the logistical aspects of the study. So that I would not have extensive travelling, girls’ living a far distance away were deliberately not included. Interviews were conducted mostly in the school garden, the women’s centre provided by the DEO, or the researcher’s guest-house residence during the study. Some interviews lasted just 30 minutes and others 2 hours, depending on both the researcher’s and interviewees’ moods and the available time. The girls’ who spent less time in the first interview spent a longer time in the second round and the third round. All interviews were tape-recorded. The same procedures were followed with the in-depth interviews of 12 girls’ who dropped out of school. Girls’ who discontinued schooling were interviewed in their home environment. During the interview process, efforts also were made to find out what schools were attended prior to dropping out. The original plan was to include an equal number of girl dropouts from the respective schools in question. However, this process proved to be difficult as the girls on the dropout lists obtained from the schools have moved into various locations, and it was difficult to trace them. Hence, access to dropout students was achieved using the snowball method with the help of the girls’ who were already attending school. Snowball sampling is a method of selecting a sample by starting with a small, select group of respondents and asking them for further contacts (Denzin & Lincoln, 2005). 

Mason (2005) described that qualitative research operates from the perspective that knowledge is situational and contextual; therefore, the job of an interviewer is to ensure that the relevant contexts are brought into focus so that situational knowledge can be produced. In this part, the qualitative interviewing involves the construction and reconstruction of knowledge more than the excavation of data. The in-depth interview process was designed to provoke questions to maximise knowledge in relation to gender socialisation in school, at home, and in cultural, religious, and other community values that were related to girls’ education. Although themes were outlined for in-depth interviews, I had to be flexible when the actual interview occurred. In a way, the in-depth interviews with the girls’ were conducted as the final method of discovering the most intimate details pertaining to issues on gender socialisation, gender oppression, and other factors that were not uncovered previously in ethnographic encounters and group discussions or that needed verification. According to Bryman (2005), a key feature of field research is flexibility as a way of adjusting to the fact that we cannot know all relevant questions before entering the field. Prior to entering the field, some preparatory work was done along with determining a line of questions; however, improvisations had to be made and new questions were created as several new factors emerged. The majority of the interviews were conducted in English, as the official language of Liberia and Sierra Leone is English. An interpreter was used when interviews were held with parents who were less accustomed to the English language. All the methods mentioned above used in this study provided a rich database. 
4.3 Access and Issues of Ethics 

Access and ethics are specifically important in approaches to ethnographic research (Atkinson et al., 2001). When it concerned access, as mentioned earlier, the MoE in both countries extended their full support and provided me with the service of district education officers (DEOs). Permission to interview schoolchildren, teachers, community leaders, and other stakeholders was facilitated by the DEOs. Access to households and other community activities became feasible with the assistance of members of women’s organisations and female students. In fact, both girls’ and boys were extremely helpful in extending assistance to find girls who had dropped out of school in their respective neighbourhoods. In Bo Town, the vice-chancellor of Njala University provided the university’s guest accommodations and helped with other logistical aspects in getting access to various important places that were relevant to the study.
A researcher studying adolescents in post-conflict contexts, where gender-based violence has been a recurrent event, faces a range of ethical concerns. In part, these ethical concerns arose because some of the interviewees wanted to remain anonymous. I had to ensure that the materials collected took this into account. Therefore, I, as the researcher, took special precautions during each interview to ensure that the identity of the participants is not revealed. 

Part V

5. Human Rights Framework to Examine Girls’ Education 
This part presents several macro factor analyses related to education, and girls’ education in particular. The Bronfenbrenner model adapted by this study takes into consideration the global, social, economic, and cultural systems in which children’s development takes place. The human rights approach to education is slowly beginning to emerge in mainstream literature and international work. However, very few studies have attempted to use a human rights framework to analyse girls’ education in post-conflict contexts. Against this backdrop, this chapter highlights the impact of the educational right of the child, giving special attention to the children’s rights acts in the African Charter on Human and People’s Rights. In doing so, this chapter focuses mainly on three acts—the protection of children from exploitative labour, sexual exploitation, and harmful traditions—and seeks to find out to what extent implementation of national policy in accordance with a human rights framework has been successful in protecting children’s right to education in Liberia and Sierra Leone. 
Before discussing human rights framework to analyse girls’ education it is important to pinpoint macro elements such as economic, sociocultural and global imperatives that play a vital role in education and girls´education in particular.  According to the statistics produced by a recent EFA report by UNESCO (2007), in most parts of sub-Saharan Africa, girls’ education is marginalised to a large extent; the reasons could be explained in the realm of economic, sociocultural issues, and traditional gender roles (King, 1990; Sen, 2005; Brock & Cammish, 1997; Unterhalter, 2007). Poverty prevents millions of children, especially girls, from attending school (Kirmani, 1990; Anderson, 1988). Poverty is a well-established factor and the major roadblock preventing children from education. International partners have used various strategies to provide financial assistance to the educational sector through various global schemes, which has actually benefited to a large extent by getting more children to school, but it has deteriorated the quality of education. Recent developments have increased the number of children enrolled into schools, but the lack of expansion of educational facilities raises concerns with such projects. 

Mittler (2003) points out that the root cause of the failure of so many nations to meet or even approach universal targets such as EFA and MDGs on education is low priority and lack of political will rather than the lack of resources. Mittler draws attention to countries such as China, Cuba, Indonesia, Laos, Lesotho, South Africa, Sri Lanka, Uganda, and Vietnam, who have made deliberate decisions to invest in education and have been able to gain remarkable results in achieving educational targets. In an analysis of Kenyan educational policy, Kirmani’s (1990) view supports Mittler’s analysis when arguing that the true barrier to low enrolment and persistence of female education was not parental aspirations, but rather finance and political will. 

It is well argued that equal opportunities in access to obtain quality education enhances the possibility of acquiring a good social and economic position and promotes equity amongst its citizens. Breen and Jonsson (2005) and Goldthorpe (2000) argue that individuals—despite their ascribed characteristics such as ethnicity, gender, religion, and class—are able to acquire a better socioeconomic position in life by having access to equitable education. In other words, equally distributed education allows a society to combat gender, religious, and tribal differences and the various kinds of marginalisation that its citizens face in that context. However, Grusky (2001) argues that if one is born into poverty, he or she is almost guaranteed to receive a poor education due to issues such as poor government-funded schools, location, transportation, and other social constraints. As is the case for many of the countries in sub-Saharan Africa, children’s education in Liberia and Sierra Leone is largely characterised by the shortcomings that Grusky has mentioned. According to these arguments, respective nations’ capacity to provide free and quality education essentially has the possibility to transform societies as gender gaps in educational matters and hindrance to girls’ education deprives a nation of the full contribution of its citizens. 
It is argued that in transitional societies, education helps to reduce economic, social, and ethnic polarization; promote equitable growth and development; and build a culture of dialogue rather than violence, hence building sustainable peace (Sommers, 2002). Other important aspects typical to transitional nations have been illuminated by few studies. According to a report from the UNHCR (2008), both in Liberia and Sierra Leone, people who left their rural homes owing to the war continued to live as refugees. Reasons that were given related to the geotechnical nature of conflicts, disruption of family structure, bad memories, and most of all, fear of being subject to similar kinds of ordeals (Collier & Elliot, 2003; Davies, 2005; Addison & Marisoob, 2005). Another social aspect discussed in the literature typical to transitional societies is the diminishing of law and order and, hence, the lack of social disciplinary (Collier, 2005). Collier, in this regard, explains that unless law and order is sustained in transitional countries by strengthening the judicial and police systems, societies risk entanglement in conflict again. Sommers (2002) and Williams (2006) specifically point out the importance of integrating schools in post-war nations to instil core values and bring positive changes. 
5.0.1 Excessive Girls’ Labour 

Sociocultural constraints also bring into awareness culturally attributed social meanings and ideologies negatively placed on girls’ education (Coomaraswamy, 1997). Girls´ make up the majority of the more than 121 million children out of school (UNICEF, 2005a). According to UNICEF, the single greatest stumbling block to the achievement of Education for All is gender discrimination. In societies where women’s life options are typically to marry and bear children, girls’ education may be considered a luxury, especially after her contribution to household chores and agriculture work (Brock & Cammish, 1997). According to researchers, for many young children, especially girls in rural, disadvantaged communities, household chores and income-generating tasks become a part of their daily routine. Once such routines are ingrained, it becomes difficult to introduce schooling into a child’s life. This is one of the major reasons why many children are not sent to school at an appropriate age.

A study conducted by Hueber and Loaiza (2002) in 25 sub-Saharan African countries of children ages 5 to 14 years showed that excessive labour in and out of the home interferes with regular school attendance and contributes to repetition of grades and school dropouts. The study also revealed the relationship between regular school attendance and household work and how the latter affected boys’ and girls’ differently. 
5.0.2 Harmful Practices Inculcated in Homes and Communities

Child marriage is another sociocultural constraint that has a direct affect on education, and it especially denies girls´ the right to education (UNESCO, 2006b). Adolescent girls’ are particularly vulnerable to child marriage and other harmful traditional practices. Feminist literature criticises that the strategies on girls’ participating in educational programmes often fail to address this problem (Measor & Sikes, 1992). In studies conducted in various other countries, not necessarily post-conflict societies, researchers have observed that the continued dismal record of girls’ participation in education is closely correlated to child marriage (King, 1990; Smock, 1981). According to the Population Council Report quoted in a UNESCO report (2006b), in the next 20 years, 100 million girls’ are likely to be married before the age of 18. Every year, some 14 million adolescent girls’ give birth. They are also two to five times as likely to die owing to pregnancy-related complications.

There are factors specific to Sierra Leone stated by Pratt (1982). Pratt interviewed100 parents in the Southern Province of Sierra Leone whose daughters had dropped out of school, and these interviews revealed that daughters had been withdrawn from school during the first year at the secondary level after they had been initiated. In Sierra Leone, according to WHO (1991) statistics, female genital cutting practices (initiation) occur in 90 percent of the population, and in Liberia it is 40 percent. 

A typical example of the barriers being faced by girls’ was also illuminated in a case study conducted on girls in Mali by Smock (1981). According to Smock, 72 percent of rural girls who live in Mali do not attend school. Education is often cut short by forced child marriage. In the village in which Smock conducted the study, there was not a single girl with a high school diploma. For them, education is a remote dream or restricted to primary school. According to Smock, a lack of secondary schools in rural areas has led to the prevalence of child marriage. Furthermore, Smock states that the perception that a girl does not really need to be educated was widely echoed in these communities in Mali. Girls’ will leave to establish a family elsewhere; hence, families were reluctant to invest in girls’ education. 
Bangura (1972), who has conducted research in the Northern Province and the Eastern Province in Sierra Leone, which together make up a high population of the female dropouts in the country, argues that religious factors inhibit girls’ education, and the tenets of the Muslim religion have negative impacts on girls’ education. Bangura reveals that most parents withdraw their teenage daughters from secondary schools to get married when they reach the age of puberty. However, Brock and Cammish (1997) disagree that the Islamic faith has a negative effect on the participation of girls’ in school. For them, the low participation of women in education can be traced to customs rather than religion. 

Although the literature does not analyse child marriage and harmful cultural practices in post-conflict countries enough, several studies have identified changes in cultural patterns and kinship practices in post-war societies, owing to the disruption of community and family structures during the war (Adebajo, 2002; Collier, 2005; Davies, 2005). Therefore, it is useful to find out how these diminishing cultural patterns and kinship practices that influenced girls’ education in pre-war are functioning in the transitional period and how the existing national policies protect children from such harmful practices. 

5.0.3 A Rights-Based Approach

Although the UN Convention on the Rights of the Child came into effect in 1989 and the African Charter on the Rights and Welfare of the Child in 1999, the number of children excluded from their education rights is still alarmingly high throughout the world. UNICEF (2005a), in an annual report on the state of the children, points out that 113 million children in the world never attend school, two-thirds of whom are girls. About 150 million children drop out of school before they can read or write—two-thirds of these are girls. One in four adults, which is 872 million people, cannot read or write—two-thirds of these are women. The percentage of children out of school is even higher in post-conflict countries. As it was mentioned earlier, the dropout rates of girls’ in secondary school have increased in transitional nations (UNICEF, 2006b). 
5.0.4 Challenges to the Universal Declaration of Human Rights

The human rights framework was engaged in this case to cover this broader area that has profound influence on the development and rights of children. More specifically, the rights-based approach allowed the rethinking of macro-developmental issues pertaining to girls’ education. Using secondary data and applicable doctrines, this section analyses methodology used by Liberia and Sierra Leone to protect children’s right to education, in particular the rights of girls. In doing so, references are made to national policies in each country to analyse how the existing methodologies bring about the successes and failures in their applicability to protect girls’ rights to education.  However, before embarking into the applicability of certain rights stipulated in the African Charter by nation states, it is important to bring into the discussion the existing tension between the Universal Declaration of Human Rights and the African Charter. When the Universal Declaration was being formulated in 1947, soon after WWII, the executive board of the American Anthropological Association warned of the danger that the declaration would be a statement of rights conceived only in terms of the values prevalent in Western Europe and America, and condemned the ethnocentrism that it embodies. They pinpoint the importance of recognition of cultural differences between countries (Evans & Murray, 2002). Ever since, there have been numerous discourses about human rights documents related to cultural relativism that argue how colonial powers could determine what is universal. In other words, it was argued that “universalism” emphasised in human rights was another function of imperialism, with a few dominant nations presuming to prescribe principles and philosophies of life for the rest of the world—meaning international human rights standards are seen as simply European or Western norms that are being imposed upon all other contemporary cultures. Considering these criticisms, some concessions have been made by agreeing to certain human rights norms that have universal acceptance, and others are negotiated to consider the prevailing cultural or historical or other values applicable at any given time and place (Evans & Murray, 2002). The theory of cultural relativism is something unavoidable if one is to have a truly fair and just application and understanding human rights (Pityana, 2002). However, some scholars argue that, irrespective of cultural relativism, there is much in today’s list of human rights that are globally attractive to all people, including those who care deeply about the survival and independence of distinctive cultures and norms (Nickel, 2007). According to these arguments, human rights standards have a number of features allowing them to accommodate diversity and a language of rights that are attractive to all cultures everywhere and which show respect for human dignity. However, despite pros and cons on how human rights ought to be, increasing levels of different strategies have been developed by the global community to ensure compliance with rights according to the international norms and to achieve sustainable peace, security, human dignity, and development worldwide. As a result, increasingly, human rights advocacy is used as part of the process of integrating the concept of equity, in order to eliminate all kinds of inequality, exploitation, and violations against all human beings. Furthermore, despite the challenges, the universality principles have received the enthusiastic support of many prominent human rights scholars in Africa and elsewhere. In light of this, UN High Commissioner Mary Robinson wrote in the UNDP Human Rights Report 2000: 

Universality is, in fact, the essence of human rights; all people are entitled to them, all governments are bound to observe by them, all State and Civil actors should define them. The goal is nothing less than human rights are for all. (UNDP/HR, 2000, p. 47). 

Relativist arguments were finally settled down by saying that all human rights are universal, indivisible, interdependent, interrelated, and capable of universal application. However, the significance of national and regional peculiarities and various historical, cultural, and religious backgrounds need to be considered. The African Charter was created and remoulded to support universal versus culturally relative supposition.

5.0.5 The Importance of the African Charter to the African People

The African Charter is the regional mechanism for the promotion and protection of human rights on the African continent. In many ways, the African Charter is unique to international and European human rights—in the Universal Declaration and subsequent human rights treaties (Evans & Murray, 2002). The African Charter emphasises freedom, equality, justice, and dignity as essential objectives for the achievement of the legitimate aspirations of the African people. While paying particular attention to civil and political rights, it clearly says that social and cultural rights are also necessary to achieve the total liberation of Africa. 

The African Charter, which complements the UN Convention on the Rights of the Child and is seen as an important framework, aims at promoting and ensuring the protection of human and people’s rights as a priority for Africa and was created in 1981 (Quinn & Degener, 2002). It acknowledges that observances of human rights are indispensable for maintaining national and international standards to promote peace, security, and sustainable development in the region. International standards are seen as important because they settle some key principles and set norms and standards. It urges governments, in their policies, to give priority to economic, social, and cultural rights as well as civil and political rights. In particular, the preamble of the African Charter calls the attention of all states, to recognise the rights, duties, and freedoms and to adopt legislative or other measures to give effect to all articles stipulated in the African Charter.

5.0.6 The African Charter on the Rights and Welfare of the Child (ACRWC)

The African Charter on the Rights and Welfare of the Child, which complements the UN Convention on the Rights of the Child, came into effect in November of 1999. In the year 2000, 21 member states ratified it (Evans & Murray, 2002). It seeks to guarantee a number of civil, political, economic, social, and cultural rights for children under 18 years old. The African Charter imposes responsibility for the child on his or her family, the community, and the state. There have been numerous conferences discussing exploitation and harmful customary practices against children, which subsequently managed to bring forth some progressive amendments in recent years to protect children’s rights. The African Charter urges all African states to work towards the elimination and abolition of cultural practices that dehumanise or demean girls. It also stipulates clearly the eradication of child labour and sexual exploitation of children. The best interest of the child is the primary consideration in these subsequent improvements to the ACRWC. 
Liberia and Sierra Leone, as signatories to ACRWC, agreed to abide by it. The agreement describes the standards to which those who are responsible for the upbringing of children should aim, and it also describes the rights of children. In this study, four crosscutting articles in ACRWC have been selected to illuminate the interrelations of the rights to education. The main themes of these articles are the right to basic education (Article 11); labour exploitation (Article 15); sexual exploitation (Article 16); and protecting children from harmful traditional practices (Article 21) to analyse how depriving a child of the rights outlined in Articles 15, 16, and 21 affects the child’s right to education in Liberia and Sierra Leone. 

5.0.7 Human-Rights Framework by Global Education Agenda

Before analysing the rights-based documents in the ACRWC, it is important to discuss how a human rights framework was used in the Global Education Agenda to improve girls’ education and how, in turn, this position enhanced the national policy framework. The rights-based approach is adapted by many developmental goals and international work to promote social justice and human dignity worldwide. In particular, the increasing scope of international legal regulations has been put forward to facilitate sustained policies and domestic reforms to achieve internationally accepted standards. As a part of their commitment to global collaboration, transitional societies like Liberia and Sierra Leone ratified most of the tenets of the human rights framework by adopting national policies to promote democracy and sustainable peace. 
The challenges in fulfilling children’s rights to satisfactory levels concern the global community. Internationally accepted standards in national policy reforms seem to gain popularity to meet the global urgency to promote children’s rights. A series of global programmes has been initiated to follow the human rights framework to enhance children’s lives: UNESCO, with particular reference to education; the World Health Organisation (WHO), concerning health; the International Labour Organisation (ILO), in relation to child labour; and the UN Children’s Fund (UNICEF) initiated several programmes to ensure children’s fundamental rights. These global initiatives provided a framework for local advocacy and lobbying. Education is one of the rights of the individual, as stated in the Jomtien Declaration of Education for All. World leaders made a joint commitment and issued an urgent, universal appeal to give every child a better future through education. In 1999, UNICEF stated that education is a woman’s right and is the single most important element in combating female poverty, gender discrimination, and empowerment of women. 

5.0.8 MDGs Framework and National Education Policy Reforms 
In the year 2000, leaders from 189 countries met at the United Nations Millennium Summit and forged a unique global compact to reduce poverty. From the summit’s declaration, eight MDGs were derived, with 2015 set as the date for their achievement. Out of these eight goals, five concern basic health and education (UN, 2000b). In particular, the UN’s Millennium Development Goals have statements issued to achieve universal primary education (to ensure that all boys and girls’ complete a full course of primary schooling) and to promote gender equality and empower women (eliminate gender disparity in primary and secondary education preferably by 2005 and at all levels by 2015). 
Both countries under this study are signatories to the MDGs poverty reduction strategy compounded under the eight goals. It is argued that to achieve MDG education and gender goals, a clear political commitment and an obligation for developing nations to create an education plan with special initiatives to close gaps in girls´ education and improve conditions to achieve female social and economical development. The partnerships with international communities, Liberia, and Sierra Leone were expected to involve civil society in achieving these goals. 

Furthermore, as a follow-up to the MDG framework, the United Nations Special Session of General Assembly was held in May 2002 and was devoted exclusively to children. This was the first session to include children as official delegates. This session resulted in the theme “World Fit for Children,” followed by sets of goals and strategies that each member country was requested to incorporate into their national plans of action for children (UN, 2002). Children delegates who participated in the session were given a voice, and they demanded equal opportunity access to quality education provided to them free of charge throughout the basic education. They, particularly female delegates, requested to eliminate all forms of discrimination against them throughout their lifetime and to provide special attention to girls’ needs in order to promote and protect their human rights. 

In September 2005, five years after the UN declaration of MDGs was adopted, the High Level Plenary Meeting of the sixtieth session of the UN General Assembly provided the opportunity for world leaders to reflect on progress made towards the MDGs and to deliver on their promises made to the world’s children, including girls. Their conclusion was that advances have been made, but progress on almost all the MDGs and the “World Fit for Children” commitments were behind schedule. Reports further stated that unless there was a significant and concerted effort by donors and respective national governments, the targets would not be met, which would be a scenario of catastrophic consequences for the children (UN, 2005). 

The rights-based approach initiated at the UN level allowed the rethinking of macro-developmental issues pertaining to girls’ education. The imperatives and legal basis for a commitment to girls’ education have helped to create a long-term commitment by donors. Many scholars (Anderson, 1988; Kirmani, 1990; Brock & Cammish, 1997; King, 1990) have argued that education rights go hand in hand with funds directed to the education sector. The arguments are many, but it is most assured that all stakeholders have to continue to create a reliable long-term global commitment to Education for All children, especially for girls, the vulnerable sex. 

5.0.9 Benefits of Global Commitments to Enhance Children’s Rights to Education 

The global consensus, subsequent national policy reforms, and proper channels of aid to the education sector created a positive effect on children’s educational environments worldwide. According to statistics produced by UNESCO, 2008, overall enrolment of children in primary schools in the world increased. That means many countries, including sub-Saharan African countries, have managed to provide an increased number of children, boys and girls, their right to primary education. According to the statistics shown, Liberia and Sierra Leone both showed positive progress by increasing children’s access to education at the primary school level. This shows that global stimulation and subsequent national reforms to promote children’s right to education have had a positive effect. However, according to a study done by the World Bank (2007), children find it hard to continue with their education after primary school due to school fees levied by secondary schools and other school-related expenditures households have to bear. In order to improve the situation for girls, UNICEF country branches, in collaboration with the Ministry of Education (MoE) in Liberia and Sierra Leone, launched the Girls’ Education National Policy in 2006 (UNICEF, 2006a). A special coordinator of the United Nations operation in these countries, referring to the Universal Declaration of Human Rights and the UN Convention on the Rights of the Child, emphasised that all efforts need to be taken to ensure the quality basic education of girls.

5.0.10 Why Is a Human-Rights Framework Important to Analyse Education?

Apart from global strategies to promote human rights, national states have a crucial role in promoting human rights. As Nickel (2007) points out, individual governments hold dual and conflicting roles in relation to human rights. The state is also seen as a very significant potential source of both implementation and violations of human rights. Persuading individual states to make clear commitments to social and economic rights is not only a challenge for the UN, but also an important aspect in affecting human rights. The struggle has often attempted to get governments both to restrain and to use its legal powers to keep others from violating human rights (Nickel, 2007). The human rights of children and youth, especially related to educational rights—the main focus in this chapter—is explicitly set out in the UN Convention on the Rights of the Child (1989). It is the most widely ratified human rights treaty in history (Nickel, 2007). At the World Summit on Children in 2002, statements by heads of the United Nations emphasised that girls’ and boys are born free and equal in dignity and rights; therefore, all forms of discrimination affecting children must be put to an end. The UN vowed to ensure the full and equal enjoyment of human rights and fundamental freedoms, including equal access to health and education for all children in the world (UN, 2002).
Despite several improvements made in human rights protocols to protect the world’s children, statistics still give dismal figures on children’s progress in the world. The human rights approach to study girls’ education is relevant because, as part of post-conflict construction commitments, both Liberia and Sierra Leone have entered into global partnerships to improve human rights and democratic development. It was argued that educational institutions have the ability to cultivate a human rights culture in schools (Sommers, 2002; Williams, 2006). According to Williams, post-conflict reconstruction of education must be capable of instilling democratic values into the younger generation. 

5.0.11 The Human Rights Situation in Liberia and Sierra Leone

Hegemonies, political systems, and corrupt politicians have restricted political participation of civil society in governance and fuelled ethnic and class animosities and rivalries over a long period of time in Liberia and Sierra Leone (Adebajo, 2002). It is these discriminatory practices that resulted in direct violation of fundamental human rights of the mass population that triggered civil war. Denying social and economic rights is often one of the root causes for conflict (Collier, 2005). The majority of the population in these two countries had their basic rights not respected, protected, or fulfilled.
In both Liberia and Sierra Leone, many women and girls’ endured rampant and brutal human rights violations during the war, and many still continue to do so; this needs to be brought to light in order to address factors that prevent girls’ from having access to education and factors that prevent women’s development. Sierra Leone and Liberia are also 2 countries amongst 50 other African states integrating human rights policies throughout their activities and functions according to the stipulations of the African Charter on Human and People’s Rights; thus, states as duty bearers have the primary responsible to protect those whose rights have been abused and continue to be abused. 

According to a report from a local women’s organisation in Liberia, the gender-based violations perpetuated on women and girls’ continue to ravage their future in the post-war transition. A report from the UNHCR confirms the widespread inequality and deprivation of basic human rights of women in contemporary Liberia and Sierra Leone. The large number of girls’ out of school and the equally large number of female dropouts and the lack of women participating in the formal labour market continue to deteriorate the overall well-being of women and girls. In these contexts, women and girls’ invariably have become subjected to human rights violations. The most common forms of violations committed on women and girls in post-conflict Liberia and Sierra Leone are sexual violence, exploitative child labour, and harmful cultural practices. It is, however, not to say that such violence does not persist in other countries, but in post-war contexts, such violations against girls’ are elevated to a point that they need special attention.
Although an attractive policy agenda is emerging around issues like girls’ education, gender equality and climate change, issues such as sexual violence and other types of exploitations against girls’ and women continue to jeopardise the status of women in these two countries. In both of these countries, sexual predation during the civil war was “normal.” The rape as an element of warfare that had taken place left the overall status of women near to the ground. One major survey found that 75 percent of women in Liberia had been raped—mostly gang-raped, with many suffering internal injuries. Although incidents of rape have dropped since the end of the war, an International Rescue Committee survey in 2007 found that about 12 percent of girls aged 17 and under acknowledged having been sexually abused in some way in the previous 18 months in the year 2008. In that same year, of the 275 sexual violence cases treated between January and April by Doctors Without Borders in Liberia, 28 percent involved children aged 4 or younger, and 33 percent involved children aged 5 through 12, and most of the girls continue to suffer from the stigma of rape (UNFPA, 2008). The war seems to have shattered the moral norms once cherished in these countries. The children have become an easy target, and at school, girls sometimes find that to get good grades, they must have sex with their teachers. Although authorities send strong signals that rape is intolerable and punishable, the judiciary system, county courts, and police are not in a position to implement laws to protect the rights of the children. Therefore, for these countries, emerging from war, adhering to human rights is imperative in achieving lasting democracy and sustainable development. According to a UNICEF document (2005a), sexual exploitation of girls is usually condoned by the immediate society in which they live, and it is directly associated with increased school dropout rates and the denial of educational opportunities for girls. 

As it was indicated earlier in this study, 40 percent of Liberian and 30 percent of Sierra Leonean children are out of school, with the largest proportion being girls. According to UNICEF (2006a), the main reason for low participation in education is poverty. In the context of poverty, child labour, sexual exploitation, and harmful traditional practices have become part of girls’ lives, destroying their right to education and, thus, their capability to empower themselves and to gain socioeconomic mobility. 

Traditional macroeconomic approaches and developmental programmes do not take into account the unpaid labour by girls’ and women (Hueber & Loaiza, 2002). In many rural areas, girls’ spend many hours every day fetching water and firewood. Infrastructure improvements such as access to conveniently located and affordable safe water, sanitation, modern cooking fuels, better transportation, and electricity that could ease the burden of work and release girls’ to attend school are still not available in Sierra Leone and Liberia. But such improvements are generally overlooked unless policy makers explicitly address these gender- specific factors. 
5.0.12 Liberia and Sierra Leone’s Commitments to Human Rights 

The preamble of the African Charter reaffirms that respect of fundamental human rights is a core aspect in democracy (Evans & Murray, 2002). The adherence to human rights is seen, thus, as an important aspect in the post-war democratisation process and one way to guarantee no remerging conflicts. Liberia and Sierra Leone, after a long period of civil unrest, are taking various measures to rebuild their nations. The post-war constitutional amendments of Liberia in 2006 and Sierra Leone in 2003 reaffirm the fundamental human rights and freedoms of individuals. It further states that every person in Liberia and Sierra Leone is entitled to the fundamental rights and freedoms of the individual, irrespective of his or her tribe, place of origin, political opinion, or sex. Both countries have also signed a number of international treaties at different periods of time. Furthermore, Liberia and Sierra Leone are two countries amongst others that have adopted a human rights mechanism and use it as a catalyst for the development of national policies. 

Liberia and Sierra Leone also singed the International Covenant on Economic, Social, and Cultural Rights; the International Covenant on Civil and Political Rights; the Covenant on the Elimination of All Forms of Discrimination against Women; and the Covenant on the Rights of the Child. The International Covenant on Economic, Social, and Cultural Rights, Article 10 (3), states that children and young persons should be protected from economic and social exploitation, and special measures of protection and assistance should be taken on behalf of all children and young persons without discrimination. Article 26 affirms that all persons are equal before the law and are entitled without any discrimination to the equal protection of the law. In fact, according to the Convention on the Rights of the Child, nation-states must undertake to protect children from all forms of sexual exploitation and sexual abuse. In the same vein, Article 21 states that state parties should recognize the right of the child to education. Basic education shall be free, and it shall be compulsory. The Sierra Leone Education Act of 2003 and the Liberia Education Act of 2007 made primary school attendance compulsory (ages 6 to 11), but enforcement of the law is difficult. With the goal of achieving this right progressively on the basis of equal opportunity, all countries should make primary education available and free to all.

Apart from international covenants to which Liberia and Sierra Leone were signatories, further ratification to the ACRWC committed Sierra Leone to “codes of obligations” for children. These rights have become a matter of legal obligation, moral imperative, and developmental priority. According to the directives of the government, these countries are obligated to create an environment and provide the resources to ensure that children receive the full benefits of their rights. Even though Liberia has not ratified the ACRWC, by signing the document, they gave their consent to follow the directives to improve the overall condition of children.

The Child Rights Act adopted by Sierra Leone has made 18 the official earliest age for marriage for girls. Sexual abuse, including rape, is regarded as a serious infringement of the law. The law prohibits forced marriages, early marriage, and child labour. It is an improvement on the Children’s Act of 1999 in ACRWC, which clarifies a number of key issues, such as the rights of the child and parental duties, the obligations of the state for care and protection, the way in which children should be treated by the courts (e.g., the reform of the juvenile justice system), the laws about foster age and adoption, and the employment of children. Dissemination through the mass media of information that is of benefit to children is encouraged as well, such as the establishment of programmes in the community and service providers who work with parents to protect their children from all forms of physical or mental violence, injury or abuse, neglect or negligent treatment, maltreatment, or exploitation, including sexual abuse. However, the progress that Sierra Leone has made has yet to be seen in Liberia. As only a signatory, Liberia is not obliged to enforce laws in the areas mentioned above. 

This act, ratified by Sierra Leone, also extended to provide for setting up at the village level child welfare committees who are charged with the well-being of children in difficult circumstances, and they are given powers to investigate allegations. The law defines a child in a situation of disadvantage (e.g., a vulnerable child) to include those without parents or guardians, disabled children, and homeless children, as well as a large number of categories pertaining to poor living arrangements. The law also includes a section on the protection of orphans. Rehabilitation services are also made available to children who are in conflict with the law. The proposed draft policy on child well-being refers to the health and educational rights of children. The major immediate causes of poor child well-being are seen at the household level—the economic situation, the lack of knowledge of proper care practices, neglect of nutrition, the degree of nurturing, the dominance of patriarchy, and the superiority of adults. The role of poverty as a crosscutting threat to child well-being is clearly identified.

In addition, Sierra Leone is a member of the Organization of Islamic Countries and affirmed commitment to children by signing the Cairo Declaration on Human Rights in Islam (1990). Article 1 states that Islam establishes the best interests of the child as a primary consideration in actions and decisions concerning children. This declaration carefully balances openness to other cultures while protecting the rights of its children to learn and grow according to the values of the Holy Koran (Constitution Sierra Leone, 2003). 

The government of Sierra Leone, through its endorsement of the international agreements, established a Law Reform Commission to harmonize, among other things, the country’s laws with several international agreements. The Child Rights Bill, 2007, especially, has the priority areas to monitor gross child rights violations of marginalized and vulnerable groups, including street children, and reforms laws on juvenile justice for children in conflict with the law. To this end, Sierra Leone, to a larger extent, and Liberia, to a lesser extent, have taken some appropriate measures, including legislation, to modify or abolish existing laws, regulations, customs, and practices that constitute discrimination against girls’ and women. The following acts have been passed by the Liberian and Sierra Leonean governments: the Registration of Customary Marriages and Divorce Act, the Domestic Violence Act, and the Devolution of Estates Act. With all these acts integrated into the legal system, both countries still have failed to combat child labour and sexual exploitation that hinders girls’ equal rights to education. 

5.0.13 Child Labour and Educational Failure

According to a UNICEF study on the state of the world’s children (2005a), it is estimated that children who are out of school excessively are involved in all kinds of labour, often in exploited conditions. The legislative and administrative measures to combat these problems at national levels, according to the human rights treaties, have been criticised as inadequate. The International Labour Organisation (ILO) has estimated that 218 million children between the ages of 5 and 17 work in developing countries, and of these, 122.3 million children are in the Asia-Pacific region, 49.3 million work in sub-Saharan Africa, and 5.7 million work in Latin America and the Caribbean (ILO, 2002). The ILO brought attention to evaluating the situations in which these children’s fundamental rights have been violated, stating that labour exploitation of children is a violation of human rights. As a result, the ILO, World Bank, and UNICEF developed a Global Child Labour Programme to eliminate any violation interfering with a child’s right to education. 

5.0.14 Excessive Girls’ Labour in Post-War Contexts
In a post-conflict context, girls’ are subject to an excessive amount of labour, not only at home, but also outside the home in the informal labour market to make ends meet. This factor is reflected in studies conducted by UNHCR (2008). However, as mentioned earlier, many programmes developed to eliminate child labour have failed to address the gender dimensions of child labour; moreover, ILO statistics failed to take into account the child labour performed in the informal sector (Hueber & Loaiza, 2002). The argument here is the lack of methodology put into place to assess the extent of household chores disproportionately carried out by girls’ and boys and how this affects the budget allocation for various girls’ programmes. There are a number of factors contributing to girls’ educational failure as compared to that of boys, and girls’ excessive labour hours is one of the significant factors contributing to girls’ educational failure, according to Hueber and Loaiza. In a post-conflict context, girls are especially subject to excessive amounts of labour as compared to other countries, not only at home, but also outside the home in the informal labour market to make ends meet (UNHCR, 2008). Excessive labour in and out of the home interferes with regular school attendance and contributes to repetition of grades and school dropouts. The lack of methodology put into place to assess the extent of household chores disproportionately carried out by girls affects the budget allocation for various girls’ programmes. Although there are a number of factors contributing to girls’ educational failure as compared to boys, girls’ excessive labour hours is one of the significant factors that contribute to girls’ educational failure. 
5.0.15 Rights-Based Documents to Combat Child Labour

The African Charter, Article 15, clearly stipulates direction to countries who sign the agreement that every child must be protected from all forms of economic exploitation and from performing any form of work that is likely to be interfering with the child’s physical, mental, spiritual, or social development. The article clearly calls for state parties to take appropriate legislative and administrate measures to ensure the full implementation of this article, which covers both the formal and informal sectors of employment. 

5.0.16 National Policies on Child Labour

In 2007, Liberia and Sierra Leone passed the Child Rights Act to combat against child labour. Liberian and Sierra Leonean law prohibits children under the age of 16 from working during school hours and allows labour recruiters to hire children between the ages of 16 and 18 years for occupations approved by the Ministry of Labour. However, the law does not establish, in absolute, a minimum age for employment. Children under the age of 16 may work for wages if the employer can demonstrate that they are attending school regularly and have a basic education. The question remaining is, with all these policy measures, how these two countries still failed to combat child labour. According to the reports from the UNHCR (2008), the government of Liberia did not effectively enforce laws against child labour. According to the same report, the worst forms of child labour were found in Liberia. Children in Liberia still work in subsistence agriculture and rubber tapping; they also work in street vending, domestic service, rock crushing, mining, construction as truck loaders, and there are reports that girls engage in prostitution to pay for school fees or to support their families (UNHCR, 2008). 

In the same vein, the Child Labour Policies of 2007 in Sierra Leone set the minimum age for employment at 15 years, although at 13 years, children may perform “light” work, defined as work that is likely not to be harmful to a child or interfere in schooling. The Government of Sierra Leone, Child Labour Polices, 2007, section 125, also increased the age in which schooling is compulsory to 15 years to equal the required age for entry into full-time employment. In addition, children must be 15 years old or have completed basic education before joining any kind of job training. Children are also prohibited from performing night work, defined as work between the hours 2000 to 0600. Furthermore, the minimum age for a child to engage in hazardous work is 18. Hazardous work is defined as work that is dangerous to a child’s health, safety, or morals, and it includes activities such as going to sea, mining industries where chemicals are produced or used, and carrying heavy loads. The law also prohibits commercial sexual exploitation of children less than 18 years old. Procuring or attempting to procure a girl for prostitution is punishable by up to two years in prison. The law also criminalizes all forms of human trafficking. The penalty for trafficking children for labour or prostitution is up to 10 years in prison and restitution to the victim.

Nevertheless, according to the 2008 UNHCR report, the worst forms of child labour exit in Sierra Leone. UNHCR statistics confirm that children are very much active in the informal sector, in family businesses, and on family subsistence farms. Children also engage in petty vending and domestic work. Street children are used by adults to sell various items, steal, and beg. Children also still engage in diamond mining. According to the report, the majority of the children engages in petty trade and performs supportive roles to enhance the household economy. The same report reveals that some children are being forced to work in diamond mining areas in Kano, six to seven days a week for very low pay, and reports injury and illness due to the activities they perform. According to a poverty strategy report (PRSP, 2006), the Kano and other diamond mining areas  in Sierra Leone have been deeply affected by the war, and the number of children attending school is lower as compared to other areas of the country. Sierra Leone also was a transit and destination country for trafficking children during the war (UNHCR, 2008). Within Sierra Leone, children were trafficked to urban areas, where they worked in domestic service or engaged in prostitution—an issue that has been widely commented on by several global reports.

5.0.17 Global Child Labour Programme to Combat Exploitation

Liberia and Sierra Leone are 2 of 24 countries to adopt the multilateral cooperation agreement to combat trafficking in persons and the joint plan of action against trafficking in persons, especially women and children, in the West and Central African Regions. Both countries agreed to use the child trafficking monitoring system developed by the US and funded by projects initiated by the ILO in 2005 for USD 6 million. The project aims to withdraw a total of 7,473 children and prevent a total of 22,417 children from exploitative child labour by improving access to education. Later, in 2007, the government of Liberia announced that it would fine or arrest parents for allowing their children to engage in street vending during school hours. This new policy was designed in part to increase school enrolments and to combat exploitative child labour, including child trafficking (USA Embassy, 2007a, 2007b) 
It is also important to mention that in the case of Sierra Leone, participation in the community-based innovations to reduce child labour and exploitation of children showed better results. The protection of human rights is necessary in the manner in which the law operates to reduce the abusing of rights. If the law is not successful, as Turner (2008) points outs, the states should be involved with the community in dialogue and confront attitudes and beliefs that threaten human rights. These kinds of initiatives seemed to have had results in Sierra Leone through their involvement in community participation to combat human rights violation of children. However, with all clear adoptions of policies to increase children’s well-being, there still are, in both Liberia and Sierra Leone, large numbers of girls’ who are out of school or dropping out of the school system owing to child labour. Although many children enjoy newfound educational opportunities, a little less than half of the child population between the ages of 6 and 11 are denied their educational rights. 

5.0.18 Sexual Exploitation and Education

The human rights framework to protect women’s and girls’ rights has been adopted by international and regional conventions, national constitutions, and laws in many countries. The creation of the UN Convention of the Elimination of All Forms of Discrimination against Women and Girls, endorsed in the African Charter in Article 16, emphasises states’ responsibilities to undertake to protect children from all forms of sexual exploitation and sexual abuse. The article further stresses particular measures to prevent the inducement or encouragement of a child to engage in any sexual activity, and to prevent the use of children in prostitution and other sexual activities. In this section, the study analyses how the violation of Article 16 has affected girls’ rights to education. 
Both in Liberia and Sierra Leone, national laws prohibit sexual exploitation of girls’ within the school system. Section 4.16 of the Administrative Penalties of the Education Laws of Liberia says that any teacher, professor, or school administrator investigated and convicted of impregnating a female student or a teacher shall be dismissed and suspended from teaching in the country for five years. A similar kind of law exists under the same act in Sierra Leone. According to UNICEF, the Convention on the Elimination of All Forms of Discrimination and Exploitation against Girls and Women so far has not fully been implemented in Liberia (UNICEF, 2006a). So far, all Liberia has achieved is an outline draft report that says what the country needs to do to ensure that women’s and girls’ human rights are protected. 

5.0.19 Harmful Practices 

Harmful practices include all behaviour, attitudes, and/or practices that negatively affect the fundamental rights of women and girls, such as their right to life, health, dignity, education, and physical integrity. In many countries, customs and traditions take precedence over official policy, women and underage girls’ are given in marriage against their will, violence against girls’ and women is tolerated, and they are denied their equal rights within the family (Coomaraswamy, 1997). The African Charter, Article 21, in reference to protection against harmful social and cultural practices, states that state parties to the present charter shall undertake all appropriate measures to eliminate harmful social and cultural practices affecting the welfare, dignity, normal growth, and development of the child. This act specifies those customs and practices prejudicial to health, education, and discrimination against children. 
Female initiation, also known as female circumcision, female genital cutting (FGC), or the more controversial term female genital mutilation (FGM), is widely practiced in Sierra Leone (90 percent) and Liberia (40 percent), mostly amongst traditional communities in rural areas (WHO, 2006). In rural communities, both female and male circumcisions are perceived as initiation rites into adulthood. Normally, during initiation rites, girls are taught their primary obligation—to be a wife and a mother. It is important to note that the war totally disrupted a large part of traditional village life, particularly in Liberia. The power of the secret societies that often performed initiation and female genital cuttings was undermined during the war with the destruction of the social fabric of rural life. According to recent studies, the incidents of FGC are gradually disappearing. However, it is hard to say whether it is a temporary setback because studies conducted in other locations revealed that once traditional societies re-establish themselves, such practices have re-emerged.
FGC is human rights violation. However, Liberia and Sierra Leone do not have a law to protect girls’ from such kinds of harmful traditional practices. Nickel (2007) highlighted the tensions between the universal notion of human rights and cultural relativism. But it is clearly seen here that, in relation to harmful traditional practices, national policies were reluctantly adopted according to the human rights framework. Turner (2008) suggested that when there is no existing law combating certain practices, states, together with civil society; need to engage in a dialogue to promote a human rights culture. Liberia and Sierra Leone neither enforced any law nor made any attempt to engage in a dialogue with the public to bring into awareness the disadvantages of such harmful practices on girls. The cultural relativism notion embedded in the human rights apparatus is used as an excuse not to introduce controversial laws or dialogues where politicians find themselves in dispute. Nickel (2007) points out that all cultures should be capable of assenting to the proposition of the universal declaration, but FGC and other customary practices that directly affects girls’ right to education are proving to be challenges. 
5.0.20 Child Marriage

According to a gender report on women in sub-Saharan Africa, published by the UN (2000a), at least 20 percent of young women marry before they turn 18 years old. However, it is difficult to find specific statistics on the rate of child marriage in post-conflict Liberia and Sierra Leone. Child marriage is a sociocultural constraint that has a direct affect on education, and especially denies girls’ right to education. Child marriage is also prohibited under the African Charter, Article 21. The article goes on to say that nations should take effective action, including changing legislation, to specify the minimum age of marriage to be 18 years old and to place registrations of all marriages in an official registry as a compulsory measure. Adolescent girls’ are particularly vulnerable to child marriage and other harmful traditional practices. Feminist literature criticises that the strategies on girls’ participating in education programmes often fail to address this problem (Measor & Sikes, 1992). In studies conducted in various other countries, not necessarily post-conflict societies, researchers have observed that a continued dismal record of girls’ participation in education is closely correlated to child marriage (King, 1990; Smock, 1981). According to UNICEF (2005a), in the next 20 years, 100 million girls’ are likely to be married before the age of 18. Every year, some 14 million adolescent girls give birth. They are also two to five times as likely to die owing to pregnancy-related complications.

Sociocultural constraints also bring into awareness culturally attributed social meanings negatively placed on girls’ education (Coomaraswamy, 1997). Coomaraswamy brings to attention three areas of concern where girls’ are particularly vulnerable: in the family (including domestic violence, traditional practices, and forced marriage); in the community (including rape, sexual assault, commercialized violence such as trafficking young girls, and labour exploitation); as well as violence against women in situations of armed conflict and against refugee women. She states that combating violence against women requires challenging the way that gender roles and power relations are articulated in society. She argues that orphan girls’ and women and girls’ in poverty are the ones who are the most vulnerable to violence and exploitation. She mentions that customary practices play an important role in people’s daily lives and are difficult to combat. Therefore, she insists on the importance for countries to take more control over customary laws and traditional codes that harm and demean women’s position in society. King (1990) optimistically argued that basic education has a big impact on development in Africa and Asia, particularly for girls’ living in rural areas. 
Although the literature does not thoroughly analyse child marriage and harmful cultural practices in post-conflict countries, several studies have identified changes in cultural patterns and traditional practices in post-war societies, owing to the disruption of community and family structures during the war (Collier, 2005; Davies, 2005). Therefore, it is useful to find out how these diminishing cultural patterns and traditional practices that influenced girls’ education in pre-war are functioning during the transition period. 
5.0.21 Can a Rights-Based Approach Improve Girls’ Chances of Benefiting from Education? 

It is an important element of post-conflict reconstruction to engage a human rights framework, because it covers the wider area of children’s rights that directly affects children’s right to education. Rights-based analysis also provides an opportunity to explore alternatives and to find models in which all groups in society feel they can participate to improve girls’ education. When examining several of the rights-based documents pertaining to children’s rights in the African Charter on the Rights and Welfare of the Child (ACRWC) to which Liberia and Sierra Leone are both signatories, it was found that national policies adopted according to ACRWC failed to protect children, particularly girls’ right to education. Although, education is widely gaining acceptance as a human right, there are several barriers to the realisation of girl´s rights. They are resistance at the ideological level and the lack of resources to implement rights by the respective states. The social changes could be achieved mainly through the reconstruction of ideologies that have hampered girls’/women’s place in society. That means, insisting on values attached to girls’ education and rights-based approaches certainly will make a difference. 
Coomaraswamy (1997) writes, “Educating girls’ is a human rights issue and the obligation of all governments, and it is also a moral and social imperative” (p. 27). On the other hand, Mittler (2003) points out the importance of analysing existing national policies to protect rights by looking at the ways in which states implement strategies to secure these rights. In the same vein, Turner (2008) argues that universal laws can dictate, but it cannot persuade. If laws fail, it is important to introduce a dialogue—because dialogues offer a means of addressing beliefs that manifest themselves in human rights violations. 

In concluding this chapter, it is important to note the challenges faced not only by the UN and international bodies, but also by nation-states when it comes to turning children’s rights into reality in Liberia and Sierra Leone. Although, policy reforms is seen as an essential aspect of improving human rights, after analysing the policies of these post-war nations, it is clear that child policies do not give enough insight related to the violation of girls’ right to education. As it was discussed earlier, Liberia and Sierra Leone have signed a series of international documents, made policy reforms, and introduced various legislative acts to protect and enhance the fundamental rights of children. Yet these policy measures have not been implemented to the full effect to protect all children. The transforming policies into actions to protect children’s rights are plagued with problems. It is hard to say that states have deliberately overlooked and forgotten the girls’ whom they should protect and give rightful access to education. Certainly, shortages of funds to implement successful programmes for girls’ are recurrent issues. However, it is fair to say that universally agreed upon educational goals and policies for girls’ have created a favourable climate during the transition period. The governments are becoming increasingly aware of the fact that they need to give accountability on the policy practices to their donors and then to civil society. However, it is important to note that the normative recognition and adaptation to the human rights instruments are clearly not by themselves the panacea for pervasive discrimination, exploitation, violence, and denial of children’s right to education, particularly girls’ right to education. Nevertheless, universal recognition of social and civil rights is itself cause for celebration, not least because it provides a framework for dealing with problems and provides states with concrete goals. It also brings to attention the governments’ responsibility to spend the maximum available resources to achieve human rights obligations to children.

Part VI

6. Research Findings and Analysis

This section starts by introducing the results of the questionnaire by giving a general overview of living conditions and the pupils’ home situation. Then it goes on to explain findings from participatory observations, interviews, and group discussions held at home-community-school settings with regard to girls’ life and education, and necessary comparisons with boys’ situation when deemed necessary. The comments of parents, teachers, and women’s organisations are presented and analysed briefly to give an understanding of community involvement and the present environment in which girls’ education takes place. In the final part, findings are presented on girls’ own views on their educational difficulties. All findings are presented with brief analysis.

6.1 Community Settings and Living Situations in Transition 
Although at the inception of this research, the questionnaire attempted only to establish ontological knowledge and a guideline for subsequent methods, it turned out to be that the results became an important data source and added more puzzles; many questions arose, especially when making cross-country comparisons. Subsequently, during the group discussions and interviews, some of the puzzles were clarified. Given below are the questions and responses from the questionnaire. 
Q: Explain your present living situation. 

Table 2: Answers Provided by Pupils on Living Situation
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Girls Boys Girls

Live with parents 7 4 11 10

Live with relatives 8 9 22 17

Live alone in a rented room 21 3 10 9

Live alone with younger siblings/cousins

13 12 6 7

Live alone with my children due to lost parents

0 21 0 6

Total Population

49 49 49 49

Bomi, Liberia

Bo, Sierra Leone


The above results in the Table 2 show that out of 49 girls in BL, 4 live with both parents, 9 live with their mother or grandparents or relatives, 3 live alone in a rented place, 21 live with their own children, and 12 live with their younger siblings without any adult care in rented housing. In Bomi, 67 percent of girls’ compared to 26 percent of boys live alone and take care of their own children or siblings while attending school. In Bo Town, only 6 percent of boys and 13 percent of girls’ live alone and take care of their own children and younger siblings. The cross- country comparison of the result shows a low percentage of girls’ living alone and taking care of children while attending school in BS as compared to BL. In both countries, none of the boys had to take care of their children while attending school.
Q: Who pays your living and education expenses? 

Table 3: Person Responsible for Education Expenses of Pupils 
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In BL, 39 girls’ out of 49 and 24 boys out of 49 stated that they themselves pay their living and education expenses. In BS, 16 boys and 21 of girls’ out of 49 each stated that they pay their living and education expenses. (Both regions levy school fees for secondary school in addition to exam fees and school material fees.)
Q: Describe your present living accommodations. 

Table 4: Living Conditions of Pupils
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In BL 70 percent and in BS 74 percent of pupils are living in poor housing conditions. (This factor is further assessed below.) Most households in both areas do not have access to electricity.

Q: How many people live in your household?
Table 5: Number of People Living in the Household
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Low socioeconomic status and overcrowded households are apparent in both BL and BS. In BS 74 percent and in BL 58 percent of the households that students live in were overcrowded.
Q: How many hours do you work at home per week?
Table 6: Number of Hours Spent on Household Work
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Q: How many hours do you work outside your home per week?
Table 7: Number of Hours Spent on Labour Outside the Home
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Results indicate in Table 6 and 7 that a high amount of household-related work was done by girls’ in BL as compared to boys. Girls’ in BL spend more total hours on labour as compared to boys, and both girls and boys in BS. Thus, girls’ in BL had more labour hours and had less spare hours to attend to schoolwork as compared to boys and girls’ in BS and boys in BL.
Q: How many hours after school do you study per week?
Table 8: Total Number of Hours Spent on Schoolwork after School
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In BL, high amount of girls’ worked outside home compared to boys and equal number girls’ and boys engaged in the informal labour market. Those girls’, who spent excessive amounts of labour in BL, were also the one who had the most dependents in the household and had least hours left to do schoolwork.

6.1.1 Girl-Headed Households

Questionnaire responses were analysed here to get a general idea of girls’ living situations and household work that prevented them from pursuing their schoolwork as compared to boys. Significant variations existed in the results between countries related to living situations. The majority of the households in the survey were similar, regarding economic status. Judging respondents’ answers on household income, ownership of a property, type of house, and status of living, they easily could be categorised as poor households. Furthermore, the large amount of girls’ that had to take care of younger siblings or their own children in BL is a factor of concern. May-Parker’s (1988) and Holly’s (1989) research, conducted in a semi-urban western area in Sierra Leone, partially supported the results derived from the questionnaire responses. Holly concluded that most girls’ in schools were still regarded by their parents as economic assets as they assisted in supplementing the resources of the home by performing many household chores. As such, girls’ education was given a secondary value as compared to boys. According to the results above, it could be argued that the excessive labour hours that girls’ perform indicate that girls’ are not in school because of the household’s burdens rather than because of parents’ secondary attitudes regarding sending them to school.

In conclusion, it is possible to argue that in a post-war period, most BL girls’, and to a lesser extent BS girls, were compelled to do excessive labour in and outside the home to survive while attending school, as they carried more of a burden to take care of their children or younger siblings alone without any support. The results of this study support Holly’s findings regarding the poor physical conditions of homes, such as overcrowding and the lack of basic amenities. According to the results of the questionnaire, both girls’ and boys live in overcrowded households with a lack of basic amenities; therefore, the difficulties girls’ face in this area are similar to those of boys. However, girls’ are more disadvantaged compared to boys regarding the amount of hours that they have available to perform schoolwork at home. The data gained from the questionnaire is not sufficient to articulate how this variation leads to educational failure and school dropouts of girls’ compared to boys; hence, the next step describes results from participatory observation that investigated girls’ living situations more deeply.

6.1.2 Lack of Basic Amenities and Overcrowded Households

The household/community settings of girls’ and their families are the focus here. Each section introduces themes depending on the dominant categories that emerged during data collection and presents the findings under subheadings accordingly. According to the observations, the majority of houses had a similar structure. In BL, homes consisted of a large veranda (in front), a living room, and two or three bedrooms in an area of 30 to 70 square meters. The roofs were either corrugated sheets or leaves, and the walls were of mud. The front door opened into the veranda, and there was a cooking place behind the house. Each room (approximately 10 square meters) was occupied by different people. Houses in BS had similar physical appearances, but they were slightly bigger with five to six bedrooms, but no specific living room in an area of 40 to 80 square meters. All bedroom doors opened to a long veranda and to an open courtyard. The courtyard and veranda were used as the living room, kitchen, and for other purposes. One bedroom consisted of 10 to 15 square meters, usually occupied by members of one family unit—in most cases, a girl’s mother, siblings, and her own babies or close family members. The houses in BS were mostly rebuilt as extensions to accommodate increasing numbers due to the rural exodus during the war. Areas like Bo Town continue to grow, causing high-density slum areas and overcrowded households and schools.

A nuclear family structure or extended traditional family structure was not something that one could take for granted. Households consisted of many people, and they were not necessarily related to one another. The majority of the girls’ in this study from BL lived with their siblings and offspring as lodgers in households full of people. In some cases, girls’ lived in household with someone they met while living in refugee camps, usually referred to as “auntie.” This suggests that the home settings of girls’ in post-conflict contexts are different; large numbers of girls’ do not live in traditional extended families, and they change their residences frequently (more than five times for last three years for the sample) owing to excessive exploitation (labour and sexual) or simply inability to pay the rent. 

The results also suggest that in BS, the majority of girls’ either live with their extended family or live in a household where one parent or close relative is present as compared to girls’ in BL. When there was an absence of biological parents, grandparents, aunt or uncles, or older siblings to play the adult role, a social mother (auntie) was in place in BS households. The polygamist family structure was also quite common in BS and to lesser extent in BL. In such cases, a healthy and fit wife was in charge and took care of all the children, irrespective of the biological link. In most polygamist families visited in BS, the male figure was absent—in some case deceased, displaced, or living elsewhere in the village. Healthy and young wives moved or stayed back after the war in semi-urban areas to provide children with an education, with backing from an older woman, usually the first wife. Although it was argued that in polygamist family structures the first wife has the authority and disposes of other wives at her will, this fact was not observed during fieldwork. Children who did not have their biological mother in such a household worked extra and dropped out of school more than those who did. This aspect was important to consider because girls’ from polygamist families usually have different responsibilities at home, and the importance given to their education was constrained by several related factors. 

6.1.3 Increased Dependency Burdens on Girls

It was also observed that girls’ from households with a large number of young children, infants to age six years old, mostly had dropped out of school. These school dropouts solely carried the household responsibility and had an increased dependency burden in that context, ultimately resulting in their school failure. Apart from the dependency burden of younger siblings and their own children, other common factors were observed in these households, including the absence of a household head, no land to cultivate, no older siblings, no parents or relatives with a regular income living with them, and no good relationship with relatives in the community. Additionally, the higher the number of dependents or old, sick, and handicapped relatives’ girls’ had to support, their ability to continue school was reduced. Usually these girls’ not only had to take more responsibility for the household work, but they also had the pressure to generate income to survive. Although girls’ have valued education immensely, factors that they had no control of have negatively impacted their ability to benefit from education. A question was asked if these girls’ had the possibility to have a free secondary education, with special incentives such as scholarships, would they be in school. These are the answers given by some of the girls:
· Yes, definitely I will go back to school. (BS) 
· I am not sure whether school can help me, because it is some time ago I stop school. (BL)
· I will go back to school; education always pays back at least the respect. (BL) 

· Not perhaps the real school, but school I can learn a skill so that I can find a job. (BS) 
· Yes, I will go to school; too much suffering around. (BS) 
· War is over. I want to educate so I can earn money properly. (BL) 
· If I can find a place to leave my young, I will start school tomorrow. (BL) 
According to these answers, girls have not totally given up on their education, but are waiting for something positive to happen so that they can start some kind of education that leads to earning a better income and status. 

The Bronfenbrenner analytical model adapted in this study views home as one of the important layers in the environment that interacts with other layers to create a holistic view representing the individual (Bronfenbrenner, 1979). In the literature, the relationship between girls’ schooling and the home environment was emphasised in case studies from various parts of the world (Brock & Cammish, 1997; Herz & Sperling, 2004; Hueber & Loaiza, 2002). The home environment in this study consisted of conflicts and social maladies had rippled out into other layers of the girls’ environment. It indicates that in post-conflict situations, children are more susceptible to disadvantaged situations at home owing to community and family destruction caused by the war. 

Drawing from the capability theory by Sen (1999), poverty deprives one of basic capabilities. Observing girls’ living situations and the excessive dependency burden on girls’ shoulders, it is possible to argue that their epidemiological atmosphere is a result of war that has limited their choices. As such, girls’ failed to use their capabilities to the full extent and merely gave into traditional gender norms that had always existed in their society. School programmes like scholarships and economic incentives, such as those discussed by Prather (1991), King and Hill (1990), and Yeoman (1985), seem to encourage girls’ to return to education. However, girls’ answers indicated that to make efforts to go to school, they need to feel that their educational efforts are easily transferable to economic ventures. By schools introducing subjects that enhance practical skills, girls’ are benefited. 

6.1.4 Lack of Choice Strengthens Gender Inequality 

Interactions with girls’ in their home setting also suggest that, in some cases, girls’ sacrificed their possibility to benefit from education by providing that opportunity to their brothers. One girl in BL said the following:
I stop school so my brothers continue school; it is always easy for boys to find jobs and help us.
Bourdieu and Passeron (1990) have argued that families have to make choices and select the best-suited child, in line with the traditional model of the division of labour. Steans (2006), Unterhalter (2005), and Fennell (2008) support this view, stipulating that socially constructed gender roles of women as housewives and caretakers have negatively impacted girls’ opportunities for education and future careers outside the home; Kabeer (2000), on the other hand, explains that women themselves give into existing gender norms and their particular place in society without contesting the existing structural barriers. In this case, it is likely that the opportunity cost intermixes with the lack of economic capital in the household that contributes to girls’ decisions to give up on education. On the other hand, it is also possible that girls’ negotiate, as the way Bourdieu and Passeron argued, by making an active decision to give the opportunity to their brothers to continue school while the girls’ take care of mundane household responsibilities, which is a reflection of better benefits available for the brothers as compared to them. In a way, girls’ use the traditional model of the division labour to negotiate whether or not to continue their education. One girl in BS responded to her possibility of getting a job as follows: 
There are lots of girls complete JSS or even SSS ended up on the street, but it is always not the same for boys. They have more choices and easily can find jobs
.
The question is whether girls’ are capable to stand against the traditional model when boys are first in line to secure a job and steady income and while girls’ contribution is limited to household work with no steady income. Kabeer (2000) argued that women easily give into the existing gender norms. According to the girls’ who dropped out of school, it was clear that they were simply compelled to give into the existing gender norms without the basic tools to fight such structural barriers. Moreover, the girls’ interviewed were ambivalent whether their educational achievements had translated to secure a better socioeconomic position as compared to the male members in the family. The same is the case when it came to families’ decisions on whom to invest in for education. A mother from BL responded as below on the question on the family’s investment in girls’ education: 

I want my daughter to go to school so she gets back the respect that she lost during the war. But when it comes to spend on her education, I am not sure we get back money spent, because girls find hard to get jobs compared to boys. It is not cultural thing that she marries and goes to man’s family, it is all about who gets jobs first after educating. 
Kirmani (1990) and Anderson (1988) have argued that the true barrier to girls’ schooling is not the girls’ or their parents’ limited educational aspirations, but finances. According to the mother’s answer above, culture plays an insignificant role for parents’ investment in a girl’s education; rather, the significant factor is the economy and employment opportunities. 

Mittler (2003) has argued that the lack of political will to change the educational opportunities available for girls’ has caused underdevelopment of women. Bourdieu and Passeron (1990) also explain how the members of the ruling class have a vested interest in maintaining their domination, and that they do this by limiting the opportunities of members of less powerful groups to have access to educational and economical resources. According to this view, the overall rate of feminisation in the labour market depends on the opportunities women have in access to education. Thus, moderate rates of feminisation of the various levels in society depend on different forms of exclusion based on factors such as gender, social class, traditions, and ideological barriers. Bourdieu and Passeron (1990) point out that even low rates of feminisation in education—in this case they are referring mostly to higher education—may express a clear break with the traditional definition of femaleness. Revisiting Kirmani’s argument, even free education has its hidden costs and constrains household incomes, and in that context, families eventually select boys to educate according to the traditional model. In a way, unfulfilled basic needs at home strengthened the socially constructed gender roles. This view was further illustrated by Sen (2005) in a discussion of the education decision-making process within families. Sen emphasises combining factors, such as tradition and economy, to explain the distributional rules followed within families. Girls’ are largely influence by factors such as the kind of education available for girls’ that provides skills and abilities to find jobs and help families out of poverty. Thus, according to the results from the grassroots level, girls’ and parents’ decisions on education depend on who actually benefits most from education; however, attitudes on girls’ education are changing in transition.
6.1.5 Link between Excessive Labour and School Attendance

Another factor observed during fieldwork, which also emerged in the questionnaire responses, was the sharing of household-related labour and labour outside the home performed by girls’ compared to boys. This section presents the findings with an illustration of the interplay between excessive labour and education, and how it was disproportionately distributed amongst girls’ and boys. A girl from BS responded as below regarding household labour shared by her and her siblings:
I study while in the school, not after. After the war, no matter whether you are a boy, girl, if you have two hands, then you must go out and earn living, but we girls’ have more burden and more work.

The questionnaire responses indicated that girls’ in BL spent more time on labour outside and inside the household and spent less time on their schoolwork. This fact is argued by Hueber and Loaiza (2002), who claimed that there are a number of facts contributing negatively to girls’ regular school attendance and performance as compared to boys, and an excessive amount of labour was one of them. Their findings were further confirmed by a girl from BL during interviews:
I fail exam because I have to work more and look after my younger brother, sisters, and father with no legs; our mother was killed; my elder brothers disappeared.

This girl’s explanation indicates the household situation of girls’ in a post-conflict environment and the absence of feasible social security or sound social capital. Children, usually the older ones, tend to take more responsibility at home. Another girl in BL expressed her situation as follows:
Before the war we live as a community, helping each other. After the war we do not want to know our neighbours, there is a fear, we do not trust. You know if there is a war again they kill us if we tell too much, so I ask no help, look down, lips silent, like a stranger amongst all these people.
Although the entire household was active in supporting the family income, girls’ were more vulnerable in this case by their refusal to seek help from outside and wanting to live as strangers with little contact with others. Girls’ obviously avoided close contact with people in their immediate environment owing to various reasons. As a result, they ended up having to take on a large amount of responsibility for the household while attending school, and they failed to attend school regularly and failed exams easily as compared to boys. However, this scenario was mainly detected amongst girls’ interviewed in BL. Another girl from BL responded as below on her home situation:

I am absent too often, and teachers do not think that I am serious with my studies, but I cannot let my small siblings go hungry for the school sake. I have to earn money.
Many researchers (King, 1990; Cuadra et al., 1988; Mittler, 2003) have argued how economic imperatives, allocation of funds, and political will have direct effects on more children finishing their basic education. In this case, in order to support her education, she singlehandedly had to perform the additional labour at the cost of her school attendance. The above arguments are valid for this study, as girls’ would not have to work additional hours if their school-related costs were reduced and thus the need to do additional labour at the cost of regular attendance in school was mitigated. Various studies discussed in the literature review provide ample evidence that home- and community-based factors are strong determinants of female participation in school. These interrelated negative home-based factors that have been identified contribute negatively to the educational achievements of girls’ as compared to boys. However, according to the responses of girls’ and their guardians, the home-based factors need to be analysed within the larger societal framework, which emphasises gender identities according to the economic, sociocultural, and ideological framework. If girls’ live in an environment where girls’ and their families witness that education has the potential to bring social and economic mobility and life choices, the negative home-based factors could be altered to girls’ benefit. In the same vein, if nations evaluate the benefits of girls’ education and provide quality and free education so that household poverty does not increase by school-related expenses, then families would not have to negotiate whom to educate. 

6.2 Resistance, Acceptance, and Arrangement of Social Capital

Apart from the lack of economic capital, which is one of the major roadblocks girls’ and boys face in fulfilling their education, according to the findings, another factor emerged—the availability of social and cultural capital. Social and cultural capital in this study deals with how children use such resources to enhance their educational opportunities. This section first highlights findings made at the community level in BS. Below are some of the responses from girls’ in Bo Town when questioned on their relationship with relatives:

· We keep close contact with our relatives who have moved back to interior. 
· Food come from the village and many have at least one family member produce food in the bush, and we all share. 
· We like Bo Town. We can go to school and find jobs. 
· School holidays we go to village. It is important to keep contact with the clan. 
· The traditions are important to us; it is our culture. 
· Here we study and work; village is forever.
In Sierra Leone, people in urbanised areas like Bo Town maintain a close relationship with the rural communities. The rural agriculture economy, rural traditions, and cultural politics still influence people’s daily life. When the same question was asked in BL, answers were different:
· Contacts with villages are bad. 
· No transport to village; we are not safe there. 
· Village is destroyed, abandoned. 
· Clans I do not trust; so much bad memories. Yes, village we can get food, but no school. 
· Here I am free. 

In BL, relationships and identities were constantly in transition, and young people settled down in urban and semi-urban areas, starting new lifestyles. Societies that had been under excruciating violence for a long period of time, where gender-based violence, displacement, and broken-down families have become commonplace—social capital in the form of family networks and community sanctuary, once available within the well-established family and community organisations, eroded (Adebajo, 2002; Addison and Marisoob, 2005). After a war, society changes, the traditional source of social capital and solidarity amongst a clan’s culture is destroyed, and rural fabrics of social structure are forced to reallocate or split. Owing to the fact that people have been uprooted from their natural habitats, the survivors have not only lost family members and friends, but also most of all their identity (Davies, 2005). Conflict and its power to erode the core values of societies have further been argued by Collier and Elliot (2003). According to researchers, such destruction of community and family organisation is a risk factor countries face in conflicts as war leaves societies divided and tense and creates an environment that favours continued violence and criminality and distrust amongst its members. After the war, communities in Bomi displayed these characteristics to a larger extent than communities in Bo Town. 
6.2.1 Girls’ Views on Social Capital

The findings of this study indicate that girls’ in BL and BS used socially embedded resources differently to increase their educational opportunities. A large proportion of the girls’ from BL who were interviewed and interacted with during fieldwork lived in a social vacuum and in households with no social capital. Following is one BL girl’s response on her view of the availability of socially embedded resources: 
Everything is different; the war changed us; our clans disappeared, and we cannot find our relatives. We have nobody.
Bourdieu (1986) explains through his social and cultural capital discourses how individual educational opportunities depend on a girl’s social and cultural capital that she brings from home. Social and cultural capital is socially embedded resources used by families or collective groups to enhance life opportunities. As it was described earlier, a large part of the households that were studied in BL, consisted of no parents or adult, and when an adult was present, that person was often either a sick parent who was actually an economic liability for girls’. Although girls’ lived in households with a number of people, they were reluctant to use the help of a neighbour, unless it was a matter of emergency. One girl in BL made the following statement:
When small, I live alone in refugee camps; after war, I like living in rent, in a small place, but not really become a part of any as a family. I am free like that way.
At the same time, it is interesting to note that in these households, girls’ had more autonomy as the sole breadwinner and had more manoeuvring space to make their own educational decisions—to continue or drop out from school and earn money whatever way possible. These girls’ also usually had a history of either erratic school attendance or repeated classes. Another girl from BL stated:
I like this freedom. I change even my name. I refuse help; help means interference also. It is hard but okay; nobody control us. I go to school because I think it helps. School fees are a big problem. I am serious with books; teachers must really help us girls, not always boys.
Girls’ who have older siblings continue their school while they have the possibility to leave their offspring with them, as this girl from BL explains:
I leave my three-year-old son with my eight-year-old brother to come to school, because he goes to school in the morning.
The girls’ who had support from kin, neighbours, or relatives who live in close proximity were better at pursuing their educational goals—despite the other constraints that they faced—which supports Field’s argument on social networks as collectively owned capital (Field, 2003). 
The boys were completely free from having to shoulder the burden of their children. If a boy happened to have fathered a child, typically he denied fatherhood, saying that she had many boyfriends, and continued his schooling while the girl discontinued hers. A boy from BS explains:

How do I know she got pregnant by me? She had many boyfriends. If I know it is my child, I will ask my aunt for help, but girls’ are too angry, cut contact.
Boys also were more open to seeking help and were more assured that help was available to them in the community. A boy from BL comments as follows:
Nobody expects boys to stop school taking care of their children, so always there is an older woman offering help, so they can continue school.
The above findings show the social capital available for girls and boys and how boys make use of it as compared to girls. The observations in home settings suggested that a form of social and cultural capital available for girls’ existed; how the girls used available social capital varied from BL to BS and from one household to another. 
Another main factor found was the way in which social capital was used as well as extended by their community and household members to boys and girls. That means the arrangement and uses of such capital to enhance educational opportunities differed depending on the gender and value attributed to girls’ education and boys’ education. Available social capital was extended to boys so that they had the possibility to continue school, but not to girls’ as their primary role as women was configured along the dichotomies of public and private spheres. 
This disadvantaged position was argued by WAD and GAD theoretical conceptions and suggested that women’s share and capabilities are not measured enough owing to polarisation of production and reproduction capacity and values attributed to it (Vavrus, 2003). In this case, social capital functioned differently towards boys’ and girls’ in line with gender norms, allowing the boys’ to pursue their primary duty, which is going to school. Community members extended help for them to fulfil their obligations. At the same time, girls’ humbly accepted the traditional stance that their primary obligation was to discontinue school and look after their child, no matter whether they were made pregnant by being forced to have sex or as a result of a love affair. The community surrounding girls’ did not demand that the boys who made them pregnant take any responsibility, as society supported the same view. A girl’ from BL commented as follows:
I get no help because all think it is my fault getting pregnant, and I must take care of it.
It was not only the unavailability of social capital and girls’ reluctance to challenge this position—boys denied their part of the responsibility, and the school’s attitude towards girls’ who got pregnant was to compel them to discontinue school, while the boys who made them pregnant were allowed to continue. When questioned about support from the boy’s family, a girl’ in BL responded as follows: 
Before the war, if girls’ get pregnant, boy’s families accept both mother and the babies. Now it is different. Boy’s families do not want another mouth to feed, so boys were encouraged to get away. Schools do not even expel boys because schools think boys are boys, girls’ need to take care.
On the other hand, for girls’ who had extended families, or at least lived with one relative, these people functioned not only as positive social capital, but they also motivated girls’ to finish school while extending a helping hand. This scenario was seen mainly in BS. Although homes were too crowded in BL, there was always a female authority figure present in the households visited. During fieldwork, it was soon discovered that unlike in BL, in BS I had to first interview female authority figures, usually a mother, aunt, an elder sister, social mother, or the landlord. The authority figures (in BS) usually consented for girls’ to pursue their educational goals while they contributed to the household work. The income brought to the household was normally collected by the women; in return, they took care of the logistical aspects of the household. The women also were somebody the girls’ turned to in case of problems. Usually, girls’ in BL have benefited from this kind of relationship. This kind of liaison gave them certain amounts of freedom to pursue their future goals, giving a helping hand to take care of their toddlers, and functioned as a valuable social parent and viable social capital.

6.2.2 Available Cultural Capital within Communities

It was also noticed when visiting BS that older generations, usually a social grandfather or granduncle (not related) who had had the privilege to acquire an elite education during the pre-war period, functioned as a wise man, helping children to achieve their educational goals. Although this help was more readily available for boys than girls, a small number of girls’ benefited from this cultural capital. Also, in communities visited in BS, mosques were closely integrated with households, and boys’ and girls’ benefited from various kinds of education (moral, values, religion, etc.) provided by these institutions. Although mosques were buildings of their own, they were not built in such a way to demark the institutional space between community members and the religious authority, and they functioned as an all-around, integrated cultural entity. It was also noticed that older siblings who had been to school helped the younger ones with difficult assignments at school; this help was employed by families whose elders had not had the opportunity to go to school.
In the questionnaire responses, more than 70 percent of pupils in BL, mostly girls’, said that they do not get any help with their schoolwork from home; in the case of BS, 60 percent said they got help from a member of their household or community. The observations made at BS clarified this issue. The relative availability of cultural capital at the disposal of girls’ in BS as compared to girls’ in BL had positive effect on girls’ education. The girls’ living in situations with high social and cultural capital in their communities and households usually continued school, obtained better results, and had long-term career goals as compared to girls’ who did not have such socially embedded resources. On the other hand, in BS, girls’ who dropped out of school usually came from households where their social mothers, or the authority figure, had been exploiting them.
My sister and I were brought here (BS) by a woman known to my family from the village during the war. Our parents were happy to send us away from war-ridden village especially bad for us girls—you know! rapes and bush soldier wife and all. We were just 13 and 16. Want to study, but woman brought us here sold us to a brothel mother.
These two young women, 23 and 26 years of age at the time the interview was conducted, then ran the same brothel house they were sold into when they were younger. A large number of teenaged school dropouts, as well as schoolgirls, worked for them to earn much-needed cash to pay for their school fees. The place was conveniently situated opposite a prominent school. The place was directed by a schoolgirl attending senior secondary school nearby.
I have never tried to contact our family in the village out of shame; my family is these girls. I help them if they get pregnant, and if they want they can go to school. What is the point? Girls’ who have exam certificate come and work for me in this brothel to earn their food and rent.
This girl’s comments opened a fresh set of discussions. Although gender disparity in education in BS is lower in the schools that have been investigated, girls’ still struggled to benefit fully from their education. 

In conclusion, it is possible to say that girls’ home and community environments play an important role in shaping their personality and influencing their educational decisions. However, it is also possible to argue that the abstract relationship between the environment and the individual (Bronfenbrenner’s model) does not always have to be the case if an individual has the capacity to change his or her environment. This is to suggest that individuals have the ability to develop a reciprocal relationship to improve his or her environment and make positive changes. Results from the findings at the household/community level suggests that home and community environments have a substantial effect on girls’ schooling, but girls’ also have the possibility to change their home environment by appropriately using the available social and cultural capital resources at their disposal, which in this case was identified as “third-party assistance.” This is identified with girls’ who successfully completed their secondary school cycle in BS with the help of a third party. The dyad relationship here involved girls’ capacity to change their ecological environment, with the help of the third party, which positively contributed to their achievement in education and, hence, personal development. 

6.2.3 Social Capital, Women’s Organisations, and Girls’ Education

In order to investigate community involvement in girls’ education, questions were asked of two different women’s organisations in BL and BS. One woman in BL answered as follows to a question that was raised on community resources such as the role of women’s organisations in supporting girls’ education:

We women still have our regular meetings, but we have no money, nor recognition to get involve with MoE to fight against exploitation of our daughters in school. MoE have never come out with a plan, either, to get us involved, although we know what is going on here, and capable of change things around. People from Girls’ Education Division at MoE or UNICEF do not seek our help. 

In fact, traditional roles established by the kinship groups had eroded, and new civil society organisations were emerging at a snail’s pace in Bomi after the war. Women’s organisations, in particular, had very little involvement with the MoE as implementing partners. Neither had they had the capacity to participate in the recovery and development of the education sector. Questions raised to members of the Fifty-Fifty group, a women’s organisation in Bo Town, prompted similar replies as those from BL.
We are not politically recognised by the MoE to involve in matters concern girls’ education, although we have the possibility to improve schoolgirls’ situation in this community.
This reply suggests that civil societies, especially women’s organisations that had once been active during the war were not seen by the MoE as equipped with a strong enough political and social scope to engage governments in dialogue, decision making, and innovation around the goals for girls’ education. However, when it concerned women’s overall condition, these organisations, especially in BS, played an active role, as seen in this comment: 
We have active women organisation. They are involved in educating women about the three new gender bills that was passed by the government in 2007 on customary marriage, domestic violence, and property right. We encourage women at grassroots to contest in local election.
In contrast, although the engagement of women’s groups was not sought to improve girls’ education in Sierra Leone, there was a fine collaboration between the fundamental traditional political and cultural entities and the newly emerged civil society groups. Civil societies had gradually rebuilt after the war, and women were successfully using international legislation to make sure that they were represented at all levels of society. But in Liberia, Women’s Network in Bomi, which was once active in peace building and community building, was politically weak and in a deteriorating condition attributed to lack of funds and the lack of representation and capacity. Women’s groups have the capacity to bring gender inequality, gender discrimination, and exploitation of girls’ in schools into focus; in other words, they are potentially socially transformative (Fennell, 2008). But according to the comments from women, the MoE did not make any effort to consult women’s groups, nor did they feel that such community elements had the power to bring about gender equality in education. In other words, the power of women’s movements was underestimated by those who make policy decisions.

6.3 Parents’ and Teachers’ Views on Girls’ Educational Situation in Post-War Contexts 

This section deals with the interviews with parents and teachers. The answers gathered from interviews, group discussions, and in-depth interviews are illustrated with a brief analysis to illuminate how girls’ present situation is viewed by parents, teachers, and the girls’ themselves. Mothers were included in interviews as most families’ male members either were killed or displaced; when they were present, they either worked in mines far away, or migrated to the capital city or neighbouring country to find work. Parents’ standpoints also provide detailed answers to the first research question, which seeks home-based factors that have a direct impact on girls’ education. 

6.3.1 Eroded Family Relations 

A mother, who is identified here as Bridget, was 42 years old and lived with her younger children. During the insurgencies, her husband was killed and her three older children (a son who is now 23 years old and her daughters, ages 20 and 17) were displaced. Bridget managed to escape with her toddlers. Now she had returned to BL and was trying to rebuild her family. Her older daughters were presently attending secondary school and lived in another location in BL. Her son, who was 12 years old when he was abducted and taken as a child soldier, had now returned to his mother after being rehabilitated. He was 24 years old and the sole money earner.
Q: Can you explain why your daughters do not live with you?

R: My daughters have changed. After war, all have changed, so difficult to repair relationship.

Q: How have your daughters changed?

R: They are angry, so angry. They think I ditch them during the war; for them, I am a stranger. I tried to win their heart, and so we can be a family again. But they refused even to get any help from us.
According to Bridget’s answers, it was clear when the situation had calmed down that meant people were no longer at war with each other; families attempted to rebuild their lives as they were before the war. In that process, Bridget encountered difficulties in renewing contact with her daughters. Mostly women and children continue to bear the psychological effects of torture and gender-based violence, and in that context, post-conflict families are confronted with additional challenges (Adebajo, 2002) Most of all, people in post-war contexts have lost their identities as they were uprooted from their natural habitats (Davies, 2005; Stewart, 2000). Bridget’s answers support both of these views. Bridget also mentioned how identities of people have changed to a point that she could no longer recognise her own daughters’ behaviour. 

6.3.2 Reluctance to Renew Family Contacts

The empirical findings also suggest that girls’, particularly girls’ from BL, were reluctant to renew family relations. This was more common with BL girls’, who were sexually exploited during the war and continued to be exploited in the transitional period. During the war, most families displaced their children. In the midst of calamity, a large number of parents gathered their younger children, and in that process older children were displaced, which mainly characterised the war situation in Liberia. The displaced children developed a habit of living with strangers in refugee camps and were invariably exposed to exploitation. In that context, mostly girls were affected. Bridget’s daughters, who were displaced at the ages of nine and six years old, lived a large part of their life in social mayhem and found it hard to reverse their life to reunite with their mother. The power of conflict to erode core values of families and societies has been further argued by Collier and Elliot (2003). According to them, it is not only a difficult process to reverse, but it is also a process that takes a longer period to turn around. In this study, most girls’ and women who were subjected to the atrocities of war hardly have been helped, and they suffered from the aftermath of war. A woman commented as follows on the psychological repercussions following the war and how it interferes in day-to-day life:
During the war, when NGOs were here, they put up counselling places, and some women from peace organisation were very active help us, heal wounds and sickness. But now war is over NGO has gone, women group has no money, but we suffer still.
Children, who during most of their life had grown up exposed to the ad-hoc lifestyles of war, continued to do so even after the war, not getting any help. This fact is further confirmed by Bridget:
I can think of horrible things that my daughters might have experienced in refugee camps, but they survived, went to school, unlike other girls’ who were raped and carry children from their rapists, live in shame. I was glad that it did not happened to my daughters, but unfortunately both my daughters were impregnated after the war right here, in Bomi, front of my eyes. I was told that they finance their living and education doing sexual favours; perhaps they are shame to face me.
Listening to what girls (Bridget’s daughters) have to say is another way of gaining insight into the reality of girls’ lives after the war. Sala, one of the daughters attending school, explained their situation:
Q: Can you explain why you do not want to ask any help from your mother?

R: My mother live in an area where all talk bad of each other, especially girls’ like us who lived alone in refugee camps. Me and my sister moved here from refugee camp in Guinea with an older woman who looked after us. She is now sick. It is difficult to live like a family again in a small community. 

Q: Both of you have small toddlers and go to school; how do you support your living?

R: [Pause. No reply.] 

Q: Somebody supports you?

R: Yes, my sister, she works at night on the street three days a week.

Q: You mean sexual favours?

R: Yes, but once my sister gets her SSS, she will stop, and she is planning to work in Bomi hospital.

Q: Can you explain to me how you became pregnant?

R: I follow my sister sometimes to the street, and was pregnant; abortion did not work. We feel no good of these things that we have to do to live. That is why we do not want to face our mother—we feel shame. 
It was discussed by Utas (2005) that girls’ during the war used different kinds of social tactics to socially navigate and survive in war conditions. Although Utas’s writing described the tactics during the war, by listening to Sala, it was clear that, even after the war, girls’ had to use various survival tactics. This factor is further supported by another parent in BL:
Families live around here lost too much. The war is over, but we feel like we still in the war—a different kind of war. Our daughters use all kinds of ways to get back what they have lost.
Although the war was officially over, people were confronted with different challenges after the war. Girls like Sala and her sister chose to live anonymous lives, not wanting to renew contacts with their family. Although it would have benefited them, they feared that they would be subject to further social ridicule. Revisiting the social capital argument of Bourdieu (1986) and Field (2003), supportive relationships and socially embedded resources available in families and communities help people to enhance their capabilities, but in Sala’s case, she was reluctant to make use of such recourses that could have improved her living situation owing to the fear of being socially ridiculed. This means that mere availability of social capital, per se, does not guarantee one’s enhanced position in society; rather, how it depends on how it’s used by its members.
Q: In school are you subject to badmouthing Sala?

R: No, we are so many girls’ in the same situation. School is new. Teachers are aware that girls’ actually go out to earn money; they do not care. 
Especially in post-conflict contexts, adolescent girls’ and boys’ find themselves in a moral vacuum owing to the way atrocities were committed (Russett & Huth, 2003). In such contexts, schoolteachers who were aware of Sala’s situation simply were powerless or assumed that ignoring Sala’s lifestyle was the best way to deal with the problem. Even though schools in BL had made provisions for teenage mothers like Sala to return to school and complete their education after a pregnancy, in reality this compensation had not benefited Sala, as she repeated classes due to erratic school attendance. Brock and Cammish (1997) and Herz and Sperling (2004) point out the importance of school leadership to provide girls’ with a supportive learning environment by understanding these specific problems girls’ face, so that they will be able to cope with their studies. But Sala’s teachers seemed to have dealt differently with the problems those adolescent girls’ faced—in this case completely ignoring them.

6.3.3 Factors that Strengthened Cultural Barriers

The second parent interview was with an illiterate, 33-year-old mother, identified as Fathuma, who had three children attending Al-Rashad School in Bomi. Her eldest daughter, who was 17 years old, had just finished her BECE, and the younger children studied in the primary school. She also was a member of the CTA and came to the school every day to prepare food rations for children in the primary school. All children in primary schools in Liberia and Sierra Leone are provided rations of food under the World Food Program (WFP). The CTA is also involved in school maintenance and sees to it that teachers are present in classes as parents bear part of the school fee. Fathuma was born Christian, but she converted to Islam after marriage. Intermarriage is a common phenomenon in both regions. Muslims, once wiped out during the war, at this time were attempting to restore their community identity in BL. As a result, Al-Rashad primary school was being restored and currently extended education even to girls’ at the secondary level, which was rare for girls’ from an Islamic background in this community in the pre-war period. 
Q: Can you explain the benefit of educating your daughter?

R: Education is something what we want our daughters to have, that way they actually become even better than boys and do better in life. 

Fathuma, who had never been in school, valued education to the point that she allowed her older daughter to continue in school. She went to school daily to monitor that her daughter was not being abused or exploited.
Too much drug violence; our daughters’ are not safe anymore. Boys in my daughters’ class are older; some are 20–25 years old. Some boys you see in the community here in Bomi taken drugs at the age of 7–8 during the war, and their minds not right. Many Muslim parents find man and give daughters in marriage soon after the initiation, once they finish primary school just for this reason. You see, there are only four girls’ in my daughter’s class. What happened to others! They were given in early marriage, 13, 14 years; parents fear girls’ will be exploited.
Fathuma’s comments confirmed the insecure environment in which girls’ live in Bomi. Families were sensitive to this problem and were concerned with the increased number of over-aged pupils in secondary school classes and were reluctant for their daughters to continue education. 
Q: What inspires you?

R: My daughter is clever. When we lived in Guinea, as refugees, she always had good marks; their school is never stopped. Many Muslim girls’ study longer in Guinea, and do jobs and earn better money, and look after their family; community respect them. My daughter’ wants to be a doctor, lady doctor, first in Bomi.
Fathuma’s daughter’ was one of a few positively affected by the family’s decision. However, it has been argued by Smock (1981) in her study in Malawi and by Bangura (1972) in his study in Sierra Leone that traditions tend to exclude women from pursuing a career and instead hurry them into marriage. The Bangura study, conducted well before the war in Sierra Leone, showed that girls’ and boys’ between 9 and 15 years old received a traditional “bush” education, for almost six months, where they were circumcised and selected their future marriage partners. According to the findings of this study, such practices were not taking place to the extent that children missed school, but the practice was still common, irrespective of religious background. Female and male circumcisions are treated with a sense of purity, maturity, manhood, womanhood, and most of all, they are the way of passing along traditional values. In fact, such practices are fading owing to eroded kinship structures which were apparent in BL.
Revisiting Fathuma’s comments, two of her daughters were circumcised, as she did not want them to be ridiculed by other members of her community or to hinder their chances of finding a proper man to marry. When Fathuma was asked about the initiation ritual and the important role it plays in society, she answered as follows:
R: The girls look forward to this ritual; many families do not do that because it cost money, and no parents to bother doing that for them. Girls’ feel afraid that if they do not do that, nobody marry them, so I want to be safe.

Q: Safe from what?

R: So in case they do not success in education, still nobody throw bad eye on my daughters’ in the community and ridicule them. But if they managed to finish education and get a good job, circumcision is not important.

Q: How?

R: Then it is them who select when to marry, whom to marry not the community. They are educated; we listen to their choice of partner.
Fathuma wanted her daughters’ to get a good education despite the cultural arguments cited in this study. She was, in fact, more concerned that the insecurity of the environment could disrupt her girls’ education and prompt giving them in marriage early instead of finishing their education. In this case, tradition had not played as it was envisioned. However, the few numbers of girls’ who continued education at the secondary level in the Islamic school in BS supported the views expressed by Smock and Bangura to a certain extent. Yet, culture per se was not a factor that contributed negatively to girls’ education in BL; rather, it was the lack of a secure environment. The insecurity at school, classrooms with older pupils, male domination within the teaching force, and exploitation of young girls by teachers—easily categorised as social problems owing to the war—played against the parents’ positive view of educating their daughters. Furthermore, at times, girls were pushed to marry at an early age despite both countries’ laws forbidding child marriage. The feminist position was clear here. Not only did schools make a conscious effort to change the process and practices so that they could provide girls’ with an environment where they could develop to their full potential, but also, as duty bearers—in this case the state—took into consideration factors that hindered girls’ benefit from education owing to the insecurity of the environment in which they lived. 

6.3.4 Schoolgirls and the Spread of HIV and STDs 

The third parent interview was with a mother from BS, who is identified here as Ayeshta. One of her daughters attended school in BS, and another girl dropped out of school. She had 21 children under her custody, and all were going to school and were engaged in petty marketing and household work. She was also the fourth wife to her polygamist husband, who lived in Freetown; he hardly visited her owing to his old age. Her oldest daughter was out of school as she had contracted HIV and was constantly ill. 
Q: How does your daughter’s situation affect the rest of the children in your family?

R: It is no good. She had one year left in school. Always sick; now she goes more to hospital. Other girls’ are more careful. But the problem is we adults don’t talk to them of sex, sickness, or pregnancy; such a hush.
It has been brought to attention that in most traditional societies, sexual matters such as pregnancies are shrouded in silence, and adults avoid talking to children about sex (Kabo, 1988). The culture of silence at home by adults in relation to STDs and pregnancies actually caused negative effects on girls’ education.

Q: Do you know how she contracted the sickness?

R: Yes, we had a lodger here from Freetown, worked in Bo. My daughter had a relationship with him. Later he died in a hospital.

Q: How old was your daughter then?

R: Oh, she was about 13, 14 years old. HIV/AIDS is something new to us; I have never see people die from it. Many of us die here from malaria and other sickness. I was first told of HIV and the danger of it when my daughter started to get sick in the hospital. 
Although available, statistics on post-conflict nations do not provide adequate information on the spread of STDs and HIV/AIDS, but this kind of lifestyle—such as the increased number of young schoolgirls’ in prostitution, sexual exploitation of young displaced girls, sexual favours exchanged in return for food, school fees, and material gains—raises the question that these two countries might be at the onset of an HIV/AIDS pandemic. Brock and Cammish (1997), in their survey of seven developing countries, identified Sierra Leone as having a problem of precocious sexual activity amongst adolescent girls’. This researcher attributed this to a characteristic called “sugar daddy-ism.” They explained this as a habit that had become commonplace amongst adolescent girls’ where girls’ became sexually involved with older men in return for money. Early pregnancies, which further complicated the low participation of girls’ in formal education, were closely related to sugar daddy-ism (Brock & Cammish, 1997). Ayeshta mentioned that a lodger from Freetown had infected her daughter. During the study it was observed that families rent rooms to strangers to extend their income, and in those contexts, young girls’ were invariably exposed to high risk. These factors were also observed in Holly’s (1989) research on 140 female secondary school dropouts in the Western District of Sierra Leone. Holly argued that in unsafe home environments in overcrowded household, girls’ were exposed to taking unnecessary risks. 

It was also revealed in Ayeshta’s conversation that she did not make any effort to stop her daughter’ from having a sexual relationship at such a young age with an older man, as he provided her daughter’ with needed cash. The question is if she had known the gravity of HIV, would she have prevented her teenage daughter from having a sexual relationship with a stranger?

R: It was not long ago that custom in Sierra Leone that girls’ were given in marriage soon after the puberty, so I did not mind. I was married at 14.

Q: Do they receive guidance from school on preventive methods, safe sex?

R: No, not at all. Most teachers at secondary are male. Girls’ are too shy, schools also very hush, all are hush; more girls’ get into problem. 
Brock and Cammish (1997) shed light on the issue of HIV/AIDS and urge the need for integrating HIV/AIDS information into school curriculum, either through peer counselling or school clubs. This means transforming schools into strongholds against HIV and other STDs spreading amongst children by changing the culture of the schools and making children feel protected, supported, and confident. In the same vein, Williams (2006) described the significance of incorporating life skills issues into the school curriculum, such as alcohol and drug abuse and sex education. Williams also emphasised the importance of integrating the same material into the teacher education programme. None of the schools visited had given any guidance to teachers on sexual education. As a result, school authorities and communities failed to reduce the level of unsafe sex and unwanted pregnancies, which encumbered the education of many girls’ in their community. For schools at large, teaching students life skills was a new phenomenon, and sexual education was not on the agenda; schools’ absence of strategies to combat these problems, which are particularly important to transitional societies, was evident. Some literature also sheds light into the area of adolescent sexuality (Holly, 1989; Measor & Sikes, 1992; Brock & Cammish, 1997; Herz & Sperling, 2004). Researchers argue that adolescent sexuality is different, and school has failed to address the situation. 
6.3.5 Teachers’ Interpretation of Families’ Views on Girls’ Education 

This study makes cross-references on families’ views and teachers’ views on girls’ education. Teachers were asked to explain what they think of parents’ attitude towards girls’ education as compared to the education of boys.

Families are interested in sending their girls to school more now than before. Primary schools children get food ration while in school and school is free, but parents are not very keen on spending extra money to send their daughters’ to secondary school, because it cost money. Girls’ normally help in the household and support the family by selling petty things. So families benefit by not sending girls’ to secondary education. But families are keener to send their sons to school, because they think boys can get better jobs than girls. (Teacher in BL) 
This view was common amongst teachers in both Liberia and Sierra Leone. In both locations, there was a high cost attached to secondary education, and households were responsible for the entire cost. Under such circumstances, parents were more likely to invest in boys’ education. The dimension of opportunity costs in relation to socioeconomic factors surfaces in the background in the following reply as well:
Parents still think that girls one day get married and leave the family and boys stay and look after them. The war change this kind of attitudes, but most parents are illiterate and tune to old way of thinking to understand the value of education. (Teacher from BS)
According to this comment, teachers believed that cultural factors shaped parents’ attitudes of sending their daughters to school. Two barriers seem to affect girls’ right to education. One is resistance existing at the ideological level, and the other is poverty.   Gender, in relation to cultural ideology, has a direct effect on parents’ attitudes toward girls’ education (Coomaraswamy, 1997; Sen, 2005). Cultural arguments surfaced here and were supported by teachers’ explanations of parents’ reluctance to invest in girls’ education. Apart from that, teachers also commented on the increasing number of girls who dropped out of school due to pregnancy. The teachers saw that in families, especially families where parents did not have an education, daughters’ education was treated secondarily to their primary obligation for the reproduction. 
It is very common for girls’ to get pregnant, and parent encourages it. You know life expectancy in Liberia is 40, 50, and parents are afraid that they die without seeing grandchildren. Mothers are uneducated and themselves had children when they were very young and want their daughters to do the same. Many girls drop out from school after a pregnancy and not very interested in coming back to school. (Principal from BL) 
The teachers were asked two times to explain the reason for low parental interest in girls’ schooling. The overall opinions of the teachers were that parents who had no education could not see the value of education for girls’, and cultural factors still played an important role when education decisions were made at home for boys’ and girls. 
Parents are not sure extra years in school actually benefit girls because they have never been in school. They are happy that their daughters learn to read and write because that itself is an achievement for parents. So after girls’ complete their primary education, parents want them to take more responsibility at home. (Teacher, BL)

The feminist point (Measor & Sikes, 1992) is that schools should encourage young girls’ to fight against the existing normative values; instead, here it was seen clearly by teachers and assumed that parents’ low attitude towards girls’ education existed in the realm of tradition, parents’ low education, and low expectations of girls’ benefiting from education. Such attitudes held by some teachers’ actually affected girls’ already taught by these teachers’. Another dimension among school personnel especially in BS was more related to parents simply not having enough money to spend on their children’s education. 
Parents actually interested in sending their daughters to school. Most parents, who were from rural areas, moved to refugee camps during the war saw for the first time girls’ in school, women working as nurses, teachers, helpers at the camp. So after the war, parents’ interest in sending even their daughters to school started to increase. But the problem is money, poverty. They simply do not have enough money to spare for education for all. (Teacher, BS)
During the interviews with parents, they were informed that their daughters’ opportunities for finding a job as a teacher, nurse, and help worker increased if they could complete their basic education. However, despite the existing argument that uneducated parents don’t value education, most of the parents who were interviewed in this study wanted their daughters to have a better education than themselves. Even during the group discussions with the boys, these answers emerged:
· I want to marry an educated girl who have a job and bring money home. 
· Two incomes are necessary after the war; it is different time.
Listening to what teachers said of parents’ attitudes toward girls’ schooling showed that parents/guardians actually go through a transitional phase, not knowing whether to open their views positively to the changes that were taking place after the war in relation to girls’ education or to give in to the old way of thinking. 
Listening to what parents have to say is another way of finding crosscutting themes that can be brought out to determine the realities of girls’ education. However, when talking to parents, household economy played an important factor that affected sending their children to school. This is confirmed by a response made by a mother in BS when questioned about her children’s education:
I want to send my daughters and sons to school, even more my daughters—they suffered lot. People not respect woman like me not read and write. But after buy food and pay rent, no money to pay to school. Children go out and bring money and pay their school. (Illiterate mother from BS)
Despite the general understanding expressed by teachers that illiterate parents were not interested in educating their children, in particular daughters, and the need of girls’ labour in the household, family members felt positive about educating their daughters as well as sons. When asked of their daughters going to school, most parents or guardians said that they wanted their daughters to get an education and have a better life than themselves.

I was a third wife of a polygamy man and push to marry at 12 years, and only thing I did work…work in the field to feed many mouths. War time we ran away from village. Now no land or man; only hope is education for all my children so they get jobs. My eldest daughter’ earns money and goes to school, and she helps younger one in schoolwork. She is my hope. (Illiterate mother from BS) 
Parents also had different attitudes toward the culture, different from opinions expressed by some of the teachers on parents’ attitudes to girls’ schooling.

Biggest problem is girls’ used for sex in the school by teachers, older school boys, and men on the street; comes home with a belly. No child support, man disappears asking her to deal with the pregnancy. Abortion is not common around here and many girls’ die going to village women perform abortions. Mothers are afraid to take their daughters to such places to remove unwanted pregnancies. What can we do? She drops out from school. I take care of my daughter’s son so she can go to school. But it is hard for her and for me. Problem is not all girls’ have mother like me can help. (Illiterate mother from BL)
When asked about girls’ contribution to the family economy and household work, it was suggested that parents do not wish their daughters’ to sacrifice education to do household work or have children.
My sons and daughters both help in the house, sell things on the road. Of course I agree girls do more work. Boys help too, but girls are more in, boys are more out. I am a widow. If I get sick, my daughter has to take care of the family, and then she has to stop schooling. (Illiterate mother BL)

Parents’ interviews suggested different ideas than the teachers suggested. Lack of parents’ education in this case was not seen as a determining factor, because mothers who did not have any education wanted their daughters to experience something different than what they themselves had experienced; education in this case was seen by them as something positive and as additional cultural capital to elevate the family’s status and standards. Cultural determinants, as expressed by teachers, also were not emphasised by the majority of mothers. Mothers negatively viewed daughters getting married early or getting pregnant while they were in school. Poverty, which was one of the factors expressed by teachers in BS, seemed to play a major role, even in mothers’ replies. It was also revealed that in the context of poverty, those parents still selected whom to educate. This view is supported in the literature in that the way in which women are placed in society has direct effects on girls’ schooling and how families invest in girls’ education as compared to boys. The GAD theoretical approach explained that the hierarchical position and political economy men and women were exposed to in society affected girls’ participation in education and affected families’ decisions on educating girls (Vavrus, 2003; Unterhalter, 2008; Fennell, 2008). The families in this case did a cost analysis of how education would benefit girls’ as compared to boys 

Parents respect the interest expressed by their daughters for wanting to go to school. In such cases, most of the time, daughters themselves decided on their schooling and worked outside to pay for school fees, while parents played more a supportive role rather than a decision-making role. This was confirmed by a mother in BL as follows:
My daughters sell cassava on the road after school because they want to pay for the school and buy shoes, books; I support them. During the war, girls’ were used to live supporting themselves in various ways. I am happy they continue school. I have no power to control how they earn money to pay school. (Mother from BL) 
Girls’ who maintained a relationship with relatives in the village occasionally visited them, and their parents supported them by letting them take sellable goods from their fields. However, it was also revealed that boys’ under the same context developed a different relationship with their parents than girls’. Boys’ usually went to the village more often and during school holidays and collected their school fees by working in the field, and they spent more time with their relatives in the village, whereas girls’ seldom travelled to the village. Either way, parents were positive about their daughters’ going to school and respected them for it.
I help some girls, but sad part is that girls’ who actually studied and passed the JSS ended up in doing the same thing like her colleagues who drop out of school at primary school, or girls do not go to school at all. (Social mother from BS)
(Parents’ legitimacy does not stem from their being biological parents alone, but more importantly, from their being social parents responsive to the needs of the younger children under their care).

In conclusion, most parents who were interviewed indicated that poverty hindered them from satisfying the needs of their children’s education. According to the Bronfenbrenner model, families are supposed to be the first agents of socialisation and provisioning. However, it is important to stress that families were not an abstraction; they were units within the bigger spectrum of society. If families did not have the means to provide for the educational needs of all their children, they were more accustomed to investing in boys’ education rather than girls’ education based on the return on the investment. Transition families, on the other hand, have a positive view of girls’ education, and as such, the culture is slowly ingraining into people’s minds; positive results were already seen in BS. However, sexual harassment in school, fear of girls’ becoming promiscuous, and unwanted pregnancy worries parents. In such cases, parents are inclined to follow the customs that had been established when they themselves were young girls’ during the pre-war period.
6.4 School-Related Factors Associated with Girls’ Education
So far, this study has raised the potential difficulties that girls’ face in their home/community environment that prevent them from benefiting from education with the help of findings made in the home/community environment, and provided an answer to the first research question which deals with community- and home-based factors that prevent girls’ benefitting from education. This section provides school related findings associated with girls’ education and attempts to answer the second research question. 

In order to find whether there is a problem in girls’ basic education, it is primarily important to establish the pattern of participation and achievement rates of girls’ and boys in secondary school. In doing so, the study presents the participation and achievement measurements that were taken from school registers and verified by district education offices. The dropout rate, however, was not possible to measure from one class to the other, as there were always new children joining classes at each level; this was the case observed in all schools. However, it is possible to have a general idea by judging the meagre fluctuation of students joining in the midst of the secondary cycle. 
In grade 9, which is the last year of JSS, one could identify a visible gender discrepancy, particularly in schools in BL. In order to clarify associated factors contributing to enrolment and achievement figures (quantitative) shown below, the qualitative data is presented. The quantitative data from the questionnaire mainly concerns the enrolment and achievement rates of pupils. Apart from that, school culture, behaviour, social setting, and gender socialisation within the school context were studied. Furthermore, it enabled the researcher to identify how educational values were embedded in schools in relation to particular norms and gender and how they translated to girls’ education. Thus, settings—classroom and school—were treated as physical and social spaces where it was possible to encapsulate interactions in order to generate data relevant to girl’s education.
6.4.1 Participation and Achievement Rates and Explanation of Trends

The table 9 below gives enrolment and achievement measurements of girls and boys in the secondary school cycle at C. H Dewy Secondary School in BL. According to the table below, male students’ participation remained high throughout the cycle of secondary school (grades 7, 8, 9). The total number of girls who have obtained their BECE conducted by the West African Examination Council in 2007 was half of the amount of boys. The BECE is an important milestone in children’s academic career as it not only makes them eligible to secure future jobs, but it also allows them to continue studies in other vocational sectors or at tertiary levels.) The table also shows that a large number of girls’ dropped out from the first and second cycle of JSS.

Table 9: Participation and Achievement Rates in C. H Dewy Junior Secondary School, 2007 
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The table below presents the total number of girls’ and boys who attended and passed secondary classes and the number who attended vocational classes at Plantation Community School in BL. 
Table 10: Participation and Achievement Rates in the Plantation School, 2007 (n.a.=not available)
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The successful rate of girls’ is high throughout the secondary cycle at Plantation School. Out of 63 girls in the last year of JSS, 57 acquired pass marks to enter vocational classes. The numbers of girls subsequently increased in vocational class to 83; this is due to return and repeat students.

Table: 11 Participation and Achievement Rates, Al-Rashad Arabic School, BL, 2007
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During the observation it was noticed that all three primary schools in BL had equal numbers of boys and girls in their classes. Especially with regard to Al-Rashad School, secondary classes, girls’ participation was low. The majority who passed primary school did not continue to the secondary level and dropped out of the school system, or it could be that they continued their further education at C. H Dewy. 

Table 12: Participation and Achievement Rates, Al Namya Muslim School in Bo Town, 2007 
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In the case of Al Namya Muslim School in Bo Town (BS), the table above shows that there was no significant gender disparity in enrolment figures in grades 7 and 8. The gaps increased when children started the ninth grade. The total number of students who obtained the BECE exam in 2008 was 80 percent for boys and 57 percent for girls. Although achievement rates at grades 7 and 8 were better than the similar type of school in BL, the total number of girls who obtained the BECE is a matter of concern in this school as compared to the other two schools in BS. 

Table 13: Participation and Achievement Rates, Kakua Community School, Bo Town, 2007
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According to the table above, Kakua Community School had a high number of girls’ who attended and passed throughout the junior school cycle. The total number of girls’ that obtained the BECE is similar to boys, and in some classes, girls’ outperformed boys. 

Table 14: Participation and Achievement Rates, UCI Junior Secondary School, Bo Town, 2007
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Similarly, an equal number of girls and boys pass each secondary cycle in the UCI School.
The above results suggest that schools in BS had relatively less of a gender gap in enrolments and achievements in each class as compared to BL. It is important to note the theoretical argument that measurements on uneven presence and absence of girls’ and boys in schools concern gender largely as a noun—for instance, how many girls’ and boys attend school or pass a certain grade. This notion of gender counting does not give adequate evidence of gender equality in education (Unterhalter, 2007). This means enrolment achievement figures do not give enough evidence as to how these measurements have transformed into the process of empowerment and improved girls’ choices in life. However, the cross-country analysis of school participation and achievement measurements does provide a useful platform to investigate aspects that worked well in one location in comparison with another in relation to the number of girls who obtained the BECE. In the following section, different explanations are discussed for the trends in enrolment and achievement rates in both locations.

6.4.2 SIABU Gender-Sensitive Programme 

The reason for a larger number of girls’ attending secondary school in BS as compared to BL could be explained in many ways. One of the explanations is that the SIABU gender-sensitive scholarship programme was extended to girls’ living in dire situations. This is a specially prepared project initiated at the local level with funding from various aid organisations to encourage girls to complete their basic 10 years of compulsory education by giving economic incentives. This programme had made remarkable progress in keeping girls’ in school longer. As Nussbaum (2000) pointed out, global, national, and community partnership development has strengthened the weight given to female education. Gender issues in relation to education, through the MDGs, have been brought forward to the international and national stage. Public recognition of female education and inclusion of women in development have put girls’ education in the limelight. The SIABU project is seen here as one attempt. Drawing from the research of Jatoi and McGinn (1995) and Cuadra et al. (1988) in Asia and some parts of Africa, it could be argued that providing special gender-sensitive programmes keeps girls in school longer. Well-thought and targeted programmes in these cases have worked well, even in the case of BS. Although this programme was limited to some semi-urban areas and was highly subsidized by funds from international partners, successful achievements that increased girls’ participation gained popularity to a point that the SIABU programme was gradually extended to rural schools to increase girls’ secondary school participation in Sierra Leone. 

6.4.3 Development in the Service Sector and Employment Opportunities

The other explanation for BS girls’ high rates of participation and achievement was the degree of overall development in BS as compared to BL. In BL, just emerging from war two years later than Bo, the capability of creating employment in the service sector is weak as compared to Bo (10 percent employment in BL and 30 percent in BS; PRSP, 2006). Therefore, in the case of BL girls’ livelihood, employment to a large extent was still a distinctive goal. In BS, active NGOs’ presence and their usage of local capacities created additional employment, and many girls aspired to employment opportunities that were created by this sector. Apart from that, women slowly gained access to local government offices and other services within the government sector that had once been dominated by males. All such development took place in a different sphere; in fact, it influenced the way the benefit of education was calculated by girls’ and their families. Drawing from Kabeer (2000), gender equity was not merely an issue of access to public goods (education); rather, it promoted their ability to define their own priorities and make their own choices. Such achievements, however, were not easy to quantify by merely calculating the participation and achievement rates in school. However, opportunities available for girls’ to benefit from education had a great impact on their motivation and successful completion of their education. On the other hand, Bourdieu and Passeron (1990) particularly explained that a small proportion of women entering the higher education labour market hold public office; not only could this turn out to be an eye opener, but it could also allow them to renegotiate power relations. Girls’ education in this context became valuable when they foresaw that education could be translated to future endeavours that could bring changes in their lives. They were aware of the possibility that they could negotiate their position in society by getting an education. However, it is important to note that there was a larger regional discrepancy in Sierra Leone, where vast amounts of girls were out of school; this discrepancy was even seen within the same district (Bo District). 
6.4.4 Community Needs and Sensitive School Curriculum

The positive trend at the Plantation School in Bomi, Liberia, could be explained in relation to a favourable school curriculum imbedded along with the traditional curriculum. Practical subjects allowed students to go to the field to practice innovative agricultural and forestry methods. There were subjects such as wildlife, agro-forestry, botany, survey methods, soil science, math, and English in the syllabus. Students also had the opportunity to learn how to open up a business. Even though subjects such as surveying, mapping, and forestry were more popular amongst boys, there was an overall high achievement rate amongst female students as compared to C. H. Dewey. After passing ninth grade, students had the opportunity to continue their studies in vocational education, which gave them the opportunity to learn different skills suitable to the plantation and forest industry. Although this school was identified as a community school, certain elements/community features were missing in the way the school was managed; one observation made was the limited engagement of the parents and community members. Another factor observed in both areas was that the two Islamic schools had fewer girls’ and lower achievement rates amongst girls’ as compared to boys. The main reason for this could be explained in findings made in Fathuma’s (parent) interview that was analysed earlier. 

6.4.5 Sexual Vulnerability, Exploitation, and Lack of Societal Control

Although a high number of participation and achievement rates were visible at the Plantation School in BL, questions arose regarding the environment in which education was taking place in the school. During this research, this school made headlines in the national as well as international newspapers in Liberia for having 26 female students who became impregnated in less than one year. The victimised girls were between 13 and 24, and all subsequently dropped out of school. The perpetrators pointed out by students were several members of the school management board and teachers. Living in the community and doing research in this particular school allowed me to immerse myself into the issues of sexual exploitation that had become commonplace within schools in the community. 

Reflecting on WAD’s theoretical approach, which was one of the first to take into consideration girls’ education and sex exploitation, Vavrus (2003) has discussed the various levels of disadvantage that girls’ face owing to gender discrimination at large. The argument is that the power relationship continues to exist between genders, and that girls’ continue to be oppressed within school systems dominated by male authority. Emphasis has been put on schools to create gender equality by increasing female staff and gender-sensitive teaching. Then the question is whether gender-sensitive teaching and female teachers are enough to promote gender equality in education in post-conflict contexts. One of the girls’ interviewed explained the situation in her school as follows:
There was a major sex scandal, and it was just a one incident out of many; captured in all newspapers; so Education Minister have to show concern, to print a press message, warning teachers abusing girls. But law does not work, our courts do not function, police is helpless. Usually perpetrators pay money to silence girls. It is normal in school to exploit girls. We are actually afraid to show our vulnerability to male teachers; we don’t know they will use us later.
This comment can be interpreted to suggest that sexual exploitation of girls’ is so common in the educational environment that it has become accepted as part of ordinary life in school. Working towards achieving gender equality goals, there is a need to take into account women’s capabilities and vulnerabilities (Fennell, 2008). If one makes parallel conclusions from a feminist standpoint, it is possible to argue that girls’ underachievement contributed to their underprivileged status. This was particularly evident at the Plantation School under this study. A favourable curriculum improved the successful completion rate among girls; still, a large number of girls’ dropped out from this particular school owing to an insecure school environment. Although this study does not provide statistical measurements of gaps in the number of girls’ who passed the primary level and continued to the secondary level, the ethnographic nature of this research allows such assessment. It showed that a large percentage of boys secured a place in the vocational training classes as compared to girls. According to teachers, the reason for dropouts amongst girls’ at each level, especially primary to secondary level and throughout the secondary level, was largely owing to them becoming pregnant; for boys, it was migration looking for jobs in the city. Ethnographic encounters also suggested that girls’ education was moulded in a male-dominated environment—not having female role models or a helping hand for the male teachers to get help when dealing with the special needs of girls’ in the school. Girls’ were more susceptible to exploitation, and they feared for their femininity and vulnerability being misused by male authority within school.

The chauvinism in schools that girls’ face was seen as unequal power relations in patriarchal institutions where men dominated the landscape, giving less manoeuvring power over to women, at times even violating women’s right to their own sexuality (WAD). The school environments of this study included overage students and partially untrained teachers. The societies in which the schools located were still in social bedlam and lacked civic organisation. The weak legal institutions further worsened the situation. The disruption of clan organisation and traditional leaders who had maintained a certain moral code and social control was an issue in transitional communities. In such insecure environments, girls, who live practically orphaned lives, invariably were subjected to male chauvinism in school and elsewhere.

The school environment has been criticised by Yeoman (1985), Herz and Sperling (2004), and Stromquist (1989) as being dominated by male values and male authority which has had a negative effect on girls, to the point of finally causing their rejection of schooling. This stance was proven during an interview with a school principal in one of the schools in BL. The school was scrutinised after the scandal at Plantation School and was found to have a number of young girls’ that had been impregnated by older students and schoolteachers. When inquiring of the school principal regarding the reason for the pregnancies, he suggested that the girls’ parents wanted their daughters to produce grandchildren; therefore, girls’ themselves encouraged early sexual relationships. However, this position later on during the interviews with both parents and young girls’ was denied. Most schools in general, for instance in Botswana according to King (1990), expel boys if they are found guilty of exploiting girls, but in Liberia and Sierra Leone, this practice was not ingrained into school ethics. 
The patrilineal and patriarchal system continued to subordinate women to men, and customary laws still classified women under the guardianship of men, although the legislature amended such gender discriminatory laws; constitutional amendments take longer to change people’s minds. This view was supported by Coomaraswamy (1997), who said that exploitation of women requires challenging the way that gender roles and power relations are articulated in society at the ideological level. That means the idea that women are second to men is widespread, and changing such ideologies and attitudes not only takes time, but also needs vigorous efforts from both men and women. It has been pointed out by Jatoi and McGinn (1995) that those who have managed to fight against negative ideology that restricts women’s life choices and empowerment were able to tackle the issue by developing special gender equality practices in school. These measures have worked in some traditional societies.

6.4.6 Lack of Transportation, Insecurity, and History of Erratic Education 

The availability of transportation in BS as compared to BL also came into play, bringing girls’ from distant and remote areas to schools. In the Plantation School area in the outskirt of Bomi, a large number of unemployed ex-combatants hung around, causing problems and insecurity; in that context, it particularly discouraged girls from attending school.
We queue to get a place into this school. We walk hours through dark paths to come here, at times hiding so nobody rape us, but it happened—we hear it all the time. If we have transport, we feel safe to continue school. When I have nobody to walk with, I do not go to school—I fear.
In BL, large numbers of girls dropped out of school or had erratic attendance owing to the long distance to schools and insecurity in that context. Girls’ who attended afternoon sessions found it hard to make the school journey alone on dark paths without being negatively affected. A male student, when asked about the distance to school and insecurity, replied as follows:

It is a big problem for girls to walk to school; sometimes we boys walk with them, but it is difficult to do all the time. Most of the girls get into trouble, stop school.
Although education has the potential to battle against gender and other social inequalities and promotes positive social mobility, if girls’ are living in a disadvantaged area with a lack of transportation, education for her eventually becomes a distant goal (Grusky, 2001). This argument has proven particularly right when assessing girls’ situation attending the Plantation School in BL; the availability of transportation limited the access to education for girls as compared to boys.
Large numbers of girls’ as compared to boys interviewed had a history of erratic education owing to the closure of schools during the war. In the transition period, girls’ education has become a fresh phenomenon, but it takes a while to ingrain into the daily life of girls. Girls’ who had been exposed to child labour and other non-school-related activities found it hard to ingrain education back into their life without the necessary support from society. 
6.4.7 Curriculum Relevance in Post-Conflict Education

One of the major barriers for girls’ benefiting from education was the lack of diversity in the school curriculum. One girl from BS expressed it as follows:
I am not planning higher studies, but all these theoretical subjects prepare us for that.
It was originally not a part of this study to investigate the school curriculum, but during the process of the study it became relevant to tap into the contents of the school curriculum. This particularly became relevant as girls’ showed their lack of enthusiasm for the prevalent curriculum that existed in schools. Countries emerging from conflicts have varied needs; thus, the curriculum needs depend on the areas that need to be addressed (Sommers, 2002; Williams, 2006). Sommers draws attention to the importance of school curriculum in post-conflict countries, in particular for girls, so that they develop skills that guarantee them a place in the labour market. The post-colonial curriculum that dominated the majority of schools neither provided students with specific skills nor prepared them for a vocation after leaving school. The majority of girls’ encountered during the study were interested in learning new practical skills, computer skills, cosmetology, technology, new agricultural skills, and business management to allow them to find a job; few girls’ were keen on pursuing higher studies. Thus, it is easily arguable that the available curriculum was not only irrelevant and uncoordinated to their immediate needs, but it also discouraged them from continuing their education. Boys usually came to school with long career goals, had better support structures available in the immediate environment in which their learning took place, and had fewer problems in continuing their studies even after JSS. 

6.4.8 Gender-Stratified Curriculum Areas

Drawing from the observations made during classroom participation, it is suggested that although young women and men had the same opportunity to select subjects according to their preferences at the Plantation School, teachers encouraged boys to take more technically oriented subjects that needed math and science, for example landscape survey and quality control, while girls were encouraged to take less technical subjects, for example weeding or managing a nursery. This suggests that the curriculum not only suffered from a lack of educational diversity, but it also promoted gender-stereotyped expectations in the end. Teachers did not provide enough leverage for girls’ to break into study areas such as technical subjects where boys have dominated. In a way, teachers’ failures here could be explained by their hesitancy to change the ideals of the education imparted on females based on their socially constructed roles. The observation in classrooms showed that not only girls, but also teachers and boys were under the impression that girls’ selecting such subjects were bound to fail. A male pupil commented as follows: 

Girls’ struggle with math, always fail and then they give up. They cannot think deep.
Girls’ were affected by such stereotypes and ended up selecting practical subjects such as cultivation of small land, composting, fertilising, and weeding activities that they could combine with their primary chores and left innovative subjects such as landscaping, soil control, and survey to the boys. In particular, girls’ education in transition must be relevant to their immediate needs; care must be taken so that “relevant” education does not become stratified according to the public and private sphere and socially constructed gender norms. 

Such stereotypical thinking patterns were reinforced during the process of teaching and had a negative effect on girls’ education. One girl commented as follows:
I want to be a surveyor, but my teacher advised differently. Teachers think girls are not good at subjects that have to think a lot. They think that we have too many problems, and not capable of doing difficult mathematical assignments, I guess.
Compared to Liberia, Sierra Leone had more vocational schools for students who chose to leave school, but girls had yet to overcome the numerous barriers to participate in non-traditional programmes, especially in the technical areas. A girl who was interviewed in BS said: 
Learning technical subjects is no use because we have to compete with boys. Always employer think boys are better than us; so do our teachers. So what is the point. 
This shows that non-traditional programmes were perceived by girls as leading to masculine jobs and that females should instead be involved in the jobs traditionally allocated to them, such as secretary, nurse, teacher, or beautician, that are less competitive and do not involve much physical activity. Such perceptions were not addressed in the school; even teachers advised girls to take up subjects like sewing and dress making while encouraging boys to take up technical subjects. These subjects were deemed appropriate for the future roles of women, but the lack of support available for girls to take other subjects frustrated their efforts to perform better in technical and scientific subjects. One girl from BS commented:
Teachers do not want to waste too much time with us, unless if you are very good. All what I want is bit help from teachers so I can become as good as boys in any subject.
In BL, the vocational training opportunities for students leaving JSS were a distant goal, and only a few girls’ continued to the SSS level. In Sierra Leone, most students leaving school at grade 9 had the opportunity to apply to a vocational school; however, according to MoE local education officers, most of the vocational schools lacked funds in Bo Town and many students found it hard to secure a place. The private vocational education sector is emerging in Bo Town, but lack of finances hinder girls from pursuing it further. Although a large number of girls’ completed their secondary school, at least at the JSS level, it was not clear how this successful calculation translated to strengthen their socioeconomic position. 

6.4.9 Rote Learning 

This section contains observations made of the learning environment in the classrooms, which again contributes to the second research question and the overall objectives in this research. The classroom observations suggest that rote learning took place to a large extent in all schools. More specifically, in BL, students copied the texts sent by the teacher and memorised the text in order to prepare for the examination-dominated educational system. This way of learning gave little opportunity for girls to overcome educational difficulties, and they expressed their frustration: 
We come to school with difficulty; we need more help from teachers, but this way memorising notes do not help. Boys passed exam because they have more time to memorise, but we don’t, and we want to learn from the teacher while in school. 
Clearly students who attended these schools did not feel that teachers and school management were sensitive to the conditions in which their education took place. Passive learning environments, dominated by a post-colonial curriculum, to a large extent produced passive pupils who were not equipped to meet the challenges of transitional nations. This is also argued by Williams (2006) and Sommers (2002). They state that the aim of education is to develop pupils’ capacity to become autonomous and to critically reflect the world in which they live. 
6.4.10 Teacher Presence and Students’ Enthusiasm

During the observation, it was noticed that at the C. H. Dewy School in BL, teachers were frequently absent from the classrooms. Principals interviewed in the schools where teachers were not present said that they were unable to discipline teachers, or rather had limited influence to push teachers to do their job. Some girls showed their disappointment openly:
I pay money my neighbour to look after my baby to come here; all school fees we pay have no use because teachers do not come to teach. We idle most of the time. 
The teachers usually came to the school and marked their presence, but they did not come to the classroom. On five occasions during one week of observation in the same school, instead of teaching, teachers sent lengthy work assignments to the class prefect to copy onto the blackboard. The frustration was evident amongst students, in particular amongst the girls: 
Boys have no children to take care, attend private tuition, but we girls do not have money to pay for private tuition and want teachers present and teach us, after all we pay school fees. 
Boys usually left class while girls faithfully sat and copied the text using their classroom time to the maximum benefit. When the girls were asked about it, one said: 
We come to school copy page after a page; if I stand on the market I sell more rice bags.
When asked about teachers’ attendance, the following answer emerged: 
Private schools use our teachers, pays them well; our teachers neglect us and educate the rich. 
This factor was further clarified by the DEO. According to him, late payment, lack of teacher training possibilities, and poor working conditions affected teachers’ lives and the quality of their work. Girls said that they learned when teachers were present. When teachers were present, students were attentive, although it was observed that boys asked more questions, were more involved with the teacher, and dominated the teachers’ time. Teachers were obliged to have another job to earn enough money to survive. In all schools in both areas, teachers either gave private tutoring or worked double shifts in private and government schools. It was also found that teachers who claimed that they were on the government payroll failed to attend classes, which meant that there was no management of teachers’ absenteeism by the school leadership. The pivotal role of school is to promote positive organisational culture in schools, not only promoting safe and healthy environments, but also to improve the quality of the teaching force. Stromquist and Williams, in this case, emphasised the importance of reorganisation of school administration and teaching forces as many schools consisted of “ghost teachers” and “voluntary teachers” after the war (Williams, 2006; Stromquist, 1989). The lack of organised culture by school administration, in this case the school principal, combined with structural problems that teachers faced in BL contributed negatively to students’ enthusiasm to attend school—mostly on girls’ whose education was taking place under strenuous conditions.
6.4.11 Importance of Female Teachers

Kakua Community School in BS was the only school that had female school leadership. It was also observed that the school had more female teachers as compared to the other five schools, and physics and chemistry were taught by a female teacher. Although female teachers expected girls to behave in a certain manner as compared to boys, girls were given a leadership role to come forward and take over class activities. The school prefect was a girl, whereas all other schools had male school prefects and boys usually dominated classroom activities. King (1990), Parker (1988), Holly (1989), Prather (1991), Yeoman (1985), Herz and Sperling (2004), and Stromquist (1989) are some of the researchers who have discussed school-related factors that have a negative effect on girls’ education. The positive effects on girls of including female teachers into the teaching force were discussed by Prather (1991), May-Parker (1988), and Holly (1989). Although these researchers did not specifically discuss girls’ schooling in a post-conflict milieu, according to them, female teachers have a positive impact on adolescent girls. In a post-conflict context, the need for female teachers seemed to be more vital in schools because of the gender impact of the war and continuation of gender-based violence in the transitional period. However, as mentioned previously, all six schools had a low percentage of female teachers, and females constituted less than 5 percent of the entire teaching force. When exploring the reason for the shortage of female teachers, DEOs suggested a lack of training for female teachers at the secondary level. When inquiring of a female secondary teacher, she gave another reason for the lack of female teachers:
Always female teachers end up in getting transfers to schools in rural areas far away from home. You have to sexually bribe to get a transfer closer to where you live.
Drawing from teachers’ interviews, it is possible to say that teachers were subjected to similar ordeals as female pupils. Teachers usually transferred to remote areas far away from home, found private school alternatives, or moved on. Introducing female teachers as role models in subjects in which girls perform low—for instance, having female science and math teachers—was discussed by several researchers as a positive step (Stromquist, 1989; Measor & Sikes, 1992). This factor was observed particularly during science lessons where a female teacher was present in Kakua Community School. Girls’ were more active in classroom science sessions as compared to the male math teacher’s class. Most of the girls’ obtained pass marks in science, and in the same school, girls performed lower in mathematics. However, this factor per se does not give sufficient evidence that girls automatically begin to perform better in science when a female teacher leads the class. However, it was observed that female teacher role models in subjects that girls find difficult definitely contributed positively to girls’ performance in such subjects.
Although female teachers had positive influences on girls’ schooling, it was also revealed by female students from BS that female teachers often are not seen as positive role models:
Female teachers do not behave as good role models; instead they use us to do their private errand and do their hair and stuffs. Only girls are asked to sweep the classroom.
Another girl attending her last year at secondary school (BS) replied to the same question:
Female teachers are too hastily passing judgement on us, and either you are a proper girl or a bad girl, nothing in between. These teachers very clear of their signal, and we do not feel good. 
Listening to the above comments, it could be argued that while one cannot assume that all female teachers are gender-sensitive in their teaching methods, there is a specific need in some areas to recruit more female teachers who can serve as role models for girls’ and may make girls’ feel more comfortable. Nevertheless, in the majority of schools under this research, the lack of female teachers has created a learning environment with a dominant number of male teachers, which has had negative consequences, especially on girls.
6.4.12 Different Disciplinary Codes for Girls and Boys in School

It was noticed during the classroom observations that male teachers usually showed more compassion towards girls’ than they did towards boys, treated them kindly, and excused them for not doing homework, while boys were handled with a stern voice and at times asked to follow strict instructions in a given assignment. The behaviour was reversed in classroom sessions when female teachers were in charge. Girls’ were subjected to strict disciplinary codes as much as boys and given strict deadlines to finish assignments. This notion brought into consideration whether girls’ had a free hand in school as compared to boys and how it affected their education. In BL, male teachers sometimes hesitated to discipline girls; therefore, they let girls be free to a large extent as compared to boys. One girl from BL commented on her teachers’ lenient attitudes as follows:
I want teachers to be strict on us so we feel teachers do care, that we also strictly told to do our assignment no matter what and not only boys.
It is important that all pupils feel that learning is an active process. Social pressure in the classroom for teachers not to discipline girls as much as boys inhibits girls’ learning and contributes to their underachievement. These patterns of disproportionate discipline were carried out by male teachers towards girls and boys and had significant implications for learning achievement. This was observed in all classrooms other than Kakua Community School in BS. Without social pressure for the teacher to discipline girls to the same extent as boys, the girls can feel that their presence in school is tolerated by teachers, but teachers do not really care to discipline them. This factor was further confirmed by another female pupil from BS:

Male teachers are more serious of boys’ performance, and therefore they are more scrutinised than us.
Such indirect signals given to girls’ by teachers inhibit their learning and contributed to their underachievement, preventing them from benefiting from education.
The WID, WAD, and GAD discourses argued that in schools, girls’ were oriented towards catering to existing norms in society, which was capitalism, patriarchy, and socially constructed gender roles, which brought negative effects on women from developmental perspectives. This was evidenced in the classroom observation and subsequent interviews, where for the majority of schools under this research, teachers prepared boys differently than girls; in other words, schools provided different meanings for girls’ and boys. This position is supported by Unterhalter (2007) and Fennell (2008), who argued that school prepares each sex for quite different lifestyles. 
The results of this part of the study suggested that practices and processes that treated boys and girls differently according to the normative role mirrored in society through the curriculum, organisations, and interaction within schools made girls’ feel that their educational aspirations were not taken seriously by male teachers as compared to the educational aspirations of boys. Girls’ also felt that the curriculum and the way it was being taught lacked diversity and did not prepare them to acquire the employment to which they aspired. Teachers also implicitly guided them to programmes traditionally associated with femininity according to the way it had always been. 

The conclusion of the school-based part of this study provides two major measurable outcomes, school attendance and achievement. Accordingly, it is possible to argue that education was taking place disproportionately amongst boys and girls at the secondary level in Bomi in Liberia—the prominent reason was easily traced to the school environment that underprivileged girls and to the irrelevant curriculum that was unable to provide the skills needed to earn a sustainable income in a post-conflict context. The shortcomings in these areas affected girls’ school motivation, confidence, and performance in education. On the other hand, the large number of girls attending school in BS indicates that gender identities were beginning to be shaped differently as compared to the pre-war period. Increased numbers of women entering higher education, politics, and civil administration had had a positive impact on women in the lower socioeconomic classes. Although it has been argued by some feminist scholars that gender codes vary according to social class, it is possible to say that this was not always the case in BL and BS. Girls’ who came from poor households had high educational and career aspirations. Even at a minimal level, there was a positive effect from higher social classes playing a role in motivating women from the lower social classes to struggle to achieve success in life and education; in this case, education was chosen as a path by many girls in lower socioeconomic classes as a way forward.

6.5 School Motivation and Peer Support in Post-War Contexts
The previous heading under the school-related factors outlined inclusive and exclusive praxis within schools and mechanisms by which schools allocate students to particular roles according to the norms and values of society. According to the Bronfenbrenner’s analytical model adapted in this study, individual and peer group relationships are important aspects to analyse to determine the effects of such relationships on the individual’s development. A number of scholars have supported the view that pupil-to-pupil relationships and peer networks are major components of a child’s experience in schooling (Kinderman, 1993; Brock & Cammish, 1997; Measor & Sikes, 1992). In post-conflict educational environments, it is important to find out how individual and peer-group culture influences girls’ education. The findings in this section also answer the third research question. 

6.5.1 Specific Moral Codes and Double Standards amongst Adolescents 

During the group sessions and classroom observations, especially in schools in BS, it was noticed that female pupil groups operated with a “moral sense” of what it meant to be a “proper girl.” The notion of a proper girl seemed to play an important role for the schoolgirls. This led to finding out what they meant by the term and how not being proper girls’ in school affected them. It was observed that girls’ were afraid to talk too openly of their personal lives while they were in groups, fearing that they would be socially sanctioned by the rest of the group. Girls’ talked more freely to the researcher during the one-to-one interview process, at times even discussing their lives in detail and revealing intimate elements, but when girls’ were interviewed in groups, they adjusted their way of conversing. They said:
We are poor too, but we are proper, do not sleep around and spoil our name in the community or in the school. There are two types of girls—girls do sex for money, and girls like us who study. 
But some of the girls in the same group during in-depth interviews revealed that they had engaged in sexual favours in order to pay for their school fees. Most of the girls included in the group discussions wanted to keep their reputation intact in front of the company of their classmates. This aspect played an important role for the girls’ because their overall status was hampered, and their identity was being challenged. Therefore, they went to extreme lengths to cultivate the good image as proper schoolgirls. They did not want to be socially sanctioned by their groups for openly discussing things that were not categorised as appropriate to proper girls. They carefully followed the social codes of a proper girl, and when they wanted to discuss something related to “a not proper girl,” they always referred to that person as a third party.
Many girls’ in our class actually have sugar daddies; we know about it. Otherwise how can they buy mobile phones? And those girls are never late paying school fees.
It was also suggested by the girls that membership in a friendship group in school was extremely important to girls and was invested in with emotional intensity. Being excluded, therefore, counted a great deal for them, and girls’ went to great lengths to protect themselves from censure by their peers, actively making a decision not to associate with girls who could damage their reputation.
Those girls’ we do not want to be associated with.
It was also observed that girls’ who did not follow the proper conduct, according to group codes, were “frozen” from the rest of the proper girls.

6.5.2 Bad Eggs, Bad Girls. Who Says? 

The scenario explained above was mostly detected during fieldwork in BS. Girls’ who had been subjected to one or two pregnancies found it hard to continue their education due to group pressure and social stigmatisation, not only by school personnel, but also by their own peer groups. Teachers disapproved of girls’ who did not conform to appropriate codes of behaviour. There was evidence that girls’ shared these perspectives.
Teachers know all about those girls’ who actually got into trouble, I mean pregnancy and all, and they are normally is not respected by teachers. 
In this case, there was a close relationship between how school propagated good behaviour; nice girls’ filtered through the informal culture of the group. The girls’ groups made judgements about each other according to the norms that were accepted by teachers in the school, and in turn, peer groups enforced a number of rules about proper behaviour. 
Teachers warn us not to be like her

Part of the problem lay on the teachers; it was recently that Sierra Leone passed the law allowing children to continue their school after pregnancy, unlike in Liberia where such a law was passed at the very beginning of the transition period. The pregnancies amongst teenage girls’ were less common in BS as compared to BL; thus, average teachers’ reactions to girls’ pregnancies were negative as they saw girls’ who were pregnant as involved in deviant behaviour and improper, immoral, and at fault, and it was impossible for them to commit to schoolwork. May-Parker (1988), who interviewed females in eight secondary schools in Freetown, found that girls’ who were frozen out by teachers and their peers displayed poor performance at school and displayed deviant behaviour. The deviant behaviour they exhibited not only affected their performance, but it also led to repetition and eventual attrition. Deviant behaviour, as explained by May-Parker, is something noticed amongst girls’ discussions in BS, these girls were categorised as “bad eggs” also eventually dropped out of school owing to social ridicule in school. One such girl in BS commented as follows: 
My aunt offered help with the baby, so I could have continued school, but too much bad talk from teachers and other girl. Boys started to think I am easy to go to bed with, so I drop out.
Teachers’ open attitudes towards girls’ who were involved in sexual behaviour and subsequent pregnancies caused different types of groups in classrooms. Teachers referred to them as “bad eggs” and rejected them. Their presence in the school was seen as affecting the moral values that the teachers were trying to instil in the school culture. Another girl temporarily taking a break from attending her previous school and awaiting a new school said:
Those proper girls’ are liked by teachers. They live in better house. I live in a crowded house, and was sexually abused, and then he disappeared. My elder sister helped me, so I can finish my exam; old school did not make things easy. Girls and teachers treated me as if I am a bad girl.
When a teacher in BS was asked about the situation, she commented as follows:
The presence of these girls’ encourage other girls it is OK to get pregnant; we have to show that it is not accepted and not proper. 
It has been suggested by some researchers that the pattern of interaction between students and teachers and students and students, as well as the social code of anticipated behaviour of girls’ as compared to boys, limited girls’ expectations and reinforced negative self-perceptions (Measor & Sikes, 1992; Kelly, 1987). The adolescent years are an important phase in the process of identity construction. The feminist argument is that schooling has a central role in creating, defining, and reinforcing girls’ identity. By listening to the female teacher, it was apparent that she was too quick to judge the girls, not society or the circumstance in which girls’ live.

6.5.3 Lack of Trust amongst Each Other

A somewhat different pattern amongst peer group interaction was observed in BL. There was a lack of social interactions between each other amongst adolescent girls’ as compared to boys’. Boys’ usually interacted in larger groups, while girls’ either stayed back in the classroom to complete their work or disappeared. Even after school, girls’ did not walk in groups. On a few occasions, two or three girl groups discussed certain things strictly related to school. When asked whether she had any friends in school, one girl commented: 

I don’t have any friends in school; I do not trust anybody. 
Girls’ hardly spoke with each other, trying their best to mind their own business, as if they feared that something might backfire. According to Measor and Sikes (1992); peer relationships are almost a life-support system for girls. But this view suggested by Measor and Sikes contradicts the behaviour found amongst girls in BL schools. When inquiring why they discouraged any close friendship, one girl commented:
We all have something to hide; it is better we do not discuss anything intimate at all. That is why I do not want to have any special friend here in school. I trust no one. 
This shows that girls in BL had issues that were not dealt with professionally, and that they lived in insecurity, refusing to use available support systems or friendships, even in school. That means people no longer trust anybody owing to the atrocities committed during the war, where community members and neighbours were asked to kill or rape each other (Davies, 2005; Stewart 2000). 

Bronfenbrenner (1979) brought attention to the idea that children’s immediate social environment has substantial influence from peer networks. In this study, the peer group’s attitude and code system of what was good and bad, subsequent acceptance and non-acceptance of girls, and the message from the school closely connected to how girls’ future development was shaped.
These girls’ who became pregnant were considered bad influences; a conservative argument given by one teacher rested on the assumption that girls’ who were pregnant had committed an offence and failed to see their ability to continue studies. Therefore, success in school had different meanings and implications for “proper girls” and “bad girls.” Neo-Marxist feminist ideas mentioned in the WAD approach brought attention to women, especially women of low socioeconomic status, who were exposed to a double load of oppression, as members of the working class and then additionally as women. In this case, adolescent girls’ who came from deprived social and economic backgrounds were exposed to oppression more than girls who came from a better socioeconomic background. These girls’ were liked and appreciate by teachers. The schools implicitly created categories of girls. School failure to support these girls affected peer group interaction to a point that they discontinued further benefit from education. 

In conclusion, it is possible to say peer groups and the ways that female pupils divide themselves into different groups affected their learning environment and interfered with their school motivation. Girls’ used tactics to belong to one group that they thought was respected by teachers and avoided those groups that teachers may disapprove. In such a way, peer group influence had come into play. Girls’ in BL maintained a silent culture in school, fearful of saying too much. They were reluctant to trust peer relationships as a “life-support system” as argued by Measor and Sikes. For those girls’ who dropped out of school, their ecologies had been constantly challenged, owing to negative factors identified in this study not only at the community-school-home levels, but also in relation to the peer group interactions at school. 
6.6 Girls’ Educational Aspirations as Compared to Boys

This section of the study presents girls’ and boys’ perceptions on education, mainly derived from group discussions that were conducted in mixed groups (girls’ and boys). The group discussions started with a general conversation about their interests in education, why they think education is important, and their educational aspirations. Additionally, it was asked what they expected to achieve from education. The answers derived from this section of empirical work give a necessary background for contextually relevant discussion about girls’ education in transition and brings gender differences to the forefront; they also answer the fourth research question.

6.6.1 Is Education Important? Why?

When the question was asked of pupils whether education is important, all participants answered, “Yes, of course.” They were astounded by the question. Generally, all pupils in both locations expressed positive feelings about going to school. When pupils in the group were asked to write why education is important, girls’ answered differently than boys, which in turn led to group discussions organised along the following thematic questions: How are boys and girls’ planning to benefit from their education? What prevents them from doing it? The following figure presents some of the relevant answers: 
	Girls’ Comments
	Boys’ Comments



	Education is our only hope.

	You get a job like work in a bank. 

	Can fight gender-based violence.
	You can earn money.

	We can educate our siblings.
	You can support your family better.

	Nobody can use us.
	Education learns to respect others.

	Educated girls are respected.
	You can help to build this country.

	It can bring us to changes things.
	I can go abroad, to another country.

	It can teach me trade and many choices.
	I want to be a civil servant.

	Education makes you free.
	I want to go to university.


Figure: 3 Girls’ and Boys’ Educational Aspirations 

Some of the answers gathered during group discussions and random conversations afterwards showed that boys’ educational aspirations are different than girls’ educational aspirations. There were 12 job options presented to students; only 9 percent said that they wanted to be a teacher, out of which only 3 percent were girls. Also, 21 percent said that they wanted to be a politician, out of which 17 percent were girls. In the same vein, less than 2 percent wanted to be farmers, 3 percent a miner, and 38 percent of them wanted to have their own business, and the majority of them were girls. Another 14 percent said they wanted to be a nurse, and the majority of them were girls; 0 percent said that they wanted to be a housewife. The rest wanted to be civil servants, accountants, doctors, engineers, and politicians. In the space left for other options, only boys wrote “go abroad.” An equal number of girls’ and boys wrote planter, landscaper, and agricultural officer. The questionnaire was also taken as a basis to provoke discussions and clarify misconceptions during the group discussions. Few girls’ said that they wanted to be a nurse or learn a trade, but none of them had high career goals besides one girl from the Arabic school in BL; she wanted to be a doctor. It was further striking that those girls’ and boys studying in the Plantation School did not mention that they wanted to be a farmer. Although more than 60 percent of the population in both areas was engaged in farming, farming per se as an occupation was not regarded as a “good job” by the participants. Following are a few comments regarding farming as a future occupation:
R: Farming is only good if we can own a land and develop it like a plantation, not otherwise; farmers actually are the poorest. 

Q: In plantation school, what do you learn to become?

R: Not farmers, agricultural consultants; we learn innovative agricultural methods, to improve farming, and learn agricultural related trade; it is not really farming, like a farmer.
The discussions enabled clarification of certain values given to this occupation by students. The agriculture sector was nuanced and shifting its position in both countries with the assistance from global partners introducing new technology, different cash crops, and new methods, which in a way have changed the perception of farming/farmers. Also to become a teacher was not seen as a good future occupation either among girls’ or boys, and pupils in BL were mostly negative as compared to BS pupils.
Q: Why do you say a teaching job is not an option?

R: Teachers are the poorest; they hardly get paid.
Although the education sector in both areas had a dire need for female teachers, girls’ did not reply in favour of that job.
Female teachers also harassed like female students in school. Otherwise it is a good job. In Guinea where I lived before the war had many female teachers. I would have liked such job if government really takes care of teachers. 
Boy’s educational aspirations were linked to their goal of getting a good job, while very few of them said education would teach them to be good and moral citizens (phrases such as respect, family values, and so forth). Hardly any girls’ mentioned that they wanted to go to the university, travel abroad, or get a well-paying job; instead, their answers closely related to their present social situation and how they could use education to overcome various oppressions plaguing them. Following are some comments from girls’ who responded that they wanted a job as a politician:
R: We have local election in Bo Town now; and many women are contesting. I listen to them in radio, and they discuss women problems, so openly, so if you are a politician you have at least talked and change things around.

R: We have a woman president in Liberia; she put women and girls problems in the discussion. Women can politics and bring changes, not only men. Women can change women life for better.
Q: How does education benefit in achieving these goals?

R: Education is the key, hope; in the school there are few girls’ active in school debating team. Before it was only boys. We listen to these girls’ who are active in the union; they challenge boys, challenge politicians, challenge gender-base violence.
6.6.2 With a Microphone and a Podium 
Although few schools in this study had active female student representation in student unions, or student unions at all, unions had the pivotal power to breed resistance and change things around. The interest that was shown by some of the girls’ to become active members of the student union was a positive factor. Although existing theoretical arguments in general do not adequately analyse students’ capacity to deal with oppression and resist the status quo, by listening to students it became clear that they had enormous capacity within them to challenge unfavourable school environments with the help of a “third party.” In this case, engaged teachers, community members, parents who were prepared to support girls to challenge existing inequalities, oppression, and injustice in their schools contributed to the transformation process and challenged gender inequality in education. This position was supported by Williams (2006) when he said that school must prepare students to be autonomous and produce citizens to share democratic values. This was also seen as an important aspect by Sommers (2002) for countries emerging from war. 
Listening to girls’ discussions regarding their educational aspirations and benefits that they intended to gain while in school indicated that there was a fresh flange of leaves emerging, especially amongst girls, to stand against underlying problems. Various theorists (Unterhalter, 2005, 2008; Fennell, 2008) who adopted the GAD approach, underlying problems of unequal gender construction, and subsequent reproduction of values through educational institutes were challenged by these girls. Those girls’ who actually expressed their views to become politicians were questioned a second time for more elaboration.
Q: How do you fight gender-based violence, women’s oppression, by educating yourself? 

R: It is not easy, but educated women are heard, respected. The African Children Day girls’ and boys were actually given a “platform and a microphone.” (On African Child Day, all children on the continent celebrate students’ struggle against apartheid in South Africa, and students are given a voice to express themselves). Girls’ from UCI and Kakua chair the panel together with few other schools here in Bo Town. The teachers, parents, politicians, NGOs, pupil listen to us carefully. Although such chance come once in a way, we took the opportunity to talk of sexual exploitation, violence on us, how we felt the way we were been treated by elders around us. Parents cried and clapped, politicians looked thoughtful, our small sisters and brothers who came to Bo Town from villages listen to us. This inspired me to become a politician. Education is the number one step.

R: We girls’ stay silence too long. Schools do not give much chance to us either, but we hear women politicians and women activist talk. I got inspired. It is time for Liberia and Bomi, so I want to be ready. Start is here, student union, working with our brothers.
Some schools, in this case, played a role in allowing girls’ to have a school union and encouraged female participation. The recognition of this development was an important aspect, as most of the available studies on gender aspects of education largely deal with either quantitative improvement of girls’ in education or education and teaching quality and gendered aspects of teaching. The capabilities of pupils were focused on modestly and hardly brought into the discussion. Attention was mostly focused on what was to be done for girls’ so that they had equal access to education; less was spoken about what could be done by girls. That does not, however, mean to say that such discourses were not important; the argument was that discourses needed to develop to involve pupils in the struggle. Curriculum contents, effective teaching methods, and critical learning environments prepared girls’ to critically assess their situation and contest and resist the status quo. This is an important aspect that conceivably needs further investigation and future research as education and the road to emancipation need to go hand in hand with conscious effort from students as well as duty bearers. 

6.7 Girls’ Explanations of Factors that Prevent Them from Completing Their Education
Under this section, this study presents a selection of a few in-depth interviews to highlight several themes that emerged during the interviews, mainly with girls, where they described their educational situation and factors that have affected their education. The main themes derived from the interviews are presented under respective subheadings with brief explanations, and they answer the final research question.

6.7.1 Construction of a New Identity

Ruth was a 17-year-old girl attending JSS in BL, who lived with three of her younger siblings in a rented room. There were total of 17 people in Ruth’s house. The majority of her household members, including her, formerly had lived in different refugee camps, and none of them were related. Ruth and her younger siblings, aged 12, 9, and 7 years, went to school in the mornings and sold petty things at the market after school. As a female child head of the household, Ruth had the complete responsibility for raising her siblings while attending school. Following is a part of Ruth’s story:
I like Bomi; here we can go to secondary school, not like the village we lived before the war. In villages, girls are pushed to marry after primary school and bear children and work hard for man’s land and supply him with dime. 
Ruth did not seek to re-establish contact with relatives in the village; she feared bonding back to the village would bring back the unpleasant memories and social ridicule. She also feared becoming a polygamist’s wife like her mother and being pushed into a marriage by her community that jeopardized her freedom. In Bomi, Ruth lived an anonymous life, and she refused to be identified with any tribe. The war had constructed new identities. She was in the process of negotiating her identity in her newfound home in Bomi. 
I want to be a Liberian and just Ruth. Here in Bomi, we are from many different tribes, and then it is easy to think like a Liberian, not as a Vai, Mandingo, or Gola. The tribes gave many problems during the war; women were selected according to the tribe and raped.
According to Ruth’s comment, she was using different kinds of coping strategies to socially navigate her survival in the transition period. Education was one of the tactics that Ruth used not only to socially navigate upwards, but also to win back her self-respect after the degradation inflicted on her by the war.
We do not even feel good of things that happened to us in refugee camps. But we feel good coming to school; it gives us sense of pride and a hope for a new life. We can forget all the bad things that happened to us, break traditions that bind us; you can say a new beginning. But we struggle too much to continue our education, although it is our only hope.
Another facet that kept popping up in her answers was the transitional nature and diminishing attitudes toward the traditional values and the negotiation process that girls’ used to construct new identities. Ruth understood very well how women’s struggles took place in a traditional setting and decided to live in an area where she was no longer manipulated by others. Living in anonymity and attending school was one way Ruth felt that she could find liberation from cultural pressure and achieve her goals. Having made that decision, girls’ like Ruth confronted other kinds of hurdles, such as sexual exploitation, child labour, and various kinds of abuse, not only in the home environment, but also in the school environment. Carina’s interview below explains another perspective. 

6.7.2 Patriarchal Structure in the School Environment

Carina from BL was a 22-year-old final year JSS student who lived with a woman whom she called “auntie.” She had two children of her own and found it hard to concentrate on schoolwork and keep up with regular school attendance; she had an erratic educational history. As a result, she had had to repeat JSS1 (grade 7) and JSS2 (grade 8) twice, but she did not want to give up her schooling until she graduated with a BECE. The following is Carina’s story:
I do not have contacts with my community. I am Muslim, you know; I am afraid of what they would think of me, having two children without a man. I was raped once in the refugee camp and then by my schoolteacher after the war. Not in this school—in another school. Lots of girls actually flirt with teachers to get good grades. But I think we girls are treated like “things.” Nobody respects us here, and they sympathize with us; I do not want sympathy! That is why I want to struggle and get an education, because woman who has an education is respected, and nobody dares to trample.
Carina’s interview brought up the concern about her determination for fighting oppression that she faced in school and society at large by securing an education. Carina was betrayed by the school, the very system that was supposed to protect her and empower her. Her success depended on her ability to change her environment. 
Our problems are special, unlike boys; they have no children or younger siblings to take care of. They have better relationship with the village. The shame that they had gone through is not visible, and we girls have children from rapists and live in shame.
The WAD conceptual framework discussed in this study, and influenced by the neo-Marxist feminist researchers, argues against the patriarchal institutional structure that existed in the schools and that negatively affected girls’ education (Steans, 2006). Furthermore, the school’s environment was responsible for the low participation and high dropout rate of girls’ in school, as there were no forces to fight against patriarchy on behalf of girls.
6.7.3 The Gulf between Policy Makers and Those Affected by Them
The third interview subject in this study was a 17-year-old named Musu, who was attending her final year in JSS. She lived with her auntie, who was a nurse in BS. Her family, who ran away from their village to Bo Town during the war, now had gone back to the village. She remained with her younger siblings to go to school, as there were no secondary schools in the rural area where she lived. In her aunt’s house, she and her little brothers functioned approximately like servants in exchange for food and lodging. She had a older male friend whom she met secretly; he gave her money in exchange for sex. She used this money to pay for school fees and school materials for herself and her siblings. 
All the effort is being put by the government on primary education; it is good my siblings can go to school, but after primary education what do we do? Go to the street? 
Musu also expressed that if she had the possibility to live in the village and continue her school there, she would go back to her family. The rural areas lacked schools to cater to children’s educational needs; therefore, a large number of girls’ did not attend school, and definitely not secondary school. As a result, Musu decided to stay with her auntie, who exploited her. 
Government has education policy, gender ministry, girls’ education unit, but I cannot understand why government build more secondary school in village and extend the same help to secondary school, like primary school; it is where we suffer most, and push to marry, get sexually abused. What good these girls’ education policies do for us when policy makers do not understand our day-to-day plight.
Even though basic education (nine years) was compulsory by law, girls like Musu were invariably exploited as they struggled to get an education. Even relatives exploited and used them as sources of income or household work. Musu also expressed the need for sexual education in school.
Most of the girls’ in my school are afraid to take contraceptives; they think it gives cancer. There are girls’ die around here by trying to do abortion, drinking powdered soap and broken glass, or insert sticks into the womb to end the pregnancy. We have no adults among us who want to talk about sex or sexual disease, birth pills or condoms. If only the school can take an active role.
Many girls’ and boys who took part in this study were not aware of sexually transmitted diseases and their consequences—some girls’ even said during interviews that AIDS was a myth fabricated by help workers to earn money. For those girls’ who dropped out of school, their ecologies had been constantly challenged, owing to negative factors identified in this study. One of these factors was the lack of capacity building around life-skill knowledge, for instance, sex education. Although teachers understood that it was important for sex education to be taught in schools by specially trained counsellors to minimize the low female participation and girls’ dropout rates, the matter was not given serious consideration at the policy level to make relevant changes. This caused pupils, particularly girls, to fail to reach educational goals, to the point where it represented a tragic waste of resources at a time when Liberia and Sierra Leone required the fullest productivity of the youth. 
6.7.4 Poverty and Health

The section below presents interview findings from girls’ who dropped out of primary or secondary schools. The majority of the girls’ who participated in the in-depth interviews maintained their desire to go to school. Each interview is presented along with short background knowledge of the interviewee’s life before, during, and after the war, and concludes with a brief analysis. The following is an extract from Kumi’s interview.

Kumi was a 14-year-old street vendor living with her mother in BS. At the time of the interview, she had no children. She went to school only for three years and was barely able to read or write. She spoke colloquial English.
Q: Can you share with me the reason why you dropped out of school?

R: I was 13 years old when I stop school. My mother was sick in lungs, TB. She could not go to market to sell. She needs medicine and no money to buy. I stopped going to school to go to market to sell and buy medicine and food for us. 

Q: Did you talk to the school administration of your problem?

R: Many girls’ and boys has same problem. Can’t pay school fees, schools drive us out! Girls’ go first; boys get help, migrate and work, get odd jobs, and come back to school. Girls’ cannot do same; we get used and then become pregnancy, and all use girls.

Q: Did you try to go back to your village with your mother after the war?

R: Not possible. Because they killed many people from my tribe, all of my family killed in the village and my mother afraid to go to village. We have a land, but afraid, bad memory. We have no money for transport. Walking take weeks; my mother is too sick.

Q: Given the opportunity, would you like to go back to school?

R: Yes, I will want to learn read and write. I think it is good to do that now the war is over.
The interplay between poverty, health, and education seemed to be the obvious cause of Kumi’s failure at school. There were related factors as her mother’s health deteriorated and she had to take on the role of breadwinner. The previous girl, Musu, continued her education with the greatest difficulty, but in Kumi’s case, she gave up her education as there were no secure social policies, social capital, or third party that she could use. Kumi’s interview also revealed the lack of understanding, or rather a gulf between the school and the family. Even though Kumi attended a government primary school at the time, the school failed to understand the difficulty that she encountered in paying school fees at the time. Teachers who predominantly supported themselves with school fees paid by the students did not think of helping Kumi.

6.7.5 Sexual Exploitation as Revenge

Tamy is a 17-year-old girl who dropped out of school after her first year at secondary school. She scored the highest country average in the National Primary Examination. Living as a refugee for a considerable period of time in Guinea, Tamy’s family accumulated enough money to start a small business and settled in BL. Tamy had three elder brothers and two younger sisters, and she was the oldest daughter in the family. At the time of the interview, she lived alone with her two daughters in a rented room in Tubmanburg, the capital in Bomi County.
Q: Can you explain to me the reasons that made you leave school?

R: I got pregnant, and that is the main reason why I left school. I was impregnated by a teacher. The teacher run away before the baby was born, so my family could not make any demands to marry me. He was from the Loma tribe; they normally hated people from Vai tribes lived around here during the war. My family believed teacher on purpose used me and made me pregnant to take revenge. But I do not think. But there is anger, and the tension has not gone away from people’s minds. Always the tribe comes up; so do the bad memories, hatred, revenge. The principal, who is also from the Loma tribe, did not do anything. My parents were angry with the school.

Q: What happened when you confronted the school administration?

R: Principal told me that I can come back to school after the baby. 

Q: Did you try to go back to school?

R: No, it was impossible for me. Who is going to take care of my babies? My family abandoned me out of shame. We have no day care.

Q: How are you supporting yourself now?

R: I have to go to the street at night to earn money to eat and pay my rent, like lots of single mothers who were made pregnant around here.
Tamy’s life changed when she was sexually exploited by her teacher. In her community, marriage played an important role in girls’ honour. Vai and Mandingo Muslims, who had been successful traders once, were subjected to brutality during the war. After the war, the Muslim community attempted to establish new businesses and send their children to school. Tamy’s pregnancy and subsequent abandonment by the man who belonged to another tribe, one that had once slaughtered her community members, was something that her family could not accept. Thus, they were compelled to cast her out from their community to keep their honour. Her family, who was disappointed with the school system, discontinued their other daughters from attending school to marry them off at a young age. Tamy, once a bright student, could have become a catalyst for the girls’ from the Vai community, in which most of the women are usually illiterate; instead, she became prey within the existing system.
6.7.6 Gap between School and Home

The next interview subject was Tamy’s neighbour, Rosa. She lived alone with her four siblings in a rented room. During the war, her family was separated. Her mother fled from the war to join her own ethnic group and abandoned her children with Rosa’s father. Her father’s old age further complicated her situation, and Rosa decided to move to Bomi to continue school after the war. She walked every Friday, back and forth for six hours, to pick corn and fruit from her father’s land to sell in the market to support their life in Bomi. Despite all the difficulties, she continued her schooling with her siblings in the Norwegian Refugee Council school (NRC), an NGO school supported by the Norwegian government, which was situated in the heart of Tubmanburg in BL. Such schools were established in many war-zone areas to provide knowledge of basic literacy and numeracy to war-affected children. Compared to government schools, NRC schools provided free education, school uniforms, and school materials, and a large number of primary schoolgirls benefited from the schools. This school was not included in this study as it was a primary school; however, the school was visited and the principal was interviewed to investigate the failure of the education of girls’ like Rosa. The interviews with school principals and teachers suggested that teaching took place in a different environment as compared to the government schools. Gender-sensitive teaching methods were followed by the school and were found to benefit the girls’ more. School staff worked closely with the community, and teachers were aware of the pupils’ family backgrounds and living conditions. Rosa felt empowered in the school. However, when she completed the NRC Rapid Education Program after three years, she found it hard to continue her schooling.
Q: Why did you stop schooling?

R: After the rapid three-year programme at NRC, I started my secondary school at C. H Dewy. I was proud. Not many girls’ around go to secondary school. I want to encourage my younger siblings to study hard. But in the secondary school I had problems. Although teachers sympathize with us, I felt that the teachers are not supportive towards me. Most of other children had six years primary education, but I only had three years. Most of the lessons in class did not make any sense to me. So I failed the first class in secondary school. I failed even for the second time. When I failed for the second time, the teachers told me that I am wasting money [pause]. So I discontinued my studies. I am a bad student. Teachers do not think that I am fit to study in secondary school. The education that I received in the NRC school was not simply enough for me to carry on my studies to secondary level, and now I fear of my younger siblings.

Q: Did you try to go to vocational school?

R: In Bomi we do not have any vocational schools. To get into a vocational school you have to pass at least three years in secondary school.

Q: So what are you planning to do in the future?

R: I do not know. I want to learn business. But that possibility costs money that is not available. Now I am working as a street vendor selling Cassava on the street.
Failure of the system to introduce a programme to include students who are qualified from the Rapid Education Program into the secondary school had a crucial impact in Rosa’s dropout from school. Many students like Rosa who could pass the Rapid Education Program generally failed and subsequently dropped out of the first cycle of secondary school. Only very few students, the ones who could afford to pay for private tutoring, took a second chance in fulfilling their academic goals. Rosa, who sat for the exam twice and failed, was discouraged by the teachers who reflected the school’s lack of will and understanding of girls’ educational difficulties. Many duty bearers, including parents and teachers, typically gave high preference for boys’ education, and boys ended up getting extra support to pay for private tutoring. Rosa gave up her education with bad self-esteem. She blamed herself for the failure of the system. She was affected by the teachers’ lack of understanding of her academic difficulties. One of Rosa’s teachers in her secondary school, who was interviewed on another occasion, stated offhandedly that girls were not serious about their education. After talking to many girls, this statement came as a surprise. Another teacher also stated that girls’ had too many problems and it was not worth the trouble. Although 7 out of 10 girls’ dropped out of each cycle in secondary school, the teachers interviewed were unable to provide persuasive answers to important questions, such as why girls’ found it hard to continue their studies and what kind of support teachers could actually provide to the girls’ so that they could continue with their studies.

The interviews presented above with girls’ who were in school and with those who had dropped out of school in BL and BS aimed to answer the last research question, that is, what girls’ themselves have to say about factors that prevent them from benefiting from education. The main reason for girls’ failing their education was their living situation. Even in school, girls’ were faced with different kinds of problems, ranging from sexual exploitation to a lack of support by teachers. As such, girls’ education was observed to be a strenuous undertaking, and their attempts to obtain education were marginalized within the school system as well as society at large.

Part VII

7. Discussions 
This chapter summarises and discusses the research findings. It revisits the main objective of the research, which was to find factors that prevent girls’ from benefiting from education and to answer the five research questions. That is to understand (i) the home-based and community-based factors that have a direct impact on girls’ education; (ii) how school-related factors affect girls’ education; (iii) peer group influences; (iv) girls’ own perspective of their educational aspirations; and (iv) girls’ own thoughts regarding factors preventing them from benefiting from education. 
Looking into achieving gender equality goals in education first had to look at obstacles girls’ face in different echelons in society. This study selected school, community, family, and peer group levels adapted from Bronfenbrenner’s ecological model to assess the vulnerability and capability of girls. The girls’ easily became underachievers in school, and they found themselves incompatible with most aspects of school life owing to their ad hoc living situation after the war and the lack of perception of this situation by schools, communities, and policy makers. Their participation in school was negatively affected, and they have been withdrawn or they voluntarily dropped out of school owing to exploitation, gender discrimination, and gender blindness in school. Duty bearers failed to urge the importance of addressing these issues and fighting against gender discrimination through an official agenda and through the minds of teachers, parents, and community members. 
7.1 Determining Factors Affecting Girls’ Education

The empirical findings provide an opportunity to theorise relevant factors contributing to girls’ education in post-conflict contexts. In the geographical area investigated in this study, combinations of several factors were found to affect girls’ ability to benefit from education. These factors are categorized into two clusters in the Figure 4, macro factors and micro factors. The macro factors such as GDP growth, education budget, policy process, global imperatives, and sociocultural aspects that were analysed in this study were brought into the picture during fieldwork as vital contributing factors. Macro-level factors, including GDP real growth, affected funds allocated to education sectors and, thus, the possibilities of implementing good policies to specific goal-oriented programmes to improve girls’ education. It is important to stress here that government, donors, and educational multilateralists tend to think in terms of macro-level factors, assuming that policy-friendly approaches will produce the desired outcomes (Unterhalter, 2007). This stance is challenged in this study in that macro-economic adjustment per se cannot eradicate the marginal conditions in which girls’ education takes place in post-conflict situations. According to the findings of this study, it is clear that the micro-level factors, rather than the macro-level factors, determined the girls’ educational success and failure, and it can be argued that the latter plays even a more significant role. 
As mentioned earlier, this study analysed family and community together, but in the following figure, family and community were separated according to the findings made, and also to show the vitality of these two entities. 
The model below serves as a justification for looking at factors that need to be improved for girls’ to benefit from education in transition and, in a broader sense, for identifying factors that have to be taken into consideration in fulfilling MDG targets for achieving women’s empowerment and gender-equal educational participation.
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Figure 4: Determinant Factors Related to Girls’ Education
As can be seen in the figure, home-based factors influencing girls’ education include increased feminised poverty owing to the war, health issues, lack of day care services for young mothers to leave their children to go to school, girl-headed households and an increased dependency burden on girls, disrupted family relationships, displacements, and death and handicap of family members. The community-based factors that contributed negative to girls’ education include lack of social capital, girls’ reluctance to accept available social capital in fear of social ridicule, lack of available cultural capital, lack of trust amongst community members, communication gaps between parents and daughters, and disrupted community organisations. The school-based factors that contributed negatively to girls’ education include an unsafe school environment, lack of female teachers and counsellors, lack of a diversified curriculum, lack of life-skill knowledge generated in the school, and lack of gender-sensitive teaching methods. Peer group factors that contributed negatively to girls’ education include lack of trust amongst each other, fear of social sanctions from groups, and negative group formation. 

The Bronfenbrenner model used as an analytical tool points out the importance of macro- and micro-level factors of human development, and how each of these levels plays an important role in shaping standards of development for children. The levels identified and discussed in this study were laden with constraints to providing a safe, economically viable, and stimulating environment for girls. For example, poor allocation of funds to education, the absence of gender-sensitive programmes in girls’ education policies, and overall weak civil society representation in relation to girls’ education hampered girls’ exosystems. According to Bronfenbrenner, the individual does not directly take a part in the exosystem, but events that occur in the exosystem influence processes within the immediate setting in which the individual lives. Likewise, a lack of social security, a lack of social and cultural capital, the pandemonium status of the communities and broken family relations, insecure school environments, negative peer group interactions, and other negative processes taking place at the micro level directly affect the girls’ mesosystems. Moreover, girls’ chronosystems are already affected by psychological factors, such as gender-based crimes that were committed on them during the war and which are continuing in the transitional period. These girls refuse to use the support systems available at the community level or through peer support to improve their educational opportunities.

This study has illuminated factors preventing girls’ from benefiting from education and argues that governments’ efforts to succeed in universal goals, particularly EFA and MDGs, in a way have worked only in one direction, which has been to narrow down the gender discrepancy at the primary level; a slight increase can be seen at the secondary level, quantitatively speaking. The evidence from teachers and other local stakeholders further suggests that in both countries efforts have been made to satisfy the global requirements (UPE and EFA), which measure equal gender calculations, teacher-to-pupil ratios, and enrolment. This posture is challenged in this study, as such quantitative measurements say very little about the actual transformation, which means the extent to which girls’ can benefit from their education. 

Another important aspect, the involvement of civil societies, needs to be brought to the surface, and it needs to be investigated how such involvement could be used to enhance the overall condition of women in the community as well as girls’ conditions in school. Although the community women’s network in Liberia, at present, is politically weak, it could be an important resource in focusing attention on gender inequality, gender discrimination, and exploitation of girls’ in schools. In other words, features that were socially transformative failed due to deteriorating conditions such as lack of funds and the lack of representation. Moreover, respective MoEs did not have any strategies to include these community organizations, who could be legitimate interlocutors and have the possibility to involve education stakeholders at the local level to bring forth a process of gender transformation. Lack of community initiatives and lack of collaboration have contributed to girls’ dropout rate from the education system. Community women’s organisations that fought during the war for social justice and peace could have been recognised as a crucial element in assisting to rebuild girls’ education. Such community involvement has the ability to voice the day-to-day concerns of the girls to the authorities involved in policy discussions in the capitals, Monrovia and Freetown. 

As it was mentioned, the study cannot answer any of larger theoretical questions about political economy, social systems, or global imperatives in detail; nevertheless, it offers support for gender approaches that show how society, community, households, and most especially schools create positive or negative educational environments for girls. Societal factors such as cultural determinants—for example, female circumcisions, polygamy, and early marriage—were things that girls’ did not value in favour of education. However, girls’ eventually find it hard to combat and resist these distorted and harmful cultural practices owing to structural discrimination and marginalisation, not only within the school environment, but also in society at large. The gender analysis of girls’ education in post-conflict contexts was a critical element that assumed importance in this study, especially for countries in transition, so that one could minimise the chances of these adolescent girls, who had been subjected to the atrocities and maladies of war, not ending up becoming a “lost generation.” A gender-specific educational framework, especially one aimed at girls in secondary schools and that gives particular attention to girls’ problems, has been identified in this study as a step forward to empowering women and transforming societies. 

Part VIII

8. Concluding Remarks and Future Research 

When the combinations of the empirical and theoretical parts of this study were brought into consideration, it was found that girls’ in post-war contexts are largely being exploited and their capabilities are basically ignored by schools and society. When observing schools and communities at the ground level, it was seen that Community-Teacher Associations (CTAs), also known as Parent-Teacher Associations (PTAs), were completely absent in the majority of schools. More specifically, in purely government schools, the students’ guardians or parents had never participated in CTA meetings and felt that they were being excluded. In such a vacuum, education was taking place in an environment where states had the autonomy.
This study brings attention to positive trends in girls’ participation and achievement rates in the secondary school cycles in Bo Town in Sierra Leone, giving explanations for this trend. The positive trends that were seen in Bo Town are limited to a few regions in Sierra Leone, and Bo Town happened to be one of them. However, new development was detected, particularly in Bo Town in Sierra Leone and to a small degree in Bomi County in Liberia, where girls’ voiced their educational aspirations. The girls’ voiced their desires of how their education ought to be in order that they might benefit from it. 

Fieldwork results show the way adolescent girls’ negotiated their femininity, sexuality, vulnerability, poverty, and capabilities while working towards their education. The adolescent girls’ who had no “third party” assistance and a negative environment easily became victims, and education became a distant goal for them. In the same vein, adolescent girls’ who managed to change their negative environments with the help of a third party stayed longer in school and worked harder towards achieving their education goals, even under strenuous economic conditions. 

This study confirms that society at large has some part in creating and reinforcing gender divisions that shape the practices in schools and in turn contribute to the creation of different educational achievements between the sexes—it prepares boys and girls’ for quite a different kind of lifestyle. For instance, the practices and processes that existed in schools, at large, treated boys and girls differently according to the normative societal roles through curriculum, school environment and organisation, and classroom interaction. This, in fact, clearly contributed negatively to girls’ educational achievements as compared to boys’ educational achievements. The results from fieldwork suggest that adolescent girls’ education is taking shape in transition disproportionately to the education of boys. It was also found that the available mechanisms of allocating funds was faced with problems, as girls’ educational problems had not been assessed appropriately, as compared to boys, to develop gender-sensitive programmes.
Girls’ educational environment consisted of sexism and was surrounded by a spiral of gender-power relationships, where girls’ had become victims. To eradicate sexual oppression in the school environment and empower girls to fight such societal disorders, it is argued in this study, in response to the existing feminist struggles, to introduce a gender-sensitive environment and to improve gender-sensitive teaching methods and create learning environments that empower girls. A strong presence of female teachers not only would even out the male dominance in the field, but it would also provide counselling and role models for girls’ who had been subjected to numerous hardships during the war. Moreover, it was identified that schools in this study were not equipped enough to identify negative practices and make a conscious effort to change negative processes and practices. Therefore, those schools failed to provide girls’ with an environment where they could fully develop their potential and benefit from their education.
Finally, some of the important discoveries made in this study as factors preventing girls’ from benefiting from education are as follows: lack of quality and innovative teaching methods; lack of life-skill teaching; gender discrimination/exploitation; irrelevant curriculum; unsafe educational environments; household conditions and situations; increased household expenditures owing to school-related costs; a lack of community involvement; a lack of social capital owing to the state of pandemonium in which the societies existed after the war; and the gulf between the educational planners and the students. Some of these discoveries are perhaps not solely typical for girls’ educational situation in post-war countries; nevertheless, in the transition period such factors become more severe as it becomes more important to promote sustainable development, participatory democracy, a human rights culture, and to enhance the social and economic opportunities to the benefit of all.
There are several opportunities for related future research. The identities of girls, gender roles, resistance and acceptance, and social dynamics in local communities are sparsely covered in the available literature. This study has been able to uncover some of these vital factors and has been able to explain how these factors affect girls’ education in a transition period. However, further research is recommended to find out more about these factors contributing to the transformational process. 
Findings from this study suggest that the capacities at the grassroots level, such as women’s organisations and civil society organisations, are not consulted enough by the MoE when making educational decisions and engaging in policy discussions. More research is needed to find out capacity, barriers, and the influences civil societies have in order to improve education-related policies in post-conflict nations. 
Furthermore, there is a need for in-depth investigations in post-war nations to establish an understanding of the education required to prepare pupils for their future roles as political leaders and community builders.
Finally, it is important to mention that this study selected semi-urban areas for its research. Considering the increasing level of rural-to-urban youth migration during the war and in the transition period, and the subsequent congestion of semi-urban and urban school facilities, it is important to assess the condition of education in rural areas as well. Furthermore, the conflicts started in the rural areas in these two countries, largely owing to the denial of social and economic rights of rural youths, and as such, it remains of utmost importance to assess how rural youths’ educational, occupational, and residential aspirations have been met in the transition period. 
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