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1. Introduction

1.1 Purpose of this thesis

The Universal Declaration of Human Rights (UDHR%&®stablished a framework for
“every individual and every organ of society” tovkaaccess in education, through which
progress can be made in promoting human rightsrarespecting each other’s freedoms.
Article 26 of UDHR reaffirms that education is te tairected to the full development of the
human personality’. Based on this article, the Goion on the Rights of the Child (CRC)
1989 specifies in Article 28 the right of educattorbe achieved ‘progressively and on the

basis of equal opportunity’ (UN, 1989).

The purpose of this thesis is to examine educatiofessionals' understandings of human
rights education (HRE) and its potential role inrmpoting gender equality in multicultural
society of Kurdistan-Iraq. The topic of this theisi® complex one and it entails various
themes. The core issue is the potential contribudfcHRE in advancing gender equity
through education. Yet, the case-study embracespieuhnd complex political, cultural and
social components that are relevant to put disongsia proper context. The concept of
intersectionality (Brah & Phoenix, 2004; Oslerpiess) will be used later (see chapters 5 and
6) in order to discuss and link various socio-aateategories within the framework of the

thesis's topic.

The reason for choosing this topic, and particultris case-study, is that it is linked to my
background of origthand my sincere belief in the power of educatiomtprove society’s
standards towards development, equality and freetoreover, recent challenges such as
accommodating diversity; putting democracy intocfice; and enhancing human rights
standards including gender equality (which willamEiressed in this chapter); all seem to call
for socio-political changes in Kurdistan and elserehin the region. To this purpose,
adequate actions, including in the education sysse®m to be necessary. This thesis
attempts to contribute to this by examining theeot schooling context and in particular
teachers’ perspectives on HRE as a tool for empoeet and a contribution towards
improving social justice, including gender equafiy the young generation in the region.

! | was born in Kurdistan and came to Europe as a refugee aged 13



1.2 Research questions

This thesis seeks to examine the Iragi Kurdish atloical professionals’ understandings
about HRE and its contribution to promote sociatige, including gender equality. In light of

this, | ask the following key research questions:

- How can HRE contribute to gender equity in the fostflict and multicultural
society of Kurdistan-lraq?
- How do education professionals understand humdsrend HRE and its potentials

in Kurdish society?

In addressing these questions, it is importanidouss the relationship between HRE and the
advancement of gender equality through educatitimgs. This relationship will be

discussed in chapter three, which sets the theatdtamework of this thesis. Finally, this
thesis will address also the potential role of edion to strengthen peace-building and to
accommodate diversity in post-conflict societylas @ne of Iragi Kurdistan.

As mentioned earlier, my primary reasons of undertathis project are both related to my
identity and personal belief in advancing gendesitgghrough education. In chapter four, |

elaborate further on this.

Finally, it is worth to mention that two papers aublished that draw on this research (Osler
& Yahya, 2013; Yahya, 2013). These papers are detlas appendices 5 and 6. Also,
another paper which draws on this thesis and wesepted during World Kurdish Congress
2012 (WKC 2012) in Erbil, is now in press and vl published as a chapter in book
'Perspectives on Kurdistan's Economy and Societyansition, Volume II' (Osler & Yahya,

in press).

1.3 Human rights as a cosmopolitan project

The departure point of this thesis is viewing humghts principles and HRE as a
cosmopolitan project. Human rights principles suppocial justice and the right of every
human being to have a valuable and dignified Iif®KHR, 1948). These principles entail a
cosmopolitan vision, which stresses equal worthlsnesile taking well-being of others into
account (Appiah, 1997; Held, 1995). Furthermorsnoopolitanism celebrates human
diversity. It embraces the variety of human culsurespecting human dignity and personal



autonomy (Appiah, 1997). These are also the mantiptes that underpin the UDHR (1948)

and other human rights instruments.

This thesis addresses the problematic genderwoetes Kurdish society. It attempts to
address the potential of HRE in order to improvedge equality. Gender equality does not
only improve women'’s positions; in fact, it advase®cial justice for all (Okin, 1989; Sen,
1992). Moreover, the issue of gender equalityasogs-cultural concern, which in turn is a
cosmopolitan concern (Nussbaum, 2000a; Nussba@ol&n, 1996). Hence, gender
equality matters to advance societal conditionduting socio-economical progress (Sen,

1999), which seems to be needed in Kurdish society.

1.4 Human rights and socio-political challenges iKurdistan-Iraq

Kurdistan-Iraq experienced considerable conflicis mstability in the last century and the
early years of the twenty-first century. These texlilted in a severely damaged
infrastructure in the region and a notable Kurdigspora across the globe. Conflicts such as
the Iran-lraq war 1980-1988 and the Anfal genoctdahpaign against the Kurds in 1986-89,
which was led by the Iragi military under Saddansstin, had a severe impact on Kurdistan
(Stansfield, 2003). The instability and destructiothe region increased during the Gulf War
in 1991, followed by the Kurdish uprising, resuitim mass displacement and a subsequent
humanitarian crisis in 1992. During that period thgion and Iraq in general suffered from
the consequences of UN sanctions and internatembhrgo against Irag 1990-2003
(McDowall, 2004).

In addition to the above mentioned conflicts, ttraggle for the Kurdish identity with

different Iragi administrations continued for deeadThis struggle drew on human rights
principles. For this, Kurds often appealed to thsib principles of human rights in order to
gain sympathy and support at the internationallldsagen in the aftermath of the conflicts,
the Kurdish administration claims to adhere to hamghts principles and solidarity in order
to live together in a multi-ethnic and diverseisetof the region (see below in this section).
For instance, in the education reform document f2@®9, the emphasis is on human rights
and democratic principles as learning objectivesrérabout education reform in section 1.6).

As a turning event, the Iraqi Kurdistan region gaintsad hocautonomy in the aftermath of
the Gulf War in 1991 (Stansfield, 2003%ince 2003, and particularly with the new Iragqi

*Asa consequence of the invasion of Kuwait by the former Iraqgi regime and under the UN resolution, a so-
called no-fly zone that covered the northern and southern parts in Iraq in 1991, including Iraqgi Kurdistan. Due



Constitution (2005), further political developmentisan that today the Kurdish region is
recognised as a constitutional entity within theef@al State of Iraq, enjoying internal

political, socio-economic and judicial autonomy (Gbtution, 2005). The federal region
comprises three governorates: Erbil, Sulaimaniyah@uhok. The region has three official
governmental institutions that are recognized enlthgi Constitution, these are the Kurdistan
Region Presidency, the Kurdistan Regional GovernrffdRG) and the Kurdistan National
Assembly (KNA), parliament. The Constitution (20083ognizes alsBeshmergaas the

legitimate military force of Kurdistan region (ihid005).

Whilst the political situation has improved sigoéntly, the Kurdish community still faces
various socio-political challenges. The accommauhatf diversity is one of these challenges.
The region is diverse in terms of its ethno-religigetting. Although the majority of region’s
population are Muslim Kurds, other minorities hdived there for centuries. These are
Christians, Turkmenians, Shiite Kurds, Ahli Haqeztlis, Shabak, Kakeys and Armenians
(Begikhani, Gill, & Hague, 2010). A carefully craft set of policies seem to be needed to
include all groups in the democratic framework tiat regional authority is claiming to
realise. Additionally, ongoing debates about digris the disputed areas, including Kirkuk,
increase the tensions between the regional augrend the federal government in Baghdad.
Inevitably, various types of migrants to the regmaed to be included in these diversity
debates as well, since these populations alsoreegdequate support and legislations to
protect them. The migrant groups include interndiplaced persons (IDPs) that are coming
mainly from the middle and the southern parts afjreturned Kurdish migrants from the
neighbouring countries and the Diaspora; labouramigs from various parts of the globe that
have arrived after rapid economic development;asd irregular migrants (including

Victims of Trafficking) that have a vulnerable ptosn in the region (IOM, 2010).

When it comes to internal politics, the civil war KurdishBrakuzhi:brother kills brother)
that has occurred between the two dominant pdlipiaeties: the Patriotic Union of Kurdistan
(PUK)* and the Party Democratic Kurdistan (PDKjas shaped contemporary Kurdish
politics (Stansfield, 2003). The civil war led treggion to be divided more or less under the

political domination of these two powerful partidge upcoming opposition movement

to this, the former Iragi regime lost its power in the region and Kurds gained a sort of ad hoc autonomy from
Baghdad from 1991-.2003.

3 Peshmerga means ‘ready to die’. It refers to Kurdish guerilla fighters who fought against the former regime
for the recognition of Kurdish identity.

*The PUK is led by current Iraqi president Jalal Talabani

> The PDK is led by current KRG president Masoud Barzani
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Gorran (Change) evidently challenges the power-sharimgeagent since 2009, and hence
the practice of substantive democracy is on thietd addition to this, fighting against
corruption, fostering social justice and enhandingan rights protection are other
demanding political tasks that require the KRG’madtment. All in all, these socio-political
matters make human rights relevant to be pracyicatiorporated in various public policies,

including in education.

1.5 Gender issues in Iraqi Kurdistan

The female population were marginalized due tcatih@ve mentioned various forms of
conflicts in the region. The political instabilibas impacted disproportionately on Kurdish
women and on women elsewhere in Ifakhis thesis hence deals with the position of Kshdi

women and gender relationships in the region.

Traditionally, gender roles have been clearly dafim Kurdish society. Women still have a
lower status in the family than men. Women'’s dontaa been mainly in the private sphere,
taking care of the family and protecting familyisnour, which is linked to her body
(Begikhani et al., 2010). This rigid patriarchaltate has been justified by traditions and
customs, which emphasize the protection of honibud,(2010).

It should be noted that women’s position has impdbsignificantly in recent years. Many
women are engaged in paid employment. Women are present in various public sectors,
including in politics and in media. The quota fenfale representation in the Kurdistan
parliament is increased to 30 per cent (ibid, 20l@yvertheless, women are invisible in
decision-making positions. In the current cabifatjnstance, there is only one female

minister amongst a total of nineteen ministeriaipons (KRG, 2012).

Despite these improvements, the Kurdish female latipa continues to be exposed to
various forms of gender-based violence on a redpdais. This includes honour killings,
domestic violence, sexual harassment, female denttlation (FGM), self-immolation
(committing suicide through burning themselvesjcéal marriage (including early marriage)
and rape (Begikhani et al., 2010; Yahya, 2009). Whak position of women and the frequent
occurrence of violence against them is understodmkbtdue to a clash between modern life

demands and restricted cultural traditions (Yal2@®9). This violence operates in

®The position of Iragi women is in decline due to the growing militia and the consequences of the 2003
invasion. The domination of conservative power in some parts in the country, poverty and lack of security have
restricted a further advancement of women position in Iraq.
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combination with and supported by the still relalwdisadvantaged socio-economic position
of the Kurdish female population (ibid, 2009).

The current status of Kurdish women and the preagatiender-based harmful practices may
be understood as a consequence of conflicts anidnghtly. In its post-conflict and diverse
setting, one pressing issue is gender equity irdistan. The struggle for gender equity and
equal rights implies structural changes and heheeage in the cultural mind-set. | refer here
to change a mentality that stereotypes genderiposi{Begikhani et al., 2010). In this
context, change in culture as such is an educadtpyogect (Osler, in press). Education is
hence essential to raise awareness and to impoaweta conditions. Education is important
to promote a mentality that is capable of develggn independent personality to stand
against injustice, including gender related ingesi Therefore, this thesis looks at the
potential of education and specifically human rigbducation to advance Kurdish gender

relationships.

1.6 Education in Kurdistan-Iraq

The structure of education in Iragi Kurdistan haeen shaped by the Iragi education system,
since the region was administered under the fotragr regime for decades. As far as the

Iragi education system is concerned, the qualitydafcation was considered to be very good
until the beginning of the 1980s (UNESCO, 2010)widaer, ongoing conflicts and the

former authority’s emphasis on the military expémai have negatively influenced the

quality of education (ibid, 2010). Consequentlg thurricula have not been updated or
brought in line with international standards anel tmintenance of schools was neglected due
to conflicts (ibid, 2010).

With the emergence of the Kurdish administratioatgi®91, steps have been taken to
improve the education system in the region. In daio, the regional authority has
encountered various challenges (as will be disclssehapters 5 and 6). Nevertheless, the
Kurdish education system has gone through a repwavess following the educational

conference that took place in 2007 (Curriculum,200

In the reformed system, basic education is extefrded six to nine years. The general
examinations in the sixth and ninth grades have béelished. Basic education has become
compulsory and the idea is that everyone shoul@ lahaleast nine years of basic schooling

(ibid, 2009). English language classes are integrtbm the first grade in the school

12



curriculum and the textbooks of various subjeaishsas science and civic subjects have been

modified (ibid, 2009). The table below demonstratesnew education system.

Table 1: Education System in Kurdistan- Iraq

Age Level Type of Education
(grade)

17 12

16 11 Upper-secondary Education

15

=
o

14

13

12

11 Basic Education

10

9

8

7

RN W A OO | 0l ©

6

45

Pre-schooling (Kindergarten)

Source: (UNESCO, 2010)

Another development in the education system isldhelopment of new language policies,
including a change in the language of instructi@mf Arabic to Kurdish and the opening of
new schools in the region, including schools inanily languages, for example, schools in

which Assyrian, Turkmenian or Arabic are the larggiaf instruction.

Although the region still lacks adequate schooldngs, more schools have been opened in
recent years (People's Development AssociatiorB)209 his speech to mark the new
schooling-year of 2011-2012, the Minister of Edimatrevealed that 829 schools were built
and 445 schools renovated since 2006. In additidhis, he stated that another 482 school
projects are under way. These school projects diveeentire KRG region, including some
places in the disputed areas that are partialleuticte KRG’s administration (KRG, 2011).

In line with educational progress in the regiom tble of the international and local non-
governmental organizations (NGOs) has increasedniably, influencing the content of
school subjects. For instance, the Norwegian P&pld (NPA) has initiated in cooperation
with local NGOs (mainly People’s Development Asation, PDA), the introduction of HRE

13



into the curriculunt. This process has started as a pilot project inesRG schools

(People's Development Association, 2011). The stilojeHRE was officially introduced into
the curriculum in 2005. Since then, HRE is taughgriades 5, 7 and 10 as a separate subject
(more about HRE in curriculum see chapter 5). WIHRE is still a new subject and in
progress, the Ministry of Education together wibdl and international organizations, for

example NPA, continue in providing HRE trainingeiucation professionals.

1.7 Outline of this thesis

Chapter two starts with a brief overview is prowdddout the developments of HRE as an
emergent theory in education, which entails elesyéatequality, inclusion and social justice.
The chapter continues with contextualising the adleducation in post-conflict societies and
its potential to enhance gender equality.

A theoretical framework —combining the capabilippeoach with an understanding of human
rights as a cosmopolitan project- has underpinhisdstudy. This is discussed extensively in
chapter three. Based on the theoretical perspactivaitiine my understanding of HRE and
the possibilities for its implementation and impantbehaviour to realise social justice and
hence gender equity.

Chapter four outlines the methodological stepofedd throughout the process and
development of this study. | also address the psEof field work and how the specific

position being a researcher influenced the datiaegaty and its analyses.

Data analyses are performed in chapters five emdBe fifth chapter reports on current
practice of HRE and its potential in relation tander equality. Chapter six comments on
education professionals' understandings regardRg,K¢ducation and gender. Chapter seven
provides a conclusion and makes recommendatioteslasy HRE might be further

developed within Kurdish curriculum.

” This information is provided from the former NPA coordinator in Iraqg and the HRE curriculum specialist from
the Ministry of Education has confirmed this, during an informal conversation with both of them.

® This information is provided by the HRE curriculum specialist from the Ministry of Education in Kurdistan-Iraq,
during an informal conversation with him.
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2. Literature review

This thesis is about education professionals' wgtdedings on the potential role of HRE in
enhancing gender equality in Iragi Kurdistan. Toeuk here is a complex one and it requires
various steps to bring together various themehisfthesis. For this purpose, this chapter
commences with the developments in the field of HREIdwide, in order to illuminate the
current status of HRE. Then to contextualise tiseedudy, it is appropriate to discuss the
role of education in post-conflict societies, silkagdistan can be considered as both a post-
conflict and is a diverse society. Then, the pa&totf education are discussed for the cause
of gender equality. In addition, this chapter aggtieat HRE as an emergent theory in
education entails elements for equality, inclusaod social justice, which seem to be
necessary to enhance gender equality and diveénsityragile society as the one of Iraqi
Kurdistan® Through discussing various themes in this chaffieraim is to assist in
supporting and establishing a theoretical framé&wothe next chapter. Likewise this review
informs the discussion of the data in chaptersdb@an

2.1 Development of human rights education

The Universal Declaration of Human Rights (UDHR)4&, has set up grounds for ‘every
individual and every organ of society’ to have asc® education, through which knowledge
can be spread further in promoting human rightsiamdspecting each other’s freedom
(Flowers, 2004). Thus, HRE is recognized as a nmeshafor promoting human rights
standards in practice, effectively incorporatingniaum rights norms into societal norms

through education.

In this regard, various international human right&gruments emphasize HRE. This can be
seen as an international obligation for the stateiscorporate HRE in the education system
(Osler & Starkey, 2010). For instance, Article 28JDHR (1948) and Article 29 of CRC
(1989) spell out the right to human rights educatio

The 1974 United Nations Educational, Scientific &wtural Organization recommendation
emphasizes the role of education in practicing hurights and peace globally (UNESCO,
1974). In the UNESCO Montreal Declaration on HurRaghts Education 1993, attention is
given to the victims of human rights violations atefenders of democracy through human
rights education (Baxi, 1997). The 1997 Vienna Beation and Programme of Action also
highlights the role of education in promoting hunmigits principles (ibid, 1997).

? Chapter 5 addresses fragility of Kurdish region.
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Moreover, the United Nations Decade for Human Ridtducation 1995-2004 was
proclaimed to urge all UN members to promote HRIEWErs, 2004). The UN Decade for
Human Rights Education was expanded in 2005 torbe@n ongoing programme. The first
phase of the United Nations Decade for HRE (200@20as focused on HRE in primary
and secondary schooling system, whilst the secbadg(2010-2014) focuses on HRE in
higher education and training professionals anaatus (UN, 2012).

Finally, the most recent HRE international documenhe United Nations Declaration on
Human Rights Education and Training (2011), whidtlsaanother layer to the international
commitment towards human rights norms and puttiege norms into practice through
education. The mentioned Declaration reaffirmsrigjet to know, to seek and to receive
information about all human rights and fundamefriegdoms (Article 1). It emphasizes the
essential role of HRE for promoting universal tatesn and the need to teach about HRE in

various education levels (UN, 2011).

Next to the human rights movement’s efforts at gldevel, the implementation of HRE as a
theory and method in education has gained incrgagtention since the 1990s (Fernekes &
Tibbitts, 2011). The advocates of HRE movement®teamphasised various methods in
highlighting the role of education and its stromg lto teach and to spread knowledge about
human rights principles (ibid, 2011). An explanatfor this increase in attention may be
linked to globalization and the need for educatamglobal or cosmopolitan citizenship
which is based on human rights values and demod¢@sigr & Starkey, 2003). Another
reason may be linked to the specific history ofrdaas in relation to human rights abuses
and the emergence of civil society in responséésd abuses (Kirchschlaeger & Tibbitts,
2010).

When it comes to the definition of HRE, the UN Dxation on Human Rights Education and

Training suggests:

Human rights education and training comprisesaulkcational, training, information,
awareness-raising and learning activities aimegm@noting universal respect for and
observance of all human rights and fundamentattie®s and thus contributing, inter alia, to
the prevention of human rights violations and abuseproviding persons with knowledge,
skills and understanding and developing theiruatés and behaviours, to empower them to
contribute to the building and promotion of a umgag culture of human rights (UN, 2011:
article 2:2).
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This definition is not restricted only to the scheector. In contrary, the United Nations’
language about HRE applies to all sectors of sp¢iegrnekes & Tibbitts, 2011). Moreover,
HRE thought as an international movement requinesrgoing process of learning to reach

every individual (ibid, 2011). In other words, sta lifelong learning process.

Flowers (2004) argues that there is a strugglBerdefinition. According to her, HRE has
various different meanings for different actorsr Btate authorities, it means knowledge
about rights and obligations about inter-governmalecdoperation in the human rights arena.
For activists in civil society and the non-govermtat organizations (NGOs), HRE refers to
the societal changes towards human rights stantfaraisgh education about core human
rights principles. Whilst for the educators and ¢hbolars, HRE is the ethical values that
bring everyone onto the same level and the emphasgsis on the universality of human
rights principles (Flowers, 2004). Despite thestetknt meanings, Flowers (2004) argues
that theories and definitions about HRE will evoarel further be developed as the practice

of HRE moves forward.

Another understanding about HRE is that it is geemply not only rightgo education, but
rightsin education and righthirougheducation that can be taught and disseminatecar o
to produce a generation who are aware of theitsighd entittements (Osler & Starkey,
2010). From this perspective, HRE is mandated filmeninternational human rights
instruments and hence governments are obligatedgiement human rights education in its
educational systems (ibid, 2010). For Osler andk8ta(2010), it is not enough to only
promote and to establish educational programmesrbarporate democratic values into the
curricula, HRE as a policy needs to go hand-in-haitkd such educational programme in

order to enhance democratic values.

Moreover, HRE is not only about valuing and resiagchuman rights, but it is also about
advocacy to guarantee these rights (Tibbitts, 200Zhis way, an effective HRE programme
may produce a more critical generation that are@whatheir rights and of the responsibilities
that the governments have in signing internatiaoaenants (Osler & Starkey, 2010).

When it comes to operationalizing HRE, Davies asghat it can be put into practice
through, for instance, service learning. This pedacpl approach encourages learners in
finding ways to help others. This is where theifegebf having rights meets the duty of
having obligation towards others (Davies, 2004jhéligh rights are not dependent on having
responsibilities, it is important to realize onet®n duty of respecting others’ rights. The idea
behind this approach is that through engaging o diders, learners will enhance trust and
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caring feeling amongst themselves. This consequerdly lead to effective peace education
that includes respecting human rights values (ibdf)4). This line of thought is shared by
Banks (2009). He argues that students can best &wut human rights values when they are
able to ‘internalize’ this concept and to linkattheir own experiences and identities (Banks,
2009, p. 101). Hence, they need to experience traaes in the school and within their
communities (ibid, 2009).

Moreover, HRE as a part of curriculum needs torscted in a comprehensive way, by
including human rights principles in the taughtraxirium while other aspects in school
environment are taken into consideration as wedléO& Starkey, 2010). Schools require
adequate facilities and appropriate services fotesits as well as for teachers in order to
enjoy a fruitful learning process. Such comprehenapproach is necessary to avoid
discrepancies between rights in principle/theony aghts in practice (ibid, 2010).

2.2 Education in post-conflict settings

To set the context of this thesis's case-studgxamination of literature relating to the role of
education in a post-conflict setting seems appat@riKurdistan-lraq is often referred to as
transitional or post-conflict region. The governmehthe region emphasizes its commitment
to realizing democracy and recognition of humahtggtandards for its diverse groups. Here,
| look at the role of education in fostering denaticr values, which seem to be needed to

reconstruct the region in the aftermath of varicosflicts (as outlined in chapter 1).

Paradoxically, public education can be seen aslamoich often strengths a narrowed
nationalistic ideology as well one which is usedgeace-building in post-conflict settings
(Osler & Starkey, 2010). Education may even digeatlindirectly contribute to conflicts. For
example, history textbooks in curriculum may hightithe struggle of nations and the role of
an enemy (Davies, 2004). Textbooks may promoteetidbwards other nation(s) (e.g. the
relationship between Arabs and Israel) or teacpungls about defence or military trainings
(Davies, 2005). The latter example took place agjilischools during the 1980s Irag-Iran

war°

Nevertheless, education is also considered asraestar peace after conflicts. In this section,
the focus is though on the positive impacts of atioo in sustaining peace and toleration.

Current studies increasingly place emphasis onatiurcas a potential strategic tool for

1% recall this practice from childhood memories. Some of my older siblings did attend such defence training as
a part of curricula.
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promoting interaction in contexts of diversity, peularly in a post-conflict context (Hayes &
McAllister, 2009). It is argued that textbooks caupport the development of a culture of
peace, through teaching and practice, if the emplsen the development of peaceful values
such as respect, tolerance and democracy (Davied).2Vioreover, there are specific
techniques that can be used in fostering peadeifitihg among young people, such as
conflict resolution models, education for humangardaw (Davies, 2005) and the inclusion

of HRE into civic textbooks (Tibbitts, 2005).

Furthermore, education potentially functions asnaportant transformative institution that
may play a key role in peace building and long-teiewelopment, including democratic
principles within societies (Vongalis-Macrow, 2008) this regard, the role of educators is
crucial to empower themselves and their studentsflect on the past and to seek for change
in the present (Ndura-Ouedraogo, 2009). Ndura-Cageplr (2009) argues further that
transformative education functions under conditiwhgre students’ voices are listened to, as
dialogue is required to reflect upon past memaiasto seek changes for the future. This
argument is in line with Davies’s (2004) focus aapeful values in education. In her view,
education for peace cannot merely be incorporatediiriculum, but the school as an
organization needs to function according to demaxvalues. For instance, the contribution
of pupil’s representatives enhances democraticebpsaciples of governing schools (ibid,
2004). Hence, students’ contributions matters, treit is for putting democratic values into

practice within school boundaries or in seekingabigr social change.

Peace education curricula have been developedh#nodiiced in various countries in
response to demands of reconciliation after casfand fostering tolerance and inclusion in
divided societies (Bekerman, Ferreira, McGlynn, &bylas, 2009; Bekerman, Gallagher,
McGlynn, & Zembylas, 2009; Davies, 2004, 2005; HageMcAllister, 2009). In line with
this, education has been used as a mechanismoirvirgsconflicts amongst divided
communities in the post-conflict phase in the Nenthireland (Hayes & McAllister, 2009). In
South Africa, education has been reformed so addoess racial inequalities after Apartheid
(Bekerman, Ferreira, et al., 2009). Also, in Buiytite focus has been on moral values to
engage the young generation in reflecting uponligriim past (Rwantabagu, 2010). In all
these examples, the challenge of inclusion mu$aded; nevertheless, there is a common
understanding that education can play a crucial rohddressing injustice and hence
embracing ideals that would enhance peace andsindu
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It should be noted though that it is not an eask far the educational system and its staff to
address sensitive issues in post-conflict settiDgsies (2005) addresses the difficulties in
highlighting sensitive topics such as toleratinigens and addressing racism in a stable
society, not to mention how difficult this could foe a society that is just recovered from
war. This is a challenge that educators need toibeaind, when designing peace education
curricula. Another challenge in developing peaagcation is the content of the textbooks. It
is not sufficient to revise certain topics in te&tbooks or to remove most nationalistic
material with changes that occur in political ar@@avies, 2004). Often, this may lead to a
shift of focus, where textbooks shift from ignoritinge impact of the nationalistic propaganda
into defensive nationalistic thoughts that portifag victims of the war. The latter example
can be noticed in current Kurdish curricula in Irgrdistan, when reviewing particularly the
civic textbooks. Under the former regime, the foaas on the justification of the regime’s
ideology without any recognition of the role of rarities. Paradoxically, the current civic
classes put the emphasis on the cruelty of thegmaksstresses Kurdish identity. Although it is
necessary to educate the young generation abaatyhad about loyalty to the nation, this
process requires care in order to avoid indiretreldeof the Other (non-Kurds) in this post-

conflict society.

2.3 Education and gender equality

The second wave of feminism has initiated certafarms in school curricula to breakdown
the patriarchal system and the social gap betwamale and male’s roles in the United States
and in Europe (Salisbury & Riddell, 2000). An emgibabon gender equality through
education is based on an understanding that thrkagledge equality can be achieved
between diverse social groups, including the sé€&esmaquist, 2006). Within this
understanding education is not only producing kralge, but it can also function as an

instrument for critical thinking and changing méitiizs (Freire, 1970).

The feminist movement in general and feminist appin@s within education call for social
changes so as to enhance social justice for bagsgArnot, 2005; Luke, 1996; Martin,
2006; Okin, 1989). A feminist approach in educatiequires a holistic approach with regard
to gender issues (Arnot, 2002). It needs to addresstions of sexuality and gender identity
as well as social norms that stereotype femalenaadd roles in society (Stromquist, 2006). It
calls for a transformation of gender relations aray within educational settings, but also
within families, communities and society as a wh@mot & Fennell, 2008; Rai, 2002).
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Feminists have used various international humdrtsigased instruments as tools to promote
gender equality in education. Such instruments hawvdorced pressure on nation-states to
reform educational systems while taking genderassnoto account. For instance, article 10 in
the Convention on the Elimination of all Forms ag@imination against Women refers to
equal rights in education (UN, 1979). Article §J &hd (5) in the Dakar Framework for

Action (UNESCO, 2000), addresses equal accessucatidn and eliminating gender
disparities in education and Goal 3 of the MillarmiDevelopment Goals (MDGSs) (2000),
aims at gender equality and women’s empowermeatgir education. Both the Dakar
framework and the MDGs include two major goalsgender equality in education. The first
goal is to achieve gender parity in education dlgh® later than 2015. This entails both
formal equality and quantity, such as participatima having access to education. The second
goal serves gender equality through equal treatarghiequal opportunity (Subrahmanian,
2005). Subrahmanian (2005) characterizes thesgals as formal equality (gender parity in
education) and substantive equality (equal oppdstainrough and after education). In her
view, formal equality in education is just one stewards substantive equality, which is the

core towards gender equity.

This thesis is mainly concerned about substantjglgy. Women and girls are increasingly
present in education and other public places, geply-rooted gender inequalities and
patriarchy exist in Kurdish society (Begikhani et 2010). Therefore, a critical look at
education outcome and empowerment through educsdéiem to be relevant in the case of

schooling context in Kurdistan.

Another important international instrument is theitdd Nations Girls’ Education Initiative
(UNGEI), launched in Dakar in 2000, which focusaesyals having the fundamental human
right to education. The UNGEI highlights how thrbugducation girls can strengthen their
other human rights, for example gaining accesaliour market, accessing health care and
combating gender-based violence. Moreover, the UNGHEDO) states that education is an
essential element for sustainable human develoghiéMGEI, 2000).

The aim of these international instruments is tousliminate gender discrimination in all
forms through education. This implies neither gims boys should have to face any form of
discrimination in education, whether this be thitougcluding learning content, teaching
methods, assessment modes, management of peemshigis, or learning outcomes (Chan
& Cheung, 2007).

"With regard to gender access in education and economic development, see(Fort & Tembon, 2008)
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For some authors, the rigtateducation is insufficient to realize gender egyaihich
focuses on the enrolment and completion rates leet\gels and boys. In addition to this,
rightsin education (performance and learning outcome) l@adightthrougheducation
(utilizing knowledge to realise rights within anéylond the schools) are essential for
empowerment and hence enhancement of gender gqilison, 2003). Moreover, Wilson
(2003) criticizes governments of lacking effectaetions in putting their international legal
obligations into practice at national level. Intparlar she is critical of states’ failure to fuilfi
obligations in putting in place educational polgcia combating gender imparity and in

enhancing gender equality.

Despite efforts at the international level, theigle for gender parity and gender equality is
still an ongoing process in various societies (Cadheung, 2007). One critique of the
international instruments is that they do not idelunultidimensional approaches to tackle
issues beyond school borders that influence thdegaelationships and hence girls’ access to
education (Subrahmanian, 2005). Gender inequaligducation is influenced by inequalities
between men and women in other areas and nornegiety that are not necessarily
reproduced in the educational system, such as poyander-based harmful traditions, and
safety (Tomasevski, 2005a). These arguments seebesrelevant to Kurdish women and
girls as well (Begikhani et al., 2010). As mentidne chapter one, the prevailing gender-
based harmful practices indicate deeply rooted geimequalities (ibid, 2010). Gender based

inequalities seem to require a comprehensive aaticfuding within education setting.

Thus, gender equality in education requires maoaia therely translating international
instruments into national policies or implementreéprm in education system, which seems
to be thus far the case in Iraqi Kurdistan, simeegender status there is still cumbersome
(Begikhani et al., 2010). It requires a holistipegach that includes gender friendly policies
inside schools which will enhance gender parity egdality. Additionally, it requires space
to transform knowledge into equal opportunitiesdols and boys outside schools
(Stromquist, 2006). Such holistic approach requsrasere commitments from policy-makers
and other civil society actors in improving the iysof education towards gender equality
(Wilson, 2003).

2.4 HRE for equality, inclusion and social justice

While scholars provide various understandings oEHRlowers, 2004; Osler & Starkey,
2010), the research field about HRE seems to hatherra young status (Valen-Sendstad,

22



2010), particularly when it comes to HRE's conttit to gender equity. For this reason, |
have faced challenges to find studies specifiaaiiyhe potential impact of HRE to advance
gender equity. Having said that however, HRE seamsactice, to entail various goals.
These include among other human rights protecfiersonal empowerment, nation-building,
democratic participation and conflict resolutionb@itts, 2002, p. 160). HRE is perceived as
increasing critical consciousness regarding hunadmeg and ideologies that impact on
humans (Wright, 2012). In this context, it can bguad that HRE as an educational theory
captures the role of education in post-conflictisgtand to promote gender equality as these
discussed in previous sub-sections. HRE has trenpal to strengthen solidarity in post-
conflict and diverse settings through putting thepbasis on recognizing and respecting
diversity. As a method, HRE may foster social clesnpwards equality and inclusion;

including equality that concerns the gender refeimps.

HRE in post-conflict settings needs to addressra¢uaportant factors. Within its content, it
may address the impact of violence, social trauhemeaning of powerlessness,
discrimination and marginalization (Davies, 20041 p4). These factors can be addressed
through a) promoting knowledge about human rightsch covers the cognitive part, b)
emphasizing self-determination and trust that wdwalde impact on learner’s attitude towards
human rights values and c) encouraging behaviclkibé that leads to mobilization and
putting human rights knowledge into practice beysdidool borders (Bernath, Holland, &
Martin, 1999).

Tibbitts argues that HRE as a model, is a transftina tool for social change, whether this
change is required for conflict resolution or taleess social injustices including gender
inequality (Tibbitts, 2005). This argument is indiwith transformative education that
provides knowledge to raise awareness about soeiqlalities (Freire, 1970). Hence, the
focus is on the improvement of human conditionsrtable individuals to organize

themselves for progressive social change.

2.5 Summary

| have suggested that HRE is relevant to all $ieselt is particularly vital in societies that
are very diverse and fragile due to recent comsflictd ongoing unequal social norms, such
appears to be the case in Iragi Kurdistan (Begikégal., 2010; Stansfield, 2003). HRE may
respond to the needs in enhancing equality, inmfuand social justice among its individuals.
The next chapter attempts to outline the theorefiaenework for this thesis, where further
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explanation is provided about the role of HRE aseans towards gender equality in a post-

conflict setting such as Iraqi Kurdistan.
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3. Theoretical framework

This chapter provides the theoretical frameworkheftopic of this thesis with a view to
establish the potential contribution HRE can makgender equity in a specific post-conflict
setting. This is important in order to clarify kegncepts on which this thesis draws (Basit,
2010). In order to articulate the relationship begw HRE and the advancement of gender
equality, this chapter articulates HRE as a cosiit@povision of human rights. Amongst its
other objectives, HRE calls for social justicegtahce and globally-minded individuals (or
cosmopolitan-minded citizens). The theoretical fesrark adopted here is the capability
approach (Nussbaum, 2000b; Sen, 1992, 1999) whables the application of HRE to
foster equality and social justice, including ganelguality through education. Based on the
theoretical perspectives, | outline my understag@dihHRE and the possibilities for its

implementation and impact on behaviour to realgs®as justice, including gender equity.

3.1 HRE as a cosmopolitan project

As stated in chapter one, the departure pointisftiiesis is that human rights are a
cosmopolitan project. From this normative undeditagy, HRE needs to be framed within a
cosmopolitan theory. In general terms, cosmopa$tans understood as a normative
orientation whereby the well-being of others isstaknto account (Held, 1995; Rizvi, 2008).
It stresses the equal worth and dignity of all pess and acknowledges that HRE will be
enhanced in different cultural contexts so as twaane tolerance and mutual critical
understanding (Held, 1995). The UN Office of thgkCommissioner for Human Rights
(OHCHR) views HRE as a tool ‘aimed at building avensal culture of human rights’
(OHCHR, 1996). As mentioned in previous chaptez,Wited Nations Declaration on
Human Rights Education and Training (2011) indisatiso international commitment
towards a culture based on human rights standdetse, the development in the field of

HRE is in line with international standards andntbraces a cosmopolitan mind-set.

The main objectives of HRE are to disseminate tif@mation about equal worth of human
beings and preparation to apply human rights pelesiin daily, practical life. It is an
educational instrument to foster global commitntemtards equality and toleration (Banks et
al., 2005; Osler & Starkey, 2010).

Recent discussions about cosmopolitanism anchiksdi education (civic or citizenship
education) are related to shifting views on howiinational interactions and changes in
education are understood (Nussbaum, 1998; Osa200®, Osler & Starkey, 2003;
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Unterhalter, 2008). These views entail elementsoemopolitan thoughts in education, which
highlight the need to respect diversity betweerppedo promote solidarity and equality
(including gender equality) and the recognitiorotifers’ worldviews (UNESCO, 1995).

Osler and Starkey (2003) place emphasis on cost@paitizenship education to address
peace and human rights principles within educafldrir underlying argument is that
learners will be able to understand each othefigesabased on common humanity and
recognition of equal dignity and mutual respectoSmopolitan approach in education is
seen as necessary to frame education as an es¢elppised on our common humanity,
whereby learners develop understanding of demiocralues at local, national, international
and global levels (Todd, 2008). A cosmopolitan edion also concerns itself with raising
awareness about the global issues and strugglesdal justice (Osler & Zhu, 2011). Its goal
is to enable learners to reflect upon a broaddup@and to link global issues to the local ones

for the cause of social justice (ibid, 2011).

Moreover, education of human rights entails cosnitgyoperspectives so as to increase civic
responsibility and globally-minded citizens (Osanl2009). In the present case, | would
argue that the recent challenges and demandsgnKtadistan require educators to embrace
cosmopolitan perspectives. It is important thatetiecation professionals are able to link
local challenges to the global perspectives. Fstaimce, when it comes to accommodate
diversity and to enhance gender relationships irdistan. This is important in order to
support learners in making connections betweem imenediate world view and broader

national and global contexts.

Lastly, the Kurdish region is experiencing fastremmic developments, while still facing
socio-economical challenges (as mentioned in chapie). Hence, a globally-minded yet
localised approach in education may encourage Kiordgengthen political relationships in

the region as well as to gain more support at matgonal level.

3.2 HRE through a capability lens

This thesis is based on the assumption that thredgbation and HRE in particular, learners
can be provided with knowledge and skills to respeaality, including gender equality. In
addition to this, HRE has potential to encouragealb®ural skill that would lead to
mobilization and putting human rights knowledgeiptactice beyond school borders
(Bernath et al., 1999).
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By putting HRE into action in response to gend&tim@nships, the capability approach of
Amartya Sen (1992, 1999, and 2009) and Martha Nussl{2000) serves as the basis of this
thesis. | argue that the capability approach ia@propriate framework for HRE. The
capability approach can both define HRE goals amdribute to an assessment of impact

with regard to gender equality.

The underlying thought behind capability approactoienhance substantive individual
freedom, which in turn leads to expansion of peasdevelopment and progress in society
(Sen, 1999). In my view, the core goals of HRE elate with the capability approach. Hence,

HRE has potentials to contribute to the developméstbstantive freedom.

Moreover, the capability approach stems from the=oof social justice, as it will be further
discussed below (Nussbaum, 2000b; Sen, 1992, 1988)approach calls for inclusion and
equal worthiness of all individuals for a valuakile. As it is argued above, the struggle for
social justice, including gender equality, is amopolitan project. This brings us to another
commonality between capability approach and HREhEBotail elements of cosmopolitan
mindset (Nussbaum, 1998; Osler & Zhu, 2011).

Finally, Nussbaum adopts a feminist perspectivenndiscussing capabilities. This makes the

capability approach particularly relevant to thgitcof gender equity of this thesis.

3.2.1 Capability approach for social justice

Sen and Nussbaum share a broad philosophy congeh@rcapability approach. Their theory
departs from previous theories of social justice fotuses more on how individuals engage
in a process of change, enacting the substanteelém to develop themselves as valuable
human beings within their communities (Nussbaun®0®) Sen, 1992, 1999).

In the capability-based assessment of justiceyiddal claims are not to be assessed in terms of
the resources or primary goods the persons regsphchiold, but by the freedoms they actually

enjoy to choose the lives that they have reasealte”(Sen, 1992, p. 81).

For Sen (1992), the capability approach providesyato assess the well-being of
individuals, hence to assess development and gast#de. In other words, it is a framework
to evaluate public policies in relation to develagrand inequality. Capabilities represent
various abilities of human beings, reflecting odiwdual freedom (individual agency) to
choose the type of life they want to live (Sen,299Sen (1992 and 1999) is mainly
concerned with substantive freedom. It is a kinék@édom through which individuals can

choose from a set of alternatives or opportuntogsursue their life. In his view, substantive
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freedom is necessary to enrich human life, whidhlead to more development (Sen, 1992).
In this regard, Sen defines elementary capabilggethe minimum criteria individuals need to
enjoy, including to be free of poverty (starvatiopging literate and having freedom for

political participation and uncensored speech (2689, p. 36). Thus, individuals as capable
human beings are central in Sen’s theory, whereldpment and meaningful human life can

be achieved when substantive freedom is granted.

For Nussbaum (2000), the capability approach helgenstruct a normative conception of
social justice. She has developed a list of temsiies which she sees as determining a
decent social minimum for individuals to act asnadlle human beings. These are 1. life
(being able to live), 2. bodily health (having ddwmealth), 3. bodily integrity (to move
freely), 4. senses, imagination and thoughts (b&angse these senses through good
education), 5. emotions (to express freely vargmstions), 6. practical reason (entails
protection for liberty of conscience), 7. affilat (being able to engage in various forms of
social interactions), 8. other species (environ@erdncerns), 9. play (freely practice leisure
activities) and 10. control over one’s environmdmath political and material ones (to be
able to participate in political choices and tochptoperty) (Nussbaum, 2000b, pp. 78-80).
These capabilities need to be practiced simultasigada live a life of dignity. Nussbaum’s
argument for capability is based on Aristotelian/Man idea of human functioning, which is
about what a person is actually able to do (Nussh&000Db, p. 13). She claims her list is
cross-cultural and combines different human righisciples: economic, social, political and
civil rights (ibid, 2000).

Thus, Sen and Nussbaum attach great importangetsa and to genuine individual
reflective choice. The capability approach is almuateaningful practice of freedom, with
space to learn and to progress. For both Nussbadr$en, individual capabilities depend on

economic, social and political arrangements (Nussty2000b; Sen, 1999).

3.2.2 Capability approach in education

Sen and Nussbaum both recognize the potentiabf@ducation in increasing capabilities
(Nussbaum, 2000b; Sen, 1999). Sen (1999) arguea tttald may have freedom in the
present to study, but she also needs freedom ifutbes to access the goods (norms and
values) that are presented through educationch goods (for example, access to higher
education) are restricted or denied, it reducesguteopportunities as well as opportunities in
adult life. This, in turn restricts the individuslfuture freedom and hence her agency (Sen,
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1999). In other words, whilst education is necegstagain knowledge about social justice, it

is equally important to have access to opportungieto enjoy substantive freedom.

As for Nussbaum, education is central in human lgiéipas (functioning) in order to reach,
for instance, imagination, practical reasons afitiadfon (Nussbaum, 2000b, pp. 78-79). For
her, education is necessary for the developmeaothar capabilities. With regard to gender
equality, education is not limited to literacy amchuiring scientific knowledge. Through
education, bodily integrity, practical reasoningl a&ffiliation (these are some of the
capabilities from Nussbaum'’s l)ggirls are enabled to appear without shame in publi

settings, such as schools and other public placekto perform different roles (ibid, 2000,
pp. 82).

Inspired by the capabilities approach, some schaegue that good quality education implies
the valuing of personal development and the opemmgf economic opportunities for the
individual (Walker, 2006; Walker & Unterhalter, 200 Education is viewed as to promote
agency (individual freedom) and empowerment (Walk806). The focus is not merely on
producing knowledge through education, but ratmefagilitating skills to act as autonomous
critical learners (Walker, 2006; Walker & Unterleat2007). Such skills will enable
individuals to gain self-confidence and capacitpimsuing a meaningful life, addressing

progress and development.

3.2.3 HRE as capability for gender equality

Various international actions for gender equalityducation seem to focus mainly on formal
equality in education, namely reducing the gendgpatities in such things as enrolment rates
(UN, 2000; UNESCO, 2000; UNGEI, 2000). It is a mohallenging task to address wider
gender issues girls and women face, both insigdeetisas outside the education system
(Subrahmanian, 2005; Tomasevski, 2005a; Unterh&0€8; Unterhalter & Aikman, 2007;
Wilson, 2003). In relation to education and gerebprality, it is insufficient to simply
translate human rights principles into educatigrdicy. What is also required are
adjustments of the educational content and actinsh move beyond the formal equal
access in schools (Subrahmanian, 2005; Tomas&3¥a; Unterhalter & Aikman, 2007).
Subrahmanian (2005) argues that gender equalaguication also implies substantive

equality (to be able to practice one’s own freedongddition to formal equality.

Other scholars, inspired by the capability approaele sought to define specific capabilities
for education for the purpose of either addressonal or gender justice (Robeyns, 2003;
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Unterhalter, 2007; Walker, 2006, 2007). | argud tha capability approach is also an
appropriate framework for HRE. The capability agmio can both define HRE goals and
contribute to an assessment of impact with regagender equality.

As argued in chapter two, HRE can contribute toagastice and gender equality. HRE is
not simply concerned with valuing and respectingnan rights, but it is also about enabling
human actions as a transformative tool to ens@weadhditions in which such rights sought to
be achieved (Tibbitts, 2002, 2005). Practicing peas freedom includes also ‘developing
own personality’ (OHCHR, 1996) in order to pursuaeaningful life. From this, |

understand HRE goal is to promote agency (Nussba06gb; Sen, 1999).

HRE, as part of a curriculum, should create edanaticapabilities (autonomous and critical
learners) that will enable health and bodily intiggipractical reasoning, affiliation, and so on
(Nussbaum, 2000b). These educational capabilitmddwpositively affect the empowerment
of individuals and to enhance gender equity inipaldr. Most importantly, HRE as part of a
curriculum should not function as ‘banking educati@-reire, 1970), or only as a tool to
convey knowledge about human rights. Instead, Hittilsl also promote skills to practice
human rights, including respecting and adheringlgeequality. In this way, the core
philosophy behind HRE is to enable in practicdeddng process of human rights learning
(Fernekes & Tibbitts, 2011).

3.3 Summary

The theoretical framework of this thesis is basedwo different approaches, which are
complementary to the subject matter of this resedfst, HRE entails cosmopolitan
theoretical concepts. It is concerned about dissatimg the knowledge and practice of

human rights principles for the sake of socialiggstSecond, this thesis addresses challenges
of accommodating diversity and particularly promgtgender equality in Iragi Kurdistan.

Both of these challenges are cosmopolitan in nawinech exist in different societies and are
related to the aspect of social justice. Thus, utlfteauspices of cosmopolitanism, the

potential of HRE is reviewed in addressing gend&&tionships.

To assess the impact of HRE on gender relationstiipscapability approach is employed to
define what this thesis understands by gender ggurakeducation. Gender equality in and
through education is understood to be able to pastbstantive freedom (Tomasevski,

2005b). Through education and particularly throtlghknowledge gained from HRE,
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teachers and students should become transfornsgemts in order to socially reconstruct

unjust, which in its turn would lead to social jast

The above outlined theoretical framework will bediso understand the data collection. |
attempt to create a dialectic between the seteafrtbs that are demonstrated in this chapter
and the data gathered through my fieldwork tripswever, before doing that, it is important
to turn to the methodological steps that this thasis followed.
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4. Methodology
The subjects of inquiry in the social sciencestadinand think (Seidman, 2006, p. 75).

The starting point of this thesis are the resegquastions presented in chapter one, which
focus on the potential role of HRE as a tool totdbate to gender equality in post-conflict
and multicultural society of Iragi-Kurdistan. Treathers and education professionals’
perspectives are sought concerning their understgrad the potential of HRE in the
curriculum and of gender relationships within Kgtdschooling. This thesis does not claim
to generalize from its findings. What it is, isaempt to understand respondents’
perspectives and their experiences within the dchre context. For this reason, a small-
scale qualitative research method has been choggirt insight into education professionals’
world view (Cohen, Manion, & Morrison, 2011). Alagicipants are from Erbil governorate
in Kurdistan-lraq. The various sections below odlihe research methods, the processes in

collecting and analyzing data and other methodobdgionsiderations.

4.1 Research method

Social abstractions like ‘education’ are best ustt®d through the experiences of the
individuals whose work and lives are the stuff updrch the abstractions are built (Seidman,
2006, p. 12)

The research question influences the method andrdesa research (Cohen et al., 2011).
This thesis examines potential of HRE as a toenhancing gender equality in the KRG
region. For this reason, | have chosen to appredabation professionals so to understand
their views and lived experiences with regard toBHKthin the curriculum. Also, | sought to
gain insight into their views on gender relatiopshivithin schooling context. This has led me
to choose a small-scale qualitative research appriveErbil governorate. My primary
reasons in choosing this location are both pragnaaid identity-related. First, is the question
of access. | grew-up and spent my childhood ircttyg and most of my family still lives

there. Secondly, | identify with the region andwie make a modest contribution to its

development.

4.1.1 Design

This thesis draws on an interpretivist (qualitatireethodological tradition, which focuses on
understanding people’s subjective perceptions witheir cultural context (Willis, 2007). As
regards design, different qualitative techniqueszvegplied to collect empirical data,

including semi-structured interviews (in total 1@pservation sessions and one focus group
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discussion. These activities took place in Julyl28dd in February 2012. Thanks to the
scholarship that | received from the Falstad Centi¢orway, | was able to collect additional
data for my research in February 2012. Additionalgrious documents were collected and
analyzed, including official documents relatedite KRG’s education system; HRE
curriculum books (old versions and recent onesjiiiterent grades; and HRE teachers’
manual instruction books. | have also conductdtbeough literature review in order to gain
knowledge about the research topic and to estahltbleoretical framework to link the theory
to the empirical data. During data collection, Véd&aced several challenges that | return to

later in this chapter.

The primary source for this study was the semiestired, face-to-face interviews. According
to Kvale (1996), the purpose of interviews is ‘titan descriptions of the lived work of the
interviewees with respect to interpretations ofrtieaning of the described phenomena’
(Kvale, 1996, p. 30). Therefore, | chose this métimorder to gain insights into the
participants’ lived experiences and to observectirdext of their behaviour (Seidman, 2006).
For the interviews, the main research questionapasationalized through into sub-questions
on different themes. This is in order to creata@mnosphere alike to a conversation with the
participants. | chose to ask open-ended questionsder to allow the participants to answer
in their own words and to express own views (sgeag@ix 2: interview questions). All the
interviews were recorded after obtaining consamnfthe participants. An English version of

the consent form is included as appendix 1.

From the interviewed participants (appendix 3:disinterviewed participants), two of them
preferred to provide their feedback in writing. Vhpreferred this way in order to take their
time to think about the questions and to give menadepth answer. Based on their request, |
have translated the interview questions into Kur@isd provided them in writing. | had the
impression that they wanted to make sure that\wexg giving me ‘correct’ answers;
therefore, they preferred to do that in writinpald repeatedly indicated to all participants that
the purpose of the interviews was not to test tkieowledge or to judge their views but

nothing more than a conversation to get insight their work experience.

In addition to the interviews, | have made notesmdutwo observation sessions. The first one
was a meeting between two education inspectorshmad school principals from three
different schools in villages around Erbil. The rireg took place in one of these schools on
10" July 2011. The focus of the meeting was on rebising grades 1 to 9 among these three

schools, which each respectively was establishedseparate village. On that date, | went to
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interview one of the school principal. After thedgrview, the education professionals allowed
me to join them and observe their discussion. Mywas more to understand the new school
system in Kurdistan and to gain some insight oflehges that they face to rearrange the
classes. In other words, it was contextual, ratthen specifically for data collection. The
second observation session involved an HRE claggréale 5 in a school in Erbil, which took
place on 20) February 2012. Additionally, | have recorded omeus group discussion
between two teachers who give HRE classes for gfade one psychological assistant, who
is involved in a local NGO that works with HRE traig as well. The focus group discussion
took place on 2¥ February 2012.

| have used other methods as well to understandutient schooling system in the KRG,
including HRE as a subject in the curriculum. Ag @f my sisters works as an education
inspector; | had discussions with her and her aglies about the implementation of the new
education system. Also, through a friend, | wag ablmeet two persons who are involved in
the process of including HRE in the curriculum.r®p interviewees were, at least in part, an
opportunity sample (Basit, 2010). One of thesegressvorks in curriculum development unit
of the Ministry of Education and the other persarkg as a psychological assistant and is
also involved in a local NGO that has played a mladvocating HRE in schools. Finally,
throughout the research | kept a diary, which lehased to make notes during and after my
fieldwork trips. This was helpful in rememberingteén elements that | noticed during the

fieldwork and as a personal reflexive tool.

4.1.2 Sample

To conduct research, it is impossible to studywthele population that the research is about.
A sample is usually selected in order to repreagudpulation (Cohen et al., 2011). As this
study is a small-scale one and it does not aineteeplize, a non-probability sampling
strategy has been chosen (Basit, 2010). The methsaimpling was based on both
convenience (opportunity) and snowball approactéd, 2010). | have chosen the
convenience method, since through personal contaas able to get in touch with some of
my research participants. Restricted time durint ieldwork trips was another reason for
using personal channels to reach some the infosnAfdng the way, | made use of snowball
sampling method as well. This was because of cdities in establishing contacts with

informants in advance (Cohen et al., 20'1).

'2 Schools lack modern communication tools (e.g. website or public emails) in the KRG region and in Iraq.
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Culturally speaking, choosing convenience and smadiveampling methods was appropriate.
Generally, while Kurds show generosity in assisairgjranger, the degree of cooperation and
gaining access works better, when they know theqoeor at least her family. This is linked

to the tribal system that exists in Kurdistan. Alsoce they know you, they tend to trust you

and become more transparent in sharing their thsugh

In choosing the research sample, | have triedaraad possible, to select a diverse group that
would reflect the education system. In terms ofgssion, | have interviewed 4 HRE
teachers, 2 principals, 4 different educationgbé@tsors and 2 other teachers. | also took into
consideration diversity in sex (8 male and 4 fenpaeicipants). As for ethnic and religious
diversity: 9 Kurds (Muslims), 2 Christians and IrRmenian (Muslima). Moreover, | had the
opportunity to visit some schools in different agles around Erbil during my first field work
trip. | took this opportunity to include some peigiants who have experience of working in
the rural areas. Whilst | do not intend to makemgarison between urban and rural areas,
the process of visiting schools in rural areastafidng to staff, enriched my understanding
of the schooling context and of gender relatedgesatves in both rural and urban settings.

The research participants from the interviews aesgnted below. Appendix 3 provides
further professional details of the research pgdiats. | have given them pseudonyms in

order to protect participants’ anonymity. The taidéow demonstrates the participants.

Table 1: Number of participants and their sex, relgion-ethnic and professional overview

No. | Participant | Sex | Religious tradition/ | Professional role Date of
ethnic background interview
1 Kamaran M | Muslim/Kurd General school inspegtor .072011
2 Kawthar F Muslima/Turkmenia School inspector - 12.07.2011
n student counselling

3 Foad M | Christian Principal of a model | 13.07.2011
school and school
inspector

4 Asem M | Muslim/Kurd Teacher (Arabic) 13.07.2011

5 Hasan M | Muslim/Kurd Principal in rural school 03.2011

6 Sarkawt M | Muslim/Kurd Acting principal and | 13.07.2011
sport teacher in rural
school

7 Payman F Muslima/Kurd School inspector; socjal4.02.2012
studies and HRE, grades
1-6

8 Fawzi M | Muslim/Kurd Teacher social studies| 14.02.2012
and HRE, grades 7 - 12

9 Sawsan F Christian Teacher social studies16.02.2012
and HRE, grades 7 - 9
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10 | Azad M Muslim/Kurd School inspector; social16.02.2012
studies and HRE, grades

7-12
11 | Sherko M Muslim/Kurd Teacher social studies 18.02.2012
and HRE, grades 1- 6
12 | Ahlam F Teacher social Teacher social studies | 18.02.2012
studies and HRE, and HRE, grades 7 - 9

grades

4.2 Literature review

In order to understand the context of a researngic,td is necessary to gain an insight in what
has already been discussed, discovered and to@aiko the weaknesses in the area of
inquiry (Basit, 2010). Whilst ideally one shoul@stwith the literature review at very early
research phases, for this study such process kexs pdace in another order. Within a very
short period, | selected the research topic and welrbil, combining a vacation and my first
field trip. Although, | took a course in HRE befaeturning to Kurdistan, | encountered
challenges in terms of commanding a backgrounde@asiby because the research topic is to
certain degree different from my previous acaddmaickground. Nevertheless, the messy
start of this study allowed me to reflect upontibgcs that were raised during my first field
trip and based on this to conduct the literatuveere.

The topic of this research led me to focus on teffie areas while reviewing the literature.
The case study here is Iragi-Kurdistan, which maglaracterized as a post-conflict setting.
Therefore, literature review departs from the stadcépproaches to HRE within human rights
discourse. Eventually, the role of education isassed in enhancing gender equality. As for
the theoretical framework, my departure point & the main vision of HRE adopts a
cosmopolitan theoretical approach (Banks et aD52@sler & Starkey, 2010). When it
comes to putting HRE in action in response to geralationship, | have chosen the
capability approach (Nussbaum, 2000b; Sen, 19929)11® underpin the main framework for
this thesis. The reason for choosing capabilises) it has a cosmopolitan approach, raising
awareness about global issues and struggles f@l gastice, in which education and HRE in
particular can play a significant role, b) capdias call for individual development and the
practice of substantive freedom, which is essetdigender relationships and c) in capability
theory, Nussbaum in particular adopts a feminisspective, making it relevant to the central

focus of this thesis.
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4.3 Fieldwork process

The process of conducting fieldwork is about degliith people and society. This implies a
process that is often messy and uncontrollable réthgted incidents may occur, which may
influence the process of the research. For instaheeappointments may be cancelled, the
venues for meeting may be changed, an invited pers&y not show up or cannot be reached,
and other unplanned activities may occur (Coheal.e2011). All of these, | encountered in
both my fieldwork trips. This led me to improvisedsto experience moments that | did not

anticipate in advance.

My first fieldwork trip took place in summer 201Although | had a very limited time in
planning the fieldwork, | managed to meet and in&wv six of the participants. This was less
than | originally planned. Since it was summer,deeschool holiday, it was not easy to find
teachers even through personal networks. Alsopétido meet one person from a local
NGO, who was involved in organizing HRE trainings feachers. However, this person was
unable to meet during the limited time that | wWaeré. This went against my original plan of

having some NGO perspectives on HRE and gendexdsaithe KRG.

Regardless of these changes of plan, the datatfrerirst round trip were rich in terms of
different opinions about education system and geredationships in school and in society.
This made me more curious to conduct a second rotimierviews. The main aim for the
second round of fieldwork was to elaborate on aegéements related to the educational
reform in the KRG. | also hoped to interview teashend other education professionals that

would be involved in HRE as a subject in the cuddm.

Thanks to the scholarship that | received fromRalstad centre in Norway, | was able to
realize my second field trip in February 2012ulned out to be a very fruitful experience,
where | met mainly education professionals invdlireHRE. | ended up doing additional
activities that | had not originally planned. Fostance, | attended a seminar about the role of
the pedagogical counsellors in schools. The topis mot related to my research; yet, it
helped to increase my knowledge about schoolingsdn in Kurdistan and challenges
commonly faced in schools. | also managed to haviefarmal conversation with two key
persons (one person from Ministry of Education, fsom a local NGO) with regard to the
process of including HRE in the curriculum. Alsayas allowed to attend a HRE class for
grade 5 and spontaneously had a focus group disougdthough, | had a very limited time
during my second fieldwork (10 days in total), @smduring the schooling period, which

proved easier in making contacts.
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Along the way and as my fieldwork trips evolveck thesign of my research altered
somewhat. | ended up using different methods irptheess of collecting data than those |
had in mind initially. The size of my sample expadd@s a consequence of conducting my
second fieldwork visit. | happened to visit sombkads in different villages around Erbil,
whilst before my first trip | did not think of dagnthat. | have amended some of the interview
guestions during my second fieldwork as well. Idnaplit the interview questions into two
parts. The first part has focused on the role ataton within the Kurdish context, the new
education system and education professionals' staaheling of HRE. Then, the second part
of the questions focused specifically on genderotdntial school's role in advancing

gender relationships. By doing so, | have trietheke questions shorter and simpler to grasp.

Reflecting on my both fieldwork trips, it has beeeworthwhile experience to interact with
people, working in a cultural context which | anease in and understand. Returning to my
home town and specifically returning to the schaplkontext, | found myself exposed to
certain emotions. When visiting schools, my chilothanemories were exposed as a picture in
front of me. Simultaneously, | encountered unpletsaalities to observe on-going
educational shortages in terms of facilities, alda®l buildings and limited capacities (both
human and resource capacities). All in all, mydiedrk trips helped me to generate a holistic
picture of the schooling reality at least in Edmid its districts, which | believe reflects the
wider reality of the rest of Iragi Kurdistan.

4 .4 Ethical considerations

A major ethical dilemma is that which requires ersbers to strike a balance between the demands
placed on them as professional scientists in puestiuth, and their subject’s rights and values

potentially threatened by the research (Cohen g2@l1, p. 75).

Ethical considerations have been adhered to thamighis research. Being a native, | did not
face communication difficulties in explaining intdi the purpose and the process of the
research to the participants. | have preparedramdlated into Kurdish a consent form (see
appendix one), which was given to all participantsead and sign before conducting
interviews. The consent form states that partidpamay withdraw at any time if they wish

so. None of the participants withdrew after sigrting consent form, even though one teacher
was reluctant and showed uncertainty whether toggaate or not. | advised this person not

to sign the consent form and hence to not partiejs this is a voluntary process. Research
participants were guaranteed the confidentiality amonymity in research data collection,

analysis and the reporting process.
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As regards gaining access to informants, | havd psesonal contacts to reach some of the
participants. In addition, | sought verbal condemin the head of the Education Directorate in

Erbil before contacting and interviewing educaticstaff.

During the interviews, | aimed to maintain a ‘nailitposition in giving freedom to the
participants and their preference as to how to anspestions. Apart from two participants
who preferred to give their answers in writing, thet of the participants had no objections in
having a face-to-face interview, which for all bt was recorded as agreed. Participants
were given time to think about the questions amyipde answers. | also left them freedom as
to the length of their answers. In some casesdbkgd if they might elaborate on a question,
in other cases | asked an additional question dépgron their responses. Finally, |
attempted to formulate the interview questions wdle, so as to ensure they fitted

participants’ professional worlds and make themase in answering the general questions.

Apart from above formal part of ethical consideratil have been conscious about the
informal or cultural aspects on how to approachpdweicipants. With regard to the cultural
dressing code and attitude, teachers and educatifinn general dress formally in Kurdistan.
Therefore, | avoided casual clothes and tried ésslup in a formal and modest manner.
When greeting participants, especially the malesphkave waited for them to take the
initiative to shake hands or not. Some men wouldandomatically do so, therefore, | did not

want to create any awkwardness or embarrassment.

Another cultural element that concerns ethical saglas the dilemma between being ‘polite’
versus being ‘honest and direct’. Culturally spagki knew that being polite and adopting a
specific etiquette on how to behave toward theratine is highly valued. Particularly, being
polite towards strangers is a key behavioural cdties made me wonder to what extent the
participants were honest in answering my questionvghether they were putting emphasis on
cultural ‘politeness’. Therefore, | repeatedly useans as ‘in your view’ or ‘from your own
experience’ during the interviews. | did this tea® them that | did not expect any particular
answer from them, | wanted them to be honest rdtfagr being polite with me. | found this
aspect challenging though, while acknowledgingftioe that when dealing with people, we

can never reach the level of fully understandiregith

4.5 Researching as an Insider and an Outsider
As a female, a migrant Kurd who grew up in Diasptitase have shaped my personality
about the way how | see myself and how others parere. Both personal and academic
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interests have led me to decide to choose thisrelseéopic and to return to my homeland to
conduct fieldwork. In this context, my positionasesearcher can be considered as an insider
(Narayan, 1993). As an insider, | did not face leage barriers to communicate. | was able to
comprehend the cultural aspects with regard toaehiacode, body language and reading

the underlying meanings behind the conversatiohis dave me a unique access breaking
down cultural barriers to certain degree. For insga when participants were referring to

some cultural habits, they would say ‘as you knowf our culture’, which | knew exactly

what they were referring to.

During the fieldwork experiences and as being ardar and a woman, this made me more
sensitive in observing how female and male paitip respectively were reacting and
responding to certain questions. | tried to obséne& body languages and put it into the
context, while | was taking notes during and affiter interviews. To my surprise, | found
male participants to be more transparent in higtilngy cultural practices that restrict gender
equality. However, female participants seemeddé&ssghtforward to comment on addressed

themes (see section 6.3.1).

| should mention though that | did notice a patierhow | was perceived by the participants.
Whilst they viewed me as fellow native, | sensqmbwer relationship between them and
myself as a researcher. As a young Kurdish woman, gvew up in Europe and who returned
to conduct fieldwork for her Master degree, it &dtif | had a special status in the view of my
participants (a free woman who moves around andwas research). Due to the fact that |
returned from Europe, hence expected t&rmvledgeablethey treated me formally and

with high respect. This made me uncomfortable,esmost of my participants were middle-
aged. Culturally speaking, | realized that | shdugdthe one showing respect and formality,
due to age differences and the fact that they weraeg their time in answering my questions.
This made me to be extra careful about the waypi@grhed them and how | was talking to
them. Simultaneously, it left me with an ambivaltgling. On the one hand, | felt myself a
full insider, who knew and was practicing all cuttlietiquettes, yet at the same time | felt
always that | was more direct and open due todhedf growing up in Europe. This
experience left me with questions about my idenéty | more Kurd or more a westernized

young female?

But at the same time, | also perceived myself agudsider in the sense of having left
Kurdistan for years, where rapid changes occumaa imid-1990s and in post-2003. During

this period of time, the educational curriculum aventually its system had been through a
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reform process, particularly after a conferencel ie2007. All these changes made me feel

as an outsider, since | was not there to closélgvicthese changes. Moreover, | felt and | am
still feeling an outsider with regard to my reséatapic. The field of this study on ‘education’
is a new academic field for me. My study backgroisnithked to law and political sciences,

therefore, the field of this study challenges nmreuighout this research process.

4.6 Data analysis

For this thesis, the interpretation of gathered datolves both a reflexive approach and has
features of grounded theory. First of all, it adopatreflexive approach due to my relationship
between my personal background and my backgrouadesearcher (Mauthner & Doucet,
2003). This method of interpreting the data suitk the design of this study as an
interpretivist qualitative research (Willis, 200As a researcher it is important to be
transparent, self-aware and to reflect upon theqe® of collecting data in order to construct
meaning of gathered material (Mauthner & Douce@330

As is mentioned earlier, | have kept a researctydiaring and after the process of collecting
data. This has helped me in writing down eventsthagrocess of how my fieldwork trips
turned out. Another methodological concern thatedto include reflexive approach in
analyzing the data relates to the level of comprdimg concepts from the participants.
Whilst their experiences and views are very valedbi this study, it is important to bear in
mind that the entire idea of HRE is rather a nencept for the educational system in the
KRG region. The education professionals are stifiriocess of being trained about human
rights and specifically about HRE as a subjechendurriculum. Among the HRE teachers
that | interviewed, no one had received any tyjpeaining. Therefore, | needed to be
sensitive that some of my informants would notrehtiunderstand the meaning of the core

research concepts.

Secondly, this thesis adopts to certain degreengiedi theory approach to generate the
theoretical framework throughout the process oliecting and analysing the data (Basit,
2010). The theoretical framework embraces diffecembponents. The reason for doing so is
related to the complex context of the researclct@ithe link between HRE and gender
seems rather to be a new field within HRE resedistipline and b) the case-study as such,
Iragi Kurdistan, is a complex one: it involves postflict and diversity (cosmopolitanism)

that is relevant here.
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Another methodological grounded theory featurendf thesis is that its main theory
(capabilities) emerges from the collected data. viag | understood informants' feedback, it
led me to choose the capability approach as the apgdicable theory. The overall focus of
the data addresses the potential role of educatidrHRE in particular in creating capable
human resources, including capable and free femdieiduals in society. Moreover, the
capability approach fits also to my own understagaif HRE, which is to foster equality and
social justice, including gender equality througlueation.

Lastly, the concept of intersectionality contritaite link various socio-cultural themes (Brah
& Phoenix, 2004) that are discussed in both chapgiee and six. By doing so, an attempt is
taken to depict the interrelationships of varidusnies when it comes to gender, specifically
within education context. It should be noted tiha&t toncept of intersectionality is not used as
a part of methodology here. It is rather a contepielp in understanding complex and
multiple identities in education (Osler, in pregsyrticularly, when discussing gender issues

within schooling context.

4.7 Validity and reliability

One of the key elements of effective research amscealidity. This refers to the process of
constructing meaning from gathered data in ordawvtod undue bias (Basit, 2010). Validity
is linked to the concepts, theories and the meawiiige empirical data, which implies that
data needs to be analyzed in a careful way. Sonexss ideally to be cross-checked before
making any claims. Researchers need to be trangpgardemonstrate how their data are
gathered and processed for the sake of validith€@eet al., 2011). In qualitative research,
validity concerns the role of the researcher aedotocess of generating meaning rather than

huge claims about outcomes (ibid, 2011).

A method of ensuring validity in, and to presemiodistic approach to, research is to use
different means and methods in gathering the d&tiz. so-called triangulation is a strategy
used in looking at the same issue through seleetiramnge of different methods (Basit,
2010). For this research, | have followed thistetyg in gathering and generating the data. |
have conducted interviews (with different profeasiavithin the field of education),
participated in observation sessions and held oogsfgroup discussion in order to gather
sources for this thesis. This was done alongsideature review and analysis of HRE
curriculum books and policy documents. In this widyave attempted to generate knowledge

about the research topic in a holistic manner.

42



As far as external validity concerned or indeedegalizability (Basit, 2010), this study is a
gualitative one. The main sources are gathereddb@ssocial and personal perceptions of the
participants. This raises the question whetherrasgarcher is able to present the truth of
peoples’ views. | doubt if this can be achievedardless of which research protocols are
followed. It is impossible to understand fully ainet person’s thoughts. For this reason, |
have put the emphasis on describing the procegatbéring information as it was and leave
the judgement to the reader to determine whetleefitkding of this study can be transferred

to a more general context. However, | believe thg Wpresented the data does reflect the

reality that exists within the schooling systenKurdistan.

Another important element in research is its rdliigb A research project has a high level of
reliability if the collection and treatment of tdata has been carefully carried out throughout
the whole research process (Basit, 2010). Hentabiléy deals with consistency and
accuracy of generating knowledge from gathered 2daen et al., 2011). By repeating the
same research procedure, it would likely to comevitip the same finding. However, in
gualitative research, it is very difficult to acisethis (Basit, 2010). To deal with people
implies subjective interpretations, which makdsss likely in achieving the same outcome
through repeating the research. Another elemeateelo reliability is its strong relationship

to validity, which implies that a research is vakiien it is reliable as well (ibid, 2010).

Regarding this study, | have been conscious alababirlity, therefore | maintained to be
transparent towards the participants to inform tladmut the purpose and, as far as possible,
in the way their views are presented in this stlitiave been consistent in the process of
conducting the interviews, after gaining the pgraot’s consent to record the conversation,

in order to avoid arbitrary interpretations of tenversations. During data analysis, | put the
emphasis on comprehensiveness and in depth-exiglasi§Cohen et al., 2011) to be, as far as

is possible, close to the reality and the contéxihe research topic.

4.8 Limitations

It is important to acknowledge certain limitatidhat | have faced throughout this research
project. First of all, planning the fieldwork tripgas not fully under my control. It has not

been easy to plan the trip before arriving in Kstan. | have used mainly personal contacts to
get into touch with participants, which was notye@msarrange. Consequently, | had to adjust

the fieldwork programme.
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Another aspect that | would like to mention is toenplexity of translating the cultural
expressions and the cultural context during trapgon process of the interviews. In this
context, it is important to bear in mind that azatg the data, including translating them, is
based on my interpretation. Hence, the conclusidhie thesis is a reflection of my own

interpretation rather than claiming a particulantih’ within its context.
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5. HRE in Kurdish curriculum and its contribution t o gender equity

As indicated in previous chapters, the topic of thiesis is rather a complex one. It involves
various themes in relation to education, genderthedocio-political setting of the case-
study. Therefore, the interpretation of gatherea davolves various approaches (as explained

in chapter 4).

| acknowledge the ambitious nature of my plan imezong wide-ranging various themes in
what is necessarily a modest Masters thesis projath may not have space to cover all
below mentioned themes in depth. Yet, current geodetext in Kurdistan (as briefly
discussed in chapter one) makes HRE and its patesmtiy relevant. Ultimately, the struggle
for gender equity is a struggle for justice anddeeit is an educational project (Osler, in
press). Having set the discussion in its propetesdnthis chapter seeks to answer the first
research question of this thesis: how can HRE imute to gender equity in the post-conflict

and multicultural society of Iragi Kurdistan.

5.1 Fragility of Iragi Kurdistan, intersectionality and education

The socio-political challenges presented brieflghapter one illustrate the fragility of Iraqi
Kurdistan as an emerging democracy. The impacasf gonflicts is still visible in terms of
infrastructure (including education infrastructuagd on the mentality of its people. In
addition, the ongoing security challenges insidg nd in neighbouring countries contribute
further to the sensitive position of the region.lABscuss below, many of my research
respondents also acknowledge fragility and refbecbroader socio-political issues when

discussing the role and status of education.

Throughout this chapter and the next, | addressesmymmon themes that emerge from the
data. This is in order to contextualise and togmesducation professionals' understandings
about the potential of education (including HRE)development and justice, including
gender equity. As we shall see, according to teearech respondents, the most visible factors
that impact on the school environment include: kotsfand its aftermath, current political
challenges (including corruption), diversity, réhig, traditions, cultural understanding about
gender roles and social classes. The conceptarsetdtionality helps me here to demonstrate
multiple and complex identities expressed in thigoation setting (Osler, in press). Avtar

Brah and Ann Phoenix explain the concept of intdigrality as:
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signifying the complex, irreducible, varied andiabte effects which ensue when multiple axis
of differentiation - economic, political, culturgdsychic, subjective and experiential - intersect
in historically specific context. the concept emgibas that different dimensions of social life

cannot be separated out into discrete and punedstréBrah & Phoenix, 2004, p. 76)

This explanation is applicable when discussing geadd education within Kurdish context
and perhaps elsewhere in the world. The above oredisocio-political factors form
‘different dimensions of social life that cannotseparated’ Hence, when | discuss the status
of education, HRE and gender relationships, metgacio-political factors are involved and
are sometimes repeated in the discussion. All tfeeders intersect in historically specific
context’namely in the specific context of Kurdistan-lragte second decade of the twenty-

first century.

To introduce the discussion, | first address redpats’ perceptions of the role and current
status of education in Iragi KurdistdhEducation is commonly seen as necessary for
progress. The education professionals mean thatrlatiilding and the rebuilding process

need resourceful individuals in various fields.dxg education inspector stated:

Schools play a main role for further developingoaisty, its role should be central. This is
regardless of gender, religion or differences ifnign. The rebuilding process through

education needs to include all layers and colodrsaziety. (Kamaran, 12.07.2011)

Other education professionals seem to have same@fithoughts as Kamaran's when asking
about the role of education for current situatioKurdistan. This understanding is close to
the idea of viewing education as an essential foamstive institution in post-conflict setting.
From this perspective, the key roles of educatrenpa@ace-building, inclusion and long-term
development of society (Vongalis-Macrow, 2006). T¢sie of development through

education was seen as particularly significant agnmog respondents.

Another commonly expressed view among respondsiiteat education should address
equality and inclusion as a response to varioussyh conflicts that Kurdish society has
experienced. In this regard, education is viewed poper public place to reflect upon
injustices from the past and how to go resolviresth The power of narratives and the ability
to link home situation to injustices elsewhere @# Zhu, 2011), may contribute further to

respondents’ idea of stimulating thoughts for etguahd inclusion through education.

B The next chapter will present some of common addressed challenges related to education in the KRG region.
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With regard to inclusion, most of the respondedr@ssed the importance wicluding all’

or including all layers of societyh rebuilding process. Nevertheless, | found ierasting

that only one research respondent with Turkmengakdpround (hence a minority group) was
very specific to address the issue of diversitptigh education. She meant that equality and

inclusion should reflect on diversity in the aftettm of conflicts in the KRG region:

After having experienced many different confliots, society needs equality. We need a true
meaning of equality that it includes diverse grawgilnic groups and different political parties

in order to establish equal rights to all membersociety. (Kawthar, 12.07.2011)

Nevertheless, the education professionals voicedaras about the actual state of
educationt* that does not correspond to their expectatiorits gfotential in fostering
development and nation-building. The data suggbsatshe political system impacts
negatively on education. This is in combinatiorcohflicts from past. During the interviews,
informal conversations and in the group discusdiomjssue of political challenges, including
practice of democracy and consequences of corruptére frequently addressed. It would
appear that the political challenges affect edoogbrofessionals’ performance in enhancing
guality in education. A principal from a schoolanural area just outside Erbil had
reservations about the role and quality of eduoaticcontemporary Kurdistan:

The education staffs do not perform as they supptmsgenerally speaking in Kurdistan. This is
due to many rapid changes that have occurred iBmegears. You can sense a sort of
disappointment feeling by the staff due to thetipaliinfluences on everything in our society,
the upcoming materialism, and also [the people]ihg\a tired mentality after so many
conflicts in past. All these factors impact on te&xs and their performance. In my view and
based on my own experience, our schooling systesmlat produce qualified pupils. (Hasan,
13.07.2011)

There may well be a decline in education profesdgmerformance linked to the difficult
economic context in Kurdistan. Often employersh@ public sector, including teachers, have
an additional job alongside the one in public se@ome teachers work in the transport
sector (mostly in taxi businesses) after school$iolhis is in order to meet their daily
expenses. As a consequence, it may influencephenities and effort to focus on education

as they take on additional work to cover houselokts.

From the above discussion, it seems that educhiermuch to offer in responding to

injustices and making good from past conflicts. ldger, the consequences of these same

" More about challenges in education see section 6.2
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conflicts in combination with political strugglesesm to hinder progress in and through

education.

5.2 HRE in the Kurdish curriculum

As is mentioned in chapter one, the Kurdish edooatystem has gone through a reform
process following the educational conference thak place in 2007 (Curriculum, 2009).
Human rights values and democratic framework ake@eledged as important pillars for the
new education system in Kurdistan (ibid, 2009). Bupast political abuses, schools are seen
as the vehicle through which education for equalitg justice can be promoted, alongside
cognitive skills (ibid, 2009).

As for the rationale behind HRE in the curriculuime human rights teaching manual states
that HRE is a tool to enhance awareness about hugtas values through education (Rauof,
2007). The document refers to past injustices hadéeed to promote equality and inclusion
based on human rights principles in Kurdistan.

The subject of HRE is taught in grades five (10ryedd), seven (12 years old) and ten (15
years old). In grades five and seven, HRE is tatlgbughout study year. While in grade ten,
HRE is taught only in one semester. From reviewiregHRE textbooks of all mentioned

three grades, it seems that the textbook is stfogress. For instance, HRE book for grade
seven has been revised four times since 2005. dtble lias been revised respectively in 2007,
2009 and 2010. The broad content has remained ondess the same; however the length

has been adjusted.

During my fieldwork trips, | sought to understand @ane hand how HRE is perceived by the
education professionals. On the other hand, | vabalso to understand how HRE has been
practiced as a part of the curriculum. This isriden to depict a better picture of the status of

HRE in the curriculum and its potential role in anhing gender equality.

Overall, this thesis identifies HRE as subjectagig a low status within the Kurdish
curriculum. The HRE textbooks seem to focus meoalgducatioraboutrights (UN, 2011:
Article 2:2a), where human rights is taught withadequate consideration of children's
everyday rights denials. The subsections belowdsgparticular themes raised during the

fieldwork visits with regard to teaching HRE in daulum.
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5.2.1 Content, language and status of HRE in Kiardigrriculum

The HRE textbooks for mentioned grades cover varfauman rights themes. The most
common themes relate to civil and political rigfgspecially in the HRE books for grades
seven and ten). The following civil and politicaghts are noticed: right to life, freedoms
(freedom of speech, freedom from fear, and freedbassembly), security of persons,
prohibition of torture and cruel, right to fairdtj self-determination, right to privacy and right
to own property. Some of the economic, social aritlial rights are also discussed, for
example, the right to enjoy adequate living staddiacluding regulated working standards

and good health system, the right to practice owture and the right to education.

A considerable section in both books for gradegseand ten is devoted to the history of
human rights and various types of internationalutioents. The role of international and
regional NGOs is discussed as well. The presepigdg of these two textbooks remain at
descriptive level. The respondents confirmed myrempion that the topics are rather dry and

difficult to comprehend.

As for raising awareness about types of discrinmmat the HRE textbooks focus on themes
related to discriminations based on race and oaligh very short story in HRE book for
grade five discusses the equal rights of disabéedqns. However, HRE books for all three
grades seem to put less emphasis on various typiscamination. For instance, | did not
noticed any reference to the status of minorityugsoor gender related discrimination. There
is also no mention of themes related to stereottissmay lead to different types of

discrimination, e.g. ethnic, language or gender.

As for gender specific topics, HRE textbooks seemdal lightly with gender related issues
that are actual in Kurdish society (see chaptej.ddely the HRE textbook for grade seven
(age 12 years old) covers some gender related thérhe first one is a story that discusses
the right to choose one’s own partfign another topic the focus is on equal rights ofiven
and men. As for topics related to violence, the H&®&book of grade five mentions child
abuse and the one of grade seven mentions pramlafitorture. There is no mention of
gender-based violence. Surprisingly, none of th& k#ktbooks mentions the UN Convention
on the Elimination of all Forms of Discriminatiogan Women (UN, 1979). | had expected

to read more about gender related topics in HREbt®k for grade ten. The age group of

> One HRE teacher commented that pupils in grade 7 (12 years old) are too young for such topic.
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grade ten (15 years old) may be considered mommppate to reflect upon gender related

problems in society.

As mentioned earlier, the education reform hasrtgdtace in a complex post-conflict context.
The new curriculum document (2009) acknowledges#fsential role of human rights
principles and democratic values in respond to p@sstices. Yet, the HRE textbooks lack to
focus on several sensitive themes that are relé¢gdfairdistan’s post-conflict setting. The
textbooks put less emphasis on the impact of vadeand discrimination. Other relevant
topics such as social trauma, the meaning of p@ssness and marginalization (Davies,
2004) have not mentioned at all in these HRE teokbo

Furthermore and as indicated in chapter two, theDéllaration on Human Rights Education
and Training specifies that HRE should include adioaaboutrights (providing knowledge
and understanding of human rights norms and piies)jpeducatiothroughrights

(respecting educators and learners rights) andagidmdor rights (empowering learners to
enjoy and practice their rights) (UN, 2011). Judgdirom the contents of HRE textbooks
(Rauof, 2007), it seems that there is only a thous on educatioaboutrights. The Kurdish
curriculum seems to focus to certain degree onachtaboutrights, since HRE textbooks
do not focus thoroughly on various principles ofrfaun rights. The lack of adequate
considerations for educatidhroughrights and educatiofor rights is further discussed in

sections below.

Apart from the content, it is worth to mention ttfa¢ HRE book for grade five seems
pleasant to read. The language is simple and xtésteather short. The topics are presented
through short stories with pictures to help chifdire visualizing the key elements. At the end
of each story, there are questions to help pupiteftect upon key elements of the stories.

Nevertheless, the HRE books for grades seven anaréewritten rather in a difficult
language. All interviewed HRE teachers have meetiahe difficulty that they face in
conveying message of the tasks. This requires letiye and active involvement from HRE
teachers:

In general, pupils find the topics difficult to cprehend. The language that is chosen is rather
dry and it is difficult to be easily understood.wisver, | try to make link between the content

and examples of our daily life. (Sawsan, 16.02.2012
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Finally, the research respondents raised theiraxmiscabout a trend that HRE as a subject has
not been given as much attention as it should be.l IRE teacher expressed his frustration

about a practice that seems to be the case in scnoels:

Some of HRE teachers do not like the topic so mutiey may consider it less important. As a
consequence, they make some of HRE hours avaitabither classes to be taught instead.
For instance, classes such as English or Mathematimuld be taught instead of HRE. In such
case, a few lessons of HRE would be combined amghtdriefly in fewer hours than originally
was allocated for HRE subject. (Fawzi, 14.02.2012)

In this regard, the HRE evaluation report of Pesplevelopment Association (PDA)
reiterates the issue of HRE as a solid course pidgdess important compared to other
subjects such as science or language courses é¢&Dplvelopment Association, 2011).

5.2.2 Methods of teaching HRE

As for the method of teaching HRE classes, it seatsthe pressure on teachers to cover the
content necessarily promotes a traditional appréa¢baching. Such approach in the Kurdish
context is based on either explaining the topica exture or having questions-answers (QA)
sessions in the classroom. Such traditional approateaching is passive, where pupils take
notes without necessarily being given opportuntitediscuss or reflect upon the topic in
hand. This way of teaching about human rights Igely to be very effective. HRE is about
empowerment to encourage a critical thinking ofilees (Meintjes, 1997). In contrast to what
Friere characterised as ‘banking’ education, empmeat education requires an active
learning process, where teachers and pupils amgedgogether to grasp the issues related to
human rights values (ibid, 1997). | noted the failog in my research diary when attended a

HRE class for grade five:

During the lesson, the teacher stood mainly inffi@ithe classroom. He started immediately
with asking short questions related to the storjodfy'’s topic, and pupils were eager to be
chosen in order to give very short answers aboufspalated to the story. The tempo of
guestioning and receiving answers was rather f84ten, a learner was struggling to provide
the correct answer, the teacher was choosing quigkbther one for the correct answer. It felt
as if the learners were participating in a quizcmmpete with the speed of the teacher. In the
end of the session, the teacher concluded with whed the lessons to be learned from that
story. (HRE observation class, 20.02.2012)

As | make clear in these notes, | found the spéedking questions and providing answers

fascinating. | recall this type of speed from mgmeéntary school period as well. However, |
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doubt about the effectiveness of teaching any stljeh this method. This is particularly the
case when it comes to HRE. From the content arglige of the HRE textbooks, it appears
that pupils already struggle with comprehendingrtés. Such speed of teaching with merely

focus on QA may complicate the subject even further

It should be noted that the HRE manual of instarcencourages teacher to choose a
participatory method, where students are involvediscussing themes. The document
mentions also to make use of different activitideewteaching about human rights (Rauof,
2007). However, the manual is not specific in guidieachers of what type of activities to

organize or how to introduce participatory methimdslRE.

Interestingly, all interviewed HRE teachers havggasted extra-curricular activities may add
more value to HRE programme. They thought that sactigities may help learners to
understand better different themes of the HRE @progne. Some HRE teachers have
mentioned the idea of involving NGOs when teacliogie HRE themes. This would enable
pupils to establish a link between themes theynl@aclassroom and social problems in

reality. One of these teachers has suggested furthe

In order to make HRE content more meaningful, vexlrie add more practical activities. For
instance, bring pupils to universities, visit difat NGOs, and show documentary films...and
stories about human rights. ...It is important taka a link between HRE and the existence of
(human rights) organisations so students are avdithe need to address human rights issues
in our region (Fawzi, 14.02.2012)

However, another HRE teacher addressed the isdusitefd school capacity, both material

and human resources in order to organize suchiaagitactivities:

It is important to have facilities to make HRE a@ritmore appealing to pupils. For example,

we do not have resources or capacity to organieeatre about a particular HRE topic. This
would help learners to enjoy the topic and simutausly understand better the message behind
a particular HRE class. (Sherko, 18.02.2012)

The data demonstrates lack of effective methodsach HRE. Currently adopted teaching
method seems not to be helpful for learners toadigey content of the HRE textbooks. This

may work against the initial plans of KRG's edumatieform document (Curriculum, 2009).

5.2.3 HRE Training
A common concern that was raised by all researghoreents was lack of HRE training for
the education professionals. Notably it is sodiadies teachers that are instructed to teach
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HRE classes. From the data of this research, ndronethe interviewed HRE teachers had
received any HRE training. In fact, one of the teas has been teaching HRE classes for
grades seven and ten for five years without hagttended any training thus far. An

education inspector also addressed the issuelobfagualified HRE teachers:

HRE as content and as a separate subject in thecalum has been taught for over 10 year
now in Kurdistan. Yet, we lack qualified teachersgtach adequately this topic. This questions

to what extend would this class have impact onlpupientality. (Azad, 16.02.2012)

The HRE evaluation report of People’s Developmesgatiation (PDA) shows also that 56
per cent of interviewed HRE teachers from the gowetes of Erbil, Sulaimaniyah and
Kirkuk, have an intermediate knowledge about hunigints (People's Development
Association, 2011). The report does not explaintuheneant with ‘intermediate knowledge'.
However, it links less qualified HRE teachers te #iosence of effective training
programmes. This report reveals that 86 per cetiteointerviewed sample did not receive

any HRE training.

Lack of effective HRE training programmes for ediaraprofessionals is problematic. If the
HRE textbooks are not easy to comprehend and depetehchers’ interpretations, the
guality of a HRE class inevitably depends heaviitlte knowledge and skills of the teachers.
This is problematic, when it seems that so many k#i€hers have not undergone any HRE

specific training (People's Development AssocigtRiill).

5.2.4 Teaching rights where rights are denied

One specific challenge raised by a number of reba@spondents was that teaching rights in
contexts in which rights are denied. They madereefee to denied rights both in society and
in schools.

As mentioned earlier in this chapter, the sociatpal challenges seem to have impacted
education system as well. Consequently, HRE maater@ gap between principles that are

taught in school versus a reality that undermihese principles:

Although | do not have very close understandingRE, my daughter has taken this class. |
think it is very important to teach pupils suchjsabs. It is even more important to experience
these rights in society. It is not enough onlyetach our children about rights from textbooks.
As individuals, we need to be able to practicegh@shts outside schools as well. In our reality,
however, there are many rights that we are awaygeifnot able to practice (Kawthar,
12.07.2011)
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While respondents related largely to broader sakcdsnials of rights, another challenge is
responding to children who have personal experieht@man rights abuse. Below provided
example illustrates how HRE is relevant to chilsesveryday lives. HRE may empower

teachers to address sensitive issues relatedltbathise.

Sometimes students give example of human rightdigits they themselves are experiencing at
home, such as parents beating them or verbally umidéng their personality. ... | give my
students freedom to participate, including timedftect upon the topic and discuss examples. ...
Sometimes, a student may come to say that theyuhaeestood the content, but this is not
practised at home. In such situations, we inforenghincipal and school board, investigating

the home situation and inviting parents to schodblk... HRE can contribute in building up

the student's personality. Many young learnersraretaken seriously at home. Their rights

may be neglected, denied or even violated. Someroayup in fear, not daring to speak up.
(Sherko, 18.02.2012)

| asked this HRE teacher whether his school hasreghanism to involve other institutes
when dealing with a case of child abuse. The teaatimowledged that they have a weak
system to follow-up in such instances. During iniigadions, it appears to rely heavily on the
level of cooperation from parents and whether pgaraould admit at all a case of child
abuse. Lack of an effective system to follow up arahitor children's rights contradicts with

a fundamental aim of HRE.

Another discrepancy between teaching rights whigteés are denied is linked to a poor
physical environment in schools. As mentioned egrlack of adequate school services has
created main frustration of all research resporgdéitie following concerns were raised in

one school in Erbil:

Teachers and pupils are deprived from their rigiotenjoy a good learning environment. It is
not easy for us to talk about rights to educatioealth or a clean environment, when our school
lacks services. As you can see, our school builditngch is very old and this dark-grey colour,
does not support a good learning atmosphere irckagsroom. In the winter time, it can get so
dark we cannot teach properly in these classrodiss have had occasionally to send pupils
home, because the classrooms became so dark aththebthey couldn’t focus or see the

blackboard properly. (Focus group discussion, 22022)

It should be noted that lack of school facilitieesntioned frequently during the interviews. A
few respondents commented that a poor schoolingamaent itself violates children'’s rights

to an adequate and accessible education. In thiextp HRE reminds us of the need for a
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comprehensive whole-school approach (Osler & Syark@10). This includes adequate

school facilities and appropriate services for stid as well as for teachers.

Having presented some of main echoed commentsreggrd to the status of education and
HRE in particular, in the next section, | discuss potential of HRE to respond to
development and equality demands that seem toitwétiged among education professionals
in Kurdistan. Through setting HRE within the capiéibs' framework (Nussbaum, 2000a;
Sen, 1999), | attempt to open up a discussionHRA has potentials to contribute to
development and equality, particularly gender eguatiowever, this requires a
comprehensive educational approach. For this perpasill focus on the content and method
of HRE that need to include empowerment elementsder to trigger educators’ and
learners’ commitment to justice. | suggest that HRthin the capabilities framework may
contribute to gender equality in a post-conflictl @liverse setting as the one in this case-

study.

5.3 HRE as a capability

To start with, it is necessary to acknowledge laickmpirical data that is directly linking
human rights education to capability approach s tiresis. However, the way | understood
the underlying message from the education profaatsowith regard to the role of education
and potentials of HRE to enhance gender equifigsitvithin capabilities' framework.
Furthermore, capability approach fits also to mgemstanding of HRE (as discussed

previously in section 3.2).

As mentioned earlier in this chapter, a common tstdading from the respondents was that
education is a proper place to create capableithahils. Education does not mean merely to
produce knowledge, but rather to create capablgithdls for the sake of development and
social justice. The fragile situation of Iraqgi Kisthn is understood to require capable
individuals. This in its broad terms is in line WwiSen's theory of capability (1999), where
development and meaningful human life can be aekievhen substantive freedom is
granted. My position here is that substantive fome@dan be granted through an effective

HRE programme that adopts capability approach.

As mentioned earlier in chapter three, some edutaitholars have been inspired by the
capability approach and argue that good qualitydefcation implies the valuing of personal
development (Walker, 2006; Walker & UnterhalterQ2)) Nevertheless, there appears to be
lack of studies elaborating on HRE through capgbé@pproach (Valen-Sendstad, 2010).
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Valen-Sendstad (2010) argues that capabilitiegaasly Nussbaum's approach is relevant to
HRE. Nussbaum's theory is seen as pedagogical gbiD). It is not complicated and reflects
on human experiences, which is a direct way to nsakse of human rights (ibid, 2010).

Some scholars view HRE as a transformative toaséaial change (Osler, in press; Osler &
Starkey, 2010; Osler & Zhu, 2011; Tibbitts, 200B)line with this thought, but with a
specific aim related to gender equity, | attempiedxplain HRE through the lens of
capability approach in chapter three. | supporibiat of view about HRE's potentials for
change. However, HRE through lens of capabilityrapph may specify further its

transformative tool for social change (as discussathapter 3).

Another aspect of making capabilities relevant REHs that both this theory and the whole
human rights project address struggles for sogstige, including the struggle for gender
equity. Both Sen (1992) and Nussbaum (2000) deweppbility approach from lived
experiences: human experiences that involve lagkstice, which consequently impacts
development and living a meaningful life. HRE prdassolidarity and equality for the sake
of justice in society. For this purpose, the powfdived experiences and narratives are
viewed to be valuable (Osler & Zhu, 2011) as welhays to ‘internalize’ human right values
(Banks, 2009, p. 101). This way of learning abauhhn rights is understood to have
potentials to contribute to social justice.

From data of this thesis, HRE is viewed in Kurdista be relevant as a response to past
injustices (Curriculum, 2009; Rauof, 2007). Leaghabout human rights principles is
commonly understood to have potential to fosteradqustice in the longer term. The first
step is to start with raising awareness. The nepissvould be then, to empower learners to
reflect upon certain issues and to create spapratiice capabilities.

From my notes during the focus group discussiorHR& teacher confirms a belief in the
potentials of HRE to raise awareness amongst learmbis example shows also the power of
narratives and linking own experience to humantsigialues in order to empower learners in
the longer term (Osler & Zhu, 2011).

During HRE classes, very often pupils would spgakither in the classroom or privately with
us. They often reflect upon certain human rightsesor violations, which they link to their
daily life. Some of them even mention that theggerise and value human rights norms, but
observe certain norms are not practiced at homeeCnboy came to me after the class ended
and said ‘regarding our today’s topic: violence aggt women, unfortunately, this is practiced

in my family. My sister has been forced to margwiNboth she and we are facing a lot of
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problems. These problems influence my school peence. | cannot focus on study at home'.

(Focus group discussion, 22.02.2012)

Moreover, the nature of fragility as presented @&jovraqi Kurdistan makes education and
HRE in particular with a cosmopolitan focus verlevant. Due to past injustices and
marginalization of minority groups, it is importaotallow educators and learners to reflect
upon that. This would allow them to make more s@&isaeiman rights principles, while to
raise awareness of a broader picture about thggdérdor justice elsewhere (Osler & Starkey,
2003). However, as mentioned earlier, HRE textb@alesn to focus less on this aspect. This

is in contradiction to the aims of the reformed@ation curriculum (Curriculum, 2009).

| have attempted to argue that capability appraacelevant to HRE. Both theories focus on
autonomous critical individuals, who enjoy substanfreedom. In addition to this,
capability-based assessment may help HRE to ewilisgbotentials for the sake of just,
equality and inclusion. Below, | discuss HRE's ptitd to contribute to gender equality.

5.4 Can HRE contribute to gender equality in Kurdigan?

The answer of this question is not easy, taking aticount the socio-political factors that
have impacted on gender roles in Kurdistan (mocaiathis in next chapter). Furthermore,
the technical challenges of teaching HRE in thedi&lr curriculum (as mentioned above),
add another layer of complexity to the questionahy, it should be admitted that further
research and empirical studies seem to be necassamyer to a) to explore HRE through

capability approach and b) to evaluate potentiildRE on societies.

Having said that, capability approach is usefutlentify HRE goals and to suggest an
approach (capability-based approach) to assessptsct related to gender equality in
Kurdistan. As presented above, capabilities' franrkws relevant to HRE. It involves
empowerment method, which seems to be importaiaister particularly gender equity. HRE
content and its method need to adopt empowermgnbaph particularly when dealing with
socio-cultural topics. Next to the element of nagsawareness, HRE teaching methods need
to emphasize on self-determination and trust tlmatldvimpact on learners' attitude towards
human rights values. Ultimately, HRE need to enagerskills of creating independent and
autonomous individuals (Bernath et al., 1999; TiisbR005; Tomasevski, 2005a; Walker &
Unterhalter, 2007).

Judging from the current status of HRE in Kurdistae above mentioned thoughts of

empowerment through HRE may be considered as ustieaHowever, the data of this study
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reveals a positive attitude from educational praifasals towards HRE in the curriculum.
This can be seen as an initial step in viewing HRER transformative tool towards improving
human conditions in general, and fostering gendaealy in particular (Tibbitts, 2002,

2005). The latter element entails also viewing houfp@ings as agents practicing substantive
freedom (Nussbaum, 2000b; Sen, 1992, 1999), whithe type of equality (substantive

equality) that this study focuses on.

For instance, in response to the question of whéiRE can contribute in improving gender
equality, the data suggests it has the potentiaés&arch respondent views HRE is relevant
for all education professionals, not only thoseb#ag HRE. This is in order to enhance

gender sensitivity among the education professsonal

| think it is important that all teachers are awaséhuman rights standards and are trained in
this regard, regardless which subject they teadtis €nhances their capacity to treat boys and
girls equally. Most importantly, it should enablen to support girls in enhancing self-esteem
and to participate equally as boys in various atitig inside and beyond schools. (Asm,
13.07.2011).

Furthermore, most of the respondents viewed theeabHRE as to enhance equality and

enabling social empowerment:

Schools need to continue making pupils aware oidd of being equal. There are no
differences between girls and boys to study and g&jood position in society. We need also to
encourage them to educate their parents and contresifiased on what they learn from
education. (Sawsan, 16.02.2012)

Based on education professionals’ feedback anthtigriage of the Kurdish Curriculum
Document (2009), HRE has potentials to have aipesinpact on the attitude of the
educators and learners. However, this requiresrpoehensive educational action plan
focusing on improving skills of the educators, noeth of teaching HRE (Meintjes, 1997) and

improving school facilities.

5.5 Summary

The role of education and its impact on Kurdishetycappears to suffer from a gap between
its ideals and the troubled realities of schoolte Tiscrepancy between theory and practice in
education affects the quality of education. It diswders the new education system'’s stated
goals of fostering human rights values and demumcfi@mework next to cognitive skills

through education. The problematic reality in ediwcahas subsequently affected the HRE
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program as well. However, a closer review on HREeot and its method within framework
of capability approach, alongside improvement imosding environment suggests it still has
potential. As a result, HRE as a part of curriculmay lead to the creation of educational
capabilities and autonomous and critical learntagees that would positively affect the

empowerment of individuals and enhance genderioakttips.
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6. Education professionals' perspectives

This chapter reports on the education professibonatierstandings of HRE and specifically
their observations on the role of education andigeequality. Since teaching for human
rights and democratic values are taking place wighcontext of education reform, the
research respondents were invited to reflect oadeosocial issues that impacts education
system in general. By doing this, this chapter seéelanswer the second research question of
this thesis, which involves education professionasspectives regarding teaching human

rights values and its potential for Kurdish society

Next to presenting the education professionalsérstdndings about human rights and HRE, |
find it necessary to present in depth their thosigblated to education and gender. Although,
| have presented some of general thoughts aboubkh@nd status of education in previous
chapter, nevertheless, it is worth to come baackatous challenges that the education sector
seems to face in Kurdistan. These challenges se@mevent the realisation of progress
within and through education. Moreover, the reseaespondents have highlighted various
gender-related topics that are relevant to be addcewithin the framework of thesis's

discussion.

6.1 Understanding of human rights education

Generally speaking, the respondents place cons$ildeemphasis on the place of human rights
in creating a just and sustainable society. A nurobendividuals link the need for HRE to

the Kurdish struggle for human rights and politiedognition. Also, HRE is viewed to be

vital in societies that are very diverse and fragilie to recent conflicts and on-going unequal
social norms (Begikhani et al., 2010; Stansfie@D3). It is argued that children need to know
Kurdish history and to understand the fragilitysotiety. Here, HRE is viewed as very

relevant topic in order to learn from past injusti@and how to move forward.

In spite of HRE being recognised as an importants®in curriculum, , the education
professionals express concerns both about a ganetatstanding of human rights in

contemporary Kurdish society and elsewhere in ¢igén.

In general, not only in Kurdistan, but across theltle East, we are not aware of our
rights. We do not really understand what is meantibbman rights. So a good
awareness campaign is needed to start with. (F&@712011)
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The political instability in Iraq and in the regi@understood to be mainly due to lack of
awareness about basic human rights principles.eftwe, a number of respondents suggest
that HRE is relevant both for children and for @sluh Kurdistan. HRE is understood as a
means by which one would be in better positioolam own rights. Among several
respondents, there is an implied criticism of thedish administration for not fully securing
the rights of citizens and enabling them to practiese rights. There is a general impression
that human rights are important but that both hungirts and HRE are ill-understood.

Among the respondents | observed preference fkintahbout gender issues (see section 6.3)
rather than ethnic or religious diversity when édesng the potentials of HRE to contribute

to social justice and learning to live together.ig\eentioned in previous chapter and above,
a number or respondents made a direct referenuastaconflicts, but few elaborated on the

role of HRE to address for instance conflict redai@umas (Davies, 2004).

With regard to children rights, few respondentsehaxpressed their concerns about children
rights. The issue of poor child protection has bagdressed. One teacher indicated her
concern of teaching children on authority figunearénts, teachers and government officials),
but the obligation of authority to uphold childenights are not addressed. However, none of
the respondents have referred to the UN Convewticiimne Rights of the Child (1989). The
absent of referring to the CRC (1989) may be intgal as lack of knowledge about this
international document and its high relevance withRE and education in general.

Interestingly, most research respondents madeagslink between HRE and its potential to
raise awareness about individual freedom. The oéedlividual freedom is strongly linked

to the level of enhancing human capacity. As istmerd in previous chapter, the underlying
message from the education professionals with defgalHRE and its potentials, it fits within
capability approach (Nussbaum, 2000b; Sen, 1999)19

When we feel we have rights and that it is ackndgéd and protected, we would be
then able to develop ourselves. We would be mefutitagour community as well.
(Asm, 13.07.2011)

One HRE teacher spoke at length about potentigtRi to develop independent

personality:

Many pupils in such young age are not taken selyoaishome. Their rights may be
neglected, denied or even violated. Some of theyrhange grown-up in fear and not to
dare to speak up. Such atmosphere limits the sjpaedlect upon own development.

61



HRE as a subject in the curriculum has potentialsiake pupils aware of their rights

and will be an additional support to develop owmnspaality. (Sherko, 18.02.2012)

The cultural understanding @feveloping own personalityneans here to be an independent
and resourceful human being. From this understgndéiRE seem to have potentials to create

educational capabilities, hence, autonomous fréeiotuals.

Despite the challenges that HRE seems to faceeiKtindish curriculum (as mentioned in
previous chapter), the frequent references toaesdetween knowing rights and practicing
rights might be interpreted as a possible outcohggawing awareness among education
professionals regarding (children’s) human righithiereas being aware of social injustices is
not sufficient to enjoy substantive freedom. Howettee growing awareness among
education professionals may work as snowball etfeattimpacts learners. The fact that
educators are able to link certain human rightsnsaio their daily contexts, it gives hope that

HRE may influence their way of thinking in longerm.

6.2 Other challenges in education sector

As mentioned in previous chapter, the data ofttiesis highlights several key challenges that
the education system faces in Kurdistan. Thesdarigds seem to create serious obstacles for
education as a social institution to enhance hudeaelopment and societal (Davies, 2004;
Osler & Starkey, 2010; Osler & Zhu, 2011; Tibbi2905; Walker & Unterhalter, 2007).

Lack of adequate school facilities and qualifieacteers seem to form greatest challenges in
education sector in Kurdistan. Despite the goventte@nnual investment in building new
schools and refurbishing existing ones, yet, tiheneain insufficient schools to meet the
increasing number of students in the region (Pé&oplevelopment Association, 2008).
Consequently, classrooms are overcrowded, whichpeding proper teachings. Schools
often lack basic facilities, such as: electrictlgan water, cooling and heating, basic hygiene,
laboratories and proper space for leisure actszitidlave noticed these shortages in almost all

schools that | visited both in Erbil and in thealuareas surrounding the city.

Moreover, lack of qualified teachers and lack ofquhte trainings (also HRE training) to
refresh teachers’ skills constitutes another chghe With regard to teachers’ capacity, some
education professionals addressed the systemafdeaducation. It was argued that teachers
for Basic Education should have the same acadeatigbound and skills as teachers for the
Upper-Secondary system. This is because pupilagicEEducation need equally intensive
pedagogical follow-up and qualified, skilled teache
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Another serious challenge in education is the cimaasifests around the new education
system in Kurdistan. During data gathering, | hstvaggled to understand when the new
education system commenced, since | have been different dates. The reference was
made to the educational conference in 2007 andaheCurriculum that was introduced
officially in 2009. Furthermore, | struggled to werdtand the content and the structure of the
new system, since, it is not fully implemented.rfrhe feedback of the informants, it seems
that the new system is still in progress. Howelaak of school facilities, adequate teachers’
capacity and the involvement of different politigarties, all in all hinder a smooth

implementation of reform process:

The new education system has started in a venethglay. It feels as if we have started
in the middle of the process. There are many camds and problems in terms of
technical skills, resources, lack of capacity afdieers that complicate the
implementation process of this reform. These problare an accumulation of several
years; hence, this new education system canna@dgeess and solve these challenges.
(Sarkawt, 13.07.2011)

With regard to the new education system, only eaetier highlighted the need of taking
students’ perspectives into account, when planathgational programme. This implies a

consideration of young people's experiences ofdatwp(Osler, 2010).

Another worrying issue from the data of this thesiselated to the emergence of various
private schools in the region. In the main citibgre are a number of private schools, where
the standard and quality of education is considarglder than in public schools. The school
hours and programmes may differ from that of thieliptschools. These private schools
demand different rates of school fees, which makess largely limited to wealthier families.
Some research respondents have expressed theargsrabout a longer term impact of these

private schools on the quality of public schools.

With regard to different types of schools, it isrtonoting the emergence of schools in
minority languages. In post-1992, attention is git@ special schools in minority languages,
such as in Turkmenian and Assyrians, whereas sshdthl Arabic as the language of
instruction have been reduced. This is understsarasponse to former regime’s policy of
denying minorities’ identity, including learning minority languages. It is important to
accommodate diversity and to offer facilities fanorities to maintain own religion,

language or customs. Yet, this may influence opities for learning to live together in the
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context of diversity. The question remains as tetiar studying in one’s own native

language enhances toleration in a diverse society.

6.3 Education and gender

Various feminist theorists and international humights instruments have addressed the vital
role of education in relation to gender equalityr(&t, 2005; Luke, 1996; Martin, 2006; Okin,
1989; UN, 1979; UNESCO, 2000; UNGEI, 2000). Thedader goal is to transform gender
relations not merely within education but also witfamilies, communities and society as a
whole (Arnot & Fennell, 2008; Rai, 2002). The lageint of view necessarily implies a

broader cultural understanding of gender relatiamsch can be addressed through education.

Within the Kurdish context, as elsewhere, gendsrand cultural norms influence the
education system. During my fieldwork, howeverpticed a clear tension between the ideal
contributions that education may make versus thegiling socio-cultural gender norms that
exist within schooling context. These norms arachitd to a deeply rooted socio-cultural
understanding about the position of women in sgdigegikhani et al., 2010). Hasan's view

on education and its implication on gender equtgiscussed thoroughly below:

Of course, education is very important in any siygibut in our society and in Middle
East in general, the place of schools comes ad.tAine first place is for religion, the
second is to follow the traditional norms, and thechool comes as a third priority,

while it should be a place for learning and innawat (Hasan, 13.07.2011)

6.3.1 Education and gender equality

This thesis's departure point is that gender etyualolves an element of substantive
freedom that can be sought through education ftr fexes (Subrahmanian, 2005;
Unterhalter, 2008). It is equally valuable for betfxes to learn to act freely as resourceful
individuals to further develop society (Unterhal8eAikman, 2007). Here, | am concerned
with education to enhance girls’ capacity to becoamilependent and capable individuals
(Nussbaum, 2000Db).

In this regard, the research respondents have ssittelifferent aspects that impact the
advancement of gender rolesandthrougheducation. They expressed concerns both about
the power of traditional values and the influentestigious leaders. According to one
education inspector ‘tribalism’ limits the move t@awls gender equality:
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We need to acknowledge the reality that tribalismaaystem dominates our society.
This is in combination with prevailing traditionabrms and religion, which all in all
are against the idea of gender equality. Womervaeed as second citizens or
sometimes as a commodity to be exchanged in tdrmaraage arrangements. In
order to change such mentality, it requires a cosh@nsive action plan, where
education as a part of this plan reaches familisssmle schools. (Kamaran,
12.07.2011)

It should be noted that tribalism plays a large fial Kurdish society, just as much as it did
many years ago (lzady, 1992). It entails loyaltyriioal leader’s decisions. The collective
decision making overrules the individual freedonthvm the tribe. The maintenance of tribe’s
reputation and its rank amongst other tribes isligigalued. The importance of tribal
affiliation is evident even in the contemporaryeroff politicians, who need to consult leaders
of tribes regarding certain decisions (Van Bruiees4992). The power of tribalism is not
only evident in the rural areas, but also in tHeanrareas and amongst highly educated
Kurds. Even these groups may express a primaygltioto a specific tribal background and
its norms. The traditional norms, mainly the patial norms dominate the structure of

tribes, disadvantaging women'’s position in itsegahterms (Baghikhani, 2001).

Next to a tribal mind-set, religious values shdpeKurdish society. The research respondents
often linked principles of human rights and genrelguality to religious values. From their

point of view, both Islam and Christianity focus @spect and equality, including gender
equity. However, the issue is the interpretatiothefreligious values, which seem to be

mixed with patriarchal values. This mixture henocevents the realisation of gender equity in
Kurdish society (Begikhani et al., 2010). One o&f HiRE teachers expressed concerns about
the influence of religious leaders (Mullahs) in Hish community. Issues related to family
structure and gender are often addressed and tedsvuth the religious personalities.

However, Fawzi doubts about advanced education td\sme of these Mullahs:

We have many mullahs that play an important rolsaaiety, but very few that are
sufficiently well-educated to understand the realnming of the Qur'an. Our religion
allows equal rights for women and men, but thi& groperly understood. To be
honest, we need a mind-set ready for religiousrne&tion, according to societal needs.
This is allowed in Islam. I'm not talking about ueihg prayer from five times a day to
three, but we need to understand that time wherPoophet was living is very different
from today's age. (Fawzi, 14.02.2012)

65



| should mention here that Fawzi himself seemdakta very religious person. When | met
him for the interview, he did not shake hands wiid as custom of greeting. Also, the way
how he talked and behaved towards me showed ceefagrous attitude. For instance, he
looked rarely to my face. Yet, | was very surpriséadut his critical view on religious
personalities and gender issues. He seemed venyalqmeit reform in Islam and expressed
several times that there is room for practicing hamghts and gender equity within the
Islamic framework. This was in contrast to someeoinformants, who seemed more secular
in their behaviour; however, they did not statsadly their position of being secular. The

latter group did not elaborate on religion andritpact on Kurdish society.

Aside from traditional values and religion, the s@empopulation in general is looked upon as
a weak and fragile group that needs constant goedand protection (Ismael & Ismael,
2000). This gender stereotype view has an impadgirtsi self-esteem, which affects their
behaviour in public spaces, encouraging reservenanessitating low-profile. In this respect,
some education professionals expressed the opinédnhrough education and specific
curricula activities, this mentality can be chatjed, so as to enhance girls’ self-esteem to

enable interaction with the opposite sex:

| think focusing on activities, such as support attter leisure classes are very vital to
make boys and girls getting used to each othery Thik be involved to participate
together in different activities in a very entertiig way. On this way, they will get to
know each other and will experience that it is veoymal to interact and study
together. (Sarkawt, 13.07.2011)

Another teacher thought that enhancing girls’ ssteem through education will later benefit

in marriage:

The importance of having educated girls is benafici marriage. First of all, illiterate
girls are less attractive today as brides in somgions. Secondly, an educated person
is able to have a constructive dialogue. Until ntivgre are many instances where boys
and girls are not open with each other or are nsg¢di to talk openly with each other.
This influences the choice and the outcome of rages in our society. (Asm,
13.07.2011)

Having said that, | have noticed some gender rlaéhavioural differences between male
versus female informants. There is no intentiogdaneralize my observation; however, the

female informants were briefer in giving their feadk, their voice volume was lower and to
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certain degree more reluctant to answer immedidtelyuestions than the male informants.
One female teacher even refused to participateh@svas uncertain whether she would be
able to answer the questions. Eventually, sherexfane to a male colleague, stating that he
is better qualified than she is. This seemed tined to the degree of female self-

confidence and their performance in public spaces.

With regard to female performance in public platles,research respondents (mainly male
respondents) have expressed an issue of less camhfEnale educators. The education
sector seem to be very popular career choice ar@ongle population. This is linked to fewer
working hours and more public holidays comparedtter public sectors in Kurdistan.

Female teachers seem to perform very well befamtirsg a family. However, the judgement

is made by some professionals that the moment aléeoolleague marries and gets children,
she neglects her professional duties, and hermmreeless competent than male colleagues.
This is mentioned without addressing the issuefératile employees conduct also most
household work and are required to fulfil tradisoustoms. For example, employed mothers
and sisters are expected to conduct the greateofplaousehold duties. This affects their

career and hence their capacity to develop further.

Moreover, | noticed frequent references to somerogtements related to gender stereotypes
in my data. For instance, girls’ attitude in sclsosl often understood to requioerrect’
behaviour, wherémistakes’are avoided. These notions refer to restrictechfernehavioural
codes, for example, setting boundaries to the @egirbeing in contact with others (Ismael &
Ismael, 2000), particularly with male friends/caligies. This is to prevent any possible
sexual relationship, which will be considered asigtake’that a girl would have committed
rather than a boy. In this respect, an educatigpector stated:

Gender sensitivity lacks amongst many of the teggcstiaff. This makes it difficult to
promote the idea of gender equality amongst pufilsmany schools, female and male
teachers have separated teachers’ rooms. If thesdeminant practice amongst
teachers, how would they be able to encourage theils to interact with each other

without putting any gender related boundaries? (Rag, 14.02.2012)

As is mentioned earlier, while the respondents wieoee comfortable discussing gender than
ethnic diversity, a number of teachers insistedl @ing class discussion that might be

constructed as political, religious or gender-edatemained problematic:
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Misunderstandings happen very easily in our comtyunif we talk about political,
religious or gender-related issues. Class discussi@y be counterproductive. For
example, if we talk about Valentine's day in classiay lead to misunderstandings...
even their families might interfere... So you camssly avoid opening any gender-
related topic in the classroom. (Ahlam, 18.02.2012)

Contrary to above mentioned educators' resenationcerning gender-related topics, the
advancement of gender equity requires specifioastio address deeply rooted gender
inequalities (Stromquist, 2006). The attitude afietion professionals does not seem to
address existing gender-based harmful practicEsiidish society (Begikhani et al., 2010).
When it comes to gender-related policies in edooathey needs to promote a mentality that
is capable of developing independent personaligtdad against injustices, including gender
related injustices. The section below discussesdtazation system as an example of school
policy to advance gender equality. It illustrates €ducation professionals' attempts to

reconcile tensions between private versus pulidicoiomy (Ismael & Ismael, 2000).

6.3.2 Mixed Sex Schools: a solution or a problem?

Co-educational or mixed sex school is considerethlgy writers as a step towards

balancing or normalizing the level of interacticgtween girls and boys through education
(Archer, 2004; Davies, 2008). This is a dominaentle in discussion about the new education
system in Kurdistan. In response to the que&tiohwhat steps schools need to take to
enhance the gender relationship, most of the irdotmhave raised the idea of co-education.

However, different opinions were given with regarexisting mixed sex schools:

From our experience of this school and through oigiag extra-curriculum activities,
we could notice a genuine participation from bogles in being successful and being
creative at the same time. This justifies thalsgand boys should study and perform
activities together as a part of further developthgir personalities and to get to use to
the idea of treating each other as normal as pdesif-oad, 13.07.2011)

Mixed sex schools are fewer in numbers comparédesingle sex schools in Kurdistan.
Before, it was rare to have mixed sex schools. @nkee informants suggested that even in
the mixed sex schools, there is not really a geninteraction between girls and boys:

There are still many single sex schools in theaegEven in mixed-sex schools, you

can see very often, where boys and girls are gigegparately. Sometimes, a girl would

16 Appendix 2 is the list of the interview questions
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sit only next to a boy who would be her brotheaalose relative. All these elements as
a reality in our schools make me doubt about the ob school in enhancing gender
equality. (Payman, 14.02.2012)

| have observed the same class setting as mentipnée above education inspector, when |
attended and observed a HRE class for grade five class was separated in three rows.
Although the school was a mixed sex school, yethénclassroom, most of boys and girls

were sitting next to the same sex.

With regard to the co-education system, not athefrespondents were in favour of this idea.

One informant has made clear of being against meesdschools:

In my opinion, mixing girls and boys in schoolsvi®ng. Particularly, when they are in
grades 6 to 12 (ages between 12 to 17-18 years|cdat) saying this based on my own
experience and having witnessed various problemsixed sex schools. The mentality
of our culture is not ready yet in mixing these seaes at such sensitive age. (Azad,
16.02.2012)

From information gathered during and after inteamggl was informed that mixed sex schools
are reducing in number in Erbil and its distridtkis is due to various problems that have
occurred in mixed sex schools, for example, roncaneliationships between girls and boys
that are not culturally accepted. One of the schdwdt | visited in the rural area was mixed
school; however, the principal of the school hdsrimed me that from next school year the

school will become a single sex school as it wdsrbe

6.3.3 Relations between school and families

The data from this thesis reveals a sensitiveiogighip between schools and pupils’ families.
During the interviews and informal conversationvaducation professionals, reference was
made to the need for families’ cooperation withasith. This cooperation is viewed as
necessary in order to establish a comprehensiv@agip, particularly when dealing with
gender issues. The support of families is undedstode critical to implement school

policies:

The school environment is closely linked to théucalthat exists within families of
pupils. The role of school is to create a bridges@mding our messages to families in
order to work as a team so to educate the youngrg¢ion. We cannot encourage
pupils to be free and to support them in changhegrtmind-set in terms of gender
relationships, without having established a goddtienship with their families.
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Otherwise, we would create only more problems torpupils, which may lead to make

them live in two different worlds. (Fawzi, 140.212D

Fawzi continued and told a shocking story of astiavho committed suicide after her
brother prevented her from joining her classmatea school visit. He suggested that the case
raised fundamental questions about societal retiogrof girl's capacities, as well as

guestions about home-school communications:

To mention an unfortunate example of prevailingliianal norms that restricts girls’
freedom. Yesterday, a young girl, aged between7lyears old, committed suicide by
burning 65 percent her body. She did it becausebhather did not allow her to join

her classmates in an out-of-school visit. This In@spened in another school than ours
though... This is a classic example of lack of campation and cooperation between
schools and families in grasping the role of schenad various activities that may take

place as a part of the curriculum. (Fawzi, 14.02.2pD

It appears that families have a remarkable infleemrc the level of freedom that their
daughters have at schools. Some families seemj@atdb school practices. For instance, the
placement of their daughters next to a boy in taestoom. Consequently, this creates
challenges for schools. Different educators repiatated the fact that families’
involvement creates obstacles for schools. Oneoregnt expressed concerns that there is a
gap between schools and families, which they ditaistible to breach:

| think that we need to start at home, within faesil we need to start to treat our girls
equally and to enhance their self-esteem. Thisvisra important factor in my view. As
teaching staffs and schools, we cannot thus faalbtke wall between schools and
families. (Hasan, 13.07.2011)

In a patriarchal and traditional society as the oihkeaqgi Kurdistan, gender-related issues are
still viewed as a private matter. As the data destrates, schools seem to have limited
influence to intervene in what is perceived as famiisiness, when it comes to gender-
related matters (Ismael & Ismael, 2000). Yet fasibften see involvement or intervention

in school policies related to gender as their right

6.4 Summary

By drawing on the perspectives of education prodesds, it would appear that the practice of
HRE is not effective due to ill-equipped and inadkgly trained teachers. On top of this, the

education sector faces serious challenges in tefineman and material resources to work
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towards implanting the various elements identifirethe new curriculum document. Lastly, a
prevailing social climate where considerable inditjga remain between women and men
and with a the growing gap between social classssn to work against educational
capabilities.
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7. Concluding remarks

As discussed above, HRE has potentials to enhamaeness of human rights and
fundamental freedoms through education and traiiiiid, 2011). Moreover, HRE is not only
about raising awareness, but it is a tool for engrovent. It is meant to enhance skills to
demand and to practice fundamental human rightgiptes, including respecting diversity
and women’s human rights. Thus, education has@atmole to convey knowledge about

human rights and facilitate skills to practice theghts.

This thesis sought to examine the education primfieals' understandings about HRE and its
potential to promote gender equality in Iragi Kstdn. Claiming rights implies knowledge
about rights, yet, as it has been noted, teaclppesaa to be ill-equipped to address this
subject matter. Lacking specific training and ofiagpin a social climate where considerable
gender inequalities persist, put additional pressur professionals to internalize human
rights values (Banks, 2009).

7.1 Reform in gender relationships

In general terms, Kurdish girls and women do ngbepersonal autonomy, and by this |
mean substantive freedom. This has impact on tigentreaning of gender equality.
Increasingly, there are many girls and women thakvwand are visible in the public sector,
yet they appear to function according to gendemeefstereotypes. They may be highly
educated, yet, they are restricted by traditiooahrs.

Throughout this thesis, | have attempted to argaedducation may play a crucial role in
encouraging alternative ways of being and choidaislware not so tightly constrained by
gender. Next to that, reform in education needsd¢as on creating educational capabilities:
gualified and autonomous individuals that will H¥eato ensure own socio-economic status
independently. As it has been argued above, HREpast of education system and through
capability approach framework (Nussbaum, 2000a; $@99), has potential to foster the

understanding of equality and substantive freedothis regard.

7.2 Ways forward

The professionals’ feedbacks indicate potentialdRE of having a positive impact on the
attitude of the educators and learners. Howeveenirattention needs to be given to
textbooks, pedagogy, teaching methods (particigptteachers training and assessment
procedures in order to provide appropriate supjooitachers. Education professionals need
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to incorporate child rights as an essential feabfitbe curriculum as well. Moreover, HRE
teachers need to recognize their crucial role asaators for human rights (Flowers &
Shiman, 1997). Advocacy is required to addresserstelated to justice and equality,

including gender equity.

One critique of the current approach is that HREanool is taking place in a vacuum,
without sufficient attention to measures beyonddtigool. Therefore, long-term action plans
may include the establishment of a system wheredslare linked to other social services to
provide appropriate assistance to learners in reaagh as: childcare services, police, health
sector, and women'’s shelters. Most of these seswdaaently have their own shortcomings.
However, a good quality of education requires mmcine than providing theoretical
information from textbooks. Also, a fuller use o¥ Bnd other media may influence families

and invite them to work in partnership with schools

7.3 Concluding remarks

There may be no short cuts or best practices modgeksent when it comes to foster gender
relationships through education. This is partidyl#re case in a patriarchal system with rigid
gender roles. Nevertheless, culture is not statitiis subject to change. If the Kurdish
policy-makers and women activists are willing tqgplement progressive changes with regard
to gender relationships, then, it is importantiplere areas that reproduce inequalities. This
will require genuine commitment from decision-maker make resources available in order
to explore and combat gender inequality. The edutaector can contribute to provide
knowledge and expertise in exploring gender inatjealand assisting with suggestions to
combat these inequalities in other areas of sadityvever, a more comprehensive action

plan is needed, where education and HRE are placee centrally within the bigger picture.

As a final note, the research field about HRE setenmve rather a young status, particularly
when it comes to HRE's contribution to gender gquiherefore, more research in this regard

deem to be necessary.
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Appendices

Appendix 1: Consent Form

Consent Form for research interview

Name of the College: School of Business and S&uances//Department of Teacher
Education

Name of the Program: MSc Human Rights and Multigalism

MScr candidate: Chalank Yahya

MSc supervisor: Audrey Osler

Purpose of Research

The purpose of this thesis is to develop an undedshg of the role of HRE as a mechanism
towards human rights standards and a human rightse€ and particularly towards gender
equality in Kurdistan-lraq and in schools withire tiregion.

Specific Procedures

You are being invited to take part in a researadystBefore you decide whether or not to
take part, it is important for you to understandyuie research is being done and what it will
involve. Please take time to read the followingpmiation carefully.

Duration of Participation
It will take about 20 minutes to answer the intewiquestions.

Confidentiality

Your privacy will be fully protected throughout tirgerview. The content of the interview

will remain confidential between you the intervienend me the researcher. | will anonymise
any data | use from this interview, so that yourzdrbe easily identified in my research
report. | will not use your name but will give y¢and any school you refer to or work in)
pseudonyms, so protecting their identities.

Voluntary Participants
In this research project you are totally free tdipgpate or not. If you choose to participate, ,
you are free to withdraw from the interview at dimye you wish.

Recording

| may ask you if | may record the interview. Thesniot essential but it will enable me to keep
a precise record of your views. Again you are feeehoose. Please be assured that | will
keep the recording safe and confidential.

Research report
| am writing a dissertation which is due to be ctetgd in summer 2012. | also plan to write
a short summary report which | will make availatdeesearch participants if they so wish.

Contact
If you have any questions with regard to this redggplease do not hesitate to contact
Chalank Yahya, on telephone number +4798621091i).echalank@hotmail.com
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You are also free to contact my supervisor, Prafiedsidrey Osler, email:
a.h.osler@leeds.ac.uk

| HAVE HAD THE OPPORTUNITY TO READ THIS CONSENT FQW ASK
QUESTIONS ABOUT THE PURPOSE OF THIS INTERVIEW ANDAM PREPARED TO
PARTICIPATE IN THIS PROJECT

Participant’s name rigire Date

Master Candidate’s name Sigirea Date

| would like to receive a summary research repdrenvthe project is complete in summer
2012
Please send it to email:
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Appendix 2: Interview questions

1. What is your profession and how long have you heerking in this field?

2. Do you think the school has any particular resgumlityi concerning the future
development of Kurdish society? If so, what?

3. What do you think of the new education system imdi&tan? Do you think this
reform meets the educational needs in the region?

4. Are you familiar with the school reforms as thelate to citizenship education and
human rights education? And what do you understgritiuman rights education’?

5. What do you think human rights education can cbuata to either elementary and/or
secondary schools?

6. What do you think are the specific needs of Iragid{stan as a post-conflict society?

7. What do you see as the role of schools in educ&tindiversity/ for a multicultural
society?

8. What do you see as the role of schools in reldtagender relations/ equality?

9. What are the particular steps you would like totséen in schools in relation to
addressing gender equality in Kurdish society?

10.What do you see as your own role concerning geegieality in the classroom?

11.What the limitations are of schools vis a vis workgender equality?

12.1s there anything about your own experiences (peisar professional) / your own

identity which leads you to your particular viewpts?
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Appendix 3: List of research participants”’

No. | Participa | Sex | Religious Professional role Interviewed
nt tradition/ ethnic date
background
1 Kamaran | M Muslim/Kurd General school 12.07.2011
inspector
2 Kawthar | F Muslima/Turkmeni School inspector - 12.07.2011
an student counselling
3 Foad M Christian Principal of a model| 13.07.2011
school and school
inspector
Asem M Muslim/Kurd Teacher (Arabic) 13.07.2011
Hasan M Muslim/Kurd Principal in rural 13.07.2011
school
6 Sarkawt | M Muslim/Kurd Acting principal and | 13.07.2011
sport teacher in rural
school
7 Payman F Muslima/Kurd School inspector; | 14.02.2012
social studies and
HRE, grades 1 - 6
8 Fawzi M Muslim/Kurd Teacher social studies4.02.2012
and HRE, grades 7 -
12
9 Sawsan F Christian Teacher social studid$.02.2012
and HRE, grades 7 - 9
10 | Azad M Muslim/Kurd School inspector; 16.02.2012
social studies and
HRE, grades 7 - 12
11 | Sherko M Muslim/Kurd Teacher social studig$8.02.2012
and HRE, grades 1- 6
12 | Ahlam F Teacher social Teacher social studies 18.02.2012
studies and HRE, | and HRE, grades 7 - 9
grades

Kamaran is an administrative education inspector. HeNuslim Kurd. He oversees several

schools for grades 7-12 in Erbil and districts abthe city. His task is to control these

schools and to meet regularly with the principaladministrating the schools. He has worked

as an administrative education inspector for 5yyaad was a teacher and principal for 23

years before taking up his current position.

Kawthar is an education inspector, specializing in so@gehological support for schools in

Erbil. She is a Muslim Turkmenian. Her task is todg principals and pedagogical

Y The research participants are given pseudonyms in order to protect participants’ anonymity
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counselors in schools in dealing with problemstegldo pupils, and to support teachers and
family of pupils. She has worked for 5 years in tigment position and before that she
worked as pedagogical counselor in schools forelss,

Foadis a principal in one of the special model schfats Erbil. He is a Christian. He is also
an administrative education inspector, even thaughaging this school is his main task for
the time being. The school is located in Ainkawg& haistian small town attached to Erbil. It

is a mixed-sex school. In total, he has workedhenfteld of education for 18 years.

Asemis a teacher of Arabic language in a school latate village nearby Erbil. He is a
Muslim Kurd. He teaches for grades 7-12 in a miger-school. He has been working as a

teacher for 13 years both in urban and rural areas.

Hasanis a principal in a school located in a villageside Erbil. He is a Muslim Kurd. He
has worked as school principal for 6 years in $kisool, which used to have a mixed-sex
population, but now is changed into two shifts: sh#t for boys and the other one for girls.

Before that, he used to be a teacher for 14 years.

Sarkawt is a principal assistant in the same school aatiasnd teaches sport. He is a

Muslim Kurd. In total he has worked in education Soyears.

Paymanis a specialized education inspector of socialisgifor grades 1-6, including
overseeing HRE subject. She is a Muslim Kurd. Fge&s, she works in her current position
and before that she has worked as a teacher fgedrs.

Fawzi is a teacher in history, who teaches HRE for ggatdand 10. He is a Muslim Kurd. He
teaches in one of the special model schools in Hrai is mixed-sex for grades 7-12. He has

worked as a teacher for 11 years and taught HREhéolast 5-6 years.

Sawsanis a teacher in social sciences and teaches HRitdde 7. She is a Christian. She
works in a school in Ainkawa, which is for girlstiveen grades 7-9. She has been working as
a teacher for years and for the last 5 years shi¢dought HRE.

Azad is a specialized education inspector of sociarsms, including HRE, for grades 7-12.
He is a Muslim Kurd. For 17 years, he has workedrasducation inspector. He gives also
pedagogical and HRE training for recently graduatedhers.

" In Erbil and other towns in the KRG region, a limited number of special model schools exist. These schools are
a bit different than ordinary ones. It usually has a mixed-sex schooling system. The enrolment requirements are
based on pupil’s grades. Pupils who are admitted in these schools should have a minimum grading average.
These schools focus on extra-curriculum activities and pupils are expected to obtain a high score in all subjects.
The aim behind these schools is to gradually introduce mixed-sex schools with a good quality of education.
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Sherkois a teacher for social studies and teaches HRgré&ale 5. He is a Muslim Kurd. He
works in a special model school for grades 1-9cWig a mixed-sex school. The school has
thus far developed as far as until grade 7. HenNmked as a teacher for 19 years.

Ahlam is a teacher for social studies and teaches HRgr&ule 7. She is a Muslima Kurd.
She works as a teacher in a small town outsidd,Evhich is a mixed-sex school. She

teaches for 4 years now and she has experiergreiny HRE subject since 2 years.

For a qualitative case study such as this (Cohah,&£011), the sample is sufficiently

diverse and represents the voices of staff ireckfit roles.
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Appendix 4: Interview example

Interview with Payman (14.02.12):

Specialized school inspector in social studies AR for basic schools (mainly old system’s

elementary schools: grades 1-6). The research @gpgnt is a female, Kurdish Muslima.
1. What is your profession and how long have you beeorking in this field?
A: 1 am a school inspector for classes in sociadlists and HRE for grads 1-6 (old elementary
school). | have this position for 8 years now, aefbre that | have worked as a teacher for 11 years
2. Do you think the school has any particular respobsity concerning the future development

of Kurdish society? If so, what?
A: There is no doubt that schools should play somiale to advance the quality of science and
civilization in society, which both are very muckeded in Kurdistan. However, the school has not
been able to play such vital role thus far. Regaslthe current efforts of modernizing the schaplin
system, we face many shortages in terms of sclgdites, education experts, capacity building.
3. What do you think of the new education system inrlistan? Do you think this reform meets
the educational needs in the region?

A: As a system, it is not bad. It is good to reviemd renew the education system as it was very
much needed. However, this reform process showd haen occurred gradually and step by step.
Prior to change the system, the focus should haea brst on enhancing teachers's capacity and
schools facilities/services. Right now, the refgmcess is under implementation with many
shortages, which have caused chaos and confusiongateducation professionals and pupils and
their families. We witness now current demonstragiperformed by pupils in various towns in
Kurdistan. This is due to lack of understandingutibe new education system.
4. What do you understand by ‘human rights education’?
A: Of course, human rights and HRE as such are mgpgrtant to know about and to be aware of.
Especially, in our society and due to past expesgsrof various conflicts and violations, we need to
be educated about our rights. Our society is dezerlildren, women, men and so on. Each of us
need own rights and also to understand own rigidshaw to claim them. However, HRE as a
subject in our education system does not gain sthrattention as it should be. We lack expertise in
this field and we do not have specialized teacteetsach HRE classes. For the time being, there are
teachers mainly from social studies, who are ims¢alito teach this subject. Their understanding of
HRE may be different, as they may understand atedgret the topic differently. At this stage, the
guestion remains as to what extend are our cureashers able to convey the HR message to

pupils?
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5. What do you think human rights education can corttrite to either elementary and/or
secondary schools?

A: When we reach the level of enriching the contdiRE in our education system and having
well qualified teachers to offer this class, theik be no doubt that the HRE will have a very
positive impact on pupils and schooling environmétdwever, as | said earlier, the topic is not
given so much attention as it should be for thestbaing.

6. What do you see as the role of schools in relattorgender relations/ equality?

A: When it comes to the gender relationship, thestis strongly linked to the norms and
traditions that dominate the society. The dominahiies and traditions of families cannot be
challenged and changed that easily in schools., Asoder sensitivity lacks amongst many of
the teaching staff, which makes advancement of geaguality difficult. There are many
schools, where female and male teaching staffs tvavaseparate teachers’ rooms. If this is
still a dominant understanding amongst teachens,iould they be able to approach their
pupils in terms of treating each other equally emdupport the idea of mixed sex interactions
amongst pupils. There are still many single sexslsh even in mixed-sex schools, you can see
very often, where boys and girls are sitting sejgdyaSometimes, a girl would sit only next to
a boy who would be her brother or a close relai\ethese elements as a reality in our
schools, it makes me to doubt about the role abaicim enhancing gender equality.

Another point that | would like to raise, althouitji’s not directly linked to your questions, but
it relates to gender relationship is lack of scedot female unaccompanied minor prisoners in
Erbil. The reason for this is that the buildingkadacilities to provide classes for these
convicted girls. However, teaching classes ardabla for convicted unaccompanied minor
boys, who stay in another building.

7. What are the particular steps you would like to da&en in schools in relation to addressing
gender equality in Kurdish society?

A: It is difficult to answer this question, as Ig@arlier: schools are strongly influenced by grg
norms and standards within families and society tise&refore, it is hard to see what school can
do in addressing gender equality.

8. What do you see as your own role concerning genelguality in classroom?

A: My role as a teacher/school inspector is tottneya colleagues equally regardless their sexey. | t

to touch upon equality aspect when | give speegupls during my school visits. However, this is

only a very modest role that | can play, withoubwimg if | would succeed on this matter or not.

9. What are limitations on schools vis a vis work oargler equality?
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A: The most obvious limitation is the deeply rooteatlitional norms that control the min-dset of

many teaching staff and families. It is very ditficto break these norms. Schools are strongly

linked to norms that exist within families.

10. Is there anything about your own experiences (pmral or professional) /your own identity
which leads you to your particular viewpoints?

A: I may have sounded negative in providing to yopfeedback, but this is based on my

experience in education sector. The mind-set okouatiety is not ready yet for a deeply rooted

reformation in relation to the role of women versusn in our society.
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Appendix 5: Human rights education in Kurdistan-Iraq: can it promote gender equity?

Teaching Citizenship Journal

Theme: International perspectives

Chalank Yahya reports on the potential
of Human Rights Education to contribute
to democracy, development and social
justice — specifically gender equity — in
the autonomous region of Kurdistan-rag.

cross the globe, education is

to contribute to the processas of
demuocratisation and develop-
ment. In post-conflict socistias,
programmes of citizenship educa-
tion and human rights education
|HRE]) are often introduced with
the express aim of developing
skills for learning to live together,
enabling students to recognise
and practice principles of justice
and peace. Here | report on my investiga-
tion of the potential of HRE in schools to
contribute to democracy, development and
social justice, specifically gender equity, in
the autonomous region of Kurdistan-Irag. [
sought to explore education professionals’
perspectives on whather HRE can serve as
a transformative tool in promoting human
rights standards, specifically those relating

such as exists in the region

The context

Kurdistan-Iraq is often referred to as tran-
sitional or post-conflict society. The region
experienced considerable conflict and

early years of the bwentyfirst, resulting in
severaly damapged infrastructure at home
and a notable Kurdish diaspora across the
globe Kurdistan-Iraq gained ad hoc autono-
my in the aftermath of the Gulf War in 19491
|Stansfield, 2003). Since 2003 and particu-
larhy with the new Iragi Constitution [2005)
further political developments mean that

recognised as having the potential

to gender equality in the context of diversity

instability in the later taentisth century and

Human rights education
in Kurdistan-Iraq
Can it promote gender equity?

We need to
acknowledge
the reality that
tribalism plays
a big role in our
Kurdish society,
in combination
with traditions
and religion...
Women are
viewed as
second-class
citizens and
sometimes
used as a
commodity to
be exchanged
in marriage
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today the Kurdish region is recognised asa
constitutional entity within the federal State
of Irag, enjoying internal political, socio-eco-
nomic and judicial autonomy (Constitution,
200c). Daspite the rapid political devalop-
ments of the last two decades, the region
nevertheless continues to feel the impact of
instability in neighbouring jurisdictions |in-
cluding the current civil war in Syria) aswell
as on-going tensions with Baghdad.

Aswell as political challangess, the
Eurdish region faces on-going socio-
economic and cultural challenges, includ-
ing gender inequality and gender based
violence. Since the 20008, civil society
networks have increased their activities
and put pressure on the local authorities to
address gender inequality One key arsa for
devalopment is the role of formal education
and specifically schooling in equipping the
young generation with skills to learn to live
together in a peaceful and inclusiva way.

Educational structures in Knrdistan- Irag
have been shaped by the Iragi education
system, since the region was administerad
by the former Iragi regime for decades. Iragi
education was considered to be very good
until the beginning of the 1980s. However,
on-going conflicts and the former author-
ity's emphasis on military expenditure have
negatively influenced education quality.
Curricula were not updated or brought in
linewith international standards and the
maintenance of schools was neglectad
(UNESCO, 2010)

With the emergence of the Furdish
administration, steps were taken to Improve
education in the region. In 2009, the Kurdish
education system underwent a reform pro-
cess [Curriculom, 2009) This reform extend-
ed the number of years of basic compulsony
schooling and introduced two new subjects,
citizenship education and HRE,
into the curriculum.
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Chalank Yahya has an MSe in Human Rightz and Mulfoufuralism from Buskenud
Liniarsity Collage, Nonway. Har ressarch in Kurdistan-irag was supported by a

scholarsing from the Falstad Cantre.

Education and gender equality

It iswidely recognised that schools both
produce and reflect broader social norms
and inequalities, related, for example, to
poverty, structural inequalities, historical
disadvantags, institutional discrimination
ofwomen and minorities, gender-based
violence and traditionzl practices which
harm or impact unjustly on women and
girls [TomaBaevski, 2005).

Gender equality initiatives are prem-
ised on tha belief that education can en-
able equity bebweaen diverse social groups
and bebween the sexes (Stromaguist, 2006).
Education is not marely knowladge produc-
tion, but an instrument o enable critical
thinking and the changing of mentalities
[Freire, 1970). My interest is not only in
formal equality [parity in access and partici-
pation rates), but also in substont e equal ity
|equal opportunity in and tfrough education)
|Subrahmanian, 2005}

The nght to human rights education
While the nght to education is commonthy
understood, the concept of the right to HRE
tends bo be less familiar, even among educa-
tion professionzls and policy-makers [(Osler
and Starkey, 2010). The right to HRE is set
oot in the 1048 Universal Declaration of
Human Rights [UDHE] which underlines ‘the

dignity and worth of the human person’ and
'the equal rights of men and women'. Article
26 ofthe UDHR specifies the aims of educa-
tion, which include also the right to learn
about human rights and fundamental free-
doms. This is the first internationzal official
articulation of the right to HRE. This right
isconfirmed and explicated in subsequent
human rights instruments, including the
1989 Convention on the Rights of tha Child
[article 20). The maost recent HRE instrament
is the United Mations Declaration on Human
Rights Education and Training (2011} which
strengthens the international commitment
to homan rights norms and to enacting these
norms through education [N, 2011).

Human rights education and gender

I set out to investigate teachers’ and
educational professional’s perspectives on
HRE and its implementation in Eurdiszan-
Irag focusing specifically on gender
relationships. [ conducted semi structurad
interviews with 12 edocation professionals,
and engaged in some classToom
observations. All participants were from
the Erbil governorate. My research took
place in July 2011 and in February 3012

I discuss below some key findings from

the project. )
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it is difficult,
for example,
to encourage
boys and girls
to sit next to
gach other

in school, if
parenis object
and if male
and female
teachers
choose to
have separate
staffrooms
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Theme: International perspectives
Human Rights Education in Kurdistan-Iraq / Chalank Yahya

Tensions between the understanding ond

the practice of homan rights edocation
Generally speaking. respondents place
censiderable emphasis on the role of human
rights in creating a just and sustainabla
society. They recognise the importance of
human rights but express concerns both
about the nnderstanding of human rights
in contamporary Kurdish society and about
teachers' limited knowledge and lack of
training in human rights education. “In
general not only in Eurdistan, but across
the Middls East, we are not aware of our
rights. We do not really undarstand what
s meant by human rights. Therefore a
good awareness campaign is nesded” [male
education inspector, 2011).

Despite the new emphasis on HRE in the
20009 curriculum reform, the new subject
[acks trained teachers. The HRE texthooks
seam o be dry in terms of content. Thay
contain long extracts from international
instruments, such as the UDHE, but with
little or no guidance or explanation as to on
what they mean or how they might be made
arcessible and relevant to studants: "HRE as
a subject in our education systam does not
have as much emphasis az it should We lack
expartise in this discipline and we do not
have specialized teachers. For the time being,
social studies teachers are instructed to
teach this subject. ... The guestion remains:
towhat extsnt are our current teachers able
to convey the human rights message to
pupils?™ [female social studies teacher, 20137).

Amnother challenge raised by a number
of raspondants is that of teaching rights in
contexts inwhich rights are denied, both in
society and in school. Efforts to reform the
education systam hawve occurred rapidhy, and
in many places, school bulding programmes
and the provision of basic facilities have not
kept pace with demand. So many children
are forced to study in poor conditions where,

We need to
i start at home,

within families
... We need

to start to
ireat our girls
equally and to
enhance their
self-esteem

10/ Teaching Citizenship | ls50e 35 Sprng 2013 www teachingebiresship o uk

in winter, schooks may have to close becanse
of inadegoate lighting or heating

In order to bring the subject alive, a
number of respondents suggested more
active learning methods, including proup
wortk, the use.of stories and the involyement
of non-governmental organizations to help
teachers make the link between human
rights principles and everyday experiences.

Religion, tradition and gender equality
Parhaps the greatest challange in realising
substantive gender aquality arein
addressing harmiful cultural practices,
overcoming the infiuence of conservatve
religious leaders and tribalism in the
mindset of local commumities. A number
of respondents ex pressed their frustrations
in addressing gender-related issues. It is
difficult. for example, to encourage boys
and girls to sit next to each other in school,
if parents object and if male and female
teachers elect to have separate staffrooms:
“We need to acknowled ge the reality that
tribalism plays a big role in our Eurdish
society, in combination with traditions and
religion, which all work against tha idea

of gender equality Women ars viewed as
second-class citizens and sometimes usad as
a commeodity o be exchanged in marriags™
{male education inspector, 2011).

Whilst respondents stressed the role of
school in creating a bridge to reach children's
families, they faced many obstacles in
challenging traditional and religicus norms:
“[ think that we need to start at home, within
families. We need to start to treat our girls
equally and to enhance their salf asteam.
This is a wery important factor in my view
Az teaching staff and school, we cannot
thus far break thewall batween schools and
families” [male teacher, 2001
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Mixed sex schools: a solation or a problem?

In response to the question ofwhat staps
schools need to take to enhance equality

in gender relationships, most respondents
raised the idea of co-education However,
different opinions were given with regard

to existing mixed sex schools: “From our
experience of this school and throwgh orgz-
nizing extra-curricnlum activitias, we notice
agenuine increased parricipation from both
sexes in being successil and being creative
This justifies that girls and boys should study
and perform activities together az a par of
further developing their personalities, ges
ring used to the idea of trearing each other
normally™ [male school principal, 2011).

Diespits thare being relatively few mixed
sex schools, some respondents expressed
rezarvations conceming the idea of girls
and boys studying together: “Cur culture is
not ready yet in mixing these two sexes at
this sensitive age |teenags]. I can bring you
to a mixed-sex school and just look at the
walls in classes; it is all filled wp with love
messages between boys and girds... They do
niot understand yet how to trear each other
raspectfully s a sister-brother or as just
friends. A5 3 result the numbers of mixed-
sex schools are decreasing day afterday ..
Many parents are against the idea of zand-
ing their daughters to a mixed school, aven
if it is close to home” [male HRE education
inspector, 2003).

In a fast-moving economic and social
climate it is important that Eurdistan-lrag
is able to make best use of human resources,
ezpeciafly the contribution women and girs
can make to strangthening democracy and
development. [ suggest HRE can contribute
by enabling all citizens, young a2nd old, to see
how all can benefit by applying the princi-
ples of solidarity and equity Yet the Eurdish
povernment will need to listen to profession-
als and engagewith their concems if the new

HEE subject is to be successfully implement-
ed Gendereguity is pot just about women
and girls, it is rather a holistic approach in
addressing social justice for the benefit of
all |
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Teachers’ understandings of democratic
participation and gender equity in post-conflict
Kurdistan-Iraq
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Abstract

This paper examines tensions in implementing human rights education (HRE) in schools in
Kurdistan-Iraq, both for teachers and for policy-makers, juggling nation-building and its application
through schooling and child rights. We draw on documentary sources and fieldwork in two
governorates, including classroom observations and interviews with education professionals. The
UN Convention on the Rights of the Child confirms the right to HRE, including learning to live
together, stressing gender equity. In practice, rights operate in tension and may be denied in societal
contexts where conservative, patriarchal values prevail. We report on teachers’ attempts to

reconcile tensions while facing limited resources. HRE is often perceived as low-status and taught
without adequate consideration of everyday rights denials. Nevertheless, HRE is fundamental to
democratic development and social justice and can equip citizens with skills and attitudes for a
cosmopolitan worldview and peaceful development. Potentially, HRE can contribute to learners’
self-empowerment and gender equity.

Keywords:human rights education, democratic participation, gender equity, education policy,
post-conflict

Introduction

This paper examines the tensions and challenges facing schools in implementing
human rights education (HRE) in the autonomous region of Kurdistan, Iraq. Across
the globe, both international organisations and governments recognise the potential
of education to contribute to the processes of democratisation and development.

In post-conflict societies, programmes of citizenship education and HRE are often
introduced with the express aim of developing skills for learning to live together and
the peaceful resolution of conflicts.

The current unified Kurdistan Regional Government (KRG) administration was
established following the 2005 Constitution of Iraq which established Iraqi Kurdistan
as a federal entity. After 2006 the KRG focused on developing Kurdistan’s economy
and infrastructure, and in 2009 turned its attention to educational reform. This reform
extends the number of years of compulsory education from six to nine, introduces

new learning objectives, and places greater emphasis on human rights and democratic
citizenship, making a specific commitment to gender equity. In implementing

the reform, we suggest the KRG is not merely recognising the potential of education
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to contribute to immediate and longer term economic and social development, but
is also acknowledging the critical role of education in creating a just and sustainable
democracy in which the rights of traditionally disadvantaged and vulnerable groups
and individuals, including women, children and minorities, are protected.

We understand education policy as a dynamic process in which teachers, administrators and students
are actors. These various actors can support, subvert, or undermine the original goals of policy-
makers, both unintentionally and/or deliberately. Our programme of research therefore not only
focuses on policy documents and text books, but extends to an examination of the perspectives of
teachers, school administrators and school inspectors. In this paper, we focus on professionals’
perspectives and on their understandings of democracy, development and human rights, specifically
human rights education and gender equity. We argue these perspectives are critical to a proper
understanding of the impact of education reform and its impact on young people, schools, families and
communities. If the KRG is to be effective in realising democracy, development and equity through
education, professionals’ experiences, needs and understandings need to be taken seriously. Their
insights enable us to identify appropriate strategies and plans to strengthen democratic dispositions
among the young.

Education policy reforms in a post-conflict context

Kurdistan-Iraq experienced considerable conflict and instability in the later 20th century and early
years of the 21st, resulting in a severely damaged infrastructure at home and a notable Kurdish
diaspora across the globe. The conflicts which have impacted on Kurdistan include: a long history of
border disputes with Iran; the Iran-Iraq war (1980-1988); and the Anfal genocidal campaign against
the Kurds (1986—-1989) led by the Iraqi military under Saddam Hussein. The year 1991 saw the Gulf
War, followed by the Kurdish uprising, resulting in mass displacement and a subsequent humanitarian
crisis. The uprising was followed by a brutal crackdown on the Kurdish population, the later
withdrawal of the Iraqi administration and military, and an Iraqi internal economic blockade. At the
same time, between 1990 and 2003 the region suffered the consequences of UN sanctions and an
international embargo against Iraq (McDowall 2003; Yildiz 2004).

From 1991, the region gained ad hocautonomy (Stansfield 2003) and in 1992 a regional government
was established, following a closely contested and inconclusive general election. But the Kurdish
leadership was responsible for further difficulties. The rivalry between the Kurdistan Democratic Party
(KDP) and the Patriotic Union of Kurdistan (PUK) resulted in a de factopartition of the region
(McDowall 2003). By 1994, power-sharing agreements between the parties had broken down, leading
to civil war, referred to in Kurdish as ‘brother killing brother’ (brakuzhi) Open conflict between the
KDP and the PUK was brought to an end under the 1998 Washington Agreement. Nevertheless, the
civil war and conflict between the two dominant parties have shaped contemporary Iraqgi-Kurdish
politics (Stansfield 2003).

Following the 2003 invasion of Iraq and subsequent political changes, it is the 2005 Constitution of
Iraq which defines the internal political, socio-economic and judicial autonomous governance of
Kurdistan. The current unified Kurdistan Regional Government (KRG) operates a power-sharing
agreement that was introduced in 2009. The federal region, comprising three governorates, Erbil,
Sulaimaniyah and Duhok, borders Iran to the east, Turkey to the north, Syria to the west and the rest
of Iraq to the south. The region continues to feel the impact of instability in neighbouring jurisdictions
as well as on-going tensions with the Baghdad government, fuelled by concerns over disputed areas,
including Kirkuk. An opposition movement Gorran (Change) challenges the power-sharing
arrangements, placing substantive democracy on the political agenda.

It is within this complex post-conflict context that education reforms are being implemented. In the
immediate pre-conflict era, Iraq had a leading regional position in school enrolment and completion
rates (UNESCO 2010). But Kurdistan-Iraq’s infrastructure, including educational infrastructure, was
adversely affected by the conflicts. Some 14 years after the civil war, there remains considerable
pressure on the system, with insufficient school buildings and continuing and notable disparities in
basic facilities between urban and rural areas. There are still huge challenges in providing appropriate
facilities to meet students’ needs in a fast-changing socio-economic and political context.

The challenge for education policy-makers is not only to make good the damaged educational
infrastructure and ensure that schools are staffed with effectively trained teachers. It is also to ensure
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appropriate educational measures to support other societal priorities, such as anti-corruption
measures and guarantees for the rights of women and minorities. Education needs not only to prepare
young people for successful economic integration but also to play a full and active part in shaping
society in accordance with democratic ideals that embody equity and social justice. In other words, the
education system, and schools in particular, have a key role to play in strengthening democratic
development and human rights.

The conflict had a disproportionate impact on women and children and on educational opportunities
and facilities in Kurdistan-Iraq. Before the conflict, girls across Iraq already had lower school
enrolment and attendance rates than boys (UNESCO, 2003). Following the conflict, the majority of
internally displaced persons were women and children, with some 50 percent of the most vulnerable
children unable to access schooling according to UN reports (UN-HABITAT 2001; UNDG/World Bank
2005). In this respect, Iraq, including the autonomous region of Kurdistan, reflects a wider regional
and global picture of discrimination and disadvantage faced by women and girls. Security problems
may place girls at a greater risk of gender-based violence (Harber, 2004), for example, in travelling to
school, further impacting on school attendance.

In 2000 the world’s nations made a promise to free people from extreme poverty and multiple
deprivations. This pledge was formulated into eight Millennium Development Goals (MDGs). Two
goals aim specifically to address gender equity in education, recognising that challenges remain at
different points throughout the system. MDG 2 is to promote universal primary education and MDG 3
is to promote gender equality and empower women (MDG 2000). Girls from the poorest households
face the highest barriers to education with subsequent impacts on their ability to access the labour
market.

The UN Girls’ Education Initiative (UNGEI) is a specific project to operationalise MDGs 2 and 3.,
Effectively, education is recognised as a prerequisite for sustainable human development (UNGEI
2000; WEF 2000). These initiatives are concerned with enacting international human rights
standards on gender equality, including the Convention on the Elimination of all Forms of
Discrimination against Women (CEDAW) (Article 10) (UN 1979) and the Convention on the Rights of
the Child (CRC) (Articles 2 and 28) (UN 1989), which confirm the equal rights of girls and women in
education.

The MDGs seek to realise both gender parity in education through formal equality(parity in access and
participation rates) and substantive equalitiequal opportunity in and througheducation) (Subrahmanian
2005). In Kurdistan-Iraq, some steps have been taken to guarantee formal equality in access and
participation rates. Since 2006, the KRG has put arrangements in place to enable young women who
were not enrolled at the standard age, or who had their education disrupted, to continue or restart
schooling. The education reform states:

schools or classes will be opened for accelerated learning programmes. Students should not
be younger than 9 for boys starting at grade 1 and not older than 20 whilst the girls should
not be younger than 9 starting at grade 1 and not older than 24 (KRG 2009, 13, Article 15).

This provision recognises the traditional disadvantage that girls experience in Kurdistan-Iraq
(Griffiths 2010; UNICEF 2010, UNESCO 2011) and thus creates some flexibility by extending the age
range within which women can complete schooling.

We are interested in exploring the contribution that HRE might play in realising substantive equalifyin
education and through education, by examining professionals’ understandings of human rights and
HRE. The right to education is insufficient in realising gender equality since here we are concerned
largely with equivalence in enrolment and completion rates between girls and boys. By focusing on
rights in education (guaranteeing achievement and learning outcomes) and rights througheducation
(the ability to utilise knowledge and skills to claim rights within and beyond the school) we can focus
on girls’ empowerment (Wilson 2003). This means recognising and overcoming inequalities and
instances of discrimination via an examination of learning content, teaching methods, assessment
modes, management of peer relationships, and learning outcomes (Chan and Cheung 2007). The
realisation of substantive equality requires us to re-think how both girls and boys are educated.

Diversity and gender in Iraq Kurdistan
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It is widely recognised that schools both produce and reflect broader social norms and inequalities,
related, for example, to poverty, structural inequalities, historical disadvantage, institutional
discrimination of women and minorities, gender-based violence and traditional practices which harm
or impact unjustly on women and girls (Tomasevski 2005). We present here a brief outline of
Kurdistan-Iraq’s demographic features, contextualising the struggle for human rights for both women
and minorities. This struggle is taking place within a multicultural setting and within communities
characterised by gender inequalities and growing economic disparities.

One significant challenge is the successful accommodation of diversity. Although the majority of the
region’s population is Kurdish, it is also characterised by long-standing religious, ethnic and linguistic
diversity. The Kurdish majority has lived for many centuries alongside smaller numbers of Assyrians,
Chaldeans, Turkmenians, Armenians, and Arabs. According to the KRG, the region has a population of
around 5 million, of whom more than 50 percent are younger than 20. There has been no census so we
do not know what proportion of the KRG-administered population considers themselves to be
Kurdish, but estimates suggest Iraqi Kurds may comprise as much as 25 percent of the total Iraqi
population (Yildiz 2004). A carefully crafted set of policies is needed

to ensure all groups can claim their rights within the democratic framework.

There is also considerable religious and linguistic diversity in Kurdistan-Iraq. The majority of
inhabitants, including Kurds, Iraqi Turkmenians, and Arabs, are from the Sunni Muslim tradition.
Within this grouping, there is further diversity with some individuals being observant and others
adopting more sceptical or secular positions. The region also has populations of Assyrian Christian,
Shiite Muslim, Yezidi, Yarsan, Mandean and Sahbak faiths (Begilkhani, Gill and Hague 2010). Official
KRG languages are Kurdish and Arabic. The two most widely spoken Kurdish dialects are Sorani and
Kurmanji..

Diversity is a highly politicised issue since territorial disputes between the federal Baghdad and Erbil
regional governments, including Kirkuk, require political solutions which guarantee the protection of
minority rights and interests. This diversity demands pragmatic solutions in the public sphere,
including schools, where learners’ rights and societal outcomes may be weighed against each other.
For example, choices made to guarantee linguistic rights through separate schooling for specific
language communities impact on the ways in which young people of the next generation are prepared
(or not) for living together in a multicultural society.

The region’s diversity has also increased as a consequence of inward migration, with the protection of
migrant rights adding to the complexity of the picture. Many are new populations drawn to Kurdistan
because of instability elsewhere in Iraq, while others are former inhabitants who fled past conflicts.
They include internally displaced persons (IDPs) drawn from other parts of Iraq, refugees and
migrants from neighbouring countries, and returnees, including highly educated elites, from the wider
diaspora. In 2012 the KRG appealed to the International Organisation for Migration (IOM) for more
help in dealing with the needs of refugees fleeing war in Syria.; While some Syrian refugees are
accommodated in a camp near Duhok, others are spread across the region, supported by families and
communities (IOM 2012). Child refugees may lack appropriate papers to access schooling. Kurdistan-
Iraq’s rapid economic development also attracts labour migrants from around the globe and irregular
migrants (including victims of trafficking) whose undocumented status leaves them vulnerable (IOM
2010).

In a society characterised both by patriarchy and post-conflict dislocation, one pressing issue is gender
equity (al-Ali and Pratt 2011). Three inter-related challenges to realising gender equity and the human
rights of women and girls are: violence against women; traditional inheritance laws (Sharia law and
traditional inheritance practices across faith communities which favour men); and low female school
attendance rates.

Efforts to tackle violence against women, an issue highlighted both by local women’s organisations and
international non-governmental organisations (NGOs), have resulted in the establishment of women’s
shelters to support victims of domestic violence (Begilkhani, Gill and Hague 2010). Since 2003 there
has been some discussion in local media of a societal failure to support such women who, although
protected by law, remain vulnerable.,

Traditionally, married women are expected to receive support from their husbands. For this reason,
many families, particularly in rural areas, consider it shameful to allow daughters to inherit property.
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While courts may rule in their favour, it is still difficult for women to claim their inheritance. Under
Islamic (Sharia) law women are entitled to one-third, while their brothers receive two-thirds. But, in
practice, even this unbalanced division is unlikely to occur.

Female school attendance is rising, with the Duhok governorate recording one of the highest levels of
attendance and lowest differentials between boys and girls, both in Kurdistan and across Iraq
(Griffiths 2010, UNICEF 2010). Local women’s rights NGO Harikar (2011) reports that rural parents
are more prepared to send their daughters to school where there is a woman teacher. Harikar quotes
an education supervisor as confirming that the number of female teachers now exceeds the number of
males in the Duhok governorate.

In Kurdistan, where deeply-rooted inequalities persist between children, it is critical that the type of human rights
education (HRE) offered at school is appropriate to their needs and supports them in claiming their rights.
Acknowledging and addressing the roots of inequalities, within and beyond school is essential, whether they arise
from gender-based discrimination or that related to ethnicity, religion or other differences. Thus, equalities in
education require more than merely translating international instruments into national policies or implementing
educational reforms. They imply a holistic approach that includes policies and practices inside schools to
empower

students. In addition, they imply opportunities to transform knowledge into the application of rights both in and
beyond the school (Stromquist 2006). Such a holistic approach to quality education requires a sincere
commitment from policy-makers and civil society (Wilson 2003).

Above we have identified some pressing human rights concerns which impact on schooling and to
which schools might be expected to respond. It is not difficult to make the case for human rights
education (HRE). But, in this paper, we argue that there is not just a pressing needfor HRE, there is
also a right to HRE. We turn now to this right, focusing specifically on its meanings within a
multicultural context.

The right to human rights education

While the right to education is commonly understood, the concept of the right to HRE (Osler and
Starkey 1996) tends to be less familiar, even among education professionals and policy-makers. The
right to HRE is set out in the 1948 Universal Declaration of Human Rights (UDHR) which underlines
“the dignity and worth of the human person” and “the equal rights of men and women”. Article 26 of
the UDHR specifies the aims of education, which include “the strengthening of respect for human
rights and fundamental freedoms”; the promotion of understanding, tolerance and friendship among
nations, racial or religious groups”; and “the maintenance of peace”. This is the first international
official articulation of the right to HRE. It is confirmed and explicated in subsequent human rights
instruments, including the 1989 Convention on the Rights of the Child (CRC) (Article 29) (Osler 2012).
The right to HRE was reiterated and further strengthened by the UN Declaration on Human Rights
Education and Training, adopted in December 2011 (UN 2011).

Article 29 of the CRC confirms the right to an education which promotes human rights, intercultural
understanding and learning to live together, an education which promotes gender equity, and
conditions which guarantee certain cultural and linguistic rights of parents and children. It stresses the
obligation of the nation-state, as the ratifying authority,sto promote education for peaceful co-
existence in their communities, the nation and the wider world:

States Parties agree that the education of the child shall be directed to ... The development
of respect for human rights and fundamental freedoms ...[and] preparation of the child for
responsible life in a free society, in the spirit of understanding, peace, tolerance, equality of
sexes, and friendship among all peoples, ethnic, national and religious groups and persons
of indigenous origin (UN 1989).

This implies children have some level of engagement with learners from different backgrounds

to their own and educational structures which enable a degree of integration for children from
different ethnic, religious and linguistic backgrounds. It recognises, albeit indirectly, that all children
have the right to an intercultural education which recognises difference at the level of the community
and the nation (Osler 2010). Yet education cannot focus exclusively on children’s immediate
communities or home nations since it also needs to address global identifications and our common
humanity. This type of learning, where young people are enabled to learn to live together with
difference at different scales, is what has been termed “education for cosmopolitan
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citizenship” (Osler and Vincent 2002; Osler and Starkey, 2003, 2005). As Article 29 also notes, each
child also has the right to an education that promotes:

respect for ... his or her own cultural identity, language and values, for the national values
of the country in which the child is living, the country from which he or she may originate,
and for civilizations different from his or her own (UN 1989, Article 29).

Thus, all children in Iraq-Kurdistan not only have the right to be educated for tolerance and diversity,
but also the right to an education that supports their own cultural heritage and that of their families, as
well as Kurdish cultural heritage and values. This education must be consistent with human rights
principles. This is not a culturally relativist position where anything goes, but a critical examination of
cultural norms within a broad human rights framework. So, for example, harmful cultural practices
which impact on girls and women would be challenged as failing to conform to human rights
standards, as would cultural norms which give another cultural group enemy or inferior status.

Education for tolerance and social justice, in line with the provisions of the CRC, cannot be fostered
where there is complete educational segregation: “educating for peace will require states to mandate
some kind of educational integration of schoolchildren from diverse ethnic, religious, cultural and
language groups” (Grover 2007,60). Currently, the child’s right to education is frequently interpreted,
legislatively and judicially, as a parental liberty right (to have a child educated according to parental
wishes). Grover (2007, 61) argues that this tends to work against children’s rights and that “the notion
of minority education is frequently erroneously translated into completely segregated school systé(osir
emphasis). She suggests (2007, 61) that “the minority and non-minority child’s legal right to free
association (each with the other) in the educational context is frequently disregarded both by the
legislature and the courts” in nation-states across the globe. The international community has agreed a
definition of HRE in the UN Declaration on Human Rights Education and Training. This suggests that:

Human rights education and training comprises all educational, training, information,
awareness-raising and learning activities aimed at promoting universal respect for and
observance of all human rights and fundamental freedoms and thus contributing, inter alia,

to the prevention of human rights violations and abuses by providing persons with knowledge,
skills and understanding and developing their attitudes and behaviours, to empower

them to contribute to the building and promotion of a universal culture of human rights

(UN 2011: Article 2:2).

The Declaration specifies that this should include education aboutrights; education throughrights and
education for rights. Education about rights includes knowledge and understanding of human rights
norms and principles, implying that this education is both founded on and makes reference to
international standards. Education through human rights includes learning and teaching in a way that
respects the rights of both educators and learners and within schools, operating within education
policy frameworks which guarantee rights. It addresses educational structures (as discussed above)
and young people’s experiences of schooling. It has methodological implications related to the teaching
and learning processes in which young people’s participation rights are respected. Finally, education
for human rights includes empowering learners to enjoy and exercise their rights and to respect and
uphold the rights of others. This implies a transformatory education in which learners’ own contexts
and struggles for justice are considered and addressed and in which learners are empowered (Osler
and Zhu 2011).

Clearly, realising social justice in education, including gender equity and the rights of minorities,
means more than simply translating international instruments into national policies or implementing
educational reforms. It means designing a curriculum in which learners are provided with knowledge
about their rights, and equipped with the skills to claim them.

Our methods and fieldwork

In assessing the potential of HRE to contribute to social justice, democracy and development in the
multicultural context of post-conflict Kurdistan-Iraq, we draw principally on fieldwork visits to two
Kurdistan-Iraq governorates — Erbil and Duhok — between 2010 and 2012. In Duhok we engaged in
classroom observations in two schools and later conducted interviews with teachers whose classes we
observed. s In Erbil we interviewed a range of education professionals, including teachers, a school
principal and education inspectors. We also participated in a focus group discussion (Yahya 2012).;
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In total, 15 professionals agreed to act as research respondents, with interviews taking place in July
2011 and January and February 2012.s Of the 15 respondents (seven female and eight male), five
elected to answer the questions in writing rather than through a face-to-face interview. Although we
stressed we wanted professionals’ own opinions, and guaranteed anonymity and confidentiality,
feedback from three of these five suggests they were, to a greater or lesser extent, ill-at-ease with an
interview format, preferring to give considered answers. Interviews were conducted in either Arabic or
Kurdish, transcribed and then translated into English.

The Duhok teachers were working in two schools as part of a two-year study and contact was
established though a mix of official channels and personal contacts (Ahmad et al. 2012). The Erbil
respondents were a convenience sample, identified through personal contacts and snowballing
methods, with interviewees suggesting colleagues or friends to interview. This method proved
appropriate since it was difficult to make personal contact until in Kurdistan., We do not claim the
small sample represents all teachers or all school inspectors, but our analysis identifies some common
emergent themes from a range of individuals and across two different geographical locations. This, we
suggest, gives authenticity to the perspectives presented here.

All interviews were conducted by a researcher familiar with local cultural norms and practices. In
Duhok our respondents were approached by colleagues from the University of Duhok with whom they
had been working for some months and whom we characterise as having insider positions. In the Erbil
district interviewees were interviewed by one of the authors (Chalank) who is familiar with local
cultural norms having grown up in the city, but whose secondary and higher education has been in
Europe..

Our fieldwork is informed by our study of documentary sources, notably the reform of the basic and
secondary schools (KRG, 2009) and the human rights text books (Rauof 2007), for which we had
professional (non-official) translations made.

Professionals’ perspectives

Here we report on respondents’ understandings of HRE and specifically their observations on diversity
and gender equality. Since teaching for gender equality and diversity are taking place within a context
of education reform, we also invited our respondents to reflect on this, with some focusing on broader
social issues, and some on the relationship between active student-centred teaching methods and
education for human rights, citizenship and democracy. Table 1 lists the professionals interviewed. All
names are pseudonyms to protect the respondents’ anonymity.

Understandings of human rights education

A number of individuals link the need for HRE to the Kurdish struggle for human rights and political
recognition. They focus on the need for children to know Kurdish history and to understand the
fragility of society when the rights of minorities are overlooked:

Of course, human rights and HRE are very important to know about and be aware of. Especially
in our society and due to past experiences of conflicts and violations, we need to

be educated about our rights. ...Each of us needs rights and also to understand our rights

and how to claim them. However, HRE as a subject in our education system does not have

as much emphasis as it should. We lack expertise in this discipline and we do not have
specialised teachers ... For the time being, social studies teachers are required to teach this
subject. (Payman)

Table 1: Research respondents: Professional roles and characteristics

No. Participan | Professional role Gender Religious tradition /
t ethnic background
1 Kamaran General school M Muslim/Kurd
July Inspector
2 July Kawthar School inspector - F Muslim/Turkmenian
student counselling
3 July Foad Principal - urban model M Christian
and school Inspector
4 July Asem Teacher: Arabic, M Muslim/Kurd
grades 7 - 12
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5 July Hasan Principal rural school* M Muslim/Kurd
6 July Sarkawt Acting principal rural M Muslim/Kurd
school
7 Feb Payman School inspector: social F Muslima/Kurd
studies and HRE grades
1-6
8 Feb Fawzi Teacher: social studies M Muslim/Kurd
and HRE, grades 7 - 10
9 Feb Sawsan Teacher: social studies F Christian
and HRE
10 Feb Azad School inspector: socila M Muslim/Kurd
studies and HRE
11 Feb Sherko Teacher: social studies M Muslim/Kurd
and HRE (grade 5)
12 Feb Ahlam Teacher: social studies F Muslim/Kurd
and HRE, grades 7-9

13 Halat Teacher: social studies F Muslim/Kurd
Duhok and HRE, grades 7 - 9

14 Tara Teacher: English, up to F Muslim/Kurd
Duhok grade 6

15 Loreen Teacher: civic F Muslim/Kurd
Duhok education and HRE

(grade 5)

* This is the only school in which our teacher respondents worked where boys and
girls are taught separately, attending different shifts.

Thus, despite the new emphasis on HRE in the 2009 curriculum reform, the subject lacks trained
teachers. The respondents confirmed our impression that the textbooks (particularly for older
students) are dry and uninteresting, containing long extracts from international instruments, such as
the Universal Declaration of Human Rights, but with little or no guidance as to what they mean or how
they might be made accessible to teachers and relevant to students. The respondents suggest the
emphasis is on knowledge not on developing human rights dispositions or values:

The content is very dry and very limited. It would have been better if HRE was not simply
regarded as just another curriculum subject, examined to test students’ knowledge. (Ahlam)
This subject should be designed and taught in all grades, according to the students’ age and
needs. For example, as a child in grades 1—6, you have specific rights/needs that need to

be provided by school and society. If they don’t learn about human rights and entitlements
at a specific age, then they will not understand or be aware they have these rights. ... It’s
important for them to be ... able to demand them. (Kawthar)

Generally speaking, the respondents place considerable emphasis on the place of human rights in
creating a just and sustainable society. They recognise the importance of human rights but express
concerns both about a general understanding of human rights in contemporary Kurdish society and
about teachers’ lack of training in human rights education.

When it comes to the subjects of human rights education and democracy, I do not have very
close knowledge of them. Only that my daughter has taken these subjects and, from my
perspective, it’s important to teach these subjects to school students. (Kamaran)

In general, not only in Kurdistan, but across the Middle East, we’re not aware of our rights.
We don'’t really understand what is meant by human rights. So a good awareness campaign
is needed. (Kawthar)

I don’t think the subject [HRE] is given the attention and development it deserves. ... It
should be included in all grades ... as it’s very important for our teachers and students to
behave according to human rights standards. ...Most importantly, it’s insufficient to learn
about human rights as a paper exercise, there should be genuine opportunities to practise
them. (Asem)

Although Kamaran is a general school inspector, responsible for nine schools, he admits he knows
relatively little about HRE and citizenship as taught in those schools, even though he acknowledges
their importance. This viewpoint is echoed by others who criticise the minimal coverage of human
rights in the curriculum and stress the limited societal knowledge of human rights.
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A number of respondents suggest that for HRE to seem relevant both children and adults in Kurdistan
need to be in a position to claimtheir rights. Among several respondents, there is an implied criticism
of the Kurdish administration for not fully securing the rights of citizens and enabling them to practise
these rights. There is a general impression that human rights are important but that both human
rights and HRE are ill-understood.

Children learn about authority, but the obligations of authority figures (parents, teachers, government
officials) to uphold children’s rights are not addressed. Kawthar observes:

It is not enough just to teach our children about rights in books, as individuals, we also need
to be able to practice these rights outside schools. However, in reality, there are many rights
that we know of and yet cannot claim. It would be better that these subjects are taken up to
the political level and enacted through laws.

In some institutions HRE was so low-status that schools might adopt corrupt practices
to hide the fact they were neglecting the subject.

Some HRE teachers ... make the lesson available for other subjects, such as English or mathematics
... In such cases, HRE topics will be limited to a few classes before the exams and all
students will be graded as if they have mastered their rights very well! (Fawzi)

Practising HRE

In order to bring the subject alive, a number of respondents suggested more active learning methods,
including group work, the use of stories and the involvement of NGOs to bring the subject to life for
the students:

[With active methods] ... the student will understand the topic and s/he will never forget it
because s/he takes part in explaining, presenting and discussing. (Tara)

When I use role play, the student takes over the role of the teacher and explains the topic.
This makes them feel responsible and will improve performance. (Loreen)

Foad, who works as a school principal and school inspector, observed how some teachers feel HRE
should not be examined because a student should not fail in something as fundamental as human
rights. He strongly opposed this argument, pointing out the importance of the subject matter in
learning about responsibilities and rights.

Teaching rights where rights are denied

One specific challenge raised by a number of respondents was that of teaching rights in contexts in
which rights are denied, both in society and in school. Efforts to reform the education system have
occurred rapidly, and in many places school building programmes and the provision of basic facilities
have not kept pace with demand.

Right now, the [education reform] process is being implemented with many shortages,
which has caused chaos and confusion amongst professionals, students and their families.
... You hear now of the current student demonstrations that are going on in various towns/
regions in Kurdistan. This is because lack of understanding and [failings in] the system. ...
As a consequence we have been witnessing school children demonstrating on the streets
for some years. (Payman)

One school principal spoke of being instructed by his superiors to drop an investigation
into a teacher’s professional behaviour, and to turn a blind eye to equality and justice:

Human rights norms should apply to staff as well as students. Very often, you are forced
to drop taking it to the next level because someone on a higher level instructs you to do so.
This contradicts genuine implementation of human rights rules and equality. (Sarkawt)

Equally, professionals felt it important that HRE was not restricted to children but
extended into communities. One suggested that HRE has been introduced merely to
conform to international standards, rather than with commitment and clearly articulated
educational and social justice aims:

I don’t think HRE fits with our reality. Our society is still based on a tribal/ agricultural
system, which is not ready to digest the message behind human rights norms ... including in
the curriculum. I think it has more of a political benefit than a genuine social one. It’s more

to show to the West that we adhere to human rights norms and have included that in our
schooling, without first focusing and addressing real societal problems and injustices. (Sawsan)
In order to make HRE content more meaningful, we need to add more practical activities.
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For instance, bring pupils to universities, visit different NGOs, and show documentary
films ... and stories about human rights. ... It’'s important to make a link between HRE and
the existence of [human rights] organisations so students are aware of the need to address
human rights issues in our region. (Fawzi)

HRE teachers need to be continuously trained ... It would be good to have HRE professionals
from local universities and even abroad to provide teacher training. (Azad)

While the examples discussed above relate largely to broader societal denials of rights,
another challenge is responding to children who have personal experience of human
rights abuses. The example below illustrates how making HRE relevant to children’s
everyday lives may empower teachers to address sensitive questions of child abuse.

It also illustrates how giving the child the right of expression in class (participation
rights) may serve to guarantee children’s protection rights:

Sometimes, students give examples of human rights violations they themselves are ...
experiencing at home, such as parents beating them or verbally undermining their personality.
... I give my students freedom to participate, including time to reflect upon the topic

and discuss examples. ... Sometimes, a student will come to say they have understood the
content, but this is not practised at home. In such situations, we inform the principal and
school board, investigating the home situation and inviting parents to school to talk ... HRE
can contribute in building up the student’s personality. Many young learners are not taken
seriously at home. Their rights may be neglected, denied or even violated. Some may grow

up in fear, not daring to speak up. (Sherko)

HRE, gender and diversity

Among our respondents we observe a preference for talking about gender issues rather
than ethnic or religious diversity when considering the potential of HRE to contribute
to social justice and learning to live together. Although a number of respondents

made direct reference to past conflict, few elaborated on it. One teacher adopted what
we have termed a “paradise narrative” (Ahmad et al. 2012) whereby she denied past
conflict within Kurdistan:

In our society co-existence stretches from time immemorial. There’s no discrimination
between nations, races and religions and history testifies to this... We have always been
brothers who love and tolerate each other, in class, in the neighbourhood, in the village and
in the city. (Tara)

Such claims form part of a wide political discourse in Kurdistan-Iraq in which the
recent conflict among Kurds is denied. We would argue that this discourse, while
undoubtedly part of the rhetoric of Kurdish nationalism and shared political destiny,
remains deeply problematic within the context of schooling since it denies the realities
to which children will be exposed, namely past conflict and ongoing inequalities.

By contrast, other teachers responded pragmatically to diversity. Halat proposed
asking children questions to find out what they knew about their multicultural, multi-
faith society and about different religions and cultures “because the more information
a person has the stronger their personality and ability to express themselves”.
Kamaran spoke at length about his understandings of schooling and gender equity
and teachers’ responsibilities within this:

There is no doubt that our society is a closed society, strongly based on customs and traditions,
where religion also plays a vital role. The only way, in my view, to bring these two sexes closer

to each other and enhance gender equality is via school. Our society is a male-dominated
society. Men have the power and women are looked down on to a certain degree. ... Schools

play an important role in enhancing general knowledge about gender equality and its advantages
in society. ... I try to encourage a sense of responsibility in every teacher and stress

each individual’s role in changing cultural norms to incorporate gender equality awareness.

Nevertheless, like a number of other professionals, he did not underestimate the
scale of the challenge or the conservative forces undermining equality initiatives,
recognising that schooling needs to be complemented by a comprehensive awareness
raising strategy and legal reform:

We need to acknowledge the fact that tribalism plays a big role in our Kurdish society, in
combination with traditions and religion, which all work against the idea of gender equality.
Women are viewed as second-class citizens and sometimes used as a commodity to be
exchanged in marriage.
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Most respondents felt that schools had a key part to play in realising gender equity,
although few were able to articulate the precise contribution of HRE. However, many
were aware of how the move towards mixed-sex schools had led to a loss of community
confidence, and some themselves had reservations about girls and boys being
educated together:

School has a major role in establishing positive gender relationships because if from very
early stage children get used to studying and playing together ... it will become normal for
girls and boys to interact, communicate and study together. (Kawthar)

Sherko suggested:

Gender equality has to start at home. Parents need to treat their boys and girls equally without
any differences. ... But parents interfere in school business. ... Very often we hear parents’
complain about the fact that their daughter is placed next to a boy in class.

Our culture isn’t ready yet to mixing the two sexes at this sensitive age [teenage]. I can bring you
to a mixed-sex school and just look at the classroom walls! There’re filled up with love messages
between boys and girls. ... They do not understand yet how to treat each other respectfully as

a sister-brother or as friends. Consequently, the number of mixed-sex schools is decreasing
day-by-day. Teachers are sometimes unable to control the situation and many parents are
against the idea of sending their daughters to a mixed school, even if’s close to home. (Azad)

Mixed-sex schooling should begin in pre-school. In the secondary school or college, it is already
too late. ... Ours, the only mixed-sex school in this district, will close next year and boys and
girls will be separated. ... There are no big differences in gender relationships between rural
and urban areas. On the contrary, in some rural areas, girls and boys are freer to interact.

For example, in the Spring, it’s normal for a group of girls and boys to have a picnic together.
Agricultural work has made interaction a regular habit. Although we find more educated
people in urban areas, gender relations there are not as free as one might imagine. (Hassan)

Hassan was not alone in noting anomalies in gender relations, whereby in certain
contexts, boys and girls are free to mix:

We still have many families that are against the idea of sending their children to a mixedsex
school. ... this is a matter of getting used to the idea. In our Kurdish culture, it is not
acceptable for a girl to look at a boy ... yet it’s normal at a wedding to dance hand-in-hand
with a strange boy. The latter practice is common and culturally acceptable. (Fawzi)

Yet it appears that adult professionals were in some cases perpetuating problems
by their own reluctance to engage on the basis of equality with their opposite-sex
colleagues, preferring the familiarity of same-sex social relationships:

There are many schools, where the female and male teaching staff have two separate teachers’
rooms. If this is still the dominant mode of thinking amongst teachers, how can they address
gender equality with their students or support interaction between the sexes? (Payman)

Religion, values and gender

Fawzi told a shocking story of a student who committed suicide after her brother
prevented her from joining her classmates on a school visit. He suggested that the
case raised fundamental questions about societal recognition of girls’ capabilities, as
well as questions about home-school communications:

Yesterday, a young female student, aged between 16—17 years, committed suicide by burning
65 percent of her body. She did it because her brother didn’t allow her to join her class in an
out-of-school visit. ... This is ... a classic example of a lack of communication and cooperation
between schools and families in grasping curricula activities. ... Gender equality is tied to
cultural understandings of girls’ and boys’ roles, and this is not based either on religion or
science. ... It’s an example of false perceptions of girls’ potential and behaviour.

Fawzi also expressed concerns both about the power of tribalism and the influence
of mullahs in preventing the realisation of gender equity:

The biggest limitation is the tribal mind-set controlling society. Society isn’t open to the
modernisation we so strongly need. ... Another important concern is the lack of well-educated
religious personalities ... We have many mullahs that play an important role in society, but
very few that are sufficiently well-educated to understand the real meaning of the Qur’an.
Our religion allows equal rights for women and men, but this isn’t properly understood. To
be honest, we need a mind-set ready for religious reformation, according to societal needs.
This is allowed in Islam. I'm not talking about reducing prayer from five times a day to
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three, but we need to understand that time when our Prophet was living is very different
from today’s age.

Sawsan, herself a Christian, agreed:

[We need to] link gender equality to our religious ideals, which stress equal treatment. Even
Islam highlights the need for gender equality. I was just now teaching history and our topic
is the history of Islam, where the Prophet Mohammad highlights gender equality.

Finally, we observe that few, if any, of our respondents appeared familiar with the CRC
and that child rights were absent from the text books reviewed. Although it appears
that the respondents were more comfortable discussing gender than ethnic diversity,

a number insisted that any class discussion that might be construed as political,
religious or gender-related remained problematic:

Misunderstandings happen very easily in our community ... if we talk about political, religious
or gender-related issues. Class discussion may be counterproductive. For example,

if we talked about Valentine’s day in class, it may lead to misunderstanding ... even their
families might interfere. ... So you consciously avoid opening any gender-related topic in

the classroom. (Ahlam)

Ways forward: Principles and strategies

We have sought to illuminate the practices of HRE in Iraqg-Kurdistan by drawing

on the perspectives of teachers and school inspectors responsible for enabling and
monitoring quality education. Claiming rights implies knowledge about rights yet,

as we have noted, teachers appear to be ill-equipped to address this subject matter,
lacking specific training and operating in a prevailing social climate where considerable
inequalities remain between women and men and in which fast-changing economic
development is widening the gap between rich and poor.

Teachers’ professional education needs to incorporate child rights as an essential

feature of the curriculum. The focus within the current school curriculum is knowledge

aboutrights, yet there is a gap between the ideals expressed in international instruments and reiterated
in the political rhetoric of KRG leaders, and the everyday realities of both teachers and children.
Teaching about human rights in school (including efforts to teach students about gender equity) takes
place in contexts where children’s rights (and particularly those of the girl child) are denied, and in
family and societal contexts where powerful conservative and patriarchal values prevail. Urgent
attention needs to be given to textbook development and to the assessment of human rights learning
so that books, pedagogy and assessment procedures support, rather

than undermine, stated policy goals relating to human rights and gender equity.

The limitations of the current HRE approaches are not a reason to abandon HRE but to ensure that
teachers have appropriate support, including training in active methods, and opportunities to discuss
how to support children in claiming their rights and the tensions between rights and cultural norms.
There also needs to be awareness-raising and opportunities for learning for parents and other
members of the local community, focusing particularly on child rights and basic human rights
standards relating to children’s daily lives.

Students are likely to feel disempowered if, despite the human rights they learn about, societal
conditions undermine these rights. HRE is a right and part of quality education. Students not only
need knowledge about rights but also education in human rights. Such education, as characterised by
the UN Declaration on Human Rights Education and Training (2011: Article 2.2) as: “Education
through human rights, which includes learning and teaching in a way that respects the rights of both
educators and learners” implies a consideration of educational structures and young people’s
experiences of schooling (Osler 2010), as well as the more student-centred methodological approaches
which a number of our respondents noted. In other words, learners need to be given opportunities to
experience rights within the community of the school. These issues are not yet addressed within the
HRE framework for Kurdistan.

Finally, HRE within a post-conflict society such as Kurdistan-Iraq needs a particular focus on
“Education for human rights, which includes empowering persons to enjoy and exercise their rights
and to respect and uphold the rights of others” (UN 2011: Article 2:2). This implies skills training and
creating a sense of solidarity between the genders and across ethnic and religious groups so that
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learners are encouraged to show responsibility towards and defend the rights of others, particularly
those who are different from themselves or with whom they may disagree. This is what Osler and
Starkey (2005) characterised as “education for cosmopolitan citizenship”. Learners will only realise
their rights if they are equipped and ready to struggle for them.

Powerful conservative forces, including religious leaders and tribal authority, combine to undermine
efforts to promote gender equity. While gender is a sensitive area for discussion, religious and ethnic
diversity is often off-limits. Thus, HRE requires much more than merely translating international
instruments into national policies or implementing educational reforms. It implies an approach that
includes school policies and practices which empower students and provide them with a language to
discuss sensitive issues.

It is the responsibility of government to uphold human rights, but this can best be done in cooperation
with civil society. Programmes of teacher education and training are best implemented in cooperation
with local and international NGOs and specialist trainers. This should support Kurdistan’s
development and enable the best use of human resources, especially the contribution women and girls
can make to strengthening democracy and development.

One critique of the current approaches taken by professionals is that HRE in school is taking place in a
vacuum, without sufficient attention to measures beyond the school to raise awareness about the rights
of girls (and minorities). Such a multidimensional approach might make fuller use of TV and other
media to influence families and invite them to work in partnership with schools. It might also
indirectly counter conservative religious forces who suggest that women’s human rights are counter to
religious teaching.

We conclude, from the complex and occasionally divergent perspectives of the educational
professionals in Kurdistan who took part in our study that education about in and for human rights has
the potential to strengthen education quality and gender equity, challenging patriarchal values and
tribalism from the grassroots. It is only one tool and will not be effective, as a number of education
professionals noted, without effective political leadership and legal provisions across a range of policy
areas. In a society which is multi-faith but which also includes secular perspectives, and particularly in
a post-conflict context, recognition of the universal nature of rights and the obligations which this
places not only on governments but also on all actors within

civil society has the potential to promote solidarity and cohesion across cultural and religious
boundaries. It is this solidarity which is critical for a just and peaceful future.

Audrey Osleiis Professor of Education at Buskerud University College, Norway and Emeritus Professor
at the University of Leeds, UK, where she was founding director of the Centre for Citizenship

and Human Rights Education. She teaches on the interdisciplinary MSc programme Human Rights
and Multiculturalism. Her research and publications address socio-political aspects of education,
focusing on young people’s human rights, participation and citizenship and teachers‘ work and
careers, specifically addressing multicultural and post-conflict settings.

Chalank Yahyéolds an MSc Human Rights and Multiculturalism from Buskerud University College,
Norway. She received a scholarship from Norway’s Falstad Centre to do research for her Master’s
thesis in Kurdistan, Iraq. In 2009 the Ministry of Human Rights from the Kurdistan Regional
Government, Iraq published her study of Kurdish women’s self-immolation cases and women’s
human rights. She is currently the Reintegration Coordinator of the International Organization

for Migration (IOM), Norway.
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Notes

1 Launched in Dakar in 2000, UNGEI aims to support the realisation of girls’ fundamental human right to education,
emphasising its role in realising other human rights such as labour market access, health care and freedom from gender-based
violence.

2 Kurmanyji is spoken in Duhok, while Sorani is used in Erbil.

3 While some Syrian refugees are accommodated in a camp near Duhok, others are spread across the region, supported by
families and communities (IOM, 2012).

4 Women may lack access to shelters, which in any case may close for lack of support. Some claim that shelters have allowed
women at risk to be returned to their families.

5 In the case of Kurdistan-Iraq, responsibility for guaranteeing children’s rights in education lies with the KRG since education
is a devolved responsibility within the autonomous region.

6 The data were collected as part of a small-scale research and development initiative funded by the British Council’s Del-
PHE programme (British Council, 2010). A paper from this project, INTERDEMOCRATE (intercultural and democratic
learning in teacher education), is published as Ahmad et al. (2012). The project builds on a long-standing partnership
between Buskerud University College, Norway and Duhok University, Iraq. We are grateful for the support of the principal
investigator, Dr Lena Lybaek, and project members Niroj Ahmad, Adnam Ismail and Nadia Zako for the data collection.

7 Chalank Yayha would like to thank the Falstad Centre, Norway, for the award of a scholarship which enabled her to complete
a second round of data collection for her MSc thesis in February 2012.

8 Of the 15 respondents (seven female and eight male), five elected to answer the questions in writing, rather than through a
face-to-face interview. Although we stressed we wanted professionals’ own opinions, and guaranteed anonymity and
confidentiality, it appeared that these five were, to a greater or lesser extent, ill-at-ease with an interview format, preferring to
give considered answers. In Duhok all three teacher respondents gave us written answers. In the Erbil governorate two of

our 12 respondents, both education inspectors, chose to respond in writing. This was the case for the Duhok teachers who
had each been experimenting with introducing student-centred methods in their own classrooms as a central feature of the
INTERDEMOCRATE project.

9 Most schools lack modern communication tools, such as websites and public e-mail.

10 This gave Chalank both insider and outsider status, with research participants frequently making reference to shared cultural
reference points, but also accorded her, as a young woman educated abroad, particular respect and courtesies which

cut across commonly observed standards between the generations, where such courtesies are generally shown to those

older than oneself.
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