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EXECUTIVE SUMMARY

Introduction
This report comprises the baseline study and establishes a benchmark for intervention, monitoring and
evaluation of “The Love Journey” project (Hanh trinh yeu thuong) –a new gender synchronised schoolbased approach to prevention of gender violence through curriculum and campaign activities adapted from
the Gender Equity in Schools Movement.1 Findings from this evaluation are intended to contribute to the
local and regional evidence base on what works in terms of primary prevention programming and crosssetting adaptations. The project is implemented by Paz y Desarrollo (PyD) and the Danang Department of
Education and Training (DOET). The report focuses on individual, community and social risk factors for
experiences and perpetration of gender violence, specifically gender inequitable attitudes and perceptions,
social acceptance of violence, and masculinities associated with toughness and dominance over women.
The report is the first of four scheduled evaluations of Danang students’ experiences of violence and
attitudes toward gender. Its findings are based on data generated through questionnaires and short focus
group discussions with students in November 2012. Participants in the study include 818 Grade 6 and
Grade 7 students from 20 secondary schools in Danang. This evaluation will be followed up with a mid-term
study (October 2013), end-line study (April-May 2014), and follow-up study (Oct 2014).
The main research question guiding the overall research and evaluation of The Love Journey is:
Does group education activities, focusing on critical reflection and skills building, combined with
student-led campaign activities in secondary schools reduce the probability of gender violence and
bullying perpetration and victimization, have no effect, or lead to negative effects (e.g., increase the
probability of violence)?

Description of the Research Project
The report’s findings are based on two different sources of information.
The first source of information is a new and rich data set regarding attitudes toward gender equality and
experiences of gender and violence among a representative sample of students in grades 6 and 7 in Danang
secondary schools (n=818). This data set was drawn from a survey among boys and girls (11-14 years of
1

The Love Journey was adapted from the Mumbai-based Gender Equity in Schools Movement with technical assistance from the
International Center for Research on Women, Partners for Prevention and the Vietnam Institute for Educational Sciences.
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age) from a pool of 20 preselected schools which were then randomly assigned to ‘intervention’ and
‘control’ groups. The survey included the Gender Equitable Men (GEM) Scale adapted for Vietnam.
The second source of information is findings from a small qualitative study of a sub-sample of the abovementioned survey respondents. Twelve mini Focus Group Discussions (FGDs) were conducted to record
cognitive and non-cognitive aspects of individual students’ attitudes and behaviours in regard to gender
violence. Participants in the mini FGDs included 78 students spread over 11 schools (including 5
intervention schools). Qualitative and quantitative findings are integrated in this report.
A third source of information, comprised of ongoing process monitoring data, will also be available for
follow-up research. This information will help us to understand factors associated with implementation
(teacher capacity, teacher fidelity to the curriculum, and, student attendance and satisfaction etc.) that
may have affected evaluation findings across classes and schools.
Data were collected to understand the extent of students’ current experiences and perpetration of violence
and for analysis in longer-term post-intervention research. The data produced for this report will allow
research and evaluation of the effectiveness of the adapted GEMS programme. Accordingly, the overall
study will add to the existing evidence in Vietnam and internationally on what works in terms of schoolbased primary prevention on gender violence and the efficacy of cross-setting adaptations.
Literature review
Identification of gender violence in schools as a key factor in the replication of gender inequality in society
is recent and understanding of its causes and consequences is not well developed. The evidence base on
risk and protective factors that contribute to perpetration and experiences of violence in schools is weak
and few longitudinal studies have been carried out in developing countries, despite the concern that
schools may be a training ground for gender violence through the practice of and permission given to the
public performance of gender-based bullying and harassment. One factor complicating a summary of the
literature is that gender violence is often not recognised as such and instead is grouped under school
violence. Accordingly, the literature review offers only a limited summary of the relationship between
gender relations and gender violence in schools, followed by a brief overview of the evidence of schoolbased gender violence in developing countries and the framework within which it is being addressed in
Vietnam.
Results
At baseline, the students largely held moderately equitable gender attitudes (78%), with small minorities
displaying highly inequitable (13%) and highly equitable gender attitudes (9%). There is significant variation
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in the score by sex of the students (p=.003). Double the amount of girls (12%) had highly equitable attitudes
than boys (6%). A previous study in Vietnam using the GEM scale found that only 58.40% of male secondary
and high school students held moderately equitable gender attitudes and that 20.30% held highly
inequitable gender attitudes (PyD 2012).
Among the background characteristics, students having a mother with primary or lower education were 1.5
times more likely to perpetrate physical violence (p=.094) compared to those with mothers educated to
high school or above.
Witnessing violence between parents is common with more than one in three students (38.6%) having
witnessed their father beating their mother. Further, those who have seen their father hitting or beating
their mother are 1.6 times more likely to perpetrate violence, than those who have not seen it. These data
are in line with previous research that shows that early exposure to violence normalizes violence and
increases the likelihood of perpetration (Fulu, 2012). A common hypothesis is that children brought up in
violent households learn to use violence as an acceptable way to resolve conflict and get what they want.
Children’s witnessing of violence between parents also emerged as a strong predicator of perpetration of
verbal and social violence among children. This finding is consistent with a risk and protective factor
analysis previously conducted of over 2,800 Vietnamese women’s experience of intimate partner violence
using WHO multi-country study data (Fulu, 2012), which found women were more likely to experience
violence from their male partners if their partners had experienced violence as a child.
Interestingly, equitable attitudes towards gender norms show a positive relation with experiences of
violence. Data suggests that with the increase in score, indicating increasing support for gender equity,
students are more likely to experience physical violence (OR=1.04; p=.025). The direction of causality is
however unclear. It is possible that in certain cases, experience of physical violence might have led to more
equitable attitudes towards norms related to gender and violence or conversely that having gender
equitable attitudes puts children at increased risk of physical violence, i.e., violence is used to police
transgressions of gender norms. Further qualitative research is needed to understand the dynamics of this
relationship.
Current experiences of all forms of violence are high with 58.4% (boys) and 67.6% (girls) reporting having
experienced physical violence, 54.6% (boys) and 67.8% reporting having experienced emotional violence,
34.7% and 38.7% reporting having experienced social bullying and 7.7% (boys) and 7.8% (girls) reporting
having experienced sexual harassment in the last semester (last 3 months).
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Experiences of physical corporal punishment by students are high given that such punishments are
outlawed in Vietnam and regulated against by the Ministry of Education and Training. One in four (26.7 %)
of students reported being beaten by their teacher’s hand and another one in four (26.4%) of students
reported being beaten by their teacher with an object in the last semester.
Recommendations
Analysis of the data produced to establish this baseline for The Love Journey indicates at least 6 areas for
action against school-related gender-based violence in Danang and to assist future evaluation activities.
1. Conduct follow-up qualitative research
2. Address the apparent link between gender equitable attitudes and experiences of bullying
3. Improve student-teacher interactions
4. Address corporal punishment
5. Develop counselling facilities
6. Launch community-based initiatives

Conclusion
The findings of this evaluation demonstrate a complex and even contradictory picture of gender attitudes
among the surveyed secondary school students in Danang. On the one hand, the multifaceted attitudes to
gender captured in this baseline, informed by cultural ideals, life experience, beliefs about science and
‘nature’, and hopes and expectations, remind us that the grade 6 and 7 informants for this study are
undergoing adolescent socialisation and rehearsing gender roles. Gender attitudes and practices appear
unfixed and in a process of ‘working-out’. On the other hand, however, the complex and contradictory
attitudes also remind us of the possible banality of gender inequality and violence in many students’ lives.
These contradictory conclusions deserve substantial further investigation in ensuing research and program
evaluation.
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SECTION I - INTRODUCTION

Overview
There is increasing recognition that gender inequality and gender violence are detrimental to a country’s
overall health and development. Inequitable gender norms have adverse health effects for men and
women in all countries and at all levels of society, cutting across socio-economic stratum. These norms,
which often reflect values about the inferior worth of women compared to men, shape socially prescribed
expectations about individual and collective behaviours of men and women and the interactions between
them. By maintaining or expanding men’s decision making power and control over women, such norms can
also serve to condone or justify intimate partner violence which is linked to women’s poor sexual and
reproductive health (SRH) outcomes (WHO 2010, 5).
The importance of working with younger populations to address gender inequity has a strong international
evidence base (Barker et al 2007). This shift is driven by emerging data which identify young age as a risk
factor for being either a perpetrator or a victim of intimate partner violence (WHO 2010, 26). In Vietnam, a
national survey of over 2,800 women in Vietnam has also showed that childhood experiences of
violence were consistently found to be risk factors for women’s lifetime experiences of
violence: partner frequently beaten as a child (1.5 times), woman’s mother beaten as a child
(2 times), partner’s mother beaten as a child (1.6 times) (Fulu, 2012, cf. Vung and Krantz 2009).

Women whose male partners are from rural areas and experienced violence as a child, were also more
likely to experience violence at the hands of their male partners (Fulu, 2012).
Exposure to violence during childhood and early adolescence affects the risk of perpetration or
victimisation of intimate partner violence as an adult through multiple, reinforcing ways. Research suggests
that early psychological trauma – such as from exposure to violence - can actually alter the developing
brain by interfering with normal neuro-development. Such interference may incline the child to anxiety and
depression, and might compromise their ability to empathize, to trust and to build healthy relationships.
For example, Heise (2011) argues that ‘exposure to violence activates a set of threat responses in the
child’s developing brain; and in turn, excess activation of the neural systems involved in the threat
responses can alter the developing brain. These alterations may manifest as functional changes in
emotional, behavioural and cognitive functioning’. Similarly, children who receive inadequate, abusive or
neglectful care have fewer opportunities to learn non-violent forms of coping or responses. Recent
qualitative research in Vietnam has found that childhood is a critical part of men’s pathways into violent or
non-violent practices (Dao et al, 2012).
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To date, however, there have been few interventions aimed at both girls and boys during early adolescence
to challenge and shift gender attitudes that contribute to girls and women having less worth, opportunities
and decision-making abilities than boys and men. Such beliefs about gender can have a host of harmful
consequences for girls and boys during childhood and beyond, including violence and school dropout, and
poor sexual and reproductive health (SRH) outcomes.
In response to this situation, PyD is coordinating The Love Journey with the DOET. The aim of The Love
Journey is to prevent violence before it occurs (primary prevention strategy) by promoting critical reflection
on gender norms and stereotypes, building relationship skills, encouraging gender equitable attitudes and
perceptions among boys and girls, thereby involving them in efforts to prevent violence. The project also
aims to create an enabling environment within schools for gender violence prevention and mitigation
through advocacy among students, teachers and policy makers and the creation of mechanisms to deal
with violence and provide counseling in schools. Primary prevention, compared with secondary or tertiary
prevention and care, is widely recognised for its effectiveness and lasting impact because it stops violence
before it occurs by targeting youth and creating safer environments for women and girls. Primary
prevention2 seeks to prevent initial perpetration or victimisation – this means any first or new acts of
violence, any first or new episodes of violence, any first or new victims of violence, or any first or new
perpetrators of violence. Primary prevention is considered an effective approach because it is designed to
help prevent violent behaviour through interventions designed to eliminate the underlying causes and risk
factors and strengthen protective factors (WHO 2005, 8).
Goals/Objectives of the study
The study is designed to help increase the capacity of programs to prevent gender violence among
secondary school youth in Vietnam and more widely. The long-term goal of the study is to help prevent
gender violence, including intimate partner violence, sexual violence, and sexual harassment, by employing
rigorous methods to evaluate strategies for altering violence-supportive attitudes and gender inequitable
norms of youth. Specifically, the study is structured to evaluate the relative effectiveness of innovative
approaches to youth gender violence prevention programming (in terms of knowledge, attitudes, behavior,
and emotional safety of youth participants) for one of the youngest populations ever studied in this area in
Asia.

2

Primary prevention activities are those that take place before violence occurs. The Prevention Institute defines primary prevention
as “taking action to build resilience and to prevent problems before they occur." (Prevention Institute, 2004.
www.preventioninstitute.org.)
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The objective of this two-year experiment is to provide high-quality evidence concerning the effectiveness
of targeting youth by implementing a primary prevention program in schools. To that end, a four-part
research and evaluation agenda has been developed to examine the efficacy and impact of the The Love
Journey project. The agenda will examine whether the The Love Journey curriculum, group education
activities and campaign materials contribute to changes among boys and girls (11-14 years of age) in
individual awareness (improved recognition of gender violence); increased reporting of gender violence;
gender equitable attitudes; and experiences and perpetration of violence in school, among other key
primary prevention indicators.
Research question
The research question guiding the overall research and evaluation of The Love Journey is:
Does the adapted gender violence prevention program in Danang secondary schools reduce the
probability of gender violence and bullying perpetration and victimization, have no effect, or lead to
negative effects (e.g., increases in violence)?
In an attempt to answer the research question, instruments have been developed to produce data against
the following specific, inter-related criteria:
-

Attitudes and perceptions among students toward gender, violence and safety

-

Level of gender-equitable attitudes and perceptions, measured through the GEM scale

-

Reported experiences of violence (physical, emotional, social)

-

Reported perpetration of violence (physical, emotional, social)

-

Self-reported personal change

-

What is the role of socio-economic class and demographics, if any, in relation to any of the
above issues?

Through 818 guided student surveys, the study team assessed student self-reported attitudes toward and
experiences of gender violence and bullying perpetration and victimization. Qualitative insights into these
issues were generated through 12 FGDs.
Definition of Terms
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International studies of school violence face basic issues of definitions and connotations. There are multiple
definitions of school violence that may have diverse connotations in different countries. For instance,
Benbenishty and Astor (2003, 2005) have shown the difficulties associated with the term ‘bullying’ that is
understood differently in various countries. Both ‘Biryonoot’ in Israel and ‘Ijime’ in Japan are considered
bullying. However, in these countries the local terms have very different interpretations, connotations and
associations (see an important discussion in Smorti et al 2003; Smith et al, 2002). We encountered similar
challenges when translating bullying into Vietnamese. In what follows we define the ways key terms in the
literature have been understood in this project.3



Abuse - Abuse is a legal term that is recognised in most countries of the world, although definitions
of what precisely constitutes abuse vary; it may be sexual, verbal, physical, emotional or
psychological in nature. The term ‘child abuse’ applies to children and adolescents who are taken
advantage of by an adult (and sometimes by another child) by virtue of his/her superior power and
for his/her own benefit or gratification.



Bullying - Bullying has been defined as behaviours executed by one or more people to intentionally
inflict harm on others (Craven and parade 2002; Schuster, 1996). Physical bullying can be
experienced in the form of violence but this is not always the case. Researchers tend to agree that
this happens repeatedly and in different ways (Crick et al., 2001; Lowenstein, 1977). More recently,
bullying has been differentiated from other behaviours used by students which are often mistaken
for bullying such as teasing (see Parada, 2000, 2006); and peer conflict (see Finger et al 2007). In
particular, researchers agree that bullying happens in at least three distinct ways: (1) physical; (2)
verbal; and (3) social (Crick et al.,2001; Lowenstein, 1977).



Gender inequality - UNFPA states that gender inequality implies a society in which women and
men do not enjoy the same opportunities, outcomes, rights and obligations in all spheres of life.
Accordingly, equality between men and women exists when both sexes are able to share equally in
the distribution of power and influence; have equal opportunities for financial independence
through work or through setting up businesses; enjoy equal access to education and the
opportunity to develop personal ambitions (see:
http://www.unfpa.org/gender/empowerment.htm)

3

For further discussion on the challenges of defining bullying in Vietnamese, see Nguyen 2012 and Horton 2011. Horton explains
that in the Vietnamese context, asking someone to do something that they are not willing to do is understood as the action of
bullying (Bat nat) because though it starts with asking someone but will be develop as shouting or hitting if that student refuses
(Horton, 2011: 75). Bat nat can involve using various actions, including teasing (treu nhau), hitting (danh), kicking (cu da), exclusion
(tay chay), verbal abuse (xi va), and threatening (de doa).
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Gender Based Violence or gender violence - Gender-based violence (GBV) is defined as violence
that is directed against a person on the basis of gender. Gender-based violence reflects and
reinforces inequalities between men and women. The internationally accepted definition of
gender-based violence set forth in the Declaration on the Elimination of Violence against Women
adopted by the UN General Assembly in 1993 was used for the purposes of this study. Under the
Declaration, violence against women is defined as “any act of gender-based violence that results in,
or is likely to result in, physical, sexual or psychological harm or suffering to women, including
threats of such acts, coercion or arbitrary deprivation of liberty, whether occurring in public or
private life” (United Nations 1995: 73). This does not mean that all acts against a woman are
gender-based violence, or that all victims of gender-based violence are female, however. The
surrounding circumstances where men are victim of sexual violence could be a man being
harassed, beaten or killed because they do not practice a form of masculinities, which are accepted
by the society.



Explicit gender violence - includes sexual harassment, intimidation, physical abuse, assault and
rape (Dunne, Humphreys et al 2003).



Implicit gender violence - includes corporal punishment, bullying, verbal and psychological abuse,
teachers’ unofficial use of pupils for free labour and other forms of aggressive or unauthorised
behaviour that is gender specific (Dunne, Humphreys et al 2003).



Risk factors are a way of measuring risk, telling us how much more likely it is that a person who is
exposed to a particular variable, such as childhood abuse, will experience violence from an intimate
partner compared to someone who is not exposed to that variable. Conversely, risk factors may
also explain how much more likely a man who is exposed to a particular variable is to perpetrate
violence. Risk factors are those conditions that either encourage or are associated with one or
more attitudes or behaviours that might lead to a negative health outcome or discourage
behaviours that may prevent negative health outcomes. Protective factors, by contrast, tell us how
much less likely a woman who is exposed to that variable will experience violence from an intimate
partner. Factors are ‘protective’ if they may lead to attitudes or behaviours that discourage a
negative health outcome or encourage behaviours that may prevent a negative health outcome.

Items used to measure experiences and perpetration of violence
Boys and girls

Emotional violence

Property was damaged, was threatened to be physically hurt,
was made to cry because of something someone did, was
made to cry because of something someone said, unwanted
12

things were said about appearance, unwanted name calling,
was embarrassed by unwanted jokes.

Social bullying

Was ignored by a group, had a someone turn others against
them, was isolated/ alienated by someone, was not invited to
participate in an activity because they were disliked.

Physical violence

Was pushed or shoved, was hit or kicked causing bruising, got
into a physical fight because did not like someone
(perpetration only)

Sexual harassment

Unwanted touching of genitals, unwanted sexual remarks
were made

Corporal punishment

Humiliated, yelled at, forced to kneel on the ground for
extended periods, beaten (by hand), beaten (by object)

Organization of the Report
This report is organized into 6 sections. Following this Introduction, Section II summarizes a review of the
extant literature, including a brief assessment of the scope and impact of gender violence and other
research that has been conducted on school-based violence prevention programs. Section III describes the
project phases, including the approach to working with schools to help deliver The Love Journey curriculum,
as well as the development and implementation of the curriculum. Section IV describes the research
methods, including use of random assignment, sample selection, quantitative and qualitative data
collection methods, and analysis plan. Section V presents the report’s findings, including a descriptive and
logistic regression analysis of the quantitative data and descriptive analysis of qualitative results. Section VI
discusses the findings and their implications.
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SECTION II – REVIEW OF THE RELEVANT LITERATURE

1. Scope of the Problem
This review will briefly consider the literature on gender violence in schools in developing countries and
summarise some prevention initiatives. School violence is considered to constitute ‘a global phenomenon
that affects one of the core institutions of modern society to some degree in virtually all nation-states'
(Akiba et al 2002, 830). While school violence is experienced and studied extensively in developed countries
in Europe, USA and Australia, it is not limited to industrialized societies. According to Ohasko (1997, 7),
violence is, indeed, ‘occurring at a high rate in developing countries and its impact on schooling, learning
and living is certainly serious, which refutes the commonly-held view that violence is primarily an issue of
industrialized countries'. However, in the context of Vietnam as well as other Southeast Asian contexts,
there has been almost no research about school bullying (For important exceptions, see Nguyen 2012;
Horton 2011; Tran 2004).

2. Framing gender violence in schools
A central problem in identifying the nature and scope of the review is the fact that many forms and incidents
of gender violence in schools are not reported as such. Gender violence is often not considered differently
from other forms of school violence in the literature.4 Moreover, gender has been omitted from prevalent
thought about school safety and violence. When school violence is discussed, there is a disproportionate
focus on the most extreme, rare forms of violence while more insidious threats to safety are largely ignored
(Lesko, 2000; Stein, 1995, 1999, 2003, 2005; Stein et al., 2002). Accordingly, identification of gender-based
violence in schools as a key factor in the replication of gender inequality in society is recent and
understanding of its causes and consequences is not well developed.
As a result, the appropriate gender-sensitive framework required to observe and to intervene in instances of
gender violence does not exist, so that these least desirable aspects of school life are either left unreported
or unrecognised as gender violence. There is no doubt, however, that this is not an isolated phenomenon, as
studies directed at investigating a range of problems in education in developing countries such as
underachievement, high pupil drop-out, poor quality of teaching and low levels of teacher professionalism,

4

For example, a study by Akiba et al. (2002) of school violence in 37 nations (of which three could be conventionally classified as
‘developing’) based on TIMSS data views school violence largely in terms of delinquency, youth crime and classroom disruption.
Although figures on rape are provided, there is no attempt to distinguish sexual violence from other forms of school violence.
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hint at its presence in schools. There is therefore a need to explore and categorise its manifestations within
an explicit gender framework and to examine its impact on the school experience and student learning.
Cases of gender violence in schools may be categorised and reported differently and without reference to
gender, e.g. unregulated and excessive corporal punishment, bullying and physical assault. However as such
violence is often gendered in nature, such as disproportionate physical punishment of boys by teachers or
homophobic bullying, they should be included alongside sexual harassment, sexual violence as
manifestations of gender violence. Using a gender-sensitive frame of reference, gender violence can be
broadly clustered into two overlapping categories: explicit gender violence and implicit gender violence
(Dunne, Humphreys et al., 2003). These latter are categorised as ‘implicit’ because they are less visibly
gendered and arise from everyday school practices that reinforce gender differentiation or inequity; in the
case of verbal abuse, this may be overtly sexual, e.g. abusive language that seeks to humiliate females, or it
may have little sexual content. All these forms of gender violence may be perpetrated by students on other
students, by teachers on students, and by students (usually male) on teachers (usually female). Importantly,
these forms of gender violence are understood and reported predominantly within a framework of
heterosexual gender relations (Dunne et al., 2003, 1).
While little data have been collected on gender violence in schools in Vietnam, a risk and protective factor
analysis conducted of over 2,800 Vietnamese women’s experiences of physical and/or sexual intimate
partner violence using WHO multi-country study data (2010) has important programming and evaluation
implication indicators for this study (Fulu, 2012). The analysis found that women most at risk of intimate
partner violence have male partners with a history of violence against men (2.8 and 1.6 times more
likely to experience lifetime and current intimate partner violence respectively), have had extra-

marital affairs (1.7 times, lifetime) and whose high incidence and levels of drinking had caused financial and
marital stress. Conflicts caused by large alcohol consumption were also identified as an extremely high risk
factor, as women are 8 times more likely to have experienced violence in the last 12 months if they reported
problems associated with partner drinking as a source of marital conflict, than women whose partner does
not drink.
Other key risk factors highlighted by this analysis include men’s control over women’s economic status and
financial independence and autonomy and women’s first sex being forced or coerced. Women whose
partner refuses to give her money for household expenses are twice as likely, and women whose partners
have taken her income against her will are 2.8 times more likely, to experience intimate partner violence in
their lifetime than women who have not experienced similar controlling behaviour.
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For sexual violence, women who did not choose their own partner are 8 times more likely to report forced
or coerced sex. Similarly, if women witnessed their mother being abused as a child, their first experience of
sex is more likely to be non-consensual and women whose first sexual experience was forced are
significantly more likely to experience intimate partner violence, than women whose first sexual experience
was consensual.
The younger the age of first sex for women, the more likely that sex is to be forced, as girls who had first sex
under the age of 15 are 25 times more likely for that experience to be coerced or forced than women whose
first sexual experience takes place at age 22 years and over. It should be noted that such an exceptionally
high odds ratio is likely to be the result of confounding the first sexual experience with the coerced sexual
experience since the two variables may in fact relate to the same experience.
Contrary to the inverse correlation between education attainment and experiences of intimate partner
violence more generally as discerned in the WHO study, educational attainment was not found a protective
factor to experiencing non-consensual sex.
Research on risk factors for women’s experiences of violence show that characteristics associated with the
male partner are more strongly associated than characteristics associated with women at increasing
women’s risk of experiencing violence (Fulu, 2012; Abramsky et al, 2011). Emerging regional evidence from a
study of six countries in Asia Pacific shows that significant risk factors for men’s perpetration include men’s
own experiences with victimization, especially emotional and physical child abuse (associated with all forms
of violence) and having witnessed their father/stepfather perpetrate violence against their mother
(associated with physical or physical and sexual intimate partner violence), and experiences of being raped
by another man as an adult (associated with both physical and sexual violence) (Fulu et al, 2013). Men’s
gender inequitable attitudes (as measured by the GEM scale and other questions) were associated with
perpetration of physical violence in two of six countries studied. Highly controlling behavior and frequent
quarrelling were risk factors for at least one type of intimate partner violence in all countries. Men’s
practices of having multiple sexual partners were also associated with all types of intimate partner violence
and having sex with a sex worker or transactional sex was a risk factor for sexual violence. Depression was
also found to be associated with all types of violence in most countries.

3. Intersections between gender relations and gender violence in schools
Schools, as institutions, are sites of both relationship and situational violence (Tolan and Guerra, 1994).
Relationship or interpersonal violence arises from disputes between individuals with an ongoing relationship
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and is the product of a combination of developmental, psychological, and environmental factors whereas
situational violence is primarily influenced by sociological factors such as poverty, alcohol and drug use,
community norms, and, in some countries, the accessibility of handguns. The two forms of violence can
overlap with certain situational factors disposing an individual, relationship or institution to a higher risk of
relationship violence. Much violence in schools is gendered in nature, in terms of perpetration and
experience of violence, and arises from inequities in gender relations; gender violence.
In order to understand gender violence in schools, it is important to locate an analysis within the context of
the school’s culture, its structures and processes, in addition to the individuals and sets of relationships that
make up a school. This will allow for an appropriate level of understanding of the risk factors and
consequences of this phenomenon and subsequently the ability to intervene at different levels within this
institution to address and prevent such violence from occurring in the first place.
What follows then is a summary of the relationship between gender relations and gender violence in
schools, especially masculinities and violence, followed by a very brief overview of the evidence of gender
violence in schools in developing countries and the framework within which it is being addressed in Vietnam.
International efforts to increase participation in schools, especially for girls, and to improve the quality of
the school experience have tended to assume that the institution of the school is benign or at least ‘neutral’
(Dunne et al., 2003, 2). Recent research, however, shows this not to be the case. A number of studies have
investigated not only formal aspects of the school which have impacted on access and participation, for
example the curriculum, examinations and teaching quality, but also and more significantly, the informal
school environment and the part that this plays in perpetuating gender differentiation in education. Some
examples of the latter are: Gordon (1995), Maimbolwa-Sinyangwe and Chilangwa (1995), Kutnick et al.
(1997), Miske and Van Belle-Prouty (1997), Nguyen (2012).
A 2001 survey in the USA about sexual harassment in schools found that sexual harassment was widespread
among students in grades 8–11, and between 1993 and 2001, students experienced an increased number of
incidents of sexual harassment (AAUW 2001). Other studies have suggested that sexual harassment is a form
of school violence that is gendered in its application and experience, and research shows it is tolerated and
even normalized by school administrators and students alike (AAUW 1993, 2001; Stein 1995, 1999).
Additionally, research indicates that adolescents begin to experience gender violence and harrassment as
early as age 12 (sixth or seventh grade), suggesting that prevention programs should target secondary
school students (Meyer & Stein, 2004; Schewe, 2002). Such insights enhance our understanding of the daily
life experiences of children in schools and their impact on educational outcomes. Understanding this
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dynamic and complex school context will have a direct bearing on the extent to which the incidence of
gender violence in Danang can be reduced through appropriate intervention strategies.
A more recent study in Vietnam by Nguyen (2012) posited the school as a social arena marked by
asymmetrical power relations that are enacted not only through gender but also through age and authority.
Additional social indicators may be ethnicity, disability, language and sexual orientation (Dunne et al, 2003,
2-3). Nguyen’s study demonstrated that within the institutional culture of the school, there are norms of
interaction and explicit and implicit rules and codes that guide behaviour which are re-enacted and reenforced in the everyday life of the school (cf., Horton 2011). Nguyen (2012, 50-52, 60) indeed makes it clear
that the very qualities that make a student appear exemplary within the school system are associated with
bullying (ie., class monitors acting with impunity, authority). There is also evidence to show that divergence
from established gender norms is associated with bullying and violence. A recent survey with 581 lesbian,
gay, bisexual and transgender individuals in Vietnam showed that of the 44% who experienced stigma,
discrimination and/or violence, most reported being victimised for having “a different way (to same sex
friends) of dressing or body movement” (51%) and for “showing emotional interest to persons of the same
sex” (37.7%) (Hoang, T.A. et al, 2012).

Within school a ‘gender regime’ is constructed through everyday, ‘taken for granted’ routine practices.
Gender identities are not given or accomplished passively but are constantly performed and contested over
time through individual and collective acts of resistance and accommodation (Dunne et al, 2003, 3; Cf.,
Butler, 1990). Gender-specific routine behaviour contributes to the production and regulation of sexual
identities and forms of femininities and masculinities (Mac an Ghaill, 1994). Masculine identities that are
produced through schools are often closely associated with violence and control. Swain (2005) argues that in
schools, boys learn a number of different and often competing ways of being a boy, some of which are
easier (or open) to achieve while others are less easy (more restrictive) and others still almost impossible to
access. Such ways of learning to be a boy, Swain holds, are informed by ‘masculinising practices’ at five
distinct levels in the school institution: (1) management, policy, and organisational practices (including
discipline); (2) the curriculum; (3) sports and games; (4) teacher-pupil relations; and (5) peer or pupil-pupil
relations (Connell, 1996; Gilbert and Gilbert, 1998).
The presence of peers in schools can also have a strong influence, with both positive and negative health
outcomes, on adolescents’ thoughts, attitudes, and behaviors about sexuality, gender and violence (Nguyen,
2012; Moore and Roosenthal, 2006). Basile et al (2009) conducted a literature review addressing the links
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between bullying behavior and sexual violence perpetration by adolescents and young adults. Multiple
studies that were reviewed suggested that the strongest link between bullying and sexual violence
perpetration is the influence of peer group norms and male peer support (Taylor et al., 2008). Connell
(1996) and Lesko (2000) have similarly argued that it is the peer group, with shared values and interests,
which is the main bearer of gender definitions, not individual boys or girls. The need to be considered
‘normal’ and ‘ordinary’ within the strict codes set by their group can lead boys to adopt attitudes,
perceptions and behaviours that either increase or decrease the likeliness of perpetrating gender violence.
Transgressions across the boundaries of accepted gender behaviour are discouraged through peer pressure,
and in some cases through violence, e.g. physical assault, intimidation, verbal abuse, deprivation (of access
to resources, space etc.) and ostracism. Among students, violence is perpetrated more often by boys on
both girls and other boys, for example on boys who do not conform to dominant norms of masculinity such
as homosexuality or on girls who are not sufficiently modest and retiring in their ‘feminine’ demeanour.
Both girls and boys, as well as teachers and formal and informal school structures, play a part in ‘policing’
the boundaries of gender relations and punishing transgression. These boundaries are determined by the
norm of compulsory heterosexuality, which the school as an institution actively promotes (Horton, 2011;
Mirembe and Davies, 2001).
Bullying, any form of physical or psychological behaviour designed to inflict harm inflicted by a student (or
group of students) against another student, has been found to be a common form of violence in schools
across different settings. While bullying has largely been studied independent of gender relations, an
increasing body of evidence is starting to highlight the gendered nature of much bullying in schools. Horton
(2011, 56) argues that boys are overrepresented both in terms of engaging in bullying and in terms of being
bullied (Cf., Eriksson et al., 2002; Hanish and Guerra, 2000; Ohsako, 1997; Rigby, 2008; Smithers, 2004).
While researchers have questioned the ‘separate worlds’ of girls and boys and the associated assumption
that boys are more aggressively inclined and girls are more ‘pro-social’ (Besag, 2006; Evaldsson, 2007;
Goodwin, 2002; Simmons, 2002), evidence still suggests that direct physical bullying is more common
amongst boys, and that indirect non-physical bullying is more common amongst girls (Simmons, 2002; Smith
and Brain, 2000; Tam and Taki, 2007). Indeed, the dichotomy between physical and non-physical bullying
has often been mapped onto distinctions between the bullying involving boys and girls, and often the
gendered distinctions put forward to explain physical and non-physical bullying are given in general terms,
suggesting that this is the tendency for boys and girls precisely because of their biological sex. Girls are thus
often portrayed as ‘relational’, perpetrating acts such as spreading rumours and isolating peers, while boys
are portrayed as ‘physical’ and more aggressively inclined. Nguyen’s (2012) recent study in Vietnam
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demonstrates the need to also accommodate girl-girl bullying within common frameworks of understanding,
suggesting a need to also ‘transgress’ common analytical approaches. Nguyen argues that
what researchers presume about gender in Vietnam (male aggression, female passivity) has negatively
affected their ability to describe actual relations between the sexes (cf., Martin 2010, 2013).
The age/authority relations between teacher and student are also a fundamental structure of schooling that
interacts with the gender regime. The institution of the school officially condones teachers’ regulation and
control of appropriate student behaviour through, for example, the allocation of rewards and sanctions, the
distribution of their time and attention in class, and corporal punishment. In this way, by using their
age/authority power position, teachers ‘normalise’ certain aspects of male and female behaviour. For
example, fighting between boys or their intimidation of girls may be dismissed by teachers as unimportant
or as ‘teasing’, using expressions like ‘boys will be boys’, rather than being addressed in any serious and
systematic way. Similarly, the teachers’ use of violence as a form of student discipline is also gendered in
that corporal punishment is used differentially by female and male teachers; it is also received differentially
by female and male students (Dunne and Leach, 2001; Dunne, Leach et al., 2003).
Given the structured asymmetrical power relations of schooling, the excessive use of disciplinary sanctions
can lead to abuse by those in positions of authority (teachers and head teachers, also school prefects and
monitors) and by those who are able to exercise control through other means, for example physical strength
or economic advantage (e.g. male pupils over female pupils or younger male pupils). In many cases, the
gender violence engaged in within schools is sexual harassment and abuse. Aggressive and intimidating
behaviour, unsolicited physical contact such as touching and groping, assault, coercive sex and rape all
constitute abuse, as does any sexual relationship formed by a teacher with a pupil. In most contexts the
latter is a disciplinary offence according to the conditions of teachers’ employment and/or a criminal offence
where the sex act involves a minor.
4. Measures to Address Gender Violence in Schools
Because the existence of widespread gender-based violence in schools is not fully recognised, or is classified
as other more general forms of violence, for example, bullying, lack of discipline, youth crime and excessive
corporal punishment, few governments have addressed the issue explicitly at the policy level. It is worth
noting, however, that Vietnam was the first country in Asia and the second country in the world to ratify the
United Nations Convention on the Rights of the Child (UNCRC) in 1990 (Horton, 2011:16). By ratifying the
convention, the Vietnamese government committed to addressing the issue of school violence in Vietnam, as
according to Article 19 of the convention:
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States Parties shall take all appropriate legislative, administrative, social and educational measures
to protect the child from all forms of physical or mental violence, injury or abuse, neglect or
negligent treatment, maltreatment or exploitation, including sexual abuse, while in the care of
parent(s), legal guardian(s) or any other person who has the care of the child (Office of the United
Nations High Commissioner for Human Rights 1989).5
Since ratifying the convention however, no comprehensive policy framework or follow-up programs have
been implemented by the government to uphold commitments in the convention. Gender-based violence
and bullying remain to be explicitly addressed by the Ministry of Education and Training, which instead, has
responded with broad-ranging integration of morality and life skills education into the curricula through
“Civic Education” and “Friendly Schools, Active Students” as an answer to the issue of violence in schools, an
issue that has yet to be recognised as gendered.
Corporal punishment, while widely practiced in Vietnam, is illegal in schools under article 75 of the Education
Law (2005), which states that teachers must not “disrespect the honour, dignity of learners, hurt or abuse
them physically”. There are a number of other legal provisions regarding protection of students’ honour and
dignity, including Decree No. 163/2003/ND-CP regulating education in commune, ward and town, the
Primary Universal Education Law, and Decree 338-HDBT 26/10/1991 on the implementation of the Primary
Universal Education Law (Newell, 2011).
Circular 12/2011/TT-BGDDT from the Ministry of Education sets out more specific codes of conduct of both
teachers and students (MOET, 2011). Teachers, following the circular, have a responsibility to “love, respect
and treat students equally, protect students’ rights and interest, building a safe, friendly, healthy and
democratic learning environment,” ensure their “verbal behaviours and attitudes must be appropriate and
educational to students [….and,] should not injure/insult students dignity and honor and commit any form of
physical violation against students.”
Students, following teachers’ responsibilities, have the “right to be respected, treated equally, and
democratically” and to “adequate time and conditions, hygiene and safety for studying at school and at
home.” “Students’ verbal behaviours and attitudes should be educational, cultural, and moral, appropriate to
their age.” Conduct not permitted by students includes “insulting or outraging teachers, staff, other students’
dignity, honour or bodies;” smoking, consuming alcohol or using other kinds of stimulants at school; and
“fighting or disturbing school and public safety and order.” Trafficking of any kind of culturally uncensored

5

Horton (2011:16) argues that such commitment was also illustrated by the Vietnamese government’s decision to adopt UNICEF’s
Child-friendly School initiative
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and hazardous products; posting or up-loading unhealthy content to internet; playing games with violent or
sexual content; or participating in any form of social evils are also prohibited under the circular.
To date there is no evidence that the provisions outlined in the circular have been implemented. One reason
for this may be that provincial and district education officials, as well as school management boards, face
difficulties in interpreting violence behaviours and appropriate measures for preventing and responding to
violence. Violent behaviours (e.g. hitting, slapping, pulling hair, isolating, making unwanted sexual comments
etc.) are not clearly stipulated in the circular or other policies from the Ministry of Education. Neither are
measures for dealing with offenses by either teachers or students outlined or links to administrative fines or
sanctions. In this vague policy environment it is difficult for education officials and schools to know how to
effectively implement the policy.
Vietnam’s unclear policy and program responses to the issue of gender-based violence in schools are not
unusual, however. While the existence of peer-to-peer sexual harassment and gender based bullying in K-12
schools has been well documented for decades in developed countries (AAUW, 1993, 2001; Stein, 1981,
1995, 1999; Stein, Marshall, & Tropp, 1993; Strauss, 1988), prevention programs and policies designed to
address gender violence in schools in developing countries are relatively new and are often the result of
adapted community-based programs. School prevention programs typically comprise of one or a
combination of rights-based, awareness raising, critical reflection and skills development approaches [see,
for example ICRW-Gender Equity in Schools Movement, Rozan or USAID-Doorways]. Some take universal
approaches while others focus on particular groups that are perceived at being of high risk of perpetrating or
experiencing violence. Programs are often run by NGOs on short project-term cycles and few longitudinal
studies have been conducted to establish the lasting effects of such initiatives. Until recently, most programs
have implemented single sex (often complementary) activities for boys and girls (Program H and Program M
from Promundo are examples of community-based programs that followed this approach), reflecting the
perception that boys and girls should be engaged separately to address the specific risk and protective
factors of each group in isolation. Some mixed-group programs are now starting to emerge that take a
gender synchronized or relational approach to prevention that is the result of an intentional intersection of
gender transformative efforts reaching both boys and girls of all sexual orientations and gender identities
(Achyut et al, 2011; Pulerwitz et al, 2008; Green et al, 2010). A trend of working with younger populations to
prevent violence before it occurs, primary prevention, is also evident in programming in recent years.
A pilot program in Mumbai schools in India, The Gender Equity Movement in Schools (on which the current
project’s prevention model is based) comprised of two components: a gender violence prevention and
gender equity curriculum; that focused on raising awareness, challenging harmful and restrictive gender
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stereotypes that drive gender-related vulnerabilities and inequalities, and building relationship skills; and
student-led campaign activities. The program was applied universally across a population of pre-adolescent
students.
An evaluation of the pilot (Achyut et al., 2011) found that both the curriculum and the campaign activities
were effective in achieving positive changes in the level of gender-equitable norms among students,
specifically those norms associated with gender roles, privileges and restrictions and acceptance of male
perpetrated violence by girls. Other findings included a positive change in attitudes toward the age of
marriage for women: with students in the end-line survey reporting higher ages than those in the baseline.
Self-reports of experiences and perpetration of violence increased post-intervention, although this finding
may be connected to improved capacity of students to recognise and label violence rather than an actual
increase in the prevalence of violence.

5. Synthesis of literature review

This brief literature review has indicated that an exploration of gender violence in schools also needs to
take into account the fact that the violence may stem from discriminatory behaviour on the grounds of
ethnicity, religion, age or disability as well as of gender. However, it has been beyond the scope of this
review to include all forms of violence in school. Thus, for the current purpose of providing context to the
baseline study of The Love Journey, we focussed on gender violence which includes ‘explicit’ forms of
violence such as physical violence and ‘implicit’ forms such as corporal punishment, verbal abuse and
bullying.
A key issues emerging from this review is that within the traditional hierarchical power structures of
schooling, gender violence is a principal means of control and regulation, perpetrated and experienced by
both teachers and students in many forms. The ongoing, often unquestioned nature of this gender violence
and regulation manifests as a ‘gender regime’, which presents serious challenges not only to the task of its
elimination but also to achieving gender equity in schooling. Pervasive gender violence has also been
shown to hold implications for the quality of the school experience and the participation and performance
of both boys and girls, all of which act to sustain the gender gap.
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SECTION III – DESCRIPTION OF THE INTERVENTION

This section provides a comprehensive description of the classroom interventions and the roles of project
team members and project partners. The approach to recruitment of schools, the curriculum development
process, and implementation of the interventions are among the topics covered.
Project Instigator
Paz y Desarrollo Vietnam (PyD) is a Spanish International NGO working in 14 countries around the word.
PyD is the organisation that jointly manages The Love Journey: Danang Schools-based Gender Equity and
Gender Violence Prevention Project with the Danang Department of Education and Training (DOET).
Recruitment of partners
The Love Journey is the result of a number of national and international partnerships between civil society,
the United Nations and government.
Paz y Desarrollo is the coordinating partner for the evaluation. PyD oversaw the work of the evaluators,
conducted ongoing process monitoring (dedicated M&E Officer) and established modalities of information
sharing and communication between different partners. PyD will also take the lead on evidenced-based
advocacy activities and dissemination of evaluation findings.
Philip Martin and Duong Le Quyen are external consultants who led the baseline evaluation research
design and implementation. Philip and Quyen managed and implemented the evaluation agenda, recruited
and trained field researchers, oversaw data collection and analysis, ensured ethical compliance of the
project, and wrote large parts of this report.
Danang Department of Education of Training facilitated access to schools and students for evaluation
research.
P4P provided technical assistance on research, data analysis support, evaluation methods, and evidencedbased advocacy to both PyD and the project evaluators. Experience sharing and dissemination of evaluation
findings from the project will be through regional workshops. P4P has also provided capacity building on
primary prevention programming and research methods on masculinities and violence to project staff and
evaluation through a research grant to the project through United Nations Development Program, as well
as ongoing technical assistance.

24

ICRW has piloted and evaluated the Gender Equity in Schools Movement project, from which our
intervention has been adapted, in Mumbai, India. ICRW shares experiences from their pilot and provide
ongoing technical support for the evaluation of our intervention by reviewing research designs and tools
developed by the evaluators and assisting with analysis of evaluation research data.
The Spanish Agency for International Cooperation and Development (AECID) provides core funding to the
project through Paz y Desarrollo international NGO.

Theory of change
The Love Journey design is theory driven and draws on multiple approaches: i) gender and power; ii)
cognitive-affective approaches; iii) risk and protective factors; and iv) life skills. Combining these theoretical
approaches, we hypothesise that by enhancing knowledge, skills and positive attitudes around socially
constructed gender norms and beliefs around violence, we can achieve changes in behavior that, within an
enabling environment, can be sustained over time. Project delivery draws on the following theories of
change which have different functions for the purpose of the interventions:
Gender and power –alternative masculinities subordinated under dominant hegemonic masculinity
The theory of gender and power (derived from the work of R.W. Connell 1986 onwards) is central to the
strategy of change of this project. Put simply, the theory posits that in any given social setting multiple
versions of masculinities exist in competition with one another. A hegemonic or dominant cultural ideal of
masculinity subordinates other models of being a man and restricts or prevents them from being practiced.
While hegemonic masculinity may vary between different settings, key aspects often include toughness and
strength: performed through violence; denial of vulnerability and acts of control; heterosexual performance
and control over women: men as the head of the family, economic provider and controlling women at
home; and dominance and superiority over (or exclusion of) women in the public sphere: higher positions
and status for men in remunerated work and politics.
The key implication of the theory of gender and power is that dominant masculinities that support
women’s continued subordination to men must be challenged if we hope to prevent gender-based
violence. Promoting alternative gender equitable and non-violent masculinities is one way of achieving this.
Other programming implications from the theory of gender and power have been summarised below
(Jewkes, R. 2012):
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Theory

Implications

- Multiple masculinities

Avoid gender stereotyping, emphasise
different ways of being a man

- Competition between masculinities

Engage with men’s vulnerability to other men

- Denial of vulnerability

Engage with men’s other vulnerabilities
(health, poverty etc)

- ‘Othering’ of women

Engage with similarities between men and
women

- Use of violence

Address multiplicity of men’s violence

- ‘Othering’ of gay men (and women)

Address homophobia

- ‘Taken for granted’ power of men

Challenge ‘taken for granted’ power –
empower and raise consciousness of women

- Male privilege and power over women

Challenge men’s privilege

Cognitive affective approach - ‘modify behaviours by changing cognitive and affective components’emphasis on knowledge, attitudes and empathy
The cognitive-affective approach to behavioural change posits that by enhancing knowledge and increasing
positive attitudes around socially constructed gender norms, we can achieve changes in behaviour that,
within an enabling environment, can be sustained over time. This approach finds support in cognitive
psychology and social cognitive theory on human agency (Bandura, A. 2001).
Under the cognitive affective approach to gender violence prevention, normative drivers -inequitable
gender norms- of behaviours are targeted with the aim of affecting sustained behaviour change at the
individual level. To do this, group education activities have been designed to change perceptions and
attitudes on gender as a precursor to sustained behavioural changes. Attitudinal change among girls, as
well as boys, is critical to reducing the perpetration rates of gender violence. Research has found that social
acceptance of wife-beating is a significant and consistent risk factor for women’s experiences of intimate
partner violence across different settings (Heise, 2011).
Through critical reflection, the project will build the capacity of students to recognise, anticipate and
challenge inequitable gender norms as they are played out in their day-to-day lives.
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Social-ecological model understanding of risk and protective factors associated with perpetration and
victimization of violence - emphasis on multiple level interventions; group dynamics-relational; school
climate/policies.
The socio-ecological model is widely used to understand risk and protective factors associated with
experiences and perpetration of violence. Under the model, factors are often split into four levels:
individual, relationship, community and societal, and underscores the need to work at multiple levels to
reduce the likelihood of future violence. Behavioural changes among students have a greater chance to be
sustained when they are supported by broader changes that support gender equity at school, community
and in the family.
Life skills - awareness, recognition, self-efficacy, negotiation, problem solving
A life skills approach to behaviour change emphasises the role of skills development in preventing and
mitigating certain behaviours. In the case of violence, learning alternatives to violence (for example,
alternative conflict-resolution measures), assertive communication techniques, management of emotions
and critical self-awareness are some skills that can avert perpetration or victimisation of violence.
Intervention design
Drawing on these theories, the project works at different levels to affect changes in knowledge, attitudes
and skills, and policies, rules and services:
1) Knowledge - through meeting unmet needs for comprehensive gender violence information. Having
access to accurate information is the first step toward positive change;
2) Attitudes and skills – gender-equitable attitudes are understood as a precursor to behavior change and
may even prevent certain violent or discriminatory behaviours from developing. Attitudinal change by
teachers is also critical to promoting gender equitable treatment of boys and girls, positive discipline
alternatives to corporal punishment and improving student-teacher relations more generally; and
3) Policies, rules and services - through creating initiatives to prevent and mitigate gender violence and
discrimination and provide access to adolescent-friendly services.
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A secondary school teacher facilitates one of the sessions in the curriculum
From theories of change to the concrete project approach – The below conceptual model, informed by our
theories of change, depicts the changes (increase ↑ or decrease ↓) expected as a result of project
activities.
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Capacity building and
activities in community
Lead to

Group education activities
Lead to

Changes in pre-adolescents
↓ Acceptance of violence

Changes in parents and
teachers

Evidenced-based local policy
and program advocacy

↓ Acceptance of corporal
punishment

Leads to

↑ Recognition of existing GBV
and inequities

↓ Gender stereotypes

↑ Acceptance of preadolescents’ realities and

↑ Gender equitable attitudes
and perceptions

needs

↑ Awareness of alternatives
to violence
↑ Conflict resolution skills

Changes in schools and
clubs
↓ Acceptance of abuse or
violence by peers or adults

↑ Awareness of GBV risks

↑ Policies and rules that
promote gender equity, and
non-violent relationships

↑ Communication with
adolescents about gender
issues and relationships

↑ Safe spaces to meet ♀♂ as
equals, discuss relations,
abuse, GBV risks

↑ Information and helpseeking behaviour

↑ Referrals to information and
support services

Prevention
of genderbased
violence
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Curriculum Development
The Love Journey uses a critical reflection, awareness raising and skills-building curriculum that is staggered
over two years (grades 6 and 7). The first year (comprising of ten 45 minute periods) introduces issues of
gender, sex, gender roles, body, personal hygiene and violence. The second year (comprising of twelve 45
minute periods) builds on the first by exploring more deeply gender and power, healthy relationships,
feelings and personal control and responses to violence. The curriculum has been designed to target
specific risk and protective factors for gender-based violence, specifically women’s experiences of intimate
partner violence, in a Vietnamese setting. This content is covered in a set of training materials comprising
of: a teacher’s book with foundational knowledge and activity plans for lessons, a campaign guide for
teachers to facilitated student-led campaigns, and a student diary:

Images taken from the contents of the Hanh Trinh Yeu Thuong Student Diary
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The Love Journey’s gender violence prevention curriculum was adapted from the International Center for
Research on Women’s Gender Equity Movement in Schools (GEMS) project. Education specialists from the
Vietnam Institute of Educational Sciences (VNIES) oversaw the translation and socio-cultural adaptation of
content in the original GEMS curriculum.

Students in the test class participate in a group education activity
After translation and preliminary revision of the curriculum content, each lesson of 1st year curriculum was
individually tested by a member of VNIES with one sixth grade class in Chu Van An secondary school in
Danang City – a school that is neither in the test or control group of the project. Lessons of the 2nd year of
the curriculum were tested with the same class when they moved to 7th grade. Focus groups and rapid
surveys were used to elicit further information from students after completion of each major topic area i.e.
gender, body, violence. Findings from the pretesting of the curriculum were then used to propose changes
to curriculum, changes that were agreed upon between PyD and VNIES.

Curriculum summary
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Content
Year 1

Knowledge/ critical reflection/ skills

Gender
1. What is gender
2. Division of work
Student diary
Body
3. Understanding about the
body and changes during
puberty (boys)
4. Understanding about the
body and changes during
puberty (girls)
5. Respecting one’s own and
others’ bodies
Student diary
Violence
6. What is violence?
7. Is it violence?

8. Cycle of violence
9.
From
understanding

violence

10. Labeling violence
Student diary
Year 2
Gender
1. Gender recap
2.Privileges and restrictions
3. Gender and power

4.Alternative masculinities

Student Diary
Relationship
5. What is a relationship
6. Expectations and
responsibilities in a
relationship
7. Conflict resolution
Student Diary
Emotions
8. What is emotion?

to

Awareness of gender as socially constructed
Identify how society shapes gender roles
Personal reflection in student diary
Correct terms for body parts

Understanding of puberty/ menstruation and body hygiene
An understanding of the relationship between body hygiene and health
Understanding that the value of a person is not linked to physical
characteristics (new)
Comfort and respect to one’s body
Sensitivity and respect for others’ bodies and an understanding that disrespect
is a violation of other’s rights.

Enhance the capacity to recognise violence
Better understanding of concept of violence.
Ability to identify different forms of violence.
Understanding of labeling as a form of violence and its effect on others
Understanding of effects of violence
Understanding of why violence of any form should not be tolerated
Dialogue and communication as a means to overcome violence
Respect and love as a means to prevent violence and foster healthy
relationships
Awareness around different forms of violence
Personal reflection in student diary

Understanding of importance of equal opportunities for boys and girls
Understanding of power
Understanding of how power affects growth and personality of children
Financial autonomy and independence
Dominant forms of masculinities
Cost of masculinities for men: Risks associated with some forms of
masculinities: men being violent, alcohol abuse, social norms around drinking,
prostitution, affairs
Non-violent ways of being a man
Overcoming resistance to alternative masculinities
Personal reflection in student diary
Understanding of the need to nurture relationships
Role of trust and respect in maintaining relationships
Importance of taking and exercising responsibilities in sustaining a relationship

Recognition of the need for conflict resolution to sustain relationships
Personal reflection in student diary

Understanding of different types of awareness
Understanding of how we react to different types of emotions and the
consequences of these reactions
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9. Expressing emotions
Student diary
Violence
10. What is violence?
11. Communication around
violence
12.Assertive communication
13.Collective response to
violence
Student Diary

Understanding of different ways of expressing and managing emotions
effectively
Personal reflection in student diary

Verbal and non-verbal communication
Use of communication to express emotions.
Assertive communication to deal with violence
Assertive communication as an alternative to violence
Identification of different players in acts of violence
Collective responses as a means of preventing and mitigating violence
Personal reflection in student diary

Activities to create an enabling environment
The Love Journey implements a number of activities to create an enabling socio-cultural environment for
change: school teachers are involved in capacity building activities to promote gender equity, positive
discipline alternatives to corporal punishment and participatory facilitation skills, select teachers are being
trained to provide counselling and referral services are being established between schools and the local
child support and protection centre. Trained teachers assist pre-adolescents to build knowledge, attitudes
and skills that promote non-violence and healthy relationships. This is accomplished using a variety of
techniques including team-building activities, repetition and mental rehearsal, small group work and roleplaying following a participatory learning approach. The intervention is universal for mixed groups; all
students, male and female, not just high-risk groups. Schools and the Department of Education and Training
are also being supported to develop gender equity and non-violence rules and policies.
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SECTION IV - RESEARCH METHODS
In this section we review the research design; use of random assignment; rationale for using a quasiexperimental trial design; statistical power of the study given the sample size; data collection methods,
including quantitative data collection (survey using a self-administered and anonymous questionnaire
among students) and qualitative data collection (mini FGDs with students); ethics review and analysis
method, including the approach to missing data, descriptive analysis, and multivariate/ regression analysis.

Random assignment
The study employed an experimental, longitudinal design. The data produced for this baseline report
constitute the starting point for the longitudinal study, comprising a representative sample of all secondary
school students across 20 schools in Danang.
For the evaluation, a cross-sectional sampling method is considered the most powerful tool to evaluate the
impact of The Love Journey intervention. This method randomly allocates participating schools to test and
control groups to assure that characteristics are likely to be as similar as possible across the group at the
start of the comparison (the baseline) and ensure a valid base from which statistical inferences can be
made. In this process we used a stratified random allocation procedure (see Boruch, 1997). Classes were
classified by two relevant stratifying criteria (grade level and school). Although not strictly necessary, prestratification helped ensure that groups started out with some identical characteristics and that there were
adequate numbers of classrooms in each of the cells for each participating school.
A quasi experimental design is considered powerful rigorous tool to evaluate the impact of the The Love
Journey. Similar to a randomized control trial, the quasi-experimental design is considered useful for
eliminating threats to internal validity in evaluation research. Logistically, it would not be possible to take
students out of their regular schedule and randomly assign them individually to new classes. The act of
randomizing schools to receive or not receive the intervention ensures that, on average, all other possible
causes are equal between the two groups. This design provides excellent counterfactual description of
what would have happened to the intervention group if they had not been exposed to the intervention. So,
when designed well, any significant differences between groups in evaluation research can be attributed to
the intervention, knowing that it was not produced due to some other unidentified factor.
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Sample
Danang City has 56 secondary schools spread across seven districts (six urban/ suburban and one rural).
The school term runs for 37 weeks: first term runs for 19 weeks and second term 18 weeks. The total
population of grade 6 and 7 students in Danang is approximately 11,000 and 10,000 respectively, across the
seven districts of the city. Although the Love Journey project is currently only being conducted in 131
classes6 across 10 secondary schools, 20 secondary schools with 117 sixth grade and 111 seventh grade
classrooms were designated to participate in the baseline research study to facilitate a test and control
group.
These 20 secondary schools were selected by Danang DOET from the total 56 secondary schools in the city
following the below criteria:


Schools have equivalent student-teacher ratios;



All seven districts of Danang City are represented (Hai Chau, Thanh Khe, Son Tra, Lien Chieu, Hoa
Vang, Ngu Hanh Son, Cam Le); and



School have are not currently participating in any projects on sexual reproductive health, gender
equality or gender violence prevention.

The population of students in Grades 6 and 7 in these 20 secondary schools at the time of conducting the
baseline was 8,542. Due to resource and time limitations, however, it was impractical to design a
monitoring and evaluation agenda to research each of these students. In a population of 8,542 students,
however, a sample of 400 is sufficient to detect a 15% change at 5% level of significance with a design
effect of 2. It also includes 10% refusal/ dropout rate. As we were interested to estimate indicators for girls
and boys separately, however, a sample of 400 boys and 400 girls was required. In this survey, 405 boys
and 413 girls (n=818) from intervention (n=10) and comparison schools (n=10) participated in the
quantitative study.
Thus, from each school, we selected 20 girls and 20 boys, evenly distributed across grades 6 and 7 to
ensure equal representation from each grade. We randomly selected students from each group of the
same sex and grade in each school.

6

As new students begin the learning program in the 2013 – 2014 school year, the number of classes participating in the project will
increase. New classes will not however be included in this evaluation research.
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Data Collection
In this section, we describe our data collection methods, including quantitative data collection (student
survey) and qualitative data collection (focus groups with teachers and key informant interviews with
school administrators). We also describe the processes for the review of human research ethics. The endline and follow-up studies will include quantitative data produced through interventionist rating forms to
assess the fidelity of the implementation of the interventions.

Quantitative Data Collection – questionnaire design
The survey used an anonymous questionnaire (Appendix 2) developed by PyD with input provided by ICRW
and P4P. An adapted version of the Gender Equitable Men (GEM)7 Scale to a Vietnamese context was used
as the primary quantitative evaluation instrument to measure the baseline level of gender-equitable
attitudes among the sample. The GEM Scale is a psychometric evaluation instrument designed to measure
gender equitable attitudes toward a set of gender norms. While the scale was initially designed for use with
men, it can also be used to measure attitudes of boys and girls. The survey utilised in Danang used a set of
gender inequitable attitudes that were culturally appropriate, and male and female students were asked
whether they strongly agreed, agreed, disagreed or strongly disagreed with the series of statements, with a
number assigned to each response.
In addition to the adapted GEM scale, we tailored a multiple-item multiple-scale behavioural measure of
bullying, of perpetration (inflicting verbal, social or physical bullying) and experiences (as a target of verbal,
physical or social bullying). This method has previously been found to be a reliable and a valid scale for
adolescent students in other settings (Finger et al 2008; Parada, 2000)· Capturing the prevalence of
different forms of bullying will identify current levels of violence in school, disaggregated by sex and GEM

7

Horizons and Promundo developed the Gender-Equitable Men (GEM) Scale to measure attitudes toward manhood and gender
norms related to sexual and reproductive health promotion and disease prevention, partner violence, and sexual and intimate
relationships, among other topics. The original 35-item scale was validated with a representative sample of men aged 15–60 in
three communities—two low-income and one middle-income—in Rio de Janeiro. It was administered as part of a larger household
survey which included questions addressing a number of variables that were theoretically related to gender-equitable norms,
including socio-demographic status, relationship history, history of physical violence, and current safer sex behaviors. The testing
confirmed that the attitude questions held together, meaning that young men answered in fairly internally consistent ways. That is,
a young man who said he tolerated or even supported violence against women was also likely to show non-equitable or maledominant views on other questions, such as believing that taking care of children was exclusively a woman’s responsibility.
Moreover, young men’s attitudes were highly correlated with self-reported use of violence against women, confirming that the
ways young men answered the questions were correlated to how they say they act. The GEM scale has since been used for
program evaluation in other settings such as India.
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score, and produce data that can be better tracked over time to measure the effect of the intervention on
reports of experiences and perpetration of violence.
Findings from our pre-test and relevant scholarship suggests that it is more straightforward to produce data
among primary school students on bullying than gender violence. Accordingly, we re-designed the
instrument to focus on more mundane experiences of unregulated and excessive corporal punishment,
bullying and physical assault, and included gender as a factor, assuming that perpetrator/ victim ratio
would be skewed to some degree along gender lines. Most researchers still suggest that direct physical
bullying is more common among boys, and that indirect non-physical bullying is more common amongst
girls (Owens, Shute, and Slee 2000a, 2000b; Simmons 2002; Smith and Brain 2000; Tam and Taki 2007).
Accordingly, while the violence section is concerned with 'bullying', we expected to find a gendered
dimension to the bullying. In the analysis, we were also hoping to find out the extent to which boys and
girls involved were contesting, conforming to, or upholding the gender attitudes they professed.
The survey was composed of the following sections:
1. Socio-demographic data (age, sex, grade, living standard, family members, etc.)
2. Student attitudes toward gender and violence (using adapted GEM scale)
3. Student life experiences (including romantic and sexual experience, and witnessing of domestic
violence)
4. Students’ experiences of physical, emotional and social bullying at school (both as perpetrators and
victims)
5. Students’ perception of the situation of violence in schools
6. Student reporting habits/ teacher and parental support in mitigating violence.
The questionnaire was designed in English and then translated into Vietnamese by a bi-lingual EnglishVietnamese speaker. Before using in the field, the questionnaire was translated back into English by
another bi-lingual English-Vietnamese speaker to ensure consistency. The questionnaire was also tested for
the length and comprehension in a pilot survey before actual administration.

Data Collection
The students were surveyed in groups of 10 (by sex and grade), outside of the classroom environment.
Separating the students from the classroom and their peers increased the privacy in which they were able
to respond, and improved the data reliability. In order to facilitate the school pupils’ understanding of the
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content of the questionnaire and how to provide their responses in the questionnaire paper, each group
was assisted by a facilitator.

Data Analysis
To better understand and summarize the attitudinal measures from the survey, the study team examined
these data using exploratory and confirmatory factor analyses, which examined the correlations between
scores on all the attitudinal measures for the first wave of data. After analyzing the factor structure, we
estimated internal consistency with Cronbach’s Alpha (=0.707).

Qualitative Study - Mini Focus Group Description
In addition to student surveys, we conducted 12 mini FGDs with students. The qualitative data collection
provided some rich contextual data for student responses to the surveys. It is important to note, however,
that qualitative data for this report were generated from very small samples, and different questions were
posed to different FGD groups. This was due to severe resource limitations on the study. Recognizing that
the FGDs would not produce 'representative' data, then, we sought to capture some of the thinking among
respondents on issues present in the survey to help contextualise the analysis/ understanding of the survey
results.
We selected a sample of 78 students (12 groups spread over 11 schools, including 5 intervention schools).
Students were invited to discuss/ comment on issues of masculinities, femininities and violence, as well as
other issues they deemed pertinent to the discussion (Mini FGD Guide: Appendix 3). The topics were
assigned to the participants from different districts in Danang, sexes, and grades in order to provide
diversified opinion. These conversations were facilitated by trained researchers, and recorded only in
written form of key quotes and comments (no audio recording was used). This technique was designed to
ensure the confidentiality of student participants, and encourage honest and comprehensive answers.
The mini FGDs were held immediately following data collection of each quantitative survey section for a
group and included a selection of students from that group (participants in each FGD are from the same sex
and grade group). Each FGD lasted from 20 to 40 minutes (27 minutes on average).
The questions in the FGDs were informal, non-judgemental and open. Questions were phrased to avoid any
suggestion that one answer might be more desirable than another. Conversations followed a pattern
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comprised of three types of questions: topic identification and primary themes, follow-up questions, and
probes.
The sample size selected for this qualitative study was deliberately small, and in no way conducive to
achieving statistically significant conclusions. Instead it was designed to facilitate the building of a
qualitative picture of male and female students’ attitudes and perceptions of gender and violence and
uncover themes and questions important to those children in the context of their own unique experiences.
Qualitative data were reviewed and analysed in the form of a narrative synopsis, and cross-referenced with
various theoretical texts in an attempt to both explain the data and test theory.

Human Research Ethics
Ethical clearance for this study was granted by the Institutional Review Board at Hanoi School of Public
Health. The research study was conducted in schools with permission from Danang DOET and school
principals. Participation was voluntary with agreement from students’ parents/guardians (signed informed
consent) and students (verbal agreement).
The ethical risks associated with this project were considered to be primarily psychological. As the research
explores broad experiences of attitudes and experiences of gender and violence, it was initially envisaged
that some participants could experience feelings of mild distress and embarrassment at being surveyed,
anxiety as a result of information they are asked to recall, and concerns for their privacy (especially in FGD
situations). While the questions posed were generally about personal opinions and experiences, they
probed mostly in the areas of boy’s and girls’ perspectives and experiences of broader social and cultural
issues.
We worked to minimize and manage the risks as best as possible. Before each survey session, we met with
the participants in a neutral space for an informal briefing session where they were encouraged to ask
questions about the research and get comfortable with the dynamics between researchers and
participants. The purposes of the research were provided and discussed with participants ahead of the
interview by the students’ teachers, fully explaining the extent of their involvement, and reassuring them of
the researchers’ respect for their unique situations and privacy.
Before the FGDs commenced, we informed the participants of the personal nature of some topics and
made them fully aware that it was at their discretion as to whether they contributed to discussions on
these topics. The tone used when asking such questions was sensitive and gentle, allowing plenty of time
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for participants to answer. When practical, we encouraged respondents to use third-person stories or
metaphors to illustrate topics, thus depersonalizing areas they might otherwise find difficult to discuss.
With all participants we made it clear that the project is voluntary and that anything discussed is at their
discretion. In no cases did a participant become obviously distressed through the FGD. It may be presumed
however that some level of disquiet were present in some interviewees’ responses. In rare cases, there also
appeared to be some hesitation and difficulty in understanding some questions, which appeared to
produce mild embarrassment.

Limitations
Quantitative questionnaires have often been used as a means of collecting data about school bullying and
there has been much less use of qualitative methods (Goodwin 2002; Mishna 2004; Smith and Brain 2000).
This is problematic because quantitative questionnaires used on their own “reveal only a frozen tableau of
actors in a priori roles and categories developed from the researcher’s repertoire of expectations” (Duncan
1999, 5). Horton (2011, 33) points out that the question of language is also pertinent, especially when
researching bullying in different linguistic and cultural contexts. The terms used in various languages have
subtle differences in terms of which kinds of actions are or are not included (Smith et al. 2002). This has
implications for how people respond to questions about these terms. However, even within the same
language, respondents may understand the terms very differently, even when an explicit definition is
provided (Smith et al. 2002).
School bullying researchers consistently point to a reticence amongst students to tell anyone about the
bullying they are subjected to (Craig, Pepler, and Atlas 2000; Erling and Hwang 2004; Houndoumadi and
Pateraki 2001; Rigby and Bauman 2011; Smith 2011). The findings from such research have led to antibullying initiatives recognising silence among students as a significant hurdle to affecting change.
It is also widely known in masculinities research that young men present starkly different accounts of
masculinity and sexuality in same-sex groups, alone with a researcher, with a girlfriend and with their
parents (Wight, 1996:2). Researchers using FGDs involving only men have also noted how the frequently
punitive, disinterested and jokey character of male/male talk tends to produce only very stereotypical
accounts of masculinity (McKee & O’Brien, 1983:153). And, in Vietnam, people often are conditioned to not
talk about everyday practices that may run counter to given social norms – at least not with anyone doing
research (Loyd et al., 2004:12). These and other methodological constraints are evident in the current
manuscript, and currently limit the validity of findings. These include:
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Quantitative study:
-

The questionnaire was too long for children at this age, as evidenced by notable drop off in
interest over the course of the survey

-

Recall bias: students were asked about the last semester (mid Jan to end of May) when the
study was conducted at the beginning of November

Qualitative study:
-

The time was too short for each FGD, meaning that the moderator could not explore answers
deeply

-

The participants did not interact heavily with each other during the FGDs

-

The content was recorded by pen and without using an audio recorder, meaning that some
content of each FGD was lost

-

the FGDs were moderated by different facilitators and conducted on different topics, meaning
that comparision across FGDs is impossible
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SECTION V - FINDINGS

1. Background data
The total survey sample achieved is given, by gender and age, in table 1.1. A total of 818 Danang students
were surveyed for this study. The vast majority of respondents (97.3%) were born in the years 2000 or
2001, indicating that they were aged 11-12 at the time of the survey.
Table 1.1

Sample by sex and age

Sex

Age

Boy

11 years

Girl

12 years

As shown in table 1.2, most respondents lived in households with their mothers (91.3%) and/ or fathers
(86.8%). About half the respondents lived with at least one brother (49.1%) and/or at least one sister
(50.8%). More than a quarter of respondents lived in households where there grandmother was present
(26.1%).
All of the participants, both boys and girls, acknowledged the powerful socialising influence of families on
children, whether sons or daughters. Respondents suggested that children are expected to know how to
take care of the family and how to show gratitude to their parents, and that these expectations transcend
gender. For example, one female informant (grade 7) stated, “The families around me and my family want
their son to be successful, assist the family, and take care of his parents”. Another female informant (grade
7) added, “All the families around me want their daughters to behave well and study well”.
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Within households, it was equally common for respondents’ mothers to have a monthly income (81.5%) as
fathers (79.5%). Among other members of households, it was increasingly rare for income earners to be the
grandmother (10.2%), grandfather (7.1%), sisters (8%) or brothers (6.5%). It is worth noting here that
respondents’ households overall were slightly more likely to have women than men providing a regular
monthly income, as students were more likely to live with their grandmother than grandfather.
Table 1.2 Sample characteristics - household
Variables

Frequency

%

Grandfather
Grandmother

134
213

16.4
26.1

Father

709

86.8

Mother

746

91.3

Brothers

400

49.1

Sisters

415

50.8

Other relatives

85

10.4

Among people who live with you Grandfather

58

7.1

and yourself, who has regular Grandmother

83

10.2

monthly income in your family Father

649

79.5

(from all sources, e.g. salary, Mothers

665

81.5

pension)?

Brothers

53

6.5

Sisters

65

8

Other relatives

45

5.5

With whom do you live?

Socioeconomic status of the students’ family was not established. This was due to doubts among the
research team of whether students would be able to accurately identify income and wealth within their
families. Other difficulties in identifying and defining attributes of the ‘middle-class’ and the unstable
situation of ‘class’ as a position and category in Vietnam (Bélanger et al. 2012; King 2008) indicated to the
research team that it would be impractical to attempt to objectively assess students’ socioeconomic
conditions. Instead, insights into the students’ socioeconomic backgrounds were produced by asking
respondents to rank the perceived wealth of their households in relation to other households in their
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neighbourhoods and by assessing whether students had access to a bicycle or mobile phone. The majority
of respondents (57.8%) suggested that their family was at ‘about the same’ level of financial prosperity as
their neighbours. A significant number of respondents (23.4%) indicated that they felt their family was
slightly poorer than most of the other families in the neighbourhood.
Table 1.3 Sample characteristics – Socioeconomic Status

Perceived socio-economic status

My family is much richer
My family is slightly richer
My family is about the same
My family is slightly poorer
My family is much poorer

Access to a bicycle or mobile phone may also be considered indicators of socio-economic status. Table 1.4
shows that the majority of respondents had a bicycle for personal use (75.4%) while comparatively few had
cellular phones for personal use (35.7%). The lower level of high-cost assets among respondents is
consistent with their estimation of the socioeconomic status of their households as generally the same or
poorer than their neighbours.

Table 1.4 Sample characteristics - items
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90.00%
80.00%
70.00%
60.00%
50.00%
40.00%

Male

30.00%

Female

20.00%
10.00%
0.00%
Has bicycle for
personal use?

Has a cell phone for
personal use?

Although the majority of the sample estimated the socioeconomic status of their households as generally
the same or poorer than their neighbours, comments during FGDs indicate that respondents felt that their
socioeconomic situations were much improved over those present during their parent’s youth. One male in
grade 6 stated that “In the past, (children) played traditional games, no computer games”. A similar sense
of changing economic conditions was present in comments by a male in grade 7 when he explained “At my
parents’ wedding, they used bicycles (to escort the groom and bride). Now, they use a car (to escort the
groom and bride)”.
Table 1.5 shows that respondents’ fathers typically had completed higher levels of education. Parents’
levels of education varied most by high school and university completion rates. Respondents’ fathers
(52.3%) were considerably more likely to have completed high school than mothers (44.2%). Respondents’
fathers were also considerably more likely to have completed University (21.7%) than mothers (15.3%). It is
important to note, however, that there was a very high number of missing values among the responses
because they did not know their parents’ level of educational attainment (11.2% of the respondent did not
know their mother’s level of educational attainment and 16.6% did not know their father’s).
Table 1.5 Sample characteristics – parents’ level of educational attainment
Variables
Which levels of education has No

schooling or

Frequency
has not 44

%

Missing

6.1

92

45

your mother completed?

completed primary school yet
Primary school

681

93.8

92

Secondary school

574

79.1

92

High School

321

44.2

92

College

128

17.6

92

University

111

15.3

92

4.1

136

Which levels of education has No
your father completed?

schooling or

has not 28

completed primary school yet
Primary school

653

95.7

136

Secondary school

578

84.8

136

High School

357

52.3

136

College

149

21.8

136

University

148

21.7

136

Media habits among the sample were varied. As shown in table 1.6, TV viewing among respondents ranged
widely, from less than two hours per week (22.8%); 2-5 hours per week (30.2%), more than 5 to 10 hours
per week (26%), to more than 10 hours per week (20.5%).
Table 1.6 Sample Characteristics - Lifestyle

How often do you
watch TV?

How often do you use
the Internet?

Never

Never

< two hrs/
week

< 2 hrs/ week

2-5 hrs/ week

2-5 hrs/ week

> 5 to 10 hrs/
week

> 5 to 10 hrs/
week

> 10 hrs/ week

> 10 hrs/ week
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2. Student attitudes toward gender (using adapted GEM scale)

The GEM scale is a psychometric evaluation instrument designed to measure gender equitable attitudes
toward a set of gender norms. The scale emerged from a social constructionist perspective of gender
identity (e.g., Connell 1987, 1995). In its original application in Brazil, the GEM scale was comprised by two
factors made up by thirty five items reflecting gender inequitable norms and the gender equitable norms
(Pulerwitz and Barker, 2008). The GEM scale has since been used for program evaluation in other settings
such as India (Verma et al 2006) and Pakistan (Rozan, 2012). These studies indicate that while the scale was
initially designed for use with men, it can also be used to measure attitudes of boys and girls.
The GEM scale used in this survey was adapted from the original (Pulerwitz and Barker, 2008) and
subsequent adaptations in India (Verma et al., 2006). Efforts were made to ensure cultural and age
relevance to the students. In some statements, ‘men’ and ‘women’ were replaced with ‘boys’ and ‘girls’ in
an attempt to make the statements more relevant to students’ lives and personal experience. In certain
statements however we reverted back to references of ‘men’ and ‘women’ after agreement with
statements in the pre-test were lower than expected. It was hypothesised that while students may have a
low level of agreement with the statement ‘if a girl cheated on a boy he has the right to hit her,’ it may be
the case that they perceive that a man in a married relationship does have this right.
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In order to understand the attitude of students towards gender roles and violence, 16 statements were
presented and respondents were asked whether they strongly agreed, agreed, disagreed or strongly
disagreed with the statements. It
is important to note that due to
the young age of the respondents,
attitudes

and

perceptions

expressed in response to GEM
scale questions are likely based on
idealised forms of masculinities
and

femininities

and

the

persistence of gender inequities in
social influences around them
rather than actual relationships
(less

than

13%

of

students

reported ever having a romantic
relationship). Using factor analysis
on the pre-test survey data, 12
items

were

identified

that

clustered together and internally
consistent

(Cronbach’s

Alpha

=0.707) to develop an attitudinal
scale; meaning that boys and girls
answered

in

fairly

internally

consistent ways. Boys and girls
who

expressed

support

for

Plate 1. GEM scale items used in the Survey
1. For women, taking care of the house and children is more
important than her career.
2. Girls have cooler characters than boys, so can endure more
in life.
3. With all matters in the family it is necessary to discuss
between the husband and wife, yet the final word should
be the husband’s.
4. A woman should tolerate violence in order to keep her
family together.
5. If my mother cheated on my father, then It is OK for him to
hit her
6. Boys are hot tempered by nature
7. Men cannot take care of children as well as women can.
8. Men have more rights to make household decisions than
women
9. If a man gets a woman pregnant, the child is the
responsibility of the mother
10. Violence against women is acceptable in some situations
11. Contraception is the responsibility of women
12. Traditional ideas that men are the pillar of the house are
still valid

violence against women, for example, were also likely to show non-equitable views on other questions,
such as believing that contraception is exclusively a woman’s responsibility. The response indicating
support for the level of support of a gender inequitable statement (strongly agreed or strongly disagreed
depending on the statement, revealing a very inequitable attitude) received a score of 1, lowly equitable
received a scope of 2 (agreed or disagreed), medium equitable (agreed or disagreed) received a score of 3,
and very gender equitable received a score of 4 (strongly agreed or strongly disagreed).8 Total scores

8

To clarify: in the questionnaire, we recorded 1 for strong agreement, 2 for agreement, 3 for disagreement, 4 for strong
disagreement. When analyzing the data, we reversed the scale for statements of equitable attitudes to ensure the consistent score
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ranged from a low of 12 (highly inequitable) to 48 (highly equitable). Then, the respondents were
categorized into three categories: 1) those with low equity scores of 12-24, 2) moderate equity scores of
25-36, and 3) high equity scores of 37-48.
Distribution of boys and girls on attitudinal scale is presented in Figure 2.1. As shown in the graph, the
majority of students (78%) scored moderately on the attitudinal scale. Similar proportions held extreme
attitudes: with slightly more students having highly inequitable attitudes (13%) than highly equitable
attitudes (9%). There is significant variation in the score by sex of the students (p=.003). Double the
proportion of girls (12%) had highly equitable attitudes than boys (6%), a finding that is in line with our
hypothesis that girls would have more gender-equitable attitudes than boys.

Figure 2.1 Attitude of Students towards gender norms Score on attitudinal scale (N=791)
120%
100%

6%

12%

9%

80%
60%

high
78%

40%

77%

78%

moderate
Low

20%
0%

16%

11%

13%

Boys

Girls

Total

Table 2.1 presents the response of students on each of the selected 12 statements.

for level of equitableness. Thus, for each statement: 1 for a gender inequitable statement, 2 for low equitable, 3 for medium
equitable, and 4 for very gender equitable. And for all the statements, we will have 3 categories as described.
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Table 2.1 Attitude of students to gender norms
Percentage distribution of boys and girls according to their response to each statement
Statements

Boys

Girl

Total

p-value

For women, taking care of the Strongly agree

34.8

26.0

30.4

0.054

house and children is more Agree

42.5

48.1

45.3

important than her career.

Disagree

19.0

22.1

20.6

Strongly disagree

3.7

3.9

3.8

Traditional ideas that men are Strongly agree

37.5

22.5

30.0

the pillar of the house are still Agree

44.4

46.2

45.4

valid.

Disagree

13.6

23

18.3

Strongly disagree

4.4

8.2

6.4

Men cannot take care of children Strongly agree

23.5

21.6

22.5

as well as women can.

Agree

39.9

37.4

38.6

Disagree

26.2

32.3

29.3

Strongly disagree

10.4

8.7

9.6

Girls have cooler characters than Strongly agree

15.3

19.6

17.5

boys, so can endure more in life.

Agree

48.3

49.4

48.8

Disagree

28.5

26.6

27.5

Strongly disagree

7.9

4.4

6.1

With all matters in the family, it is Strongly agree

25.2

13.1

19.1

necessary to discuss between the Agree

39.6

34.1

36.8

husband and wife, yet the final Disagree

30.4

41.9

36.2

word should be the husband’s.

4.7

10.9

7.8

Men have more rights to make Strongly agree

16.1

7.7

11.9

household decisions.

Agree

41.8

36.3

39.0

Disagree

34.7

44.3

39.5

Strongly disagree

7.4

11.6

9.5

11.4

7.4

9.4

violence in order to keep her Agree

19.4

17.4

18.4

family together.

Disagree

32

30.5

31.2

Strongly disagree

37.2

44.7

41

4.5

3.4

4

A

Response

woman

Violence

should

against

Strongly disagree

tolerate Strongly agree

women

is Strongly agree

0.000

0.286

0.084

0.000

0.000

0.076

0.022
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acceptable in some situations.

Agree

34.1

26.2

30.1

Disagree

42.5

44.1

43.3

Strongly disagree

18.9

26.2

22.6

If my mother cheated on my Strongly agree

6.4

4.1

5.3

father, then it is OK for him to hit Agree

22.7

21.5

22.1

her.

Disagree

47.4

49.2

48.3

Strongly disagree

23.5

25.2

24.3

Strongly agree

22.9

13.9

18.4

Agree

48.4

49.1

48.8

Disagree

22.7

29.3

26.0

Strongly disagree

6

7.6

6.8

If a man gets a woman pregnant, Strongly agree

3.5

3.6

3.6

the child is the responsibility of Agree

9.1

6.8

8

the mother.

Disagree

40.5

36.5

38.5

Strongly disagree

46.9
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50

16.4

18

17.2

Agree

38

37.5

37.7

Disagree

32.8

31.1

31.9

Strongly disagree

12.9

13.4

13.1

Boys are hot tempered by nature.

Contraception

is

responsibility of women.

the Strongly agree

0.463

0.004

0.286

0.913

Table 2.2 - Gender attitude by background characteristics

Background Characteristics
Sex
Boy
Girl
Age
12
13-14
Education of mother
Primary or low
Secondary school
High school or above
Education of father
Primary or low
Secondary school
High school or above
Perceived Economic Status of
family

Score on GEM scale
low
high
15.7%
6.1%
10.6%
12.1%
12.1%
23.5%

8.3%
11.8%

13.8%
14.2%
11.5%

7.6%
7.7%
10.8%

19.0%
15.5%
10.3%

6.0%
6.1%
12.0%
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Richer than neighbors
Same as neighbors
Poorer than neighbors
Exposure to TV
Never or less than 2hrs per week
2-5 hrs per week
5-10 hrs per week
>10 hrs per week
Exposure to Internet
Never or less than 2hrs per week
2-5 hrs per week
5-10 hrs per week
>10 hrs per week
Having cell phone for personal use
Yes
No

22.5%
12.9%
10.8%

7.5%
9.2%
9.6%

20.1%
11.3%
10.6%
11.7%

3.4%
10.9%
11.1%
10.5%

13.9%
11.0%
7.0%
20.6%

7.3%
14.3%
12.3%
8.8%

8.2%
15.9%

11.7%
7.7%

Though the difference is not large, table 2.3 shows that significantly higher proportion of students from
urban schools have high gender score compared to those from suburban and rural.

Table 2.3 Attitude of students towards gender norms and violence by location of school
low

moderate

high

Total

Urban

7.8%

79.6%

12.6%

358

Suburb

19.0%

74.6%

6.4%

311

Rural

13.9%

80.3%

5.7%

122

Attitudes toward sexual and reproductive health and child care
In case of assigning responsibility of child care, students have shown moderately equitable attitudes. Nearly
90 percent of students strongly disagreed or disagreed to the statement ‘if a man gets a woman pregnant,
the child is the responsibility of the mother’. In the case of contraception, however, half of respondents
supported the statement that it’s a women’s responsibility, displaying more gender inequitable attitudes
toward the issue of sexual reproductive health.
Nonetheless, the majority of respondents supported ‘traditional’ roles for women and men. 75% of
students agreed or strongly agreed to the statement ‘for women, taking care of the house and children is
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more important than her career’. Only 4% strongly disagreed to this with no significant variation between
boys and girls. Further, 75% strongly agreed or agreed to the statement that the traditional idea of the man
being the pillar of the house is still valid, significantly higher among boys (82%) than girls (69%). More than
one in four students strongly agreed that men cannot take care of children like women, whereas 39%
agreed to it. Interestingly, around 10% of students strongly disagreed indicating that though few in number,
children do consider child care as a skill, which anyone could learn.
The notion of men being better decision makers is supported in the GEM measure by respondents, more so
by boys than girls. More than half of the students agreed or strongly agreed to the statement ‘with all
matters in the family, it is necessary to discuss between the husband and wife, yet the final word should be
the husband’s. Proportion of agreement with the statement among boys is significantly higher (65%) than
girls (47%).
Findings from the qualitative research show that students were aware of ‘gendered attitudes’ among
themselves, that is, respondents were cognisant of, and expected, attitudes toward gender to differ along
gender lines. This was variously seen as a ‘natural’ process, reflecting different ‘characteristics’ between
boys and girls. One female from grade 7 explained that “The creator made them like that (different), so they
are like that (different)”. Another female, from grade 6, argued that there are practical reasons for such
differences: “Boys and girls need to be brought up in different ways because their growing up and
development are different.”
Accordingly, while the survey produced data suggesting that students overall held only a low level of
gender inequitable attitudes, qualitative investigation into gender attitudes revealed a series of complex
explanations and contradictions behind these attitudes. Some of these contradictions appeared to be
connected to gaps between what informants felt or believed to be fair or reasonable between boys and
girls and what they recognised empirically as day-to-day ‘reality’. For example, while more than 40% of
female students and more than 30% of male students disagreed or strongly disagreed with the statement
that ‘Men cannot take care of children as well as women can’, a number of respondents in the FGDs
pointed to women’s ongoing responsibility for all aspects of child-raising. One male in grade 6 explained
that “Women are the people who always take care of any member of the family”. A female in grade 6
similarly pointed out that “Women still always take care of the family”.
Asked to reflect on the possible reasons for women’s greater ongoing obligation to their children and
families, respondents rarely pointed to the structural inequalities between genders which might shape their
lives and experiences. Instead, respondents pointed to women’s complicity in their own subjugation. One
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male in grade 7 explained that “Women still watch the movies regarding what happened in the past, thus
they are influenced (by and adopt traditional expectations about femininity).” Another male in grade 7
added “Women get used to living in a tough condition, so they follow traditions and take responsibilities of
women as a habit.” A female in grade 6 surmised, “In my opinion, women will often sacrifice themselves for
their children, parents, and husband.”
The recognition among respondents that women still experienced a greater burden than men in relation to
childcare, housework and domestic responsibility in general was tempered by beliefs that gender relations
were changing. For example, women in contemporary society were believed by both male and female
respondents to bear some responsibilities which only applied to men in the past. This change was said to be
connected to shifting ideas about women’s capacities, and self-reliance in particular. One male in grade 7
suggested that “A reform was carried out; books and other communication methods demonstrated that
women do not have poorer knowledge and skills than men.” Female respondents seemed more pragmatic
in their assessment of women’s changing situations, and pointed to the growing costs of living as catalysts
for women’s increasing economic responsibilities. One female in grade 6 explained that “Now, women also
need to become a family breadwinner”. Another female in grade 6 added that now “Many women are the
key person(s) who provide the family with income.”
Attitudes toward masculinities and violence
Acceptance of violence against women, a risk factor for women’s experiences of violence that has been
identified in Vietnam (Fulu, 2012), found fewer takers among students, with no significant variation
between boys and girls. Two out of five students strongly disagreed to the notion that a woman should
tolerate violence in order to keep her family together (41%), while a third disagreed to this (31.2%).
Further, nearly half (48.3%) disagreed and a fourth (24.3%) strongly disagreed to the statement ‘If my
mother cheated on my father, then it is okay for him to hit her’. This means that more than one in four
(27.4%) agreed, however, with the statement.
Respondents commonly believed that men can be ‘triggered’ to violent tendencies or acts by women acting
inappropriately, or by alcohol. Fulu (2012) previously found that masculinity associated with fighting with
other men, having affairs and drinking were significant risk factors at the national level for women’s
experiences of intimate partner violence. Findings from the mini FGDs provide some insights into perceived
reasons and perhaps even justifications for male violence against women. For example, one male in grade 6
suggested that “Men hit women when women tell a lie or did something wrong to him”. Similar comments
were made by males in grade 7, one of whom stated that “Men often get violent towards women after

54

drinking a lot” , and another who stated that “If a woman has a love affair, the domestic violence will
happen” .
Interestingly, while the majority of students disagreed with violence against women, two-thirds (67.2%)
supported the notion that boys are hot tempered by nature. Support for this statement is lower among
girls (63%) than boys (71%). One possible implication of this apparent difference is that respondents
separated their beliefs about negative or potentially harmful characteristics of boys and the ways they
believed gender relations should be conducted (ie., that men must ‘overcome’ their hot tempered
dispositions).
Findings from the qualitative research support this implication, with both boys and girls associating men
with violence more than women. One male from grade 6 suggested that “Men are violent by nature”.
Similar sentiments were expressed by a male in grade 7, who stated that “Men often have a short temper”.
A female in grade 6 surmised that “When women get angry, they still can control themselves. Men can’t do
that”. Similarly, notions that men prefer outdoor activities, sport, and computer games more than women
do were also seen to be ‘true’ according to respondents’ experiences. Finally, girls and boys said that
women should fight less than men, and that this was the case from their experience.

3. Student romantic and sexual experience

As shown in Table 3.1, the great majority of student respondents were neither in a romantic relationship at
the time of the survey (89.2%) nor had ever had a romantic relationship with a member of the opposite sex
(88.1%) or same sex (99.3%). Behaviours and practices among those 11.9% of students who ever had had a
romantic relationship with the opposite sex included exchanging letters (6.9%), ‘other’ - talking to each
other, going out together, giving a gift - (5%), and holding hands (2.9%). Romantic relationships among the
young students in this sample can thus be understood as not involving sexual intercourse. This finding is
important as it indicates that students are not likely to be experiencing dating or intimate partner violence.
None of the respondents listed kissing or sexually intimate acts among their experiences of romantic
relationships. Such findings are consistent with the relatively high mean age of 18.1 (18.2 years for males
and 18.0 for females) for first sex among youth 14–25 across Vietnam, with the proportion of male youth9
who had had premarital sex (including ever-married men) is only 13.6%, twice the proportion for female
youth which was 5.2%.(SAVY 2, 2010). The findings disaggregated by sex are also consistent with a 2011
9

Youth in the survey was defined as people from 14-25 years of age.
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survey of male and female students across four provinces in Vietnam found that students in Da Nang had
had fewer intimate relationships than students in Ha Noi, Ho Chi Minh City and Quang Nam (Vu, 2012).

Table 3.1 Student romantic and sexual experience

16%
14%
12%
10%
8%
6%
4%
2%
0%

Male
Female
Currently
Ever had a
involved in a
romantic
romantic
relationship
relationship? with a member
of the opposite
sex?

Total

8%
7%
6%
5%
4%
3%
2%
1%
0%

Exchanged
letters
Held hands

What did you do in these
relationships

Although only very few of the respondents were currently involved or had ever had romantic relationships,
both male and female discussants during FGDs held strong opinions on gender appropriate behaviours in
intimate partner relationships. Both males and females emphasized that a good girlfriend or wife will retain
some very ‘traditional’ feminine characteristics: she will be faithful and helpful, behave well to other
people, know how to cook and take care of the family. Some respondents also indicated conservative ideas
about women’s reproductive and sexual lives. A female from grade 6 stated that “A good wife is faithful,
knows how to forgive and sacrifice herself (for others)”. One male respondent in grade 6 stated that “A
good girlfriend can’t watch “Số Em Xui” film (a slang for sex film among school boys; the literal meaning is
that she is unlucky but the initials are S.E.X).
Complimenting this picture of exaggerated stereotypes of femininity and romantic relationships, both male
and female respondents emphasized that a good boyfriend or husband is faithful and helpful, shows
respect to and takes care of his girlfriend or wife, shares the housework with his wife, and behaves well to
other people. In addition, a good boyfriend or husband does not smoke, drink, or use drugs. A female in
grade 6 suggested that “A good boyfriend or husband should not use stimulants, smoke, or use drugs
because these addictions affect their health. They will die soon from these addictions and put their wives in
torment.” Other characteristics identified by respondents as ‘masculine’ included (1) Body: stronger than
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women, lots of muscles, having male sexual parts; (2) Character: brave, gallant, modest, honest, straightforward, humorous, decisive, stronger than women, never cry; (3) Physical appearance or acts: “do not
wear skirt”, do not have long hair.
Some respondents suggested that current expectations of a good boyfriend and husband were changing,
and differed substantially from the past. Previously, wives were believed to have stayed home, which
meant that the professional/ economic success of husbands was of most importance. But now, men were
said to have additional responsibilities to earning an income and making decisions on family issues, such as
sharing housework with their wife, taking care of their wife and children, and helping other people who
have less opportunity. This finding is consistent with recent research on changing masculinities in Vietnam
(Martin, 2010, 2013).
Table 3.2 shows that students from urban schools are more likely to have romantic relationship than those
from suburb and rural. This could also be an issue of reporting. In urban areas, where romantic relations
are more acceptable than rural or suburb, students may have felt more comfortable in reporting.
Table 3.2 Crosstab ‘Are you currently involved in a romantic relationship?’ by location

16%
14%
12%
10%

Urban
Suburban

8%

Rural

6%

Total
4%
2%
0%
Are you currently involved in a romantic relationship?

Table 3.3 shows that very few students had ever been invited by friends to watch adult films (4.9%), and
only 1% of respondents admitted to ‘sometimes joining’ their friends to watch adult films. It is important to
note, however, that students may have viewed adult films either alone or at the invitation of family
members or other acquaintances. It was hypothesised that students who had been exposed to
pornographic films may have more gender inequitable attitudes due to representations of violent
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masculinities and gender inequity in pornographic content. The very low number of students who reported
this experience prevent meaningful testing of this hypothesis, however.

4. Student witnessing violence at home
A considerable number of respondents in this study had witnessed their father hit their mother in a way
that upset or injured her (38.6%) (Figure 4.1). Such findings are consistent with other recent qualitative
research in Vietnam, which found that while physical violence is generally condemned in society, violence
against wives and children is common and considered legitimate, so long as this violence occurs within
private settings and does not move into the public sphere (Dao et al, 2012).
Figure 4.1 Proportion of students reported seeing father hit mother

Have you ever seen your father hit
your mother?
Yes

No

39%
61%

This finding is significantly higher than previously reported experiences of physical violence by evermarried women from their male intimate partners (23.6%) in the Northern and South-central coastal region
in which Danang City is located (GSO, 2010). It is interesting to note that witnessing parental violence is
inversely associated with parents’ level of educational attainment. Students with mother educated to high
school or above are less likely to report parental violence (31.8%) than those with primary or no education
(45.7%).
Figure 4.2 shows a significant gender dimension to students’ experiences of witnessing their fathers hit
their mothers. That is, female respondents were significantly more likely (41.4%) to report witnessing their
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father hit their mother than male respondents (35.8%), likely a result of higher recognition of violent
behaviours by girls than boys.
Figure 4.2 Student experience witnessing father hitting their mother
42
40
38
36
34
32
Total

Male %

Female %

Witnessed father hitting mother

Table 4.1 demonstrates that respondents who had witnessed their mother being abused were significantly
more likely to believe that violence against women is acceptable in some situations, indicating that by
witnessing violence children learn that it is normal and acceptable, thus increasing the likelihood that they
will be involved in violence in their own relationships.

Table 4.1: Percentage of students witnessing violence against their mother and beliefs about
acceptability of violence against women

59

45

40.9

40
35
29.8

30
25

Believes AW is sometimes
acceptable

20

Does not believe that VAW is
acceptable

15
10
5
0
Witnessed violence against mother

Table 4.2 suggests that while witnessing violence at home increase its acceptance among children, it does
not affect overall attitude towards gender norm and violence. Differences in gender attitudes are not
significantly different between those who have and have not seen their father hit their mother.
Table 4.2 - Crosstabulation witnessing father hit mother AND attitude of students toward gender norms

90%
80%
70%
60%
50%

Lowly equitable
Moderately equitable

40%

Highly equitable
30%
20%
10%
0%
Has seen father hit mother

Has not seen father hit mother
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Table 4.3 presents data showing that higher proportion of students from suburb and rural schools reported
seeing fathers beat their mothers compared to those from urban schools.
Table 4.3 Crosstabulation - Have you ever seen your father hit your mother in way that upset or injured
her? AND location
50%
45%
40%
35%
30%
Urban

25%

Suburban

20%

Rural

15%
10%
5%
0%
Have you ever seen your father hit your mother in way that upset or injured
her?

5. Current student experiences and perpetration of physical violence, emotional violence social bullying
and sexual harassment at school

Physical Violence
Nearly two third of students (63%) reported experiencing physical violence in last semester, significantly
higher proportion of girls (67.6%) reported so, compared to boys (58.4%). When asked about perpetration,
a relatively smaller proportion of students, particular girls, reported inflicting physical violence on others.
Boys are disproportionately the perpetrators of physical violence and girls the victims. This finding was
unexpected as we hypothesized that boys would report the highest prevalence of both experience and
perpetration of violence. The finding was also unexpectedly high in light of a UNICEF study conducted on
child abuse in 2003, which showed that in the provinces of An Giang, Lao Cai and Hanoi city, 24.8 percent of
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participants stated that they were physically bullied, and 35.7 percent reported they suffered verbal abuse
(Michaelson 2004, Horton 2011).

Physical and emotional violence, and social
bullying - reports of experiences and perpetration
(last 3 months)
Boy

Girl

68%

68%
58%

55%
46%

43%

39%
34%

Experienced
Perpetrated
physical violence physical violence

39%
35%
30%

Experienced
emotional
violence

Perpetrated
emotional
violence

28%

Experienced Perpetrated social
social bullying
bullying

The most common victim for all types of violence was a grade-mate in the same school (male: 28.5%;
female: 18.3%). Among types of violence, students were more than twice as likely in the last school
semester to have pushed a boy (24.9%) than a girl (11.6%). Among sites of violence, girls were most likely
to be pushed in the classroom (14.9%), boys were pushed in both the classroom (19.8%) and the school
yard (15.9%).
Students reported boys pushing or shoving them (39.7%), deliberately damaging their property (21.4%) and
making them cry through other actions (20.4%). Violent acts by boys most commonly occurred in the
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classroom (40%) and the school yard (29.5%), and were perpetrated by a male grademate in the same
school (51.1%).
Students reported much lower levels of being the victim of female physical violence, with comparatively
low levels of girls pushing or shoving them (15.3%) and deliberately damaging their property (10.4%).
Students were also most commonly the victim of girls’ violence in the classroom (19.5%) and school yard
(12.2%), at the hands of a female grademate in the same school (22.9%).
Emotional Violence
Similar to physical violence, a high proportion of students reported experiencing emotional violence, with a
significantly higher proportion among girls (67.8%) than boys (54.6%) (Figure 5.2).

Students reported making fun by calling names to boys (21.7%) at a higher rate than to females (17.2%).
These acts were most commonly reported to be perpetrated against male grademates (31.2%) in the school
classrooms or school yard (24.1% and 13.8%, respectively) and against female grademates (25.4%) in the
school classrooms or school yard (20.8% and 11.4%, respectively).
Students also reported much higher rates of being called names they didn’t like by boys (46.4%) than by
girls (22.8%). Boys were also much more likely to make unwanted jokes about students (22.2%) than girls
(10.9%). Students reported comparatively low rates of unwanted sexual remarks by both boys (6.5%) and
girls (2.9%). Acts of emotional violence were, again, most commonly perpetrated by male grademates
(52.6%) in the school classrooms or school yard (42.6% and 28.1%, respectively) and by female grademates
(29.6%) in the school classrooms or school yard (23.8% and 18%, respectively).

Social bullying
Reports of perpetrating social violence were consistent with trends in the data on physical violence and
emotional violence as presented in Figure 5.3, though the variation between boys and girls are not
significant. Students reported ignoring a male when with friends (9.9%), leaving a male out of activities or
games on purpose (9.7%) and encouraging friends to turn against a male (8.1%) at higher rates than against
females (6.7%; 5% and 5.6%, respectively).
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Reports of perpetrating social bullying were consistent with trends in the data on physical violence and
emotional violence; boys were disproportionately the perpetrators, and boys and girls the victims. Students
reported ignoring a male when with friends (9.9%), leaving a male out of activities or games on purpose
(9.7%) and encouraging friends to turn against a male (8.1%) at higher rates than against females (6.7%; 5%
and 5.6%, respectively).
Students’ reported similarly low levels of experience as victims of social bullying when compared to other
forms of violence. Students reported boys turning their friends against them (14.1%), ignoring the student
when the boy was with friends (10.3%) and encouraging other people to not have anything to do with the
student (10%). While these acts were, again, most commonly perpetrated by a male grade-mate from the
same school (23.7%), contrary to findings for physical and emotional violence, students were the victims of
social violence by boys more commonly in the school yard (17.5%) than in the classroom (14.3%). This may
be due to the fact that students are more often in groups with less monitoring from teachers in the school
yard.
Notably, reporting of perpetration was considerably lower than reporting of experiences across all three
forms of violence. A total of 75% of all students reported that they had experienced some form of violence,
abuse or harassment in the last school semester. Only 36% reported having perpetrated some form of
violence, abuse or harassment in the last school semester, however. This presents a contradiction as nearly
all perpetration and experiences of violence were reported from students in the same grade, a fact that
leads us to expect roughly similar levels of reports of experiences and perpetration. One possible
explanation for this is that students are less conscious of violence they perpetrate than that which they
experience. It is also possible that in the school context a smaller number of perpetrators are abusing and
harassing a number of other students. Girls are more likely to experience abuse of all types than boys. And
perpetrators of abuse are much more likely to be male than female.
Data suggests positive relation between gender attitude and experience of violence, ie, higher proportion
of students with high gender score reported experiencing violence. Though no specific data is available to
explain this relation, it is possible that when violence is normalized, a person with equitable attitude is
more likely to face resistance and violence. They are also more likely to report their experiences.
Table 5.1 Experience of violence/bullying according to gender attitude
Gender Attitude

Physical Violence*

Verbal Abuse**

Social Violence*
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Yes

Yes

Yes

Low

53.8%

49.0%

26.0%

Moderate

63.3%

60.3%

36.9%

High

73.6%

76.4%

45.8%

*P<.05, **p<.01
Table 5.2: Percentage of students who reported that they had perpetrated emotional violence against
someone else in the last school semester, by sex
Perpetrated against a male

Perpetrated against a female

By ♂ or ♀

By ♂

By ♀

By ♂ or ♀

By ♂

By ♀

Verbal abuse

34.8%

39.6%

29.9%

28.4%

29.4%

27.4%

Ignoring/ bullying

22.9%

26.4%

19.4%

15.0%

12.7%

17.2%
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Table 5.3: Percentage of students who reported experiencing different types of violence, abuse and
harassment in the last school semester, by sex
Type of violence

Experienced abuse of harassment by a Experienced abuse or harassment by
male

a female

♂ or ♀ ♂ victim

♀ victim

victim
Experienced physical or 59.8%

♂ or ♀ ♂ victim

♀ victim

victim
56.5%

64.0%

28.4%

22.0%

34.6%

52.1%

64.9%

34.7%

29.1%

40.2%

32.4%

20.1%

23.8%

15.1%

32.5%

sexual violence from
someone at school
Experienced emotional 58.6%
violence or harassment
Experienced

being 26.2%

ignored/bullied

As we can see in tables 5.2 and 5.3, males are more likely to be the victims of verbal harassment and
bullying than females, and males are more likely to commit the abuse, except for ignoring and social
violence (bullying) of other females, which is more likely to be perpetrated by other females.
Experiences of sexual harassment
Boys and girls both reported current experiences of sexual harassment (unwanted touching of genitals or
unwanted sexual remarks). Boys and girls reported experiencing sexual harassment from boys (boys 7.7%
and girls 7.8%) around two times more than from girls (boys 3.0% and 3.9%). This finding indicates that
perpetration of sexual harassment is highly gendered; with boys disproportionately perpetrating sexual
harassment.
Table –Experience of sexual harassment in last semester
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Experiences of sexual harassment
Boy
8%

8%

Girl

Total

8%

4%
3%

Experienced sexual violence from male

3%

Experienced sexual harassment from female

Attitude towards gender norms and perpetration of violence – At baseline, no significant relation
emerged between gender attitude and perpetration of violence. However, gender attitude shows negative
relation with the support to violence against women. We used the statement – ‘Violence against women is
acceptable in some situations’ for measuring support for VAW. For the analysis, the response categories strongly agree and agree are recoded as ‘yes’, and disagree and strongly disagree as ‘no’. Data in Tables 5.4
and 5.5 suggests that the students who support the notion that violence against women in some situation
is acceptable, they are more likely to perpetrate physical and social violence, than those who do not
support this notion.
Table 5.4 Perpetration of violence/bullying by gender attitude
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Perpetration of violence by GEM score
Physical violence

Emotional violence

Social violence
45.80%

42.00%

40.40% 39.40%

41.70%

36.70%
31.90%

29.80%

28.50%

Low GEM score

Medium GEM score

High GEM score

Table 5.5 – Support to VAW and perpetration of violence in last three months

Support for VAW and perpetration of
violence, last 3 months
Physical violence
45%

Emotional violence

Social bullying

45%
40%
34%

35%
27%

Yes

No

Table 5.6 shows that a significantly higher proportion of students from urban areas reported perpetrating
social bullying (34%) then students of other two locations (26% in suburb and 21% rural).
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Perpetration of violence by location
Urban

Suburban

43.60%

Rural

42.10%

38.50%

38.00%

37.50% 37.50%

34.00%
26.50%
21.10%

Physical violence

Emotional violence

Social bullying

Table 5.7 presents data showing that higher proportion of students from suburb and rural schools are
supportive of violence against women in some situations.
Table 5.7 Crosstab - Violence against women is acceptable in some situation AND location

Violence against women is acceptable in
some situations, by location
Yes

No

73%
66%

62%

39%

56%
44%
34%

27%

Urban

Suburban

Rural

Total
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6. Student perception of the situation of violence and safety in schools
Table 6.1 shows that a majority of students believe that they do not fight a lot with other children in their
school (90.7%). This figure however stands in stark contrast with current reported perpetration (36%) and
experiences (75%) of all types of violence. One explanation for low reporting could be that as with
reporting of perpetration of violence, students are less likely to recognise or report their own perpetration
(as implied by the statement ‘You fight a lot with other children in my school’) than experiences of violence.
This does not mean, however, that the school is consistently considered by students to be a safe place. One
in three students (31.1%) do not feel safe in their school; disagreeing or strongly disagreeing with the
statement ‘In your school, you feel safe’. Despite the sizable minority of students who do not feel safe in
school, however, very few students report ‘feeling bad’ (0.7%) or ‘very bad’ (0.6%) in school. Most students
indeed reported feeling normal (44.4%), good (24.4%) or very good (29.95) in their school.

Table 6.1 Student perception of safety at school
Feels

safe

in Strongly

Agree

Disagree

Strongly

school

agree

disagree

Male

21.1

49.3

25.3

4.5

Female

22.1

45.4

29.1

3.4

Never

19.7

56.7

20.7

3.0

22.2

44.2

29.4

4.3

18.4

45.9

29.4

6.3

23.6

48.2

25.4

2.4

experienced
violence
Ever
experienced
violence
Never
witnessed
mother

being

abused
Witnessed
mother

being

abused
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As Table 6.1 shows, there was no significant difference between boys and girls feelings of safety at school.
Feeling safe in school did significantly correlate with experience and perpetration of violence, particularly
physical violence. Among those who strongly disagreed with the statement ‘In school, you feel safe’, 56.3%
reported perpetrating physical violence compared to 36.9% among those who strongly agreed to it.
Similarly, among those who strongly disagreed, 81.3% reported experiencing physical violence, compared
to 61.9% among those who strongly agreed with it.
One possible reading of these data is that the minority of students who do fight a lot with other children
(9.3%) correlate with a much larger proportion of students feeling unsafe at school. Another possible
reading of the data is that feeling unsafe at school may correlate with another variable, such as
experiencing teacher violence or experiences of violence - students reporting boys pushing or shoving them
(39.7%) or being called names by male grademates (31.2%). An unexpected implication among the data is
that feeling unsafe at school (31.1%) does not correlate with similar proportions of students feeling bad or
very bad. This suggests that violence in schools may be normalized since despite one in three students
reporting experiencing both physical and emotional violence, students do not report feeling bad.
Table 6.2 shows student perceptions about their interactions with teachers, particularly in relation to
punishment and violence. Students generally reported that they were listened to by their teachers (76.2%)
and that their teachers did not usually give more punishment to them than students of the opposite sex
(85.1%). Interestingly, significantly higher proportion of boys agreed or strongly agreed (23.4%) that they
are punished more than girls, compared to 6.6% girls. A considerable number (or nearly half) of students
reported that they did not, however, talk with teachers if they had a problem (43.1%) with no significant
variation between boys and girls, and considerably less reported talking to their teachers about gender
issues, sex, violence.
Similarly to children witnessing violence within their home, experiencing corporal punishment or violence
within a classroom has been identified as a risk factor for future perpetration of violence in a number of
developing countries (USAID, 2007). Table 5.4 also shows that 74.2% of students reported having received
punishment in the past semester from their teachers at school. While 25.8 % of students had received no
punishment in the last school semester, 26.7 % of students reported being beaten by their teacher’s hand
and 26.4% of students reported being beaten by their teacher with an object. One in five (20.2%) students
also reported being yelled at by their teacher in the previous school semester. The level of corporal
punishment is significantly higher than that hypothesised since this practice is against Vietnamese law and
Ministry of Education and Training regulations (MOET, 2011).
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Experiences of corporal punishment by students are gendered, with a significantly higher proportion of
boys (86.4%) reporting experiences of corporal punishment in the last semester compared to girls (62.2%).
Experiences of corporal punishment is not significantly associated with students talking to teachers about
gender or violence.

Table 6.2 Student perceptions of teacher interaction and violence
Variables

%

In your school, teachers Strongly agree

22,6

usually listen to you.

Agree

53,6

Disagree

16,9

Strongly disagree

6,9

In your school, teachers Strongly agree

3,3

usually

11,5

give

more Agree

punishment to you than Disagree

50,7

students of the opposite sex

34,4

Strongly disagree

In your school, you talk with Strongly agree

13

teachers if you have a Agree

44

problem.

Disagree

29,7

Strongly disagree

13,4

Have you ever received Yes

74,3

punishment from teachers No

25,7

at school?
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30%
25%
20%
15%

Received punishment from
teacher (last 3 months)

10%
5%
0%
Yelled at

Beaten (by Beaten (by
No
hand)
object) punishment
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School Environment by location of schools

Analysis of data on school environment by its location suggests that there is no significant variation in
the students’ perception about peer-based fighting in school or whether teachers usually listen to
students or not. As shown in Table 6.3, however, there is significant variation in their perception of
safety of schools. Significantly higher proportion of students from rural schools strongly agree or agree
with the statement – ‘in your school, you feel safe’.
Table 6.3 Crosstabulation – In your school, you feel safe AND location

In your school, you feel safe
Urban

49%

Suburban

Rural

52%

44%

28% 29%

26%

24%

22%

16%

3%
Strongly agree

Agree

Disagree

6%

2%

Strongly disagree

Table 6.4 shows that significant variation by location exists regarding the interaction with teachers.
Students from suburban areas are less likely to interact with teachers in case of any problem compared to
students from urban and rural areas. Further, more students from urban schools are likely to talk to
someone about sex, followed by those from rural. Only 8% students reported doing so in suburb compared
to 14% in urban.

Table 6.4 Crosstabulation - In your school, you talk with teachers if you have a problem AND location
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60%

50%

40%
Urban
30%

Suburban
Rural

20%

10%

0%
Strongly agree

Agree

Disagree

Strongly disagree

Table 6.5 shows that students who lived in suburban areas were significantly more likely to talk to someone
about sex than students in urban settings.

Table 6.5 Crosstabulation - Talked to Someone about sex AND location
Talked to Someone
about sex (p=.033)

location

urban

suburb

rural

Total

Total

No

Yes

Count

318

51

369

% within location

86.2%

13.8%

100.0%

Count

296

25

321

% within location

92.2%

7.8%

100.0%

Count

116

12

128

% within location

90.6%

9.4%

100.0%

Count

730

88

818

% within location

89.2%

10.8%

100.0%
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7. Student reporting habits on sex and violence
Table 7.1 shows that a considerable proportion of the respondents spoke to nobody in the previous school
semester about sex (89.2%), violence (49.9%), bullying (48.7%) and what it means to be a boy or girl
(54.5%). Among the students who did speak about these issues, the highest proportion spoke to friends
about sex (7.3%), violence (37.6%), bullying (32.1%) and what it means to be a boy or girl (33.7%). The next
highest proportion spoke to parents about sex (2.8%), violence (17.7%), bullying (22.5%) and what it means
to be a boy or girl (18.5%). Very few students reported that in the previous school semester they had
spoken with teachers about sex (0.6%), violence (8.3%), bullying (14.4%) and what it means to be a boy or
girl (4.4%). Slightly more students reported discussing these issues with parents and considerably more
talked about them with peers. Talking to others about violence is considered to be an important indicator
of help seeking behaviour and it is expected that this behaviour, along with talking to others about sex and
gender, will increase over the course of The Love Journey intervention.
Table 7.1 Student reporting habits on sex and violence (last 3 months)

Who did you talk to about the following issues?
100%
90%
80%
70%
60%

Nobody

50%

Parents

40%

Teachers

30%

Friends

20%
10%
0%
Sex

Violence

Bullying

What it means to be
a boy/ girl

Table 7.2 suggests that those who discuss violence with teachers are more likely to experience physical
(83.8% vs. 61.1%), emotional (73.5% vs. 60.1%) and social violence (65% vs. 34%) than those who do not.
This suggests that students’ discussions of violence with teachers involves the reporting of, or counselling
for received violence.
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Table 7.2 Correlation between victims of violence and bullying at school and students reporting
discussing violence/ bullying with anyone
Talked to somebody in last school P value
semester about violence
N
Did not experience violence or bullying during 50

%
24.5%

P<0.0001

last school semester
Experienced violence or bullying in last school 359

58.6%

semester
Total

409

50.1%

Talked to somebody in last school
semester about bullying
Did not experience violence or bullying during 57

28.1%

P<0.0001

last school semester
Experienced violence or bullying in last school 361

59.0%

semester
Total

418

51.3%

Talked to teacher in last school semester
about violence
Did not experience violence or bullying during 6

2.9%

P=0.001

last school semester
Experienced violence or bullying in last school 62

10.1%

semester
Total

68

8.3%

Talked to teacher in last school semester
about bullying
Did not experience violence or bullying during 17

8.4%

P=0.005

last school semester
Experienced violence or bullying in last school 100

16.3%

semester
Total

117

14.4%
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Table 7.3 indicates that students who have experienced violence or bullying during the last school semester
are significantly more likely to have talked to anyone about violence or bullying and more likely to have
talked to teachers. Importantly, students who had witnessed their father beat their mother were
significantly more likely to have talked to someone about violence or bullying in the last semester.
Table 7.3 Correlation between students who had ever seen their father beat their mother and students
reporting discussing violence/ bullying with teachers/ parents
Talked to somebody in last school P value
semester about violence
N

%

Never witnessed father beat mother

223

44.5%

Witnessed father beat mother

186

58.9%

P<0.0001

Talked to somebody in last school
semester about bullying
Never witnessed father beat mother

237

47.4%

Witnessed father beat mother

181

57.5%

P=0.005
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SECTION VI – ANALYSIS AND DISCUSSION

At baseline, the students largely held moderately gender equitable attitudes (78%), with small minorities
displaying highly inequitable (13%) and highly equitable gender attitudes (9%). There is significant variation
in the score by sex of the students (p=.003). Double the amount of girls (12%) had highly equitable attitudes
than boys (6%). We hypothesised that boys would display more gender inequitable attitudes, as a previous
PyD study (2012) using the GEM scale found that only 58.40% of male secondary school students held
moderately equitable gender attitudes and that 20.30% held highly inequitable gender attitudes. Further,
Danang students in the earlier study had the lowest overall GEM score of the 4 study sites (indicating
higher gender inequitable attitudes) (ibid., 2012).10
There are a number of possible reasons for this discrepancy between the findings in this report and
previous applications of GEM in Vietnam and elsewhere. One explanation could be that the research
designers adapted the GEM scale in different ways. For example, in the 2012 PyD study, the GEM scale
consisted of 11 statements that reflected inequitable gender norms that could be responded to with three
answers (agree, partly agree, and not agree). In the adapted GEM scale which underpins this report,
however, we used 12 statements that reflected inequitable gender norms, with four possible answers
(strongly agree, agree, disagree, strongly disagree). In addition, whereas the previous study used complex
prepositions with 3 locative relations (eg., ‘If someone insults or humiliates me, I will protect myself even if
I have to use violence’), the statements used for the GEM scale in this report were more straightforward,
and involved a maximum of 2 locative relations (eg., ‘If my mother cheated on my father, then it is OK for
him to hit her’). Statements using the more complex prepositions may have been more difficult for
students to understand, and skewed the results of the earlier study.
Another factor that may have influenced this finding is that previous studies using GEM have a higher mean
age for respondents. For example, PyD’s (2012) previous research on masculinities and violence in Ha Noi,
Ho Chi Minh City, Da Nang and Quang Nam produced data on students 15 – 18 years, while this study
produced data on 12-13 year olds. The previous study did however find that boys in secondary school had
more inequitable attitudes which led us to expect a similar level of inequitable attitudes among boys in this
study. While measuring young adolescents' attitudes is vital in life-course approach to gender violence,
there are significant methodological challenges associated with researching 12-13 year olds on questions of
gender violence. Literature on research with young people on sensitive topics in Vietnam has pointed to
10

In the PyD 2012 study, the GEM scores were categorized into 3 groups: low GEM score = 11 to 18 (highly gender inequitable),
medium score = 19 to 25 (moderately equitable gender attitudes), and high score = 26 to 33 (highly equitable gender attitudes),
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difficulties associated with achieving consistency of understanding among informants (see, for example,
Phan Bich Thuy et al. 2003).11
A considerable proportion of the respondents spoke to nobody in the previous school semester about sex
(89.2%), violence (49.9%), bullying (48.7%) and what it means to be a boy or girl (54.5%), however. These
data suggest that students have little information, support or recourse mechanisms for dealing with gender
issues, violence and sexual reproductive health. This finding is concerning, as one of the most common
pieces of advice given to students who are bullied is to tell someone about it. Telling teachers is seen to be
especially important because bullying is believed to occur in those spaces which are unsupervised by
teachers (Behre, Astor, and Meyer 2001; Matusova 1997), while teachers are believed to be more likely to
intervene if students report being bullied (Atlas and Pepler 2001; Novick and Isaacs 2010).
The ‘silence’ around gender violence and bullying appears to have a gendered dimension to it. In this study,
boys were less likely than girls to report experience of physical violence (58.4% vs. 67.6%). It is difficult to
say, however, whether this is variation in reporting or actual experience. An almost similar pattern is
observed in the case of experience of verbal and social bullying. Most students, both girls and boys, do not
talk to anyone about sex, violence, bullying and what it means to be a boy or girl. Among the students who
did speak about these issues, the highest proportion spoke to friends (58%), followed by parents (37.1%)
and teachers (18.6%) about any one of these issues. A higher proportion of girls reported discussing these
issues with parents (49%) compared to boys (25%).
Another factor affecting the reporting of bullying and violence by students may be the practice of corporal
punishment by teachers. Corporal punishment is the most widely reported form of implicit gender violence
in schools. Corporal punishment perpetrated by teachers against students affects a significant group of
students, with one in four students report being beaten by a teacher on the hand in the last (26.7%) and
one in four students report being beaten by a teacher with a hard object in the last school semester
(26.4%).
In many developing countries, the logic of “discipline” used to justify the beating of children is also used to
explain and justify violence against women, and particularly female partners, as both are couched as a
“correction” for transgressions against authority - men’s authority in the case of women and parents’
authority in the case of children (Heise, 2011). Exposure to such violence in childhood is increasingly
11

Further, both development and anthropological researchers have often found young Vietnamese people conditioned to not talk
about everyday practices that may run counter to given social norms (Loyd et al 2004,12 ) – particularly in relation to gender roles
and sexual practices (Martin 2010 ). Tine Gammeltoft (2002, 491) argues that some young Vietnamese people revert to
‘pretensions of ignorance’, where they feel compelled by conservative social and cultural elements to display low-level knowledge
and interest in sex-related issues in public and to themselves, even while participating in busy and fulfilling sex lives.'
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understood to be associated with later experiences and perpetration of violence. Qualitative life history
research with male perpetrators and non-perpetrators of intimate partner violence in the cities of Hanoi
and Hue supports this analysis (Duc et al, 2012). In Duc’s study,men perceived violence as a disciplinary tool
to maintain men’s authority: reflected through the impact of childhood experiences of corporal
punishment in the home by father figures and, reinforced by authority figures in school. A recent UNICEF
review of child maltreatment in East Asia and the Pacific also presents evidence that suggests a link
between child maltreatment, specifically harsh or severe corporal punishment and subsequent adolescent
and adult aggression, later victimisation, intimate partner violence perpetration, and physical violence
perpetration in school settings (UNICEF, 2012). If a similar prevalence of corporal punishment continues
throughout the project cycle this may be a confounding variable, independent of the curriculum and
campaign activities, that affects both students’ GEM scores and reporting of violence. This analysis suggests
a clear need for capacity building activities with teachers to build skills on positive discipline alternatives to
corporal punishment and implementation of policies at the school level.
Previous studies indicate that for women in Vietnam, higher educational attainment is a protective factor
against experiencing intimate partner violence (Fulu 2012). In urban areas, only tertiary education is
protective, but in rural areas, even primary level education is protective (GSO, 2006).12 These earlier
findings are complicated by findings in this study. Overall, compared to girls, boys are 1.4 times more likely
to perpetrate violence (p=.051). Among the background characteristics, students having a mother with
primary or lower education were 1.5 times more likely to perpetrate physical violence (p=.094) compared
to those with mothers educated to high school or above.13 Additionally, students with mother educated to
high school or above are less likely to report parental violence (31.8%) than those with primary or no
education (45.7%). Students who had witnessed their mother being abused were significantly more likely to
believe that violence against women is acceptable in some situations than those who had not (40.9% vs

12

Note, while educational attainment is protective for lifetime experiences of violence, in the GSO (2006) survey it did not have any
impact on protecting women who were currently experiencing intimate partner violence, suggesting that education does not
contribute to a decrease in violence in the short term.
13
For logistic regression analysis, perpetration of physical violence is taken as dependent variable (yes=1; no=0). We used attitude
towards violence and exposure to domestic violence as independent variables controlling for background characteristics including,
education of mother, perceived economic status of family compared to neighborhood, exposure to TV, bicycle and cell phone for
personal use, internet uses, sex, age.
Attitude towards violence is assessed based on their response to three statements: (1) A woman should tolerate violence in order
to keep her family together, (2) If my mother cheated on my father, then It is OK for him to hit her, and (3) Violence against women
is acceptable in some situations. Students were asked to respond in terms of strongly agree, agree, disagree and strongly disagree.
Those who strongly agreed, they were given a score of 1; for agreed, a score of 2; for disagreed, a score of 3 and for strongly
disagreed, a score of 4. Adding score on the three statements, we formed score on attitude towards violence. Further, students
were asked if they have seen their father beating or hitting their mothers.
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29.8%), indicating that by witnessing violence children learn that it is acceptable, thus increasing the
likelihood that they will be involved in violence in their own relationships.
Exposure to TV and internet is also shown as having a significant association with perpetration. Compared
to those who watch TV for more than 10 hours per week, those who watches less than 2 hours (OR=.290; p
< .001) or 2 to 5 hours (OR=.526; p=.007) are less likely to perpetrate physical violence. This correlation is
inconsistent with research on the positive effects exposure to (cable) television has had on gender relations
in India and Brazil. For example, Jensen and Oster (2009) argue that the introduction of cable television
improves the status of women in rural India: women report lower acceptability of spousal abuse, lower son
preference, more autonomy, and lower fertility. In addition, cable is also found to increase school
enrollment, perhaps itself an indicator of similar increased status and decision-making authority within the
household. This result is consistent with the evidence in La Ferrara et al. (2007) who find that exposure to
soap operas in Brazil reduces fertility.14 According to the research undertaken for this study, however,
television exposure correlates with increasing rates of perpetration, suggesting that the wider correlation
between TV viewing and improved situations for women is not valid for Vietnam.
Previous studies have shown that domestic violence does not only affect victims. Children who witness
violence within the family have higher risks of emotional and behavioural problems and physical health
complaints –often exhibiting the same psychological disturbances as children who have been abused
(McCloskey et al 1995, Edelson 1999). Evidence from a wide range of country settings have found that
children who witness violence between their parents or who are physically abused themselves are more
likely to use violence in their relationships as adults. Girls who witnessed their mother being physically
abused as children are more likely to be in violent relationships as adults (Heise 2011).
Analysis of data in this study suggests that GEM scores have an inverse relation with perpetration of
physical violence. With the increase in score, indicating more gender equitable attitudes, likelihood of
perpetrating physical violence decreases (OR=.898, p=.024). Witnessing violence between parents is
common with more than one in three students having witnessed their father beating their mother in a way
that upset or injured her (38.6%). This finding serves as a key variable for understanding student GEM
scores and experiences perpetrating/ experiencing violence. For example, those who have seen father
hitting or beating mother are 1.6 times more likely to perpetrate, than those who have not seen it. These
data clearly suggest that early exposure to violence is a risk factor for perpetration of violence. This came as
14

The argument is that soap operas (novelas) portray families that are much smaller than in Brazil, a country with a high fertility
rate. Thus exposure to alternative family compositions seems to alter individuals' preferences for fertility. Farré (2011) surmises
that cable television may affect women's socioeconomic status through several mechanisms. For example, television may affect
fertility by providing information on family planning services or changing the value of women's time.
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strong predicator of perpetration of verbal and social violence among children also. Recent qualitative
research in Vietnam has also found that childhood is a critical part of men’s pathways into violent or nonviolent practices (Dao et al, 2012). Important determinants included gendered relations during childhood
within the family, including parenting approaches and family expectations that differ between daughters
and sons, as well as gender norms within school settings and exposure to normative gender expectations
from peers and authority figures (e.g. teachers). These data suggest that apart from the analysis of
attitudes and perceptions, which form the basis of our prevention approach, we should also keep in mind
that existing behaviour may in fact be more predictive of future behaviour than attitudes and perceptions
(ie., that students who have previously perpetrated violence are more likely to perpetrate violence). This
possibility will be further explored at mid-line and end-line stages of evaluation.
Controlling for background characteristics, students who have seen their fathers beating or hitting their
mothers are also more likely to experience physical violence. Interestingly, attitudes toward gender norms
show positive relation with experiences of violence. Data suggests that with the increase in gender score,
indicating increasing support for equality, students are more likely to experience physical violence
(OR=1.04; p=.025). It is possible that more gender equitable attitudes put children at increased risk of
physical violence for not conforming to prescribed gender norms; with physical violence used as a policing
mechanism to punish transgressions of dominant norms.
It was hypothesised that students who had been exposed to pornographic films may have more gender
inequitable attitudes due to representations of violent masculinities and gender inequity in pornographic
content. Little insight has been gained into the intersection of gender attitudes, violence and pornography,
however. This is because very few students had ever been invited by friends to watch adult films (4.9%),
and only 1 percent of respondents admitted to ‘sometimes joining’ their friends to watch adult films. It is
important to note, however, that students may have viewed adult films either alone or at the invitation of
family or other acquaintances.
Students suggested that women are not looked down upon like in the past, and that husbands and wives
share almost the same responsibilities at home: work for income, do housework, take care of the children,
etc. These statements appeared to contradict findings using the GEM scale, which indicated that students
held some very ‘traditional’ ideas about appropriate gender practices in families. One explanation for this
contradiction is confusion about the meaning and significance of ideas about ‘gender equity’, and the ways
they intersect with students’ day to day lives. For example, students seemed to think that gender equity
had improved in terms of housework but not in relation to violence. A recent qualitative research study in
Vietnam by Dao et al. (2012) may shed some light on this finding. Respondents in the study often presented
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expected behaviours and practices associated with femininity in the past and viewed women in present-day
Vietnam within the framework of these standards, suggesting tension around what women and men should
do and who they should be in a rapidly changing society (Dao et al, 2012).

Current experiences of all forms of violence are high with 58.4% (boys) and 67.6% (girls) reporting physical
violence; 54.6% (boys) and 67.8% reporting emotional violence; 34.7% and 38.7% reporting social bullying;
and 7.7% (boys) and 7.8% (girls) reporting sexual harassment in the last semester (3 months). Corporal
punishment is also pervasive with one in four (26.7 %) students reported being beaten by their teacher’s
hand and another one in four (26.4%) students reported being beaten by their teacher with an object in the
last semester. Boys and girls experience and perpetrate all forms of violence to different extents, with boys
disproportionately perpetrating and girls experiencing violence, indicating a gender dimension to this
violence. Such findings illustrate how students in 6th and 7th grade are already surrounded by a highly level
of violent practices in their schools although more research is needed to understand the dynamics of this
violence and its relationship to gender and power.

SECTION VII. RECOMMENDATIONS

Analysis of the data produced to establish this baseline for The Love Journey indicates at least 6 areas for
action for intervention programing and to assist future evaluation activities.
1. Conduct follow-up qualitative research
Qualitative research is needed to better understand students’ attitudes and perceptions measured by the
GEM scale. It remains unclear to what extend GEM scores reflect deeply ingrained attitudes and
perceptions based on experience, or conversely, capture idealised perceptions of gender and violence.
A deeper understanding of the dynamics of violence reported by students, and the institutional power
relations in which violence is experienced and practiced, is also needed in order to inform analysis of
quantitative data on experiences and perpetration of violence.
2. Address the apparent link between gender equitable attitudes and experiences of bullying
One unexpected finding of the baseline was that students who displayed more gender equitable attitudes
were more likely to experience bullying. While causation is not clear, this finding suggests the need to
promote more acceptance of gender equitable attitudes, and a diversity of attitudes to gender, and build
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skills that students can use to respond to bullying. A specific recommendation is to promote diversity
education, promote acceptance of alternative masculinities/ feminities and address harmful and restrictive
gender performance standards.
3. Improve student-teacher interactions
The high level of corporal punishment reported by students combined with the low level of students who
reported talking to teachers about issues of sex, gender or violence present an alarming picture of studentteacher relations. This finding suggests that students do not feel comfortable or safe to talk to teachers
about these issues. Increased use of participatory teaching methods, the availability of confidential
counseling facilities, openness around previously sensitive issues, and positive discipline alternatives will
likely go a long way to improving student-teacher interactions.
4. Design and implement rules, guidelines and procedures to prevent and respond to violence, gender
discrimination and corporal punishment in schools
Formulate and implement rules, guidelines and procedures that clearly explain different types of violence
and gender discrimination, acceptable forms of behavior and punishment for students and teachers, and
procedures for responding to violence. As Horton (2011) notes, “this would not only make it easier for
teachers to know how to punish students appropriately but also make it clearer to students what kind of
behaviour is not accepted and what kinds of punishments are considered acceptable.”
This recommendation can be achieved through formulating and implementing school/ district/ city-level
policies on gender violence and gender discrimination, building capacity of teachers to use positive
discipline alternatives to corporal punishment, and by instituting administrative sanctions and fines to
discourage the use of corporal punishment by teachers.
5. Develop counselling facilities
Baseline data shows that violence is common both between teachers and students and students and
students. Schools currently have no mechanisms by which students can seek support to address cases of
violence or access social services.
Low reporting of students talking to teachers about issues of sex, gender or violence also suggest that
students need a trusted, safe and anonymous space in which they can share their thoughts and feelings
without risking reprisal or judgement. One specific recommendation would be to create safe spaces for girls
to discuss and report issues of gender violence – for example, girls only clubs.
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6. Launch parenting initiatives
Action at local levels has the potential to complement prevention work in schools. The aim of this initiative
would be to engage parents to adopt a new belief system regarding corporal punishment and domestic
violence that encourage growing and learning in non-violent spaces. In particular, prevention strategies can
be strengthened by engaging parents as partners through positive discipline skills building and
commitments to not expose their children to violence.
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SECTION VIII: CONCLUSION

In terms of the GEM survey, quantitative data indicate that gender attitudes among students were more
'equitable' than previous studies indicated in Vietnam (PyD 2012) and elsewhere. We have suggested a
number of reasons why this is the case in the analysis and discussion of these data. One key implication of
comparing these data to a previous PyD (2012) study among secondary and high school students in
Vietnam is that lower age respondents appear to hold more gender equitable attitudes than older
respondents and that experiences as perpetrators and victims of violence among younger students is lower
than levels of anticipated use of violence among older students. In the earlier study, secondary school
students had more inequitable attitudes than high school students.

Qualitative investigation into gender attitudes collected during this baseline, however, revealed a series of
multifaceted explanations and incongruities behind these attitudes. Some contradictions between survey
findings and the FGDs appeared to be connected to gaps between what informants felt or believed to be
fair or reasonable in regards to notions about gender and violence and what they recognised empirically as
day-to-day ‘reality’, such as between positive attitudes about men’s role in household chores and
apparently passive acknowledgement of the unchanging gendered division of labour in households, which
leaves these responsibilities with women. Other contradictions appeared to be connected with beliefs
about ‘natural’ characteristics of sex. While the majority of students disagreed with violence against
women, girls (63%) and boys (71%) also believed that men are naturally hot tempered, and explained in
the FGDs that this often meant that men could not control their anger.

One conclusion for this study, then, is that there is a high degree of change and variation among the sample
in their attitudes about gender and gender violence. The complex attitudes to gender captured in this
baseline, informed by cultural ideals, life experience, beliefs about science and ‘nature’, and hopes and
expectations, indeed remind us that the grade 6 and 7 students are undergoing adolescent socialisation
and learning and rehearsing new and changing gender roles.

On the other hand, however, the complex and contradictory attitudes also remind us of the possible
banality of gender inequality and violence in many students’ lives. For example, while gender attitudes
among students were more 'equitable' than previous studies indicated in Vietnam (PyD 2012) and
elsewhere, more than one in four (27.4%) agreed to the statement ‘If my mother cheated on my father,
then it is okay for him to hit her’. When students were asked to elaborate on these inconsistencies in FGDs,
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many seemed nonplussed by the contradictions and offered glib or apparently routine answers. Such
findings suggest that gender inequality and violence may be commonplace and ‘ordinary’. These
contradictory conclusions deserve substantial further investigation in ensuing research and program
evaluation.
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Appendices

Appendix 1 - SAMPLING OF SCHOOLS
It is important to note that randomized cluster sampling can both reduce the precision of sampling
(compared, for example, to systematic sampling) and increase the calculated standard error of the sample
(as elements within particular samples tend to be alike, leading to a greater risk that the sample may be
less representative of the population as a whole. To avoid these issues, the following method of sampling
was adopted to select schools to be member of the intervention group.

For this study, a two-part randomized sampling method was used. Firstly, one school was drawn from
within each of the seven districts clusters in Danang city (n=7) using a random number generator. Secondly,
(after seven trial schools were chosen) 3 more trial schools were drawn from the remaining 13 possible
schools (n=3). The remaining 10 schools formed the control group.

A simple random generator is used to produce a number between 1-4 for Hai Chau and Thanh Khe; 1-3 for
Son Tra and Hoa Vang; and 1-2 for Ngu Hanh Son, Lien Chieu and Cam Le using the existing list of schools
that participate in the project to select a corresponding school for the trial. The results are:
Nguyen Hue Secondary school – Hai Chau district
Nguyen Thi Minh Khai Secondary school – Thanh Khe district
Nguyen Van Cu Secondary school – Son Tra district
Tran Quoc Tuan Secondary school – Hoa Vang district
Tran Dai Nghia Secondary school – Ngu Hanh Son district
Nguyen Binh Khiem Secondary school – Lien Chieu district
Tran Quy Cap Secondary school – Cam Le district
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After having ensured the sample spread over the whole city (all seven districts), three more numbers were
randomly generated between 1-13 for the final 3 trial schools among the 13 remain secondary school. The
results are as follows:
Pham Ngoc Thach secondary school – Son Tra district
Tay Son secondary school – Hai Chau district
Do Dang Tuyen secondary school – Thanh Khe district

List of trial schools (intervention schools) with class and school populations.

Grade 6
No

School

District

No.

Grade 7

of No.

of No.

of No.

class

students

class

students

1

Tây Sơn

H i Châu

10

437

10

414

2

Nguyễn Huệ

H i Châu

11

525

10

497

3

Nguyễn Thị Minh Khai

Thanh Khê

4

110

4

120

4

ng Tuyển

Thanh Khê

4

142

4

136

5

Nguyễn V n C

Sơn Trà

7

256

5

221

6

Phạm Ngọc Thạch

Sơn Trà

6

207

7

239

7

Tr n ại Ngh a

Ng Hành Sơn

3

104

3

92

8

Nguyễn B nh Khi m

Li n Chiểu

8

301

7

294

9

Tr n Qu C p

C m Lệ

7

252

6

218

10

Tr n Quốc Tuấn

Hòa Vang

7

254

6

232

67

2.588

62

2.463

Total

of
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List of control schools with class and population split by gender

Grade 6
No

School

District

No.

Grade 7

of No.

of No.

of No.

class

students

class

students

1

Tr n Hưng ạo

H i Châu

6

201

6

195

2

L Hồng Phong

H i Châu

4

136

4

134

3

Nguyễn

Thanh Khê

7

288

7

265

4

Hoàng Diệu

Thanh Khê

6

207

6

212

5

Phan B i Châu

Sơn Trà

4

117

5

117

6

Nguyễn B nh Khi m

Ng Hành Sơn

5

175

4

165

7

Ng Th Nh m

Li n Chiểu

6

238

6

206

8

Nguyễn C ng Trứ

C m Lệ

3

135

3

114

9

ng ch ường

H a Vang

2

50

2

62

10

Phạm V n ồng

H a Vang

7

258

6

216

50

1.805

49

1.686

Total.

nh Chiểu

of
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Appendix 2 - Questionnaire

QUESTIONNAIRE CODE: …….………………

QUESTIONNAIRE
Study on school pupils in Da Nang

Introduction

Hello, my name is _____________________. I am here today on behalf of the project Hanh trinh yeu
thuong. This project aims to help secondary school pupils in Da Nang as you have a safer and healthier life.
Within the project, a study is being conducted to enable us to better understand about the thoughts and
behaviors of school pupils in Da Nang. Your school managing board, teachers, and parents/guardians
already know about this study and they have approved your participation.

Only the people work for this project will be able to see your answer. None else, including your teachers
and parents/guardians, can see your answers. And we ensure that what you tell us will be kept confidential
and will not harm you. You must not write your name on the questionnaire. In addition, you can stop
participating in this study at any time or refuse to answer any question that you do not want. This will not
affect your activities at school.

There are no right or wrong answers in this study. We just need you to tell us about the truth and about
what you actually think, see, do, or experience. To answer some questions, you will need to recall things
that have happened in the last school semester. We know that sometimes it is difficult to remember
everything, but we hope that you will try your best to tell us what actually happened, as much as possible.

To keep your answers confidential and to facilitate the data collection, when filling the answers, kindly keep
silence and do not exchange your answers/thoughts with the others. If you have any question, you can ask
me immediately or ask me to go out of the room to raise your question.

We will have a small gift to thank your contribution. It takes you about 30 - 45 minutes to complete this
questionnaire and I will be able to answer any questions you have during the survey. Will you agree to
participate in this study?
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1. Agrees to participate in this study
Thank you very much. Is this a good place for you to fill in questionnaire? If you do not think this is a
good place for you, please let me know somewhere else that you would like to go.

Before getting to the main questionnaire, to help you how to fill in the questionnaire correctly, we will
practice on a short questionnaire on your interest in painting.

2. Does not agree to participate in this study
Thank you very much.
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HOW TO FILL IN THE ANSWERS:
 Circle the code of the answer you want to choose or write in ‘………………….’
 You only can select 1 answer for each question. In case, there is a note
‘(Circle all that apply)’, you can select 2 answers or more

A. Basic information

Question
code
A1

A2

A3

A4

Question

Answer

Answer
code

When were you born?

Month

……….…

Year

……….…

Boy

1

Girl

2

Are you a boy or a girl?

How many brothers and sisters do Number of older brothers
you have?
Number of older sisters

With whom do you live?
(Circle all that apply)

……….…
……….…

Number of younger brothers

……….…

Number of younger sisters

……….…

Grandfather

1

Grandmother

2

Father

3

Mother

4

Brothers

5
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Question
code

Question

Answer

Answer
code

Sisters

6

Other relatives

7

Others (specify)

8

...……….……………………………
A5

Among people who live with you and Grandfather
yourself, who has regular monthly
income in your family (from all Grandmother
sources, e.g. salary, pension)?
(Circle all that apply)

1
2

Father

3

Mothers

4

Brothers

5

Sisters

6

Other relatives

7

Self

8

Others (specify)

9

...……….……………………………
A6

A7

How rich do you think your family is My family is much richer
in relation to most of other families
in your neighborhood?
My family is slightly richer

1
2

My family is about the same

3

My family is slightly poorer

4

My family is much poorer

5

Which levels of education has your No schooling or has not completed 1
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Question
code

Question

Answer

mother completed?

primary school yet

(Circle all that apply)

Answer
code

Primary school

2

Secondary school

3

High School

4

College

5

University

6

Others (specify)

7

...……….……………………………
A8

Which levels of education has your No schooling or has not completed 1
father completed?
primary school yet
(Circle all that apply)

Primary school

2

Secondary school

3

High School

4

College

5

University

6

Others (specify)

7

...……….……………………………
A9

How often do you watch TV?

Never

1

Less than two hours per week

2

2-5 hours per week

3
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Question
code

Question

Answer
code

Answer

More than 5 hours to 10 hours per 4
week
More than 10 hours per week
A10

A11

A12

5

Do you have bicycle for your Yes
personal use?
No

1

Do you have a cell phone for your Yes
personal use?
No

1

How often do you use the internet?

Never

1

Less than two hours per week

2

2-5 hours per week

3

2

2

More than 5 hours to 10 hours per 4
week
More than 10 hours per week

5

B. Attitude toward gender

Statements
code
B1

Statements

Strongly
agree

For women, taking care of the 1
house and children is more
important than her career.

Agree

Disagree

Strongly
disagree

2

3

4
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B2

Girls have cooler characters than 1
boys, so can endure more in life.

2

3

4

B3

With all matters in the family, it 1
is necessary to discuss between
the husband and wife, yet the
final word should be the
husband’s.

2

3

4

B4

Women should not have sex 1
before marriage

2

3

4

B5

A woman should tolerate 1
violence in order to keep her
family together.

2

3

4

B6

If my mother cheated on my 1
father, then It is OK for him to hit
her

2

3

4

B7

Boys are hot tempered by nature

1

2

3

4

B8

It is important for men to not 1
have had sex before they marry

2

3

4

B9

Men cannot take care of children 1
just as well as women can.

2

3

4

B10

Women have the same right as 1
men to study and to work
outside of the house.

2

3

4

B11

Men have more rights to make 1
household decisions

2

3

4

B12

If a man gets a woman pregnant, 1
the child is the responsibility of
the mother

2

3

4

B13

If a boy sees another boy beating 1
a girl, he should stop it.

2

3

4
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B14

Violence against women is 1
acceptable in some situations

2

3

4

B15

Contraception
is
responsibility of women

the 1

2

3

4

B16

Traditional ideas that men are 1
the pillar of the house are still
valid

2

3

4

C. Life Experiences

Question
code
C1

C2

C3

Question

Answer

Answer
code

Are you currently involved in a Yes
romantic relationship?
No

1

Have you ever had a romantic Yes
relationship with a member of the
opposite sex?
No

1

What did you do in these romantic Exchanged letters
relationships with a member of the
opposite sex?
Held hands

1

(Circle all that apply)

2

2

2

Kissed

3

Fondled genitals

4

Others (specify)

5

...……….……………………………
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Question
code

Question

Answer

Answer
code

I never had a romantic relationship with 6
a member of the opposite sex
C4

C5

Have you ever had a romantic Yes
relationship with a member of the
same sex?
No

1

What did you do in these romantic Exchanged letters
relationships with a member of the
same sex?
Held hands

1

(Circle all that apply)

2

2

Kissed

3

Fondled genitals

4

Others (specify)

5

...……….……………………………
I never had a romantic relationship with 6
a member of the same sex
C6

C7

C8

Have you ever seen your father hit Yes
your mother in way that upset or
No
injured her?

1

Have your friends ever invited you to Yes
watch adult movie or blue film?
No

1

When your friends invite you to Sometimes join them
watch adult movie or blue film, what
do you usually do?
Always join them

1

2

2

2

Always refuse

3

Others (specify)

4

...……….……………………………
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Question
code

Question

Answer
code

Answer

My friends have never invited me to 5
watch adult movie or blue film

D. Bullying and harassment experiences in the last school semester

Question
code
D1

Question

Answer
code

Answer

In the last school semester, among Pushed or shoved a male
1
the behaviors to males listed on the
right column, what did you do?
Hit or kicked a male, and bruised or 2
marked them by the blow
(Circle all that apply)
Got into a physical fight with a male 3
because I didn’t like them
Touched a male’s private parts, or made 4
him touch your private parts, when he
did not want to, or without his consent
Threatened to physically hurt or harm a 5
male
Made a male cry because of an act I did

None of
behaviours
D2

the

above

6

mentioned 7

In the last school semester, where Classroom
did you do these behaviours?
School yard
(Circle all that apply)
Outside your school, but not at home

1
2
3
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Question
code

Question

Answer

Answer
code

Home

4

Others (specify)

5

...……….……………………………
I did not do any behaviors mentioned in 6
question D1 in the last semester
D3

In the last school semester, to Male grademate in the same school
whom did you do these behaviours?
Boy from an older grade level
(Circle all that apply)

1
2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5

Father

6

Others (specify)

7

...……….……………………………
I did not do any behaviors mentioned in 8
question D1 in the last semester
D4

In the last school semester, among Pushed or shoved a female
1
the behaviors to females listed on
the right column, what did you do?
Hit or kicked a female hard, , and 2
bruised or marked them by the blow
(Circle all that apply)
Got into a physical fight with a female 3
because I didn’t like them
Touched a female’s private parts, or 4
made her touch your private parts,
when she did not want to, or without
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Question
code

Question

Answer
code

Answer
her consent

Threatened to physically hurt or harm a 5
female
Made a female cry because of an act I
6
did
None of
behaviours
D5

the

above

mentioned 7

In the last school semester, where Classroom
did you do these behaviours?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I have never done any behaviors 6
mentioned in question D4
D6

In the last school semester, to Female grademate in the same school
whom did you do these behaviours?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Male friend from outside school

4

Sister

5

Mother

6

Others (specify)

7
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Question
code

Question

Answer
code

Answer
...……….……………………………

I did not do any behaviors mentioned in 8
question D4 in the last semester
D7

In the last school semester, among Made fun of a male by calling his names 1
the behaviors to males listed on the
right column, what did you do?
Made sexual comments to a male when 2
I knew they were unwanted
(Circle all that apply)
Made jokes about a male

3

Said things about a male’s looks that 4
were meant to be insulting or
derogatory
Made a male cry because of an
something I said
5
None of
behaviours
D8

the

above

mentioned 6

In the last school semester, where Classroom
did you do these behaviours?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not do any behaviors mentioned in 6
question D7 in the last semester
D9

In the last school semester, to Male grademate in the same school

1
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Question
code

Question

Answer

Answer
code

whom did you do these behaviours?

Boy from an older grade level

2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5

Father

6

Others (specify)

7

(Circle all that apply)

...……….……………………………
I did not do any behaviors mentioned in 8
question D7 in the last semester
D10

In the last school semester, among Made fun of a female by calling her 1
the behaviors to females listed on names
the right column, what did you do?
Made sexual comments to a female 2
(Circle all that apply)
when I knew they were unwanted
Made jokes about a female

3

Said things about a female’s looks that 4
were meant to be insulting or
derogatory
Made a female cry because of an 5
something I said
None of
behaviours
D11

In the last school semester, where Classroom
did you do these behaviours?
School yard

the

above

mentioned 6

1
2
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Question
code

Question

Answer

Answer
code

(Circle all that apply)

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not do any behaviors mentioned in 6
question D10 in the last semester
D12

In the last school semester, to Female grademate in the same school
whom did you do these behaviours?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Female friend from outside school

4

Sister

5

Mother

6

Others (specify)

7

...……….……………………………
I did not do any behaviors mentioned in 8
question D10 in the last semester
D13

In the last school semester, among Got my friends to turn against a male
1
the behaviors to males listed on the
right column, what did you do?
Ignored a male when I was with my 2
friends
(Circle all that apply)
Got other students to ignore a male

3

Left a male out of activities or games on 4
purpose
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Question
code

Question

None of
behaviours
D14

Answer
code

Answer

the

above

mentioned 5

In the last school semester, where Classroom
did you do these behaviours?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not do any behaviors mentioned in 6
question D13 in the last semester
D15

In the last school semester, to Male grademate in the same school
whom did you do these behaviours?
Boy from an older grade level
(Circle all that apply)

1
2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5

Father

6

Others (specify)

7

...……….……………………………
I did not do any behaviors mentioned in 8
question D13 in the last semester
D16

In the last school semester, among Got my friends to turn against a female

1
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Question
code

Question

Answer
code

Answer

the behaviors to females listed on Ignored a female when I was with my 2
the right column, what did you do?
friends
(Circle all that apply)

Got other students to ignore a female

3

Left a female out of activities or games 4
on purpose
None of
behaviours
D17

the

above

mentioned 5

In the last school semester, where Classroom
did you do these behaviours?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not do any behaviors mentioned in 6
question D16 in the last semester
D18

In the last school semester, to Female grademate in the same school
whom did you do these behaviours?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Female friend from outside school

4

Sister

5

Mother

6
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Question
code

Question

Answer

Answer
code

Others (specify)

7

...……….……………………………
I did not do any behaviors mentioned in 8
question D16 in the last semester
D19

In the last school semester, among I was pushed or shoved by a male
1
males’ behaviours listed on the right
column, did any of the following I was hit or kicked by a male, and was 2
happen to you?
bruised or marked by the blow
(Circle all that apply)

My property was damaged on purpose 3
by a male
My private parts were touched by a 4
male, when I did not want him to, or
without my consent
I was threatened to be physically hurt 5
or harmed by a male
A male made me cry because of
6
something he did
None of
behaviours

D20

the

above

mentioned 7

In the last school semester, where Classroom
did you these acts occur?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
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Question
code

Question

Answer

Answer
code

I did not experience behaviors 6
mentioned in question D19 in the last
semester
D21

In the last school semester, who Male grademate in the same school
perpetrated these acts?
Boy from an older grade level
(Circle all that apply)

1
2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5

Father

6

Male teacher

7

Others (specify)

8

...……….……………………………
I did not experienced behaviors 9
mentioned in question D19 in the last
semester
D22

In the last school semester, among I was pushed or shoved by a female
1
females’ behaviours listed on the
right column, did any of the I was hit or kicked by a female and was 2
following happen to you?
bruised or marked by the blow
(Circle all that apply)

My property was damaged on purpose 3
by a female
My private parts were touched by a 4
male when I did not want him to, or
without my consent
I was threatened to be physically hurt 5
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Question
code

Question

Answer
code

Answer
or harmed by a female

A female made me cry because of 6
something she did
None of
behaviours
D23

the

above

mentioned 7

In the last school semester, where Classroom
did these acts occur?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not experienced behaviors 6
mentioned in question D22 in the last
semester
D24

In the last school semester, who Female grademate in the same school
perpetrated these acts?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Female friend from outside school

4

Sister

5

Mother

6

Female teacher

7

Others (specify)

8
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Question
code

Question

Answer

Answer
code

...……….……………………………
I did not experienced behaviors 9
mentioned in question D22 in the last
semester
D25

In the last school semester, among I was called names I didn’t like by a 1
males’ behaviours listed on the right male
column, did any of the following
happen to you?
A male made sexual remarks at me 2
when they were unwanted
(Circle all that apply)
I was embarrassed by male saying jokes 3
about me
Things were said about my looks
didn’t like by a male

I 4

A male made me cry because of
5
something he said
I experienced none of the above 6
mentioned behaviours
D26

In the last school semester, where Classroom
did these acts occur?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not experienced behaviors 6
mentioned in question D25 in the last
semester
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Question
code
D27

Question

Answer

In the last school semester, who Male grademate in the same school
perpetrated these acts?
Boy from an older grade level
(Circle all that apply)

Answer
code
1
2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5

Father

6

Male teacher

7

Others (specify)

8

...……….……………………………
I did experience behaviors mentioned in 9
question D25 in the last semester
D28

In the last school semester, among I was called names I didn’t like by a 1
females’ behaviours listed on the female
right column, did any of the
following happen to you?
A female made sexual remarks about 2
me when they were unwanted
(Circle all that apply)

I was embarrassed by female saying 3
jokes about me
Things were said about my looks I 4
didn’t like by a female
A female made me cry because of
5
something she said
I experienced none of the above 6
mentioned behaviours
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Question
code
D29

Question

Answer

In the last school semester, where Classroom
did these acts occur?
School yard
(Circle all that apply)

Answer
code
1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not experience behaviors 6
mentioned in question D28 in the last
semester
D30

In the last school semester, who Female grademate in the same school
perpetrated these acts?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Female friend from outside school

4

Sister

5

Mother

6

Female teacher

7

Others (specify)

8

...……….……………………………
I did not experience behaviors 9
mentioned in question D28 in the last
semester
D31

In the last school semester, among A male ignored me when they were 1
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Question
code

Question

Answer

Answer
code

males’ behaviours listed on the right with their friends
column, did any of the following
happen to you?
A male got their friends to turn against 2
me
(Circle all that apply)
A male got other students not to have 3
anything to do with me
I wasn’t invited to a male’s place 4
because other people didn’t like me
I experienced none of the above 5
mentioned behaviours
D32

In the last school semester, where Classroom
did these acts occur?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
I did not experience behaviors 6
mentioned in question D31 in the last
semester
D33

In the last school semester, who Male grademate in the same school
perpetrated these acts?
Boy from an older grade level
(Circle all that apply)

1
2

Boy from a younger grade level

3

Male friend from outside school

4

Brother

5
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Question
code

Question

Answer

Answer
code

Father

6

Male teacher

7

Others (specify)

8

...……….……………………………
I did not experience behaviors 9
mentioned in question D31 in the last
semester
D34

In the last school semester, among A female ignored me when they were 1
females’ behaviours listed on the with their friends
right column, did any of the
following happen to you?
A female got their friends to turn 2
against me
(Circle all that apply)

A female got other students not to have 3
anything to do with me
I wasn’t invited to a female’s place 4
because other people didn’t like me
I experienced none of the above 5
mentioned behaviours

D35

In the last school semester, where Classroom
did these acts occur?
School yard
(Circle all that apply)

1
2

Outside your school, but not at home

3

Home

4

Others (specify)

5

...……….……………………………
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Question
code

Question

Answer
code

Answer

I did not experience behaviors 6
mentioned in question D34 in the last
semester
D36

In the last school semester, who Female grademate in the same school
perpetrated these acts?
Girl from an older grade level
(Circle all that apply)

1
2

Girl from a younger grade level

3

Female friend from outside school

4

Sister

5

Mother

6

Female teacher

7

Others (specify)

8

...……….……………………………
I did not experienced behaviors 9
mentioned in question D34 in the last
semester

E. What happened at your school?

Statements
code
E1

Statements

Strongly
agree

In your school, you fight a lot 1
with other children.

Agree

Disagree

Strongly
disagree

2

3

4
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Statements
code

Statements

Strongly
agree

Agree

Disagree

Strongly
disagree

E2

In your school, teachers 1
usually listen to you.

2

3

4

E3

In your school, you feel safe.

1

2

3

4

E4

In your school, you try to stop 1
violence when you see it.

2

3

4

E5

In your school, teachers 1
usually give more punishment
to you than students of the
opposite sex

2

3

4

E6

In your school, you talk with 1
teachers if you have a
problem.

2

3

4

Question
code
E7

E8

Question

Answer

Answer
code

Have you ever received punishment Yes
from teachers at school?
No

1

In the last school semester, what Humiliated
sort of punishments have you
received from teachers at school?
Yelled at

1

(Circle all that apply)

2

2

Forced to kneel on the ground for 3
extended periods
Beaten (by hand)

4

Beaten (by object)

5

Others (specify)

6
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Question
code

Question

Answer

Answer
code

...……….……………………………
No punishment in the last school 7
semester
E9

How good do you feel in school at Very good
the moment?
Good

1
2

Normal

3

Bad

4

Very bad

5

F. Discussion about your life in the last school semester

Question
code
F1

Question

Answer

In the last school semester, whom Nobody
did you talk with about sex?
Parents
(Circle all that apply)

Answer
code
1
2

Teachers

3

Friends

4

Others (specify)

5

...……….……………………………
F2

In the last school semester, whom Nobody

1
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Question
code

Question

Answer

Answer
code

did you talk with about violence?

Parents

2

Teachers

3

Friends

4

Others (specify)

5

(Circle all that apply)

...……….……………………………
F3

In the last school semester, whom Nobody
did you talk with about bullying?
Parents
(Circle all that apply)

1
2

Teachers

3

Friends

4

Others (specify)

5

...……….……………………………
F4

In the last school semester, whom Nobody
did you talk with about what it
means to be a boy or a girl?
Parents
(Circle all that apply)

1
2

Teachers

3

Friends

4

Others (specify)

5

...……….……………………………

Thank you very much!
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G. For the research team only
G1. Survey cycle: 1 – Baseline survey
G2. School code:

School

Code

School

Code

Nguyễn Thị Minh Khai

1

Nguyễn V n C

11

ng Tuyển

2

Phạm Ngọc Thạch

12

3

Phan B i Châu

13

4

Tr n ại Ngh a

14

Nguyễn

nh Chiểu

Hoàng Diệu

Nguyễn B nh Khi m – qu n 5
Liên Chiểu

Nguyễn B nh Khi m – qu n 15
Ng Hành Sơn

Ng Th Nh m

6

Tr n Qu C p

16

Tây Sơn

7

Nguyễn C ng Trứ

17

Nguyễn Huệ

8

Tr n Quốc Tuấn

18

Tr n Hưng ạo

9

ng ch ường

19

L Hồng Phong

10

Phạm V n ồng

20

G3. Grade: ……………………
G5. Facilitator’s code: ……………………
G6. Remarks about questionnaire

Primary checked by facilitators:
Signature:
Secondary checked by:
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Signature:

Full-name/ Date

Appendix 3 - MINI FOCUS GROUP DISCUSSION GUIDE
Topic 1 - Family and life today
 What do your family and the families around you expect of their sons? If you have a son in the future,
will you expect these of your son?
 What do your family and the families around you expect of daughters? If you have a daughter in the
future, will you expect these of your daughters?
 Are sons and daughters raised in the family differently? What are the differences? Why do the
differences happen?
 Have your parents ever told you about their life when they were little? If so, what are the differences
between you lifestyle at present and your parent’s lifestyles when they were little?
 Do any traditions from the past still affect men and women? What are women’s ‘traditional’ roles that
still play in modern life? What are men’s ‘traditional’ roles that still play in modern life?
Things you may have left out
 Is there anything you’ve left out you’d like to say?
 What has it been like to have this discussion?
 Was there anything you found hard or difficult?

Apart from the content of the mini FGD, the following information need to be recorded
1) Facilitator’s code:
2) This is the (order number) mini FGDs you have conducted in this survey.
3) School code
4) Grade
5) Sex
6) Number of participants (school pupils only)
7) Date of data collection
8) Time of data collection: from ……….:………… to ……….:…………
9) Your feeling about the mini FGD
10) Other important information
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Topic 2 - Masculinity
 What is masculinity?
 What is a good boyfriend today like? Are there any differences on idea of a good boyfriend between
your generation and your parents’ generation?
 What is a good husband today like? Are there any differences on idea of a good husband between your
generation and your parents’ generation?
 What do people around you (your community, family or mates) expect in a man/ male?
 What are men’s responsibilities? Do all men have these responsibility? If not, who do not have these
responsibilities?
 Are there any differences in men’s roles in Vietnam between at present and in the past? If so, please list
the differences? Why do the changes happen? How do you feel about this?
 Are relations between men and women changing in Vietnam? If so, how are they changing? Why are
they changing?
Things you may have left out
 Is there anything you’ve left out you’d like to say?
 What has it been like to have this discussion?
 Was there anything you found hard or difficult?

Apart from the content of the mini FGD, the following information need to be recorded
1) Facilitator’s code:
2) This is the (order number) mini FGDs you have conducted in this survey.
3) School code
4) Grade
5) Sex
6) Number of participants (school pupils only)
7) Date of data collection
8) Time of data collection: from ……….:………… to ……….:…………
9) Your feeling about the mini FGD
10) Other important information
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Topic 3 - Femininity
 What roles do women play in your life? Did women’s roles changes in comparision with the past?
 Do traditions and practises for women in the past still affect how women act today? Do traditions and
practises for women in the past still affect how women are perceived today? Which traditions affect?
What do you think of women who have embraced more ’modern’ behaviours in recent years?
 What is a good girlfriend today like? Are there any differences on idea of a good girlfriend between your
generation and your parents’ generation?
 What is a good wife today like? Are there any differences on idea of a good wife between your
generation and your parents’ generation?

Things you may have left out
 Is there anything you’ve left out you’d like to say?
 What has it been like to have this discussion?
 Was there anything you found hard or difficult?

Apart from the content of the mini FGD, the following information need to be recorded
1) Facilitator’s code:
2) This is the (order number) mini FGDs you have conducted in this survey.
3) School code
4) Grade
5) Sex
6) Number of participants (school pupils only)
7) Date of data collection
8) Time of data collection: from ……….:………… to ……….:…………
9) Your feeling about the mini FGD
10) Other important information
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Topic 4 - Power and influence, gender and violence
 What is power?
 Do you have power?
 What sort of power do men have in your society? Over who? How does it work?
 What sort of power do women have in your society? Over who? How does it work?
 Between men and women, who are more violent? Why?
 When are men likely to be violent toward women?
 How does your biological make-up affect your behaviour? How does you biological make-up affect your
decisions?
Things you may have left out
 Is there anything you’ve left out you’d like to say?
 What has it been like to have this discussion?
 Was there anything you found hard or difficult?

Apart from the content of the mini FGD, the following information need to be recorded
1) Facilitator’s code:
2) This is the (order number) mini FGDs you have conducted in this survey.
3) School code
4) Grade
5) Sex
6) Number of participants (school pupils only)
7) Date of data collection
8) Time of data collection: from ……….:………… to ……….:…………
9) Your feeling about the mini FGD
10) Other important information
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Appendix 4 – Pre-Testing description
On 4 October 2013, we ran a 3 day researcher training and piloted the survey instrument. The purpose of
the pre-test was:
1. To explore problems and difficulties in the field in order to find solution to minimize problems and
difficulties in the main survey;
2. To test the feasibility and effectiveness of field work management;
3. To test the length and comprehension of the questionaire;
4. To test the skills of facilitators who facilitate the school pupils to response to the questionnaire
5. To test the research instruments and scales

The training was organized by the research coordinator at a meeting room of Tien Vinh hotel (Danang) for
four facilitators. The training lasted 7.5 hours and covered 5 main contents as follows:
1) Introduction to the study;
2) The field work and data collection process;
3) The required skills and principle for facilitators;
4) Introduction to the questionnaire;
5) Practice on the questionnaire:

All of four facilitators were graduates or final year students in training or social sciences and humanities
Universities. They all had experience with data collection for community-based research and provided
valuable comments to improve the wording of the questionnaire in Vietnamese.
The pilot was conducted in Chu Van An school in Thanh Khe district. This school is not in the list of 20
schools selected for the main survey. After the training, the questionnaire was re-worded and shortened.
The following section describes in detail the changes that were made:
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Notes on the Pre-test
This summary overview is intended to provide a rapid assessment of the results from the 5 October pretest in Danang of the survey component for the research and evaluation of the The Love Journey.
Section A: Basic Information
Logical indicator: Section A was intended to produce basic demographic data, on student sex/ age/ living
arrangements/ social class/ educational attainment of parents/ media habits/ relationship experience.
These demographic details will underpin bivariate and multivariate analysis of surveys.
Data produced in this section suggested that the students came from a variety of social classes and
backgrounds, and were heavy media users. Questions on the education levels of parents, however, elicited
poor responses (29% did not know the highest level of education completed by their mother; 28% did not
know the highest level of education completed by their father). Questions on the romantic experiences of
students produced uncertain data: 13 students indicated that they had ever had a romantic relationship
with a member of the opposite sex and 13 students also indicated that in their romantic relationships with
members of the opposite sex, they had ‘fondled genitals’, and 0 students indicated that they ‘had ever had
a romantic relationship with a member of the same sex’.
Reflections:



The responses to the relationship questions suggest that the students may not have been taken
seriously or students remained afraid to answer honestly/ candidly.
The mechanism to capture the educational achievements of students’ parents facilitated only
answers in terms of the ‘highest’ level, which prevented students from answering

Amendments to survey:



Relationship questions have been moved from Section A to Section D, so that students may be
more familiar with the survey practices and willing/ able to respond honestly.
Questions on educational levels of students’ parents modified to capture all levels of which the
students are aware.

Section B: GEMS Scale – Attitudes toward gender inequality:
Logical Indicator: Section B was intended to capture student attitudes toward gender inequality. It aimed to
do this by providing a set of statements which support/ endorse discrimination against women/ male
privilege over females, and record whether students agree or disagree.
Data produced in this section in the pre-test indicated better than expected attitudes among students
toward gender equality. A previous study conducted for PyD (2011) on attitudes of young men and women
towards gender issues and masculinities in four provinces in Viet Nam suggested that inequitable gender
norms were common among both male and female students. In that study, 93,8% of male students agreed
with the statement ‘women should give up their own interests to support their families.’
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The Oct 2012 pre-test produced data which indicated much lower level of gender inequitable attitudes.
Though these data have not been disaggregated by gender, the results for some questions are unequivocal:
94.3% of students disagreed with the statement ‘since girls have to get married, they should not be sent for
higher education’, and 0% of students agreed with it; 66.7% of students disagreed with the statement ‘A
woman should tolerate violence in order to keep her family together’, and only 12.6% of students agreed
with it.
Reflections:


Section B in the pre-test survey offered only 3 possible responses: Agree/ Disagree/ Not sure. These
responses failed to capture the strength of student agreement/ disagreement, and led in some
cases to a high rate of ‘not sure’ responses (b3, b4)

Amendments to survey:






Revised survey offers 4 possible responses to section B: Strongly Agree/ Agree/ Disagree/ Strongly
Disagree. This change is intended to better capture the strength of student’s attitudes, and allow us
to measure change. By removing the possibility of ‘not sure’, we intend to oblige students to
consciously reflect on their attitudes and expectations in an effort to respond.
Questions to be subtracted which appear to produce ambivalent responses (eg., b4)
More complex questions to be added in order to increase reflection among students, eg., ‘For
women, taking care of the house and children is more important than her career’
Section C added, ‘Attitudes toward Gender Equality’, in order to develop a more comprehensive
and complex picture of student attitudes toward gender inequality and equality, and to keep
attitudinal questions together in the survey.

Section C: Experience on violence in the last 3 months
Logical Indicator: Section C was intended to capture students’ recent experiences of violence, and so provide
a tracking of trends over the course of the The Love Journey implementation.
Data produced in this section suggested that there were lower than expected levels of sexual and nonsexual insults directed at students by teachers and family members, and only slightly higher levels among
peers/ at school.
Reflections:


A number of the questions designed for section C to capture students’ recent experiences of
violence were omitted from the pre-test due to ethical concerns. This meant that the data that was
produced described only low-level abuse and bullying. This is of concern because there is an
increasing awareness in the literature of the detrimental effects of single-item scales to measure
bullying (Parada 2000, Finger et al., 2008)

Amendments to survey:
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Drawing on the paper by Finger et al., (2008), Adolescent Peer Relations Instrument: Assessment of
its Reliability and Construct Validity when used with Upper Primary Students, we have adapted a
multiple-item multiple-scale behavioural measure of bullying, of behaviour (inflicting emotional
violence physical violence, social bullying and sexual harassment) and experiences (as a target of
these forms of violence). This method has previously been found to be a reliable and valid scale for
adolescent students (Parada, 2000).
Capturing these aspects and experiences of bullying will help the facilitators and students to better
identify and record examples, and produce data that can be better tracked over time.
Section C is now Section E

Section D: Attitudes toward Gender Equality
Logical Indicator: Section D was intended to capture student attitudes toward gender equality. It aimed to
do this by providing a set of statements which support/ endorse equality between women and men, and
record whether students agree or disagree.
Consistent with Section B, data produced in this section in the pre-test indicated better than expected
attitudes among students toward gender equality.
Reflections:


Consistent with Section B, Section D in the pre-test survey offered only 3 possible responses:
Agree/ Disagree/ Not sure. These responses failed to capture the strength of student agreement/
disagreement.

Amendments to survey:




Revised survey has moved Section D to Section C, so that questions about students’ Attitudes
toward Gender Equality immediately follow questions about students’ attitudes toward Gender
Inequality.
Revised survey also offers 4 possible responses to section D (now Section C): Strongly Agree/
Agree/ Disagree/ Strongly Disagree. This change is intended to better capture the strength of
student’s attitudes, and allow us to measure change. By removing the possibility of ‘not sure’, we
intend to oblige students to consciously reflect on their attitudes and expectations in an effort to
respond.

Section E: Your Actions
Logical Indicator: Section E was intended to capture students’ broader experiences of violence, bullying,
harassment and behaviours that are considered evidence of gender inequitable attitudes (longer than 3
months), and produce data on their reactions to it. This indicator was developed in order to track changing
student behaviours, if any, to incidents of violence over the course of The Love Journey.
The data produced in this section appears to hold uncertain value for the overall study. Questions such as
E6 and E17 do not require the students to reflect on singular acts/ moments. Indeed, the questions appear
likely to encourage students to respond in ways which reflect the ways they would like to behave rather
than the ways that they actually behave.
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Reflections:



As with Section C, a number of the questions designed for section E to capture students’ recent
experiences of violence were omitted from the pre-test due to ethical concerns.
Questions on pornography were poorly understood, and need to be revised.

Amendments to survey:


TBA – I am seeking input from the project team and partners.

Section F: Others
Logical Indicator: Section F was intended to capture students’ experiences of wanted and unwanted sexual
contact. This indicator was expected to serve as a variable for other attitudes and behaviours measured in
the survey.
This section was dropped prior to pre-testing, due to ethical concerns raised by partners
Reflections:


None

Amendments to survey:


This section has been omitted from the main survey

Section G: What happened at your school?
Logical Indicator: Section G was intended to capture students’ opinions about the ‘general’ treatment of
boys and girls in their schools. This indicator was developed in order to track changing opinions among
students about the treatment of boys and girls, if any, over the course of The Love Journey.
Data produced in this section suggested that students were unwilling or unable to generalize in their
responses.
Reflections:


The very rate of ‘Not Sure’ responses for questions G1, G3, and G4 (>60%) suggest that Section G
requires significant modification to produce data that is useful for evaluating the The Love Journey.

Amendments to survey:



Questions now focused on the experiences and expectations of individual students
Revised survey also offers 4 possible responses to section G (now Section F): Strongly Agree/
Agree/ Disagree/ Strongly Disagree. This change is intended to better capture the strength of
student’s attitudes, and allow us to measure change

Section H: Discussion about your life in the last 3 months
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Logical Indicator: Section H was intended to capture students’ recent experiences of discussing sensitive
issues such as violence, gender relations and sexuality with parents, teachers and peers. This indicator was
developed in order to track changing behaviours among students, if any, over the course of the The Love
Journey.
Data produced in this section suggested that students generally had not spoken with parents, teachers or
peers about issues of violence, gender relations and sexuality in the previous 3 months.
Reflections:


This section appears to produce data that will allow us to track changing information-seeking and
support behaviours among students, if any, over the course of the The Love Journey.

Amendments to survey:


Section H is now Section G
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Appendix 3 – Logistic Regression tables
Perpetration of physical violence is taken as dependent variable (1=Yes, 0=No)
R2 = 14.5%
B

S.E.

Wald

df

Sig.

Exp(B)

Primary or low

.393

.235

2.804

1

.094

1.481

Secondary school

.294

.193

2.308

1

.129

1.342

Richer than neighbor

-.140

.300

.218

1

.641

.869

Same as neighbor

-.128

.190

.453

1

.501

.880

25.045

3

.000

Education of mother (Ref – High
school or above)

Perceived economic status of family
(Ref - poorer than neighbor)

Exposure to TV (Ref – >10hrs per
week)
<2hrs

-1.238

.273

20.557

1

.000

.290

2-5hrs

-.643

.238

7.312

1

.007

.526

6-10hrs

-.211

.240

.768

1

.381

.810

.066

.199

.110

1

.740

1.068

-.068

.177

.147

1

.702

.934

14.119

4

.007

Bicycle for personal use (Ref – No)
Yes
Cell phone for personal use (Ref –
No)
Yes
Uses of Internet (Ref - >10hrs per
week)
Never

-1.243

.461

7.285

1

.007

.288

<2 hrs

-.490

.436

1.262

1

.261

.613

2-5hrs

-.563

.452

1.551

1

.213

.570

6-10hrs

-.597

.497

1.445

1

.229

.550

Boy

.336

.172

3.822

1

.051

1.399

Age of students

.184

.139

1.749

1

.186

1.202

Sex of student (Ref – Girl)
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Score on attitude towards violence *

-.108

.048

5.090

1

.024

.898

Yes

.456

.170

7.168

1

.007

1.578

Constant

-.873

1.664

.275

1

.600

.418

Exp(B)

Seen father hitting mother (Ref-No)

Perpetration of emotional violence is taken as dependent variable (1=Yes, 0=No)
R2 = 15.3%
B

S.E.

Education of mother (Ref – High

Wald

df

Sig.

5.297

2

.071

school or above)
Primary or low

.453

.233

3.779

1

.052

1.573

Secondary school

-.062

.192

.104

1

.747

.940

3.383

2

.184

Perceived economic status of family
(Ref - poorer than neighbor)
Richer than neighbor

-.491

.299

2.695

1

.101

.612

Same as neighbor

-.275

.189

2.122

1

.145

.759

19.392

3

.000

Exposure to TV (Ref – >10hrs per
week)
<2hrs

-.764

.268

8.107

1

.004

.466

2-5hrs

-.201

.238

.709

1

.400

.818

6-10hrs

.306

.243

1.584

1

.208

1.358

.061

.197

.096

1

.756

1.063

.165

.175

.890

1

.345

1.179

17.073

4

.002

Bicycle for personal use (Ref – No)
Yes
Cell phone for personal use (Ref –
No)
Yes
Uses of Internet (Ref - >10hrs per
week)
Never

-.775

.439

3.119

1

.077

.461

<2 hrs

-.102

.414

.061

1

.805

.903

2-5hrs

.304

.431

.497

1

.481

1.355
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6-10hrs

-.231

.478

.233

1

.629

.794

Boy

.245

.170

2.075

1

.150

1.278

Age of students

.426

.139

9.370

1

.002

1.531

Score on attitude towards violence

-.067

.047

2.017

1

.156

.935

Yes

.441

.169

6.770

1

.009

1.554

Constant

-4.469

1.656

7.285

1

.007

.011

Sex of student (Ref – Girl)

Seen father hitting mother (Ref-No)

Perpetration of Social bullying is taken as dependent variable (1=Yes, 0=No)
R2 = 11%
B

S.E.

Education of mother (Ref – High

Wald

df

Sig.

3.510

2

.173

Exp(B)

school or above)
Primary or low

.185

.241

.589

1

.443

1.203

Secondary school

-.256

.207

1.530

1

.216

.774

6.006

2

.050

Perceived economic status of family
(Ref - poorer than neighbor)
Richer than neighbor

.183

.298

.376

1

.540

1.201

Same as neighbor

-.372

.200

3.450

1

.063

.689

16.901

3

.001

Exposure to TV (Ref – >10hrs per
week)
<2hrs

-1.114

.288

14.941

1

.000

.328

2-5hrs

-.690

.248

7.740

1

.005

.501

6-10hrs

-.364

.247

2.182

1

.140

.695

-.301

.205

2.160

1

.142

.740

.416

.184

5.119

1

.024

1.516

3.512

4

.476

Bicycle for personal use (Ref – No)
Yes
Cell Phone for personal use (Ref – No)
Yes
Uses of Internet (Ref - >10hrs per
week)
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Never

.082

.459

.032

1

.857

1.086

<2 hrs

.129

.434

.089

1

.766

1.138

2-5hrs

.505

.448

1.270

1

.260

1.657

6-10hrs

.137

.500

.075

1

.784

1.147

Boy

.126

.182

.478

1

.489

1.134

Age of students

.141

.146

.933

1

.334

1.151

Score on attitude towards violence

-.071

.050

2.022

1

.155

.932

Yes

.480

.179

7.212

1

.007

1.616

Constant

-1.473

1.740

.717

1

.397

.229

Sex of student (Ref – Girl)

Seen father hitting mother (Ref-No)

Experience of physical violence (Yes=1, No=0) as dependent variable

Categorical Variables Codings
Frequency Parameter coding

How often do you use Never
the internet? (a12)

171

Less than two hours per 293

(1)

(2)

(3)

(4)

1.000

.000

.000

.000

.000

1.000

.000

.000

.000

.000

1.000

.000

.000

.000

.000

1.000

.000

.000

.000

.000

week
2-5 hours per week
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More than 5 hours to 10 55
hours per week
More than 10 hours per 31
week
Exposure to TV (a9_r)

Less than 2 hrs per week

157

1.000

.000

.000

2-5 hrs

204

.000

1.000

.000

6-10hrs

182

.000

.000

1.000

>10hrs

143

.000

.000

.000

575

1.000

.000

.000

.000

1.000

.000

Living with parents or Living with both parents
not (parents_N)

Living with father but 32

144

not mother
Living with mother but 62

.000

.000

1.000

.000

.000

.000
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1.000

.000

secondary school

237

.000

1.000

High school or above

308

.000

.000

72

1.000

.000

Same as neighbors

395

.000

1.000

Poorer than neighbors

219

.000

.000

Are you a boy or a girl? Boy

335

1.000

(a2)

Girl

351

.000

Do you have a cell Yes

252

1.000

phone for your personal No

434

.000

Do you have bicycle for Yes

518

1.000

your personal use? (a10) No

168

.000

Have you ever seen your Yes

266

1.000

father hit your mother No

420

.000

not father
Living

without

both 17

parents
education

of

mother Primary or low

(Edu_mom_recode)

perceived

economic Richer than neighbors

status of family (a6_r)

use? (a11)

in way that upset or
injured her? (c6)

R2=12.2%
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