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ABSTRACT

This paper examines the issue of gender inequalitgducation in sub-
Saharan Africa. It argues that in sub-Saharan Adriccountries, the provision of
education for boys and girls is uneven, and biatedugh gender, location, class
and region- resulting to high illiteracy rates fagirls and women. The paper
concludes that political instability and violeng&verty and economical challenges,
negative cultural values, female genital mutilatioarly marriage, and sexual
harassment are some of the leading contributorgender inequality in education.
Other factors that exacerbate gender inequality ek of gender responsiveness
among the teachers, ineffective teaching, and latKearning materials, poor
learning environment, and impact of HIV/AIDS. Theper contends that gender
inequality in education holds back the growth afiiuiduals, the development of
countries and the evolution of societies to thadiisntage of both men and women if
not addressed-should be at the beginning. Stradegnel interventions that have the
potential to eliminate gender disparities in educatin developing countries are
discussed in this paper.
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Introduction

The post world war period has witnessed a sigmficacrease in the
importance accorded to education, with both “inskeatal” as well as
“intrinsic” arguments made for increasing finandialestment and policy
attention to education provision in sub-SaharancAfrThe sub-Saharan
Africa region comprises the forty-two countries i@ African continent
south of the Sahara Africa and the six island maticlose to it. The
considerable importance that has been attachedutwagon in this area is
based on the assumption that education plays aatmate in promoting
social and economic development (Nwomonoh, 1998;ridvdank,
95).Besides encouraging changes in behavior thalt e improvement of
the human condition, education instills self-coafide and self- reliance in
an individual. It also enables one to make inforrdedisions in such areas
as health and nutrition, family planning, water asanitation, food
production and its management (Gartner, 2010; Watkil999). The
education of girls or women in particular has cdsuog benefits, including
helping to decrease poverty, prevent disease, atadviolence and deter
political instability. It is also a means of seawi intergenerational
transfers of knowledge, and providing the substasfcleng-term gender
equality and social change.

Sub-Saharan Africa has registered profound changeboth
participation and educational expansion in all levef education since
independence. The number of children in enrollegrimary education
grew more than six-fold jumping from 12 million smost 61 million
(excluding South Africa) between 1960 and 2000. Net-Enrollment
Ratio (NER) for primary education climbed from 5661999 to 70% in
2006. In 2006, more than 23 million of the reg®wrhildren entered a
classroom for the first time — an increase of s@mmeillion over the level
in 1999 (UNESCO, 2009).The region accounted for wloeld’'s highest
increase in total primary enrollment, which rosed29o between 1999 and
2006. This increases enabled countries such asvBogs Cape Verde,
Congo, Malawi, Mauritius, Namibia, South Africa, &iland and, Togo,
and Zimbabwe) to achieve primary gross enrolimateé of 100 percent
(UNESCO, 2008). While the number of primary schagéd children out-
of-school has dropped by 10 million since 1999 3& million children of
primary school age were not enrolled in 2006, almme-third of this
area’s population. The region accounts for 47% h&f world's out-of-
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school population, with 54 percent of being girldNESCO 2009;

Buchmann, 1999). The average primary school comoplettes for boys
stand at 56 percent, but only 46 percent for diidsv in both cases).
Countries such as Burkina Faso, Guinea, Madagabtarambique and
Niger have less than 15 percent of girls compleprighary school. Girls

make up more than half of the school-age populatmnmost SSA

countries and account for only 44.0 percent of primschool enrollments
in 1980s. At the secondary level, enrollment inseshby fifteen times
between 1960s and 1990s. The number of studentleshjamped from

almost 800,000 to 12 million between 1960 and 1@8f’s only accounts

for 34.0 percent of secondary school enrollment30i@8, and few African

countries will achieve gender parity target by 2@1%he secondary level if
the current trends continues UNESCO, 2008). Tertianrollment

increased by twenty times with the number of thesmolled rising from

21,000 to 600,000 between 1999 and 2006 (UNESCQO6;200ckerton,

2004). Female consisted 21.0 percent of univelsigl enrollments in

1980s. They were less than two-fifths of the papah, with only 38

percent enrolled in tertiary education in 2007 Rernore, those female
students enrolled in postsecondary education cérated in Humanities,

Arts and Social Sciences, with a weaker presencescientific and

technological subjects. For example, female stideomstituted a mere 40
percent of total enrolment in Sub-Saharan Africa technical and

vocational education in 2005 (UNESCO, 2009).

The factors behind the gender inequity and inetyuaii education
expounded later are driven by socioeconomic antigailand factors that
include political instability and violence, povertand economical
challenges, negative cultural values, attitudes prattices that foster
female genital mutilation, early marriage and séXusassment are some
of the leading contributors to gender inequity ametjuality in education.
There is also the lack of gender responsivenessi@itie teachers, in the
curriculum, teaching methodology, teaching andreay materials, school
management systems and the overall school envinginmecount for
gender imbalance in education.

Political Instabilityand Civil Strife

Political instability and civil wars in sub-SaharAfrica are regarded
as serious malaise harmful to the development e¢a&tbn. Apart from the
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destruction of education systems, political indtgband civil wars cause
gender inequality in education.

Political instability and warsPolitical instability and strife and has
become endemic to Sub-Saharan Africa. Since tHg £860s, when most
of the African countries began to achieve indepande more than fifty
coups have taken place in the continent. In the teasyears, the number
of wars and internal conflicts have escalated,|lypeathird of the forty-five
countries in sub-Saharan Africa are embroiled tarmational or civil wars
today. In the period between 1990 and 2005, 23cafrinations have been
scarred by violence. The list includes Algeria, Alyg Burundi, Central
Africa Republic, Chad, Democratic Republic of Cof&RC), Republic of
Congo, Cote d’lvoire, Djibouti, Eritrea, Ethiopi@hana, Guinea, Guinea-
Bissau, Liberia, Niger, Nigeria, Rwanda, Sierra h&o South Africa,
Sudan and Uganda (Khadija, 1997; Richardson, 2000untries in the
grip of civil strife have seen their education systsuffer destruction
because of the schools destroyed or damaged, wthiézs have been used
for residential purposes or barracks.

In the on going wars in the Democratic RepublicCohgo, Somalia
and areas of Sudan, children caught up in conflats not merely
bystanders, but targets. The shocking part of wéne cynical exploitation
of thousands of young people as combatants. Childi@ not attend
schools during the war because parents may bedafwmilet them,
especially their daughters, out of their sight fear that they will be
abducted to become fighters or combatants' wivdsli(A1998; Boyden
and Ryder, 1996). Some children fall victims to gy@h onslaught against
civilians; while others die as part of a calculagehocide. Still other
children suffer the effects of violence or the riplét deprivations of armed
conflict that expose them to hunger or disease.fliCts also results in
dramatic falls in student enrolments, displacenwdnieachers, looting of
property and destruction of textbooks and damagehef educational
curricula (Richardson, 2000). Children in confliceas have been reported
to experience trauma and suffer rampant diseases fnalnutrition,
sanitation problems, injuries, and lack of medicgjistics that kept them
from schools whenever they reopened (Richardso(;28bdi, 1998).
Besides the obvious blow to education of razed aichaildings, a less
deleterious cause may be the drawing away of fimdsmcreased military
expenditures to fight the civil waiThe Real TruthMagazine (2007)
estimates that $18 billion is used on war per yedt in the past 15 years,
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almost $300 billion has been squandered on armediatoin Africa,
capital that could have been used to lift the cwmmi out of extreme
poverty and to prevent the continuation of disegs®verty and ignorance.

Safety and distance to schobiisecurity and long distances to schools,
and often the relationship between the two, arelimgafactors affecting
children’s attendance to school. The distributiérschools in most of sub-
Saharan Africa is concentrated in urban areastlzre are large rural areas
without schools. In some countries, children whantmo go to school have
to walk long distance through village paths to tpetre. In some situations,
children walk many hours to and from school, thisot welcoming to those
who are young, ill, physically disabled, or girlsxacerbating inequalities.
There are two dimensions to this concern: one aglab the length of
distance and the energy children have to expemadver the distance, often
with an empty stomach. The other relates to vulmbta while going to or
coming from school each day. Parents are unwiltltngend their children
especially girls to distance schools where danfi&emmg kidnapped, raped,
molested and subjected to other forms of abuse dolamge (Abdi, 1998;
UNESCO, 2009). In rural Ethiopia, girls tend to plrout of school at a
significantly higher rate when distance to walkated from school is long.
Location and distance of schools is a compellirgjoiafor the flow of girls
to schools in Eritrea. The gender difference intNdeastern Province of
Kenya, among others, can be attributed to their otenmess and
inaccessibility to schools (Ombati, 2003). In mo$tsub-Saharan Africa
urban areas, girls are harassed both physicallyvenohlly when they use
public transport to and from school.

Economic Constraints

Prospects for increasing educational opportunitiesany children
as possible in sub-Saharan African countries haen lundermined by
poverty, insufficient national budgetary allocasomo education, debt
servicing burdens and declining foreign aid to edioo.

Poverty Poverty is the single largest factor that causgsadities in
education. Poverty is pervasive across sub-Sahafacan the region.
Most people live on less than $1 per day. A straegociation between
poverty and gender inequalities in education has lestablished. Inability
to pay school fees, the costs of uniform, shoassport, stationary, added
to the opportunity costs of what children might bentributing to
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household labor, eat away at meager resources @astu ¢hildren from
school. If all of their children cannot attend sshdhen parents will most
likely give boys precedence over girls (UNICEF, @0&ing and Anne,
1997; Ervin and Muriithi 2009). Studies have established that poverty
weighs more heavily on girls than boys and gend#erdnces in net
attendance rates tend to be wider for poorer haldghn countries with
relatively low school attendance (Watkins, 1999siad umumba, 2000;
King 1993). For example, the attendance dispa&tios of the richest to
poorest quintile are significantly higher for gitlsan for boys in Burkina
Faso, Chad, Guinea, Mali and the Niger. These gasi@ay something
important about the unequal distribution of oppoity For example, in
Mali girls from the richest households are four @snmore likely to be
attending primary school than the poorest girls BHCO, 2009).Waiving
school levies and providing teaching materials reserse this situation for
both girls’ and boys’ enroliments. The abolition ethool fees that
prevents many children from going to school posliivresulted in
increased enrollment of 12 percent in Mozambiq4epércent in Ghana,
18 percent in Kenya, 23 percent in Ethiopia, andpBicent in Malawi
were record in primary schools following the abott of school fees.
Similar increases in enrollment in the year with #bolition of school fee
have occurred in many other countries; for exampameroon, 26 percent
in total primary enrollment (59 percent in grade llgsotho, 11 percent in
total enrollment (75 percent in grade 1); Tanzagia, percent in total
enrollment (43 percent in grade 1); and Uganda,p6&ent in total
enroliment (UNESCO, 2009). This increase in enrelindemonstrates the
importance of fee abolition because cost consiaeraidetermine whether
parents will be able to enroll and maintain théitdren at school.

Limited budget allocationsMuch as the rate of primary school
enrollment in Africa jumped from 39 percent in 1965 percent in 1982
as the continent’s postcolonial governments invebiavily in education,
the successes were reversed during the 1980s &f,18ue in part to
structural adjustment programs imposed by the Wd&hk and the
International Monetary Fund that led to deep cateducation spending
(Manuh, 1998; World Bank, 1988). As a result, Adinc education
ministries found themselves without enough moneyet@n maintain
existing school systems, let alone expand thems Téd to cost sharing
policy that required parents to get involved in @ation of their children.
The policy of cost sharing included household dbatrons in the form of
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formal fees (school levies and examination feesjlirect charges (for
uniforms and books) and informal payments (inclgditiicit fees to
teachers). It also applied to capital spendinghwibntributions of cash,
labor and materials for school construction andntemiance. Household
contributions were seen as being vital to mainteaaof quality basic
education in situations of extreme budgetary can#s. However, few
parents were able to shoulder the increased cdstsdacating their
children and this resulted to decline enrollmerniesaat all levels of
education especially among the poor (UNICEF, 2006yld Bank, 1988;
Manuh, 1998). The decline was evident largely in seventeamtries—
Angola, Burundi, Cameroon, Central African Republ@omoros, Cote
d'lvoire, the Democratic Republic of Congo, Kenyasotho, Liberia,
Madagascar, Mozambique, Nigeria, Sierra Leone, 8ameanzania, and
Zambia-countries with more than half of Africahool-age population.
In (Burkina Faso, Burundi, Ethiopia, Liberia, MaNliiger, and Somalia)
primary gross enrollment rate declined below 50ceet. it many be
argued that the implementation of Structural Adjuett Programme in
Sub-Saharan Africa do not only create, but merekacerbate the
disenfranchised position of women in education. iovel economic
hardships typically force governments and househtdhllocate resources
in ways that directly discriminate against womesn@ucation. When
resources are scares, parents especially in lomriechousehold are more
likely to invest on boy’s education to that of gidue to cultural gendered
reasons (Logan and Beoku-Betts, 1996; Tanye, 2008rld Bank,
1988).This illustrates the interaction of povesgucation deprivation and
gender bias. If access to education has to depertidecability of a family
to pay, then only the better off can get qualityetion and boys will get
preference while children from household especigitis will be left even
further behind. It is on this reason that most goreents, donors and
development institutions are opposing the principle user fees on
education. The scrapping of the user fee and iserkaspending in
education is bearing fruitful outcomes becausedodil especially those
excluded before are enrolling and remaining in sthi is important to
note that financing education — globally and iniédr— has not been in line
with the ambitious Education for All targets agragedby donors at the
landmark World Education Forum in Dakar, Seneg&df0. According to
the U.N. Human Development Program, the region spgnds 2.4 percent
of the world’s public education resources despéeirig 15 percent of the
world’s school age population.
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Debt burdens:Debt burdens remain high in many sub-Saharan
African countries. Of the 32 countries classifiedsaverely indebted low-
income countries, 25 are in sub-Saharan AfricaicAfspends four times
as much on debt repayment as she does on healtBedreéSaharan Africa
owes more than £140 billion (83 per cent of itat@&NP) (Kaya, 2005).
This enormous debt means that repayments to WeS§lszditors take
priority and ordinary people suffer in poor healtkstricted access to
education, lack of employment and limited abilidyttade and provide for
themselves. The crippling foreign debt burden i® aif the principal
reasons education budgets in Africa has sufferedi{Biann, 1999). Debt
burdens that sub-Saharan African countries owetktbschools to charge
fees to make up for what they were not receiviranfrthe government.
Educations in sub-Saharan Africa become availablg @ the better off
who managed to send their children to school. Higjool drop out, poor
guality education and widespread gender gaps wederg in most of sub-
Saharan Africa countries. The combination of lowasx enrollments, high
drop out rates and poor quality education resttigeogress towards
improved literacy. This perpetuated further the neenic and cultural
neglect and limitation of educational opportunities women and girls in
most African societies (Bendera and Mboya, 1999njafaa and Kimani,
1995; King and Anne, 1993). However, donor-supmgbidebt relief has
allowed heavily indebted African countries to redir to increase social
sector spending, primarily health and educatiom.example, debt relief to
Benin, Burkina Faso, Cameroon, Chad, The Gambiangay Guinea-
Bissau, Madagascar, Malawi, Mali, Mauritania, Mobée, Niger,
Rwanda, Senegal, Tanzania, Uganda, and Zambia haisled these
countries to increase their expenditure in serg@aor like education. The
School Fee Abolition Initiative (SFAI) seeks to alarate progress toward
quality education for all children by supportinglip@s that remove cost
barriers, preventing parents from enrolling andntaaning their children
at school. As explained further in the preface his ook, SFAI was
launched by the United Nations Children's Fund (OEF, 2006) and the
World Bank in 2005 as an instrument to ensure ¢Radting Education for
All (EFA) commitments were met. Increased spendmegducation allows
more children to attend school, in turn, narrowting gender gab.

Declining foreign aid The proportion of foreign aid allocated to
education for Sub-Saharan Africa by the donorsidedlfrom 17 per cent
in 1975 to 9.8 per cent in 1990, increasing slightl 10.7 percent in 1994
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(Riddell, 1999). Financing from G8 countries fornpary education in
Africa peaked in 2003 at $680 million, but dropptk to $535 million in
2004 (UNESCO, 2010). In 2007-2008, increased eatesupport in the
form of debt relief and higher inflows of financiaupport, favorable
external environment that encouraged exports, ivelaconomic growth
and increased investor confidence like never befmeated enabling
environment for implementation of sound economiclicpes that
accelerated development in areas like educatiomamy sub —Saharan
African countries. However at the end of 2007, wwld experienced an
increase in commaodity prices like fuel and food|dfwed by the global
financial crisis. The crisis has seen commoditggsidrop with negative
effects on export earnings and the external cuaecdunt, fiscal revenues,
and household incomes. This precipitated pressumxohange and fall in
equity markets and capital flow reversals in mahthe African countries.
The result is that some countries are already éxpeng a decline of
remittances and foreign aid from the donor natibesause of increasing
pressure in donor nation to cut spending and balémeir budgets (Ervin
and Muriithi, 2009). A UNESCO All Global Monitorineport of 2009
indicates aid disbursement to basic education ib-Saharan Africa
(shown in the adapted Graph below) reveal that campped — from
US$1.72 billion in 2007 to $1.65 billion in 2008.

Graph 1: Aid to education disbursements to sub-&ahafrica

Aid to education disbursements to sub-Saharan Africa, 2002-2008
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This decline of donor funding is making it harder fany of the
low-income countries to pay their teachers and kbepschool doors open
for 32 million out-of-school African children retuing to school (Elliott,
2010). The crisis is making Western donors to ditair pledges made at
the World Education Forum in Dakar, Senegal, in@@tat they would
provide the finance to deliver universal primaryeation- the donors are
contributing less than one fifth of the $11bn (/B annual cost of
meeting the pledge in the low-income countriesuti-Saharan Africa. It is
feared that if this trend is not reversed, therauldcstill be 23 million
children out of school by 2015, with knock-on effeon economic growth,
poverty reduction and health in sub-Saharan Afridais could mean a
drop in the gains made on girl child educationgrsing the progress made
towards gender equity in education, with parentsosing to invest in
education of boys and removing girls from schook do high cost
education.

Cultural Constraint

There are myriads of social and cultural constsathat bring about
the gender gab in education in sub-Saharan Afrithey include
entrenched cultural practices such as female denittilation, the Trokosi
and Voodoo practices, early marriage and childrahat affects education
of girls more than boys.

Female genital mutilation (FGM)Female genital mutilation is a
culturally-entrenched rite of passage that is oftsed to mark a girl's
transition into adulthood. Young girls are presgedi by cultural and
family to believe that FGM is part of proper uplgimg; it is part of
becoming a woman. It is linked to what is consideproper sexual
behavior, virginity, and marital fidelity, designgd prepare them for
adulthood and marriage. They are also taught tevethat FGM makes
them “clean and beautiful,” by ridding themselvésegrternal vestiges of
“maleness” which are considered “uncld#iragu, 1995. Female genital
mutilation makes girls to feel grown up, and theyd no qualms having
sexual relations, and the community also views tlasnmature and ready
for marriage. In countries or areas such as KeNygeria, Mali, Upper
Volta, Ivory Coast, Mozambique, and Sudan where alemgenital
mutilation (FGM) is practiced, there are higheesabf teenage pregnancy
and school drop outs. Girls and communities thatgwe female genital
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mutilation should be provided with information abdhe practice, and
why it needs to be stopped. Governments also shmakk and enforce
laws outlawing the practice.

Early marriage and teenage pregnancyin some African
communities, religious and traditional norms dietdahat children are
married at a certain age early. Among the nomadstgralists of Kenya
(The Samburu, Maasai, Turkana, Pokot, Somali, Rendiorana and
Oromo), marriage is common at or shortly after ptyheespecially for
girls. The practice of early marriage is known féee all children but
most affected are girls. In countries like Centédican Republic, Chad,
Guinea, Mali, and Niger, girls as soon as theyheaaturity, they marry
Parents choose to have them marry early for a numbesasons. Poor
families may regard a young girl as an economic&uarand her marriage
as a necessary survival strategy for her familyeyTimay think that early
marriage offers protection for their daughter fréme dangers of sexual
assault, or more generally, offers the care of denguardian. Early
marriage may also be seen as a strategy to avdgdbgicoming pregnant
outside marriage. Early marriage has beed as "a barrier to continuing
education because one is expected to quit schableagage in parental
activities (UNFPA, 2004; Jensen and Thornton, 20@3agne, 1994). It
has been established that married adolescentsaatieufarly vulnerable
population largely due to lack of educational aftaént. Studies have
shown that illiterate women have generally highelsvof maternal
mortality, poor nutritional status, low earning @oatial, and little autonomy
within the household woman'’s lack of education &las a negative impact
on hindering development and deterring progressh@im2003; Wamahiu
and Wangoi, 1995). Additionally, the lack of an edied population can
be an impediment to the country’s socioeconomic goalitical
development (Schultz, 1999). Enforcement of theslaagainst child
marriage is very effective way of addressing thgie. Also through media
campaigns and educational outreach programs, goens need to take
responsibility for stopping this practice.

Teenage pregnancyeen pregnancy contributés high-school drop
out rates in sub-Saharan Africa. In most countrieshef tegion, when a
girl gets pregnant, she is less likely to drop @automplete school thereby
negatively affecting her future earning potentdlamahiu and Wangoi,
1995). In Tanzania, for instance, half of the sd¢hiyopouts each year are
girls of 12 to 14 years who have to leave schoghbee of pregnancies.
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Schools policies in most of sub-Saharan Africa hfavea long time have
and the school been advocating for expulsion ofmeaat girls who are
seen as a bad influence on other girls in the dcheoy few schools allow
pregnant girls or young mothers to complete théurcation. The Pregnant
girls mostly get their education terminated andeneallowed to continue
with school because is argued that allowing thesadge mothers back to
school would trigger multiplier effect among othgrls (Oyaro, 2010;
Wamahiu and Wangoi, 1995; Wanjama and Kimani, 1996wever, few
countries like Zimbabwean and Kenya have changet ttolicies and
now are permitting girls to go home to deliver amuolse their children and
thereafter they are free return to continue thehiosling without hindrance
(Oyaro, 2010).This policy guideline is to ensureess to quality education
of all children without any form of discrimination.

Traditional practices In most of sub-Saharan Africa countries,
access to education continues to be limited becalusaditional practices
that prevent some children from going or stayingc¢hool. For example,
in Ghana, as well as in Togo, Benin, and southwedteeria, theTrokosi
andVoodoopractices (Trokosi is a Ghanaian word meaningvésido the
Gods") have been found to keep enslaved youngwvguis from enrolling
or attending school. The practice requires thangomnocent virgin girls
are sent into fetish shrines as reparation for esdd of their family
members. The virgin girls spend their days coliegtivater, cooking,
cleaning, farming, and caring for livestock. Theye alenied access to
education, prohibited from leaving, banished froer family home, and
soon to face the sexual advances of their masterptiest. Reports of
school going teenage girls in parts of Ghana remdr@m school by their
parents and given up for training as traditionakgiess are common
(Tanye, 2008). The imposition of strict IslamRurdha (the Islamic
practice of keeping girls and women in seclusi@mfripublic and outside)
impedes girls or women from venturing out of thenleoto attend school
(Papanek, 1982). In some of the region's rural camties of sub-Saharan
Africa, girls’ dropout rates accelerate dramaticalt the onset of
menstruation (Kristof, 2009). In most of these camities, menstruation
itself is so taboo that girls are prohibited froooking or even banished to
private sphere during their periods. Establishirgpasate sanitation
facilities for girls and boys is crucial part otaming girls in particular in
schools because schools that lack latrines are sten as unsafe by both
parents and children.
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Child labor. Child labor poses a great threat to education Bystas
children are forced to work rather than attend sthor have to divide
their time between work and school; thus greatfgaing their ability to
learn. Around the world, 246 million girls and bay®e working instead of
attending school and enjoying their childhood (in&tional Labour
Office, 2002). Girls, in particular, are systemalig deprived of their right
to education by family expectation, society’s noraisthe mere lack of
attention given to their specified needs. The wuglchildren are the most
vulnerable in society who are exploited- includigigls, orphans, ethnic
and minority groups and street children- all of efhtogether make up the
majority of the out-of-school population. In rur@hana, children carry
foodstuff for miles to market areas for sale ineyrtb aid their parents and
sometimes to get money for family upkeep. In Kemgast children work
on family farms picking or plucking cash crops (suas coffee, tea,
pyrethrum, fruit and vegetables or working as livek tenders, and do not
attend school. Most child laborers in Nigeria wankthe cocoa fields.
Young Togolese from poor families go to do agrictdt work in Nigeria.
In Eritrea, collecting fire-wood, fetching wateiof a long distance and
grinding mills are some of the unavoidable taskshef girl, especially in
the rural areas.

It can be argued that child labor poses a grea&athto education
systems, as children are forced to work rather ttéend school, or have
to divide their time between work and school; tigusatly affecting their
performance. Compared to boys, girls bear the muodehild labor which
in most cases deprives them of their right to etioca Parents often
reluctant to send their girls to school becauseldber substitution is not
equal to the service the girl child provides at komeplacing her mother,
who can then go out to work. The opportunity camts usually much
higher for girls than for boys, since girls are exfed to do more domestic
work than boys (Bendera and Mboya 1999). In Kenj&sth Eastern
region, for example, enrolment of girls in schoodstinues to lag behind
because the nomadic and semi-nomadic lifestylerfawnly boys to be in
school. Parents in this area force boys to go hwalcand the girls are
required to stay home and look after the animateyT(parents) leave the
boys under the care of relatives who ensure thetogezhool, while girls
move around with their parents from place to pliacgearch of pasture for
their livestock (Mulama, 2010). Girls who happendo to school are
overburdened with work resulting in their poor amait performance. A
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study adapted from Kane (1996), as shown in Tabta® lime girls and
boys spend in studies at Nepal fits the situation rhost of most sub-
Saharan African children working and attending stho

Table I. Time Girls and Boys Spend in Studies aaNe

Time Time Girls Spend in Studies Time Boys Spend iBtudies

6 a.m. Rises, bathes, prays Sleeping

7 a.m. Sweeps the compound, fetches watdRjses, bathes, prays, revises
washes dishes lessons

9a.m. Goes to school Goes to school

9:30 In school In school

a.m.

2 p.m. School ends. Lunch in school, extr&ame. If studies end early,
studies until 6 p.m. plays football

6 p.m. Takes food to the mother in the farm  Feteteter, bathes

7 p.m. Cooks dinner, bathes Various (play and gtudy

8 p.m. Dinner, washes dishes Dinner

9-11 Goes to school for extra studies Goes to school for extra

p.m. studies

12 p.m. Goes to sleep Goes to sleep

Source: Adapted from Kane, E. (1996¢nder, Culture and LearningVashington D.C.
Advancing Basic Education and Literacy 2 Project

Education is fundamental to the empowerment osgrd women.
A quality education provides the tools for selffguéncy that will enable
them to escape poverty and exploitation. This siqadarly prescient for
the situation of girls, many of whom are drivenoinwork that can be
hazardous and abusive at a premature age, witinoat@essible, free, and
high standard education system. Effective pressoo#) internationally
and nationally, for the eradication of all forms@fl child labor and for
the eradication of work-based discrimination agamwemen should be
applied. This will emphasize the harmful nature e%cessive or
inappropriate work for children and young peopled amill serve to
highlight that employment after schooling can befipable for women as
well as men
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Institutional and Instructional Constraints

There are a range of institutional and instructiofectors that
impede gender equality in educatidrom poor quality schools sexual
harassment by classmates and teachers, lack oflsnib@egender bias in
learning materials affect girls educational attaémt and performance.

Poor quality schootsMillions of children in sub-Saharan Africa
attending to school but are not receiving qualiduaation. The most
affected are girls because there are few schoalsgiits than boys,
particularly at post primary level in most of suah@ran Africa. There are
more girls than boys in the poorer-quality privated community schools
in sub-Saharan Africa (Hillman and Jenkner, 2004)e schools tend to
have inadequate facilities, are crowded with ceitdstudents and are also
staffed with overworked and often under qualifieddhers. Students in
these schools largely move through the strictlynexeased system, and
often continue to be, ill-equipped with skills nssary for university-level
education and entrance to career employmergddition, girls than boys
are less likely to enroll in, and more likely taogrout of, schools that are
in poor physical condition (for example, with leatgofs, no latrine, and
no water) whose teachers are often absent, andihaglequate resources
(Sharon, 2005). The environment in which girls s learn is as
important as the fact that they are in school. Wsshools do not provide
a safe environment for girls, where they do notressl behavior patterns
that contribute to gender disparity, there is thek that many young
women will leave school early or graduate withol tskills and self-
esteem they need to participate as equals in thiel)w&irls would simply
prefer to stay at home due to the lack of adeqsatetation facilities
which include sufficient water, adequate toilet ilides and proper
disposal facilities for sanitary wear which are essary not only during a
girl's period but at all times (Kristof, 2009). ltbsically, the educational
planners and policy makers have not taken intoossriconsideration
female education girls’ to determine how many st¢haoe needed. These
deceptions are allowed to flourish, either due ¢goorance and bad
intentions or because of lack of women in decisioaking position has
among to influence policy.

Violence and harassment in schodis the 21st Century, children
especially girls still encounters violence and kanaent in the place they
should be the safest- at school. On a daily bassshools across the sub-
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Saharan Africa, pernicious forms of gendered viodgrwhilst not easily
guantifiable, including physical, verbal and sexassault and harassment
happens to girls making it impossible for them ¢alize their right to
education (Ofeibea 2003; Haffejee, 2006). For eXxamp South African
schools, rape, assault, and sexual harassmentlobge widespread. Girls
are frequently fondled, raped in school toiletsempty classrooms and
hallways, subjected to aggressive sexual advanedsmNy degraded and
these are committed by both teachers and male rggid@rinsloo, 2006).
A study in Guinea indicates that boys are very aggjve towards girls and
that they use physical force threats and tease wirsilence them in class.
Teachers also prey on girls, threatening to fahthor publicly humiliate
them, to prod them into sexual liaisons. Thosesgutho given in to teacher
demands are often rewarded with grades high man#tsother goodies. In
Zimbabwean, Malawi, Rwanda and Angola, Nigeria, ZEaman, Uganda
and Ethiopia violence against children in schosla widespread problem
and often leads to emotional and behavioral probleéhat physically
abused children experience, such as depressioresaign, disobedience,
nightmares, physical health complaints and poodewac performance
(Delano, 1998 Sexual violence and harassment in schools erect a
discriminatory barriers for children especially Igirseeking education.
Violence is a key challenge to girls’ school att@mce and achievement,
undermining their social and economic advancem¥idlence against
women and girls also compromises efforts to comBat/AIDS by
undermining their ability to protect themselvesnamate relationships.

The disturbing reality of violence against girlsitiss rarely treated
with the abhorrence that it deserves. Even in castwhere there are
comprehensive legal frameworks to address suclessshe reality on the
ground is very different.

Lack of role modelsAbsence of role model is a problem that the girl
child in sub-Saharan Africa faces both at home atrgthool. Women role
models are in short supply in sub-Saharan Africdeas women are in
formal economy, leadership positions and in thddfief science and
technology (Duncanl989). For example, throughout their lives, gate
taught mainly by male teachers, especially thenseie and mathematics
which they come to perceived as male subjects. eftwa girls seem to
have no role models to look up to, no one to idgmtith and no one to
serve as a mentor. If there were to be more wdesmters who could act
as a role model to girls, there would possibly bererease in the number
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of girls aspiring for higher positions in the sagigOmbati (2003) suggests
that the promotion of female teachers to positibrresponsibility as a
strategy to encourage girls' education and prothéen with role models.
Apart from providing positive role models to youggls, particularly in
rural areas, parents are put at ease about their daisghtdety by the
presence of female teachers.

Gender biased curriculumin sub-Saharan Africa as elsewhere in
most of the world he school curriculum continues to be gender-
differentiated and, when offered a chqigéls and boys choose subjects
that fall within the traditional male/female spliyhich is promoted by
teachersparents, and peers (Gordon, 198¢search has established that
the curricula and teaching materials used in schacloss sub-Saharan
Africa remain gender-biased to a large degree,anadarely sensitive to
the specific needs of girls and women (Bailey, 198fark and Elaine,
1998). Close scrutiny on the curriculum and edocali material at
schools reveal that girls and minorities, amongeothings, are asked to
relate to curriculum and material that are not pomdl in their perspective,
not presented from their perspective, and tendsgriore their existence
(Obura, 1992). Gender bias in curricula varies froountry to country
within the region, but instructional programs aegt$ generally reinforce
subordinate or domestic roles for women. Discririors based on gender
stereotype surface in many ways in the school ebniemay occur, for
example, through teachers' samples of group platsmand activity
assignments, the content of compliments and @iticiExamples range
from the treatment of females in textbooks andiculum materials to
differential treatment of males and females in ¢lessroom, to mistaken
beliefs about attitudes and cognitive abilities (Mell and Reihartz,
1999). Perhaps curriculum modifications among otiiemges addressing
sex stereotyping might ensure fuller participat@onm performance of girls
in science and technological subjects.

Biased instructionIn teaching, research has established that it mos
schools, female students can become nearly ingisdd teachers interact
more frequently with boys, asking them better goest and providing
more precise and helpful feedback. Studies show tdechers tend to
answer boys more often than girls in math and seietlasses and pay
more attention to girls in ‘softer’ classes, thgralending messages about
gender capacities. Teaching materials, textboolldemtures tend to depict
science and technology as a male domain, deprigirig of role models
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(Sadker and Sadker, 1994. The immediate outcom#dsesé practices are
channeling of girls and boys to what are seen awleye appropriate
subjects and careers. In Botswana, for instanges & channeled into the
so-called masculine areas such as mathematicgicecend technology,
while girls opt into stereotypical "feminine" jolas teaching, nursing and
clerical work. Few women are found in scientific technical education
where they could develop better skills to securétebepaying jobs
(Duncan, 1989). Generally, the participation ineace and mathematics
education at primary level in sub-Saharan Africaortries is compulsory
for all children. However, the participation ratéop significantly from
primary to secondary school, especially for giAsthe tertiary education
reveal, average science education participation svas% for male and
2.8% for females in 2001. The way out is to havedge-equitable
materials to enable students have a more gendanded knowledge, to
develop more flexible attitudes towards genderg,ond to imitate role
behaviors contained in the materials. There is ats=l to create a female
friendly environment in schools and communitiesadreers, parents and
the community should encourage girls to selectnsifie and technological
subjects by cultivating self-confidence and asgeniss in girls
(Orenstein, 1994). Girls should be encouraged totwe into male
dominated subjects to acquire skills needed foiosetecision-making
positions in both public and private sectors. Depglg instructional and
learning methodology that are child-friendly andhder sensitive is an
important element of gender and child-friendly salko

HIV/AIDS and Education

There exists a strong relationship between genddrHiV/AIDS,
with gender inequalities contributing to HIV, andMAAIDS in turn
worsening gender inequality in education. One wayaddressing the
challenge is to extend quality skills-based HIV/Aeducation to both
boys and girls.

Challenges of HIV/AIDS HIV/AIDS pandemic is presenting
enormous challenges to sub- Saharan African castand girls’ are
disproportionately affected whether they are irddcor not. It has been
established that HIV/AIDS is exacerbating the ge+mdsed disparities
that already exist in the education sector, whidadlantage girls in their
access to quality education and disadvantage wamesreer employment
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(Whiteside, 2002; Bennel, 2005).Girls than boys aregreater risk of
contracting the disease, bear a disproportionatgesbf its burden and
comprise the majority of new infections globally. $ub-Saharan Africa,
women constitute 60% of people living with HIV/AID&nd female aged
between 15-24 years old constitute more than twoobuhree newly-
infected with the virus (UNAIDS, 2009). In high pedence countries of
eastern and southern Africa, girls’ enrolment ihcsd decreased in the last
decade because they are the first to be pulledfosthool or not to enroll
to care for sick relatives or to look after youngélings (Bennel, 2005).
Girls and young women know little about sex andusdiy because they
are often denied an education to protect them apmifection. Research
has established that fewer girls than boys agedl93iave basic
knowledge about how to protect themselves from KWIBS and many
misconceptions exist and remain uncorrected in conities with limited
access to accurate information. Often, these mg#ms be damaging to
girls and women, for example, “having sex with egwi can cure HIV”
(Suzanne, 2002; Meel, 2003). Education is one @k#y defenses against
the spread of HIV/AIDS. Studies show that educatemnen are more
likely to know how to prevent HIV infection, to @sl sexual activity and
to take measures to protect themselves. Educdsoraacelerates behavior
change among young men, making them more receptivierevention
messages. Children who stay longer in school ateive education on life
skills and sexuality benefit from delayed sexuabute increased HIV
prevention knowledge and condom use rates amorsg thioeady sexually
active, and improved understanding of HIV testiBgr{nel, 2005).It can
be argued that universal primary education is ratlsstitute for expanded
HIV/AIDS treatment and prevention, but it is a nesary component that
complements these efforts.

Conclusion

Education is a fundamental human right to everyldchlt is
universally acknowledged to benefit individuals apcbmote national
development. Education expands the opportunitiddienchoices for both
boys and girls. When all children have access tmlats-based, quality
education that is rooted in gender equality, aleigdfect of opportunity
that impacts generations to come is created. Desdiorts to expand
educational opportunities to all children, barri¢éoseducational access,
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participation and achievement persist and gendequity continues to
flourish to the detrimental of girls in sub-Sahavainica. Gender equity
and equality in education is but a pipe dream ifibes that keep girls from
enrollment and having quality education are notreskkd.

References

[1] Abdi, A. (1998). “Education in Somalia: History, steuction and calls for
reconstruction.'Comparative Education Revie@4(3), 327-341.

[2] Assie-Lumumb,a N.T. (2000). “Educational and Ecoimomeforms, Gender
Equity, and Access to Schooling in Africalhternational Journal of
Comparative Sociologg1(1):89-120, January.

[3] Bailey, S. (1992)How Schools Shortchange Girls: The AAUW RepNgw
York, NY: Marlowe & Company.

[4] Bendera, S. J. and M. W. Mboya (eds.) 19@&nder and Education in
Tanzanian Schoal®ar es Salaam, Tanzania: Dar es Salaam Univéteitys.

[5] Bennel, P. (2005). “The impact of the AIDS Schogliof Orphans and other
Directly Affected Children in Sub-Saharan Africdhe Journal of Development
Studies41(3), 467-488.

[6] Boyden, J. and Ryder, P. (1998he provision of education to children affected
by armed conflictOxford:

[7] Buchmann, C. (1999). Poverty and educational inigua sub-Saharan Africa.
ProspectsVolume 29, Number 4, 503-515.

[8] Clark, A. and Elaine, M. (eds.) (1998%¥ender in the Secondary Curriculum:
Balancing the Bookd.ondon and New York: Routledge.

[9] Cockerton, C. (2004). “Education in Postcolonial bSaharan Africa
Encyclopedia of African History: Volume 1 A-G

[10] Dagne, H. G. (1994). Early marriage in Northern i@ila. Reprod Health
Matters (4):35 38.

[11] Delano, L. (1998).Sexual Abuse and Violence in Sub-Saharan Africa
Advocates forYouth. Washington, DC.

[12] Duncan W. A. (1989. Engendering school learning: Scieneg#titudes and
achievement\ among girls and boys in Botswalmstitute of International
Education. Stockholm: University of Stockholm, 1989

[13] Elliott, L. (2010.“Africa’s education efforts hampered by declineviestern
aid.” The Guardian.co.yk.ondon. Friday 9 July, 2010.

[14] Ervin, H. N. and Muriithi, M. C. (2009)The World Financial Meltdown - What
Now forn Women26 June

[15] Gartner, D. (2010)Achieving the Millennium Development Goals: Edumnais
the Key Missing LinkThe Brooking institution. Washington DC

[16] Gordon, R. (1998). “Girls cannot think as boys dscializing children through
the Zimbabwean school systeng&nder and Developmentol 6. No 2. July.



134  Journal of Women's Entrepreneurship and Educat?fii®, No. 3-4, 114-136)

[17] Jensen. R. and Thornton, R. (2003). “Early femaeriage in the developing
world.” Gender and Developmeh1(2): 9-19.

[18] Haffejee, S. (2006\Waiting opportunities: Adolescent girls’ experieacef
gender based violence at school®hannesburg: Centre for the Study of
Violence and Reconciliation.

[19] Hillman and Jenkner, E. (2004). “Educating Children Poor Countries”.
Economic IssuedNo0.33

[20] Kane, E. (1996)Gender, Culture and LearningVashington D.C. Advancing
Basic Education and Literacy 2 Project.

[21] Kaya, H. O. (2005).The Debt Crisis and Its Effect on African Women and
Childreri’. Issue 197. Pambazuka News

[22] Khadija, A. B. (1997).Rural women and girls in the war in Sierra Leone.
Conciliation Resources. London. 173 Upper Street

[23] King, EI M. and Anne M. H. (eds.) (199AVomen's Education in Developing
Countries Barriers, Benefits, and Polici&altimore and London: Published for
the World Bank by the Johns Hopkins University Bres

[24] The World Bank (1993).Women's Education in Developing Countries
Washington, DC: The World Bank.

[25] Kiragu, K. (1995). “Female genital mutilation: gpreductive health concern.”
Popul Rep 23(33, Supply):1- 4.

[26] Kristof, N. (2009). “Does Menstruation Keep GirlaiGof School?”"New York
Times Published: September, 4.

[27] Logan, B .I., and Beoku-Betts, J.A. (1996). “Wonsard Education in Africa:
An Analysis of Economic and Sociocultural Factorgluencing Observed
Trends.”Journal of Asian and African Studj&s 3—-4, 217-240.

[28] Manuh, T (1998). “Africa Recovery Briefing Papedhited Nation Publication
New York. Number 11, April.

[29] Marshall, C.S. & Reihartz, J. (1997). “Gender issua the classroom”.
Clearinghousg70 (6), 333-338.

[30] Meel, B. L. (2003). The myth of child rape as aector HIV/AIDS in Transkei:

a case reporMedicine, Science and the Lavigl. 43(1).

[31] Mulama, J. (2010). “Nomadic Schools for Mobiléfiter Press Service News
Agency October 29.

[32] Nwomonoh, J. (1998Education and Development in Africa: A Contemporary
Survey London: International Scholars Publication.

[33] Obura, A. (1991)Changing Images: Portrayal of Girls and Women imi@n
Textbooks. Nairobi: Act Pres.

[34] Ofeibea, Q. A. (2003). Fighting Prejudice and Sétarassment of Girls in
School. allAfrica.com.

[35] Ombati, V. F. O. (2010)Women in Society: The Participation of Women in
Educational Leadership n Kenya Municipal Primaryh8als. Saarbrucken,
Germany. LAP Lambert Acad. Publ.

[36] Orenstein, P. (1994). Schoolgirls: Young Women, f-Bsteem and the
Confidence Gap. New York, NY: Doubleday.



Ombati, V, et al., Gender Inequality, JWE (2012, 84, 114-13p 135

[37] Oyaro, K. (2010). Teenage Mothers Denied Educatigar Press Service News
AgencyMay, 23.

[38] Papanek, H. (1982) “Purdah: separate worlds andbslenshelter”, In H.
Papanek & G. Minault, (edsSeparate worlds: studies of purdah in South Asia.
(pp1-53) Delhi: Chanakya Publishers

[39] Prinsloo, S. (2006) “Sexual harassment and violém&outh African schools”.
The South African Journal of Educatjoviol. 26(2)

[40] Richardson, A. (2000)" Social injustice: the irony of African schooling
disruption.” Cross Cultural perspectives in child advoca(dy26).

[41] Riddell, R. C. (1999). The end of Foreign Aid tai&&? Concerns About Donor
Policies.Oxford Journals Social Sciences African AffaW®lume 98, Issue392
pp. 309-335.

[42] Ruth, L. et al. (2009)Girls Count: A Global Investment & Action Agenda
Reprint(Washington, DC: Center for Global Development.

[43] Sadker, D., Sadker, M. (19943ailing at Fairness: How Our Schools Cheat
Girls. Toronto, ON: Simon & Schuster Inc.

[44] Schultz, T. P. (1999)."Health and Schooling Invesita in Africa".The Journal
of Economic Perspective$3, no. 3

[45] Sharon, L. (2005). For girls in Africa, education is uphill fightNew York
Times. Published: Friday, December, 23.

[46] Shapiro, D. and Tambashe, B.(2001). “Gender, Poverty, Family Structure,
and Investments in Children's Education in Kinsh&ango”. Economics of
Education Revie20(4):359-375, August.

[47] Suzanne, L-M. (2002). “On the virgin cleansing myglendered bodies, AIDS
and ethno medicineAfrican Journal of AIDS ResearcWol. 1(2).

[48] Tanye, M. (2008). “Access and Barriers to Educatar Ghanaian Women and
Girls”. InterchangeVolume 39, Number 2, 167-184,

[49] The Real Truth (2007). Armed Conflict Costs AfrieB8 Billion Each YearThe
Real Truth Magaziné/ol. 8, No. IX, November

[50] UNAIDS (2009).Progress report on the global response to HIV/AEp&iemic
Geneva. UNAIDS (2009). Report on the Global HIV/AEpidemic. Geneva.

[51] UNICEF (2006). School Fees for Africa: Coming tdpgrwith an elusive
promise. New York: United Nations Children’s Fuhtbw York

[52] UNESCO (2009). Regional overview: Sub-Saharan Africovercoming
inequality. Paris: UNESCEFA. Global Monitoring Report. Paris: UNESCO

[53] UNESCO (2008). Regional overview: Sub-Saharan Africovercoming
inequality. Paris: UNESCEFA. Global Monitoring Report. Paris: UNESCO

[54] UNFPA. 2004. Child Marriage Advocacy Programme: tFabeet on Child
Marriage and Early Union.

[55] Wamahiu, S., and Wangoi, N. (1995). “Schoolgirl preout and Adolescent
Pregnancy: Counting CosBasic Education ForupVol. 6. P.1-22.

[56] Wanjama, L. N, and Kimani, E. L. (1995). ,Justifice in Making Gender a
Critical Variable in EducationBasic Education Forun¥ol. 6 23-45.



136  Journal of Women's Entrepreneurship and Educat&fii®, No. 3-4, 114-136)

[57] Watkins, K (1999).Education Now: Breaking the Cycle of Pover@xford:
Oxfam International.

[58] Whiteside, A (2002). “Poverty and HIV/AIDS in Afd@c” The Third World.
Quarterly, Vol. 23, No.2, pp. 313-32

[59] World Bank (1995), “Education and Development,’Priorities and Strategies
for Education: A World Bank Reviewhe World Bank, Washington, D.C.

[60] World Bank (1988). Education in Sub-Saharan Afriealicies for Adjustment,
Revitalization and Growth. World Bank, Washingtd¢

Rodna nejednakost u obrazovanju u subsaharskoj
Africi

APSTRAKT

Ovaj rad se bavi pitanjem rodne nejednakosti u abvanju u sub-saharskoj
Africi. U radu se naglaSava da u sub-saharskimciim zemljama obezbiwanje
obrazovanja za d@ake i devafice nije jednako i odruje se polom, lokacijom,
klasom i regionom, Sto ima za posledicu visokuistmpismenosti devojaka i Zena. U
radu je zakljgeno da su politka nestabilnost i nasilje, siromastvo i ekonomski
izazovi, negativne kulturne vrednosti, Zensko ghrit sak#&enje, rano stupanje u
brak, kao i seksualno uznemiravanje su neki od dibdaktora (participanata) u
rodnoj nejednakosti u obrazovanju. Drugi faktorjikmogorSavaju (negativno util)
na nejednakost polova su nedostatak rodne odgostirmmml strane nastavnika,
neefikasna nastava, kao i nedostatak nastavnihrijedée loSe okruzenje zadenje,
kao i uticaj HIV-a i side. U radu se tvrdi da jedma nejednakost u obrazovanju
sprefava razvoj pojedinaca, razvoj zemalja i evolucijjugtva na Stetu kako
muskaraca, tako i Zena. U radu se izZmeostalog raspravlja o strategijama i
intervencijama koji imaju potencijal da eliminiSejadnakost polova u obrazovanju u
zemljama u razvoju.
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