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Executive Summary

If Not Now, Then When? is meant to explore the ways in which a program that has been only in operation in a limited number of schools in 3 regions for two years (the GFSI) might be ‘scaled up’, as well as to consider the successes of initiatives from UNICEF’s Girls Education Programme that have been in place for some time.  We were also however asked to offer inputs on how these various initiatives link up to the processes of decentralization, ECD, poverty reduction, and to consider how they might also interface with the recent Big Bang campaign, for example, and the movement to provide basic services in an integrated way. 

Fieldwork

Between February 25 and March 7, 2003, we conducted interviews in the Banjul area with officials working in Health, Education (Secretary of state, Girls’ Education Unit, Population and Family Life Education, Guidance and Counselling, Quality Assurance), Community Development and Local Governance, along with faculty at Gambia College, FAWEGAM, the Female Teachers’ Association and the Peace Corps; interviews and site visits in 16 schools in LRD, CRD, and URD, and meetings with staff at the PEOs’ offices in these regions. 

Given a rather broad mandate and a concern for understanding as fully as possible how these initiatives might be expanded or modified, our approach to the evaluation has drawn heavily on what is called ‘progressive refocusing’ both in our site visits and interviews in schools, as well as in our interviews with people working in a variety of sectors including Health, Education, and Community Development. By that we mean that we did not strictly follow one set of standardized questions although we set out with sets of issues to take up with the different groups in schools: girls, Head Teachers, teachers, Mothers’ Club members, members of the Village Development Committees.  Rather, given the short time period we had to conduct the study, with each set of interviews we tried to ‘tease out’ new concerns, new issues, and gaps.  These issues were, of course, informed by our review of the documents. For example, we had read about ‘youth brigades’ in several documents but only one school brought up youth brigades on their own. In some cases we added in questions that were informed by experiences of girls’ education programs elsewhere. The ‘what about the boys?’ issue (sometimes read as ‘backlash’) that is prevalent in North America and the UK, for example, provided an entry point to asking Head Teachers and members of the Mothers’ Club who are ‘on the front line’ with other parents whether they had encountered any resistance in their recruitment of girls based on the idea that boys might be missing out. Finally, in some cases, we took an idea that had come up in one set of interviews and raised it in a later interview. One school, for example, raised the idea that perhaps there should be Fathers’ Clubs, and indeed, they noted that they had already located some financial support for such a club. This idea then was inserted into the next interview.  However, this was not an issue that was taken up by other groups.

Throughout the interviews and the site visits, we tried as much as possible to follow an ‘evidence based’ approach. Thus, if a Head Teacher would say, “the girls are doing quite well”, we made a point of trying to establish what “doing quite well meant”. Was it in relation to other girls? In relation to what had happened to girls in the past? In relation to boys in the class? Using a camera, we looked for visual evidence of how ‘access’ and ‘retention’ are being documented, but we also looked for visual evidence of other analyses (e.g. Relationship between distance from school and numbers of students attending, the number of students of school-age who are out of school, how school libraries are being organized, school workshops, teacher materials and so on).

In our school visits, we did not restrict ourselves to visiting only those schools that had been designated as Girl Friendly Schools, choosing rather to include several Upper Basic Schools, a Senior Secondary School, several religious schools, and several lower basic schools that had not been designated as GFSI.  Visiting an upper basic school in one instance made it possible for us to trace some girls who had already attended a GFSI and who were now in the next level, and we were also able to track down an Upper Basic girl who had participated in one of the FAWEGAM Science Clinics.  Some school/community visits lasted upwards of 2 hours or more, with others being relatively short visits. We also took advantage of the opportunity to attend part of a Saturday morning Peer Health drama competition for Upper Basic Schools sponsored by the Nova Scotia Gambia Association when we were in Basse in order to see the programs we had heard about in action.   

Sustainability and Expansion of the GFSI

There is no question that the GFSI is having an impact on the enrolments and retention of girls in school, and along the way it would appear to be contributing to the enrolments of boys as well as girls. It is also playing a key role in terms of women’s empowerment through the Mother’s Clubs and contributing to the process of decentralization in terms of parent and community involvement. While we draw attention in the report to the various contributions of particular units and organizations, we highlight the integration of support and delivery services as an overall strength of the GFSI.  We include in the report suggestions and recommendations both for Sustainability and Expansion of the GFSI along with ‘entry points’ for further donor funding in such areas as the following: Women Teachers, Documentation and Decentralization, Managing IT, ECD and Girls’ Schooling, and Women’s Empowerment and Community Development. 

Sustainability: We noted that even moving beyond the original 10 schools to include the 40 or more new ones has given a good indication of some of the challenges of (1) providing the minimum package of services and materials, and (2) providing training. For example, there were some GFSI that we visited (not of the original 10) who weren’t quite sure how they came to even be a Girl Friendly school, or what services they were supposed to have. The computers and solar panels, as we noted earlier are a particular challenge although we think that given other distance education initiatives in the country, it would be worth working out the various technical and human resource issues.  Our overall recommendation is that this is the opportune time to refine the initiative, get all of the supports in place, and treat the current GF schools as part of the ‘scaling up process’.  Particular features of a plan for sustainability need to include the following:

School management: We would recommend that within the overall GFSI strategy, education management and school leadership be seen as central, particularly as structures are put in place to go to scale with this work. Drawing from the success of work in other African countries in the area of education management in the overall transformation of schools, there needs to be a strong link between any local initiatives on Education Management and the GFSI. We understand, for example, the DFID has some involvement in training Head Teachers. This is a critical area both for the decentralization process as well as implementing the many components of the GFSI. 

Documentation and monitoring: Following from the above, we would recommend that attention be given to developing procedures and practices for documenting and monitoring at the level of the school and community (These could include self-assessment tools within a “Managing the girl friendly school initiative” module referred to earlier). 

Supplementary Gender Training Materials: We would recommend that there be attention to supplementing the Training Manual on Gender Issues produced in 1999 to reflect a more school-based user-friendly approach. While we think the Training Manual is an excellent resource for Trainers themselves, we would see that there is a need for materials that are at a more basic level for school-based implementation, and ones that take up, for example, current thinking on gender and HIV/AIDS.

Some pilot studies of ‘who is learning what’ in the classroom: Quality of teaching and learning has to be a vital component of the overall GFS Initiative. While quality can be defined in a number of ways and should include safety and security issues for girls, it should also attend to the overall performance of students in basic areas of the curriculum (numeracy, literacy, scientific concepts, etc.)

Attending to the potential ‘what about the boys?’ backlash: We think that this is a good time to take account of any possible backlash in terms of a ‘what about the boys?’ concern, given that the GFSI is being implemented within a male-dominated (numerically at least) context. This is important in relation to peer health and AIDS prevention programs (boys as well as girls need to get the messages). We also think that being as inclusive as possible of boys and men will be an important strategy within the implementation of the sexual harassment policy, and consider that overall, if there is to be a transformation of society in terms of expectations for girls and women, there should also be attention to boys and men.  Many of the schools, for example, have Scouts clubs, which could provide opportunities for single sex groupings of boys. (See for example work with young men on AIDS prevention in South Africa through soccer clubs).

Our overall recommendations for sustainability include the following:

1. Strengthening the GEU (capacity building, ensuring that they have the full complement of staff with consideration to adding one more post).

2. Development of support materials (see “Managing the GFSI” module suggestion).

3. Working closely with the Curriculum unit regarding student learning and achievement.

4. Working closely with the Divisional Offices to ensure that committed GF school staff are not transferred. While we recognize that this is not an easy issue to ‘mandate’, we would suggest that every effort be made to work at the policy level of staffing and transfers to address this issue.

5. Establishing a “Best practices and lessons learned” approach to the GFSI for the purposes of identifying success stories that contribute to replication.  The term ‘taking stock’ is a useful one here to refer to an internal “self-study” audit through the GEU/UNICEF that could establish a roster of personnel and practices that could serve as exemplars, and which ultimately could contribute to the expansion process. We would go so far as to recommend that regional conferences be organized that both celebrate the particular successes, demonstrate good practices, and provide a forum for the type of self-study ‘taking stock’ that characterizes effective school management.

6.  Working closely with Community Development and Local Governance to refine the process of integration.

Expansion: We offer a number of suggestions here for the expansion process, bearing in mind that many of the suggestions from 7.1 under Sustainability are also practices which pertain to Expansion.

Exploring models of twinning and clustering: We understand from our interviews with Gambia College personnel and reviews of training documents that there is already in place a model for clustering schools. This can be a very effective approach for expanding the number of GF schools: schools-helping-schools.  Alternatively, there have been some very effective ‘twinning models’ tried out in other countries for partnerships between schools that could contribute to a model for expansion.

Exploring vertical expansion as part of the overall process: We think it would be important at this point to begin to select a few schools at the Upper Basic level that could be GFSI pilot schools. One of the challenges is in relation to what happens to the girls who have been involved in the GFSI after their Lower Basic Schooling? This concerns their academic progress, support for basic school supplies, expectations of the family in terms of work, ability of the girl-child to protect herself, and so on.  

Human Resources: One of the challenges to expansion approaches that have some sort of ‘cascading’ model is what might be described as the ‘trickle down’ effect: the breadth of the expansion may compromise the quality of delivery. The first 10 GFSI schools benefited from careful monitoring, whereas with the expansion to another 40 schools, it becomes difficult to follow up on the delivery and maintenance of equipment, textbooks, and so on. At the same time, as noted above under “establishing best practices and lessons learned’, a great deal has been learned through the pilot schools and there are no doubt many pitfalls that can now be avoided. Moreover, documents, modules, manuals, and so on can now be developed which will assist new GFSI schools. The Human Resource issue, though at all levels (e.g. GEU, FAWEGAM, the PEOs’ offices, UNICEF) is one that needs to be addressed. This is particularly so if there is to be a greater emphasis on integration which involves both sectoral as well as intersectoral coordination. We have noted earlier that the GEU, while in a key collaborating position, should have more personnel. With any expansion we think this would be critical. We have also made suggestions that Gambia College could have greater involvement given that it not only trains teachers but has a central role to play in a wide variety of areas (from IT to curriculum support to targeting the training of female teachers). UNICEF itself may find that an expansion would be very demanding. 

In light of these observations, we would make two main recommendations:

1. Hold constant the minimal package (other than some attempt to look at vertical expansion), in order to solidify what is already up and running. We note that there are many vital areas that are currently under review for expansion (e.g. Baby Friendly initiatives, etc). As much as possible we would recommend that the most effective way of expanding the GFSI in the regions and then to the rest of the country is to build in procedures for sustaining the work (see above), and then working within a very tight framework to reach as many schools as possible.

2. Explore costing out the addition of personnel who could work within the GEU and UNICEF. (Note: There has been one recent hire within FAWEGAM; there may be some argument for additional personnel there too]. We realize that the addition of personnel may not be possible but we think that the success of the GFSI to date could be central within any sort of motivation document.

1.0
The Study

“The Girl Friendly School Initiative is aimed at creating demand for girls’ education at community level through the implementation of a minimum package of services that address barriers to education for children at community level. This initiative is located in specific geographic regions and uses a minimum package of services in Health, Water and Sanitation, School feeding, Quality education, and more importantly encourages effective community participation in the education of their children. Interventions in health, environment, water, sanitation, personal hygiene, nutrition and reproductive health issues are implemented in an integrated manner at school level and by extension impact on the communities in which the schools are located. In other words, the schools are used as entry points to the communities with development messages in health, water, environment, sanitation, nutrition, personal hygiene, reproductive health and education.” (From An Integrated Approach to Education for All in the Gambia: A Proposal to the Department of State for Education, August, 2002, p. 6).

1.1 
Introduction 

This evaluative study is meant to explore the achievements and challenges of the Girl Friendly School Initiative established in 3 regions of The Gambia (LRD, CRD, URD), as well as to consider ways that this initiative might be ‘scaled up’. We were also asked, though, to consider the successes of initiatives from UNICEF’s Girls’ Education Programme that have been in place for some time, and to offer inputs on how these various initiatives might link up to the processes of decentralization, ECD, and poverty reduction more generally in The Gambia – and as noted above the integration of basic services.

The need for such an evaluation right now comes out of a recognition that the Millennium Development Goal of parity between girls and boys by 2005 is fast approaching. The Gambia as one of the countries which has had large numbers of children, especially girls, out of school, now has a good chance of reaching its goals with targeted interventions and ‘strategic nudges’ along the way.  The Girl Friendly Initiative which was started in 2001 by UNICEF in 10 Lower Basic Schools in the LRD, CRD and URD and which expanded in September 2002 to include 40 or so new schools is one such strategic nudge. Another is the ‘Big Bang’ campaign that the country initiated in July 2002 and which mobilized and concentrated resources right across the country in order to convince parents to send their children to school. The time is right, and as the Secretary of State for Education observed in a meeting as we were about to begin our field visits “If not now, then when?” We would simply add to this that given the size of The Gambia, the energy and enthusiasm of key players, and the well established work on gender and girls’ education dating back at least to the early 1990s, “If not The Gambia, then where?”

1.2
Background

The Government of Gambia with UNICEF embarked upon the Girl Friendly School Initiative in 2001 as part of the Norwegian-supported African Girls’ Initiative in 23 countries. Its overall objectives in the Gambia were meant to address the particular situation of girls: large numbers of out of school girls; the involvement of girls in major work at home, early marriages, school environments that are largely male dominated, a rural economy, and so on. While many of these factors contribute to lack of access to schooling for girls in many African countries, the sheer numbers of girls out of school (in some regions up to 71%), along with the low levels of literacy of women more generally, has been particularly problematic. The juxtaposition of poverty and religion/culture is central. 

LRD, CRD, and URD were targeted for the GFSI because they are the most remote areas and in a sense are the places where both poverty and culture are most entrenched. These are the regions where there are often few schools, large distances for children to travel, few qualified teachers and in fact, in many schools, no female teachers at all, poor water and sanitation, and so on.  At the same time, though, there are a number of features of the Gambia that bode well for success for such an initiative: the small population (1.4 million), the strong support of the President both for girls’ education but also support for rural development. The Gambia already had some very important structures in place: a Secretary of State for Education committed to girls’ education, a Girls’ Education Unit (GEU) set up several years earlier, and a strong chapter of FAWEGAM.

To that end, in 2001, 10 Child friendly/Girl friendly schools were established based on a GFSI ‘package’ of supports to schools organized in relation to (1) ‘around the school’ initiatives to addressing barriers to girls’ participation, and (2) ‘in school’ and ‘in classroom initiatives to improve the quality of teaching and learning: Mothers’ Clubs to be set up and provided with Seed money for income generation, a milling machine, separate toilets for girls and boys, a library and library management training, a computer and computer training, a solar panel,  exercise books, provision of textbooks, training for teachers on gender and girl-focused teaching strategies. The idea was to put in place 10 schools the first year, do a rapid assessment of those schools, and add on 40 more schools in 2002 in light of the pilot experiences, with the idea that these pilot initiatives would provide a good idea of how best to ‘scale up’.  

2.0
Methodologies for Fieldwork and Representing the Findings

Given a rather broad mandate for carrying out this evaluation, and a concern for getting as full a picture as possible of how these initiatives might be expanded or modified, our team worked in the field during the period of February 25-March 7, 2003 (see Annex 2, Itinerary). We divided our time between the Banjul area and conducting sites visits in the regions. In the Banjul area we conducted interviews with officials working in Health, Education (SOS, GEU, POP/FLE, Guidance and Counselling, Quality Assurance), Community Development, along with faculty at Gambia College, FAWEGAM, UNICEF, and the Female Teachers’ Association. We conducted site visits in 16 schools in LRD, CRD, and URD. These site visits also involved meetings with staff at the offices of the PEOs in these regions. (For a partial listing of those interviewed see Annex 4.)

2.1
The Fieldwork

Our approach to the fieldwork has been to engage in a processs of  ‘progressive refocusing’. By that we mean that we did not strictly follow one set of standardized questions although we established sets of issues to take up with the different groups in schools: girls, Head Teachers, teachers, Mothers’ Club members, members of the Village Development Committees (See Annex. 3 Protocols for Interviews and Observations).  Rather, given the short time period we had to carry out the fieldwork, with each set of interviews we tried to ‘tease out’ new concerns, new issues, and gaps, refocusing our questions as we went along.  The issues we addressed were informed by the following:

Document and materials analysis: As noted in Annex 1, we had access to a number of internal and public reports and research studies, along with materials produced by FAWEGAM. We also had access to some of the Communication materials attached to the GFSI (e.g. the video and CD), a Gender Training Manual, and many of the materials attached to the POP/FLE program (Teachers’ Resources Guides and Students’ books for grades 1-5, 7-9, 10-12; and Preservice materials through Gambia College).   Particularly useful was the Rapid Assessment document of the original pilot schools produced in 2002.  In some documents, we found references to activities that we did not necessarily see in schools.  This was useful because we were able to see which activities had actually been implemented and were sustainable.  A good example of this was the ‘youth brigade’. While we saw references to it in various documents, only one school actually mentioned it.

 Previous research from other countries:  The ‘what about the boys?’ issue (sometimes read as ‘backlash’) that is prevalent in North America and the UK provided an entry point to asking Head Teachers and members of the Mothers’ Club who are ‘on the front line’ with other parents whether they had encountered any resistance in their recruitment of girls based on the idea that boys might be missing out.

Interviews: Often a set of interviews at one school would yield new questions for the next school.  At Boiram, for example, the idea was raised that perhaps there should be Fathers’ Clubs, and indeed, they noted that they had already located some financial support for such a club. This idea then was inserted into the next interview, although we did not necessarily find other schools who were interested in taking up the idea. 

Fieldnotes:  During the fieldwork, we attempted to keep copious fieldnotes and memos for future reference. In places we were able to jot down segments of conversations, and also devised a type of ‘travelling address book’ for recording the names of interview participants.

Throughout the interviews and the site visits, we tried as much as possible to follow an ‘evidence-based’ approach. Thus, if a Head Teacher would say, “the girls are doing quite well” we made a point of trying to establish what “doing quite well” meant. Was it in relation to other girls? In relation to what had happened to girls in the past? In relation to boys in the class? Using a camera, we looked for visual evidence of how ‘access’ and ‘retention’ are being documented, but we also looked for visual evidence of other analytic data:  (e.g. Relationship between distance from school and numbers of students attending, the number of students of school-age who are out of school, how school libraries are being organized, school-based workshops, teacher materials and so on). 

In our school visits, we did not restrict ourselves to visiting only those schools that had been designated as Girl Friendly Schools, choosing rather to include two Upper Basic Schools, a Senior Secondary School, several church-supported and religious schools, and several lower basic schools that had not been designated as GFSI (including a boys’ school, St. George’s Lower Basic).  Visiting an Upper Basic school in one instance made it possible for us to trace several girls who had already attended a GFSI and who were now in the next level. We were also able to track down an Upper Basic girl who had participated in one of the FAWEGAM Science Clinics.  Some school/community visits lasted upwards of 2 hours or more, with others being relatively short visits. We also took advantage of the opportunity to attend part of a Saturday morning Peer Health drama competition for Upper Basic Schools sponsored by the Nova Scotia Gambia Association when we were in Basse in order to see the programs we had heard about ‘in action’.   Seeing this drama competition complemented the interviews that we had with girls in Sololo and Daru who had acted out for us skits from their Peer Health clubs.

Member-check and Validation:  On March 31, 2003 a validation session was organized by UNICEF in order for the various stakeholders to respond to a draft version of If Not Now, Then When? If Not Gambia, Then Where?  On the basis of the written feedback that we received, additional fieldwork in relation to several organizations was incorporated into the study and represented in this final document. 

2.2
Organizing the findings 

In representing our findings, we have tried to organize them according to several main categories that speak (1) to support and advocacy for girls’ education – what might be described as “around the classroom/school”,  (2) the quality of instruction and training – or what happens in the classroom/school, and (3) intersectoral issues that go beyond schooling directly. We recognize that there are, of course, many overlaps, given the move toward integrated approaches to delivering health and education services.

3.0
Assessing the Support to Girls’ Education

There are a number of units, groups, and initiatives that have a special role to play in supporting girls’ education in the Gambia because of their particularized mandates: the GEU, FAWEGAM (including the Mothers’ Clubs), and The Female Teachers’ Association, along with the Guidance and Counselling Unit, the Peace Corps, the Gambia Committee on Harmful Traditional Practices, and the Scholarship Trust Fund.  While each of these units and organizations has a designated role to play in the overall support to girls’ education in the Gambia, it is worth noting at the outset that the collaborative way in which these various groups operate makes for a tightly integrated “girl friendly “ community, to the point where it is not easy to say ‘this is only a project of X or Y’, and in some cases the same person we interviewed may well have been “wearing more than one hat”. Indeed, in reading through the various reports from FAWEGAM, for example, as we note below, it is easy to see that many of the activities involved members of the Peace Corps, the Girls’ Education Unit, Scholarship Trust Fund, Guidance and Counselling, and so on. DoSE and FAWEGAM may be the coordinating bodies while another organization, such as the Peace Corps through its human resources may be the implementing body.   In our interviews in the schools, the name of a particular person may have come up more than once both for the work in School Libraries, for example, but also Computer Training. 

Where possible, we try to specify the group who is responsible for a particular initiative. However, we acknowledge that a strength of the Girls’ Education initiative in the Gambia is the integration of services and delivery which we take as strong evidence, overall, of strong community partnerships, and a program that is truly working for ‘the girl-child’ and girls generally. 

3.1 Girls’ Education Unit

At the centre of the support for girls’ education in DOSE is the Girls’ Education Unit. The GEU within the Basic Education Directorate was established in 1998, and comes out of the solidarity of girls’ education movements in the mid-1990s. According to the DOSE team, the unit is meant to have a collaborative function with other units/partners such as the Guidance and Counselling unit, FAWEGAM, and the Peace Corps in the implementation of activities related to girls’ education. Although its role is meant to be a catalytic one rather than a leadership or coordinating one in relation to implementation, it was very clear in our meetings with the Regional offices of PEOs, meetings with the various units within Basic Education, and in our meetings with various groups outside of the DOSE (e.g. Gambia College) that the high priority placed on girls’ education in the country puts this unit in a very central position. At present the main person in the unit has responsibility for all levels of functioning, with only one junior assistant, although an additional position has been advertised. While we understand that the role of the unit is not meant to be a leadership one, we would nonetheless recommend that as much support be given to this unit so that it can take on a key advocacy and mobilization role, particularly in relation to the move towards decentralization in the country.  There is clearly a demand for high levels of conceptualization and planning in this unit, particularly because there are so many key players. We also think the GEU could be very effective in strengthening the work of the Girl Focal Points in the PEO’s offices.  It was not easy to see who ultimately has responsibility for ensuring that there is appropriate monitoring of programs, establishment of procedures for gender-sensitive documentation, and so on, and of course it makes sense that this be done collaboratively. With a well-trained staff with a strong background in gender programming, along with a full complement of people, this unit is in a position to contribute a great deal to helping to reach the EFA targets. 

Clearly there are strong links between this GEU and other units within Education such as the Guidance and Counselling Unit. Counselling is a particular vital area in relation to the GFSI in relation to a number of areas: career counselling and a wider range of options for girls (see also 3.3), human security issues particularly in relation to sexual harassment, and of course the particular difficulties that girls are faced with in terms of early marriages, sexual health, pregnancy, and so on. This is a particularly acute area in the Lower Basic schools where there are few trained counsellors and almost no women teachers in the rural areas who might be able to address some of these issues with young girls.  The additional vulnerabilities of girls in terms of HIV/AIDS also feed into the scope of the work that the Guidance and Counselling Unit must address. (see also 5.1.1 Health).  Guidance and Counselling was also an area that was identified as in need of strengthening in the Department of State for Education, Education Masterplan, 1998-2005 document where there were recommendations that staff receive further training, and that ‘In every school a senior teacher or the deputy head will be identified and trained in G/C” (n.p.). We understand from our interviews that there is still a great deal of room for development in this area.  We did discover, however, that Gambia College has now hired a person who can work closely with students to provide on going guidance and academic support.

3.2
FAWEGAM

The mandate of the pan African NGO FAWE is to promote the education of girls in Africa. As noted elsewhere: “Its strategic objectives include influencing the adoption of policies on girls’ education in order to increase access and improve retention and performance; building public awareness through advocacy; and supporting interventions that promote replication and mainstreaming of best practices in girls’ education” (“Taking Their Rightful Place”, UNICEF, 2002, 34). We met with members of FAWEGAM, the local chapter of FAWE twice, once before we went to visit schools, and once after we returned. In addition, they provided us with copies of many of their reports on the various activities: the Science Clinics, the Take Your Daughter to Work Initiative, Girls’ Conferences, Training for the Girl Focal Points, and so on. Many of these activities are organized in collaboration with other groups such as the Peace Corps and the Department of State for Education (see for example Report on 3rd Science Clinic for Girls). The reports on these activities are comprehensive and serve as exemplars for documentation about girls’ education (and indeed training more generally). Their activities are carried out in conjunction with the GEU and it is clear that the collaboration is very positive.  FAWEGAM is also responsible for organizing FAWEGAM clubs in schools. In the one Senior Secondary School that we visited, a chapter was in operation.  We also met a girl in an Upper Basic School who had attended a Science Clinic in Banjul. She was very enthusiastic about what she had learned, and indeed has decided to study more science subjects based on this experience. When it came to the Lower Basic Schools that we visited, however, there was some confusion on the part of the girls whom we interviewed about whether the clubs they were involved in were FAWEGAM clubs or Peer Health clubs. Since in a number of schools, it was not always easy to find someone who was designated as the Girl Focal Point (particularly with high teacher turn-over), we did not get a clear sense that these clubs were working very effectively at this point. We would recommend, however, that given that FAWEGAM can feature very tangibly in girl-focused schooling, it is worth exploring how the Girl Focal Points for the region can play an active role in promoting the setting up of FAWEGAM clubs for Lower Basic girls. FAWEGAM is also responsible for sensitizing communities to setting up Mothers’ Clubs and is involved in providing training and support to these groups. As we note below, this is clearly a very successful initiative. Judging from the capacity of FAWEGAM to mobilize and work effectively with a variety of groups, we would suggest that they could also be very key in providing support to the Female Teachers’ Association (see3.4). 

3.3
Mothers’ Clubs

The Mothers’ Clubs are, without doubt, one of the ‘stars’ in the overall GFSI initiative. A necessary pre-condition for establishing a GFS is to have ‘up and running’ a Mothers’ Club. Started up by FAWEGAM through sensitization sessions with each potential GFSI, and supported by FAWEGAM through the provision of Seed money (from UNICEF) for establishing income-generating projects, their efforts have been outstanding both in relation to their entrepreneurial skills but also in relation to their success in convincing parents to send their daughters to school. Many of the clubs also received a milling machine as a labour saving device that would permit them to spend more time in various other forms of income-generation and convincing parents to send their daughters to schools. At each of the Girl-Friendly Schools that we visited, we met with either the executive of the Mothers’ Club or, as in most cases, a large contingent of the club. At these meetings they told us a little about their income-generating projects (soap making, tie-dyeing and batik, reselling groundnuts in the market, gardening, poultry raising), and in one case they brought along soap powder and hand soap that they had produced. With the interest from the money earned in the various projects, some of the clubs also provide support to the girls in the form of shoes and uniforms. In most schools, at least some of the members are involved in working with the Peer Health group in order to provide information about girls’ maturation, safety and security issues, and so on. In general, the groups that we met were well organized in terms of their record keeping, as can be seen in Figure 1. At Sololo school, there were actually two Mother’s clubs, one for the Fulas and another for the Madrinkas, each keeping their own separate books, complete with listing the activities, the costs, dates, and remarks about the overall effectiveness of each activity. In Daru, the Mother’s Club executive brought along their bank books to show us that they kept their accounts in two banks rather than having ‘all their eggs in one basket’. In several of the schools, the group also uses the interest to help individual women start up their own business. In one school, seven new businesses had been established through interest-free loans to the members. The Mother’s Clubs also, in the case of some schools, have an income-generating scheme through membership fees. At Kwinella, for example, women pay a small amount such as 5 dalasis to join.  In one school, members are fined if they do not show up for meetings: 15 dalasis if they are absent from a meeting without an excuse, and 10 dalasis even if they have an excuse. 

Beyond the support that benefits the girls tangibly, we were particularly interested in the advocacy function of these clubs and asked in all cases what strategies they used to convince parents to send their children to school, their strategies for dealing with resistance, and whether they encountered a ‘what about the boys?’ backlash. For example, on a few occasions we heard of parents withdrawing their sons although we were not able to any concrete evidence of this. The mothers indicated that the issues of boys did come up but that they explained how everyone benefits. We were interested in the measures that we heard in one school for addressing the resistance of parents to sending their 5 of their daughters to school.  The Mothers’ Club in that case physically removed the girls, assuring the parents the Club itself would look after expenses! In another case one of the members spoke about how a bid had already been made for her daughter to marry. Her husband was very much for it, but she argued with him and finally convinced him that it would be better for the daughter to remain in school. “Now he believes it in his heart, too” she observed.  Clearly this advocacy role is a major one. As one of the male teachers pointed out, they <males>are not really in the position to go into the villages to convince parents the way mothers themselves are.

In addition to this advocacy role, we also saw how the adult literacy classes that have been set up in school connect to the overall effectiveness of the Mothers’ Clubs. One mother told us that for her the value of being in the classes is that she now knows her numbers, so that when she goes to the hospital to visit a friend or relative she can now go directly to the room on her own and does not need to rely on asking someone. She also observed that now that she is in the class, she has a greater appreciation for the fact that her children must study at night if they are to progress in school. 

Overall, the full potential of these Mother’s Clubs in relation to initiatives for decentralization, poverty reduction, literacy, food production, expansion of ECD in the rural areas, and health and sexuality instruction is yet to be fully tapped. They are a key advocacy tool in and of themselves, something that could be recognized by publicizing their work more widely and we recommend that consideration be given to producing a made-for-television video documentary on this initiative. We would also see that they could have a central role to play in the expansion of the GFSI in that clubs already in existence could provide mentoring to new clubs thereby shifting some of the activities of FAWEGAM itself into being more facilitative.

The main problem area that we identified is primarily related to addressing some of their concerns about the milling machines that many clubs received through the GFSI.  As well, not all groups had received seed money.  There seem to be technical problems with the particular model of milling machine chosen and in almost all of the schools that we visited this is an issue. One Head Teacher noted that the milling machine, far from being a labour saving device, was actually costing them money if they used it. We would see that this is an issue to be addressed. As for the seed money, we were interested in the fact that some Mother’s Clubs although they had not yet received their money, had simply gone ahead and got started in any case. In many of our conversations with the Mothers’ Clubs there was often very lively conversation about what else would assist them in their work. In several schools they mentioned that the addition of such initiatives as poultry raising would be good, and indeed, Daru already has a well-established poultry business and sell eggs in the market.  In our meetings with FAWEGAM and UNICEF, we learned that they are planning training sessions for the Mothers’ Club executives in April-May, 2003.

3.4
Female Teachers’ Association

Paralleling the spirit and energy of the Mothers’ Clubs is the Female Teachers’ Association (a group that might be described as the “Mothers-as-teachers” Club). Our contact with the Girls’ Welfare Committee of the Female Teachers’ Association in Region 2 has convinced us that this organization made up of professional women who understand fully the nature of schools and the educational implications of girls dropping out or being removed from school to be married off they have a key role to play in the access and retention of girls. At present the association is organized primarily in Regions 1 and 2, although we did learn that at one point there had also been a chapter in URD. Indeed, one of the women we interviewed had been the Girl Focal Point in Basse before moved to Region 2. Coming out of an Education Policy recommendation that such an association be formed, and promoted by the former PEO of Region 2, the Female Teachers Association was launched in 2001. Their work was highlighted in a video documentary produced by UNICEF/DoSE, SUNKUTO (The Girl Child) in 2001, although to date, they operate primarily in Regions 1 and 2 and with little or no external financial support, other than their own membership fees, the proceeds from local income-generating projects and their own private funds. What particularly convinced us of their significance in addressing drop outs, teen pregnancies, early marriages and needy situations were their strategies for intervention with parents, and the fact that as teachers and as mothers they already have a great deal of credibility in the educational community (particularly working with Head Teachers). In one of the cases they spoke about, they were contacted by a Head Teacher because a seventh grade girl was being withdrawn by the family so that she could marry. A dowry of 2000 dalasis had already been paid. The Committee went to the home of the girl, convinced the parents that it was not right that their daughter be married at this early age, and, because the family was needy, the Association itself paid back the money to the man who had put up the dowry money in the first place. In another case, a first grade over-aged girl was withdrawn from school in order to work.  Although the girl was very able in school, the family was very needy and ultimately one of the members of the Association ‘adopted’ the girl into her own family. More than anything, they are ‘right there’. Their work is well known amongst the educational community and they are able to respond immediately to local issues. Their lack of funding and access to transportation are of course issues, but equally, they need to be recognized as important stakeholders in Girls’ Education in the Gambia. In URD, CRD and URD where there are fewer female teachers overall, more organizational support would clearly be necessary, and the involvement of the PEO’s office and the Girl Focal Point at that level would be even more critical. The fact that there are already some of these groups in place in Regions 1 and 2, however, means that they could, with support, contribute to expanding into the rural regions.  The potential value of this kind of female solidarity cannot be overstated. This is something we saw in Sololo School, one of the few schools that has a critical mass of female teachers and who have started their own female teachers garden on the school premises. In the rural areas the Female Teachers’ Association could be a support for women-as-teachers, as well as performing a key role in girls’ retention rates in school. 

3.5
Recruitment of Female Teachers in Rural Areas

As noted above, a particular concern within the GFSI relates to getting more women teachers in the rural areas. Parents may be more willing to send their daughters to school if they see that the school environment includes women, and that their daughters are protected.  Equally, though, female teachers are often in a better position than male teachers to mentor girls, to address topics that girls would be too shy to raise with men in relation to their concerns about body and maturation and to contribute to creating a safe ‘girl friendly’ space. At present there are few women in teaching in Regions 4, 5, and 6 although we understand that compared to several years ago there have been definite gains.  Nonetheless, in some of the schools we visited there were no female teachers or at most one. There are of course many reasons for this but probably the one that stands out is the sheer isolation of many of the teaching posts, the absence of other women teachers, the absence of appropriate housing facilities and so on.  Husbands may not give their wives permission to travel to these rural areas.  Villagers may fear that a single teacher (women or men, but particularly women) may cause problems.

In virtually all of the interviews in the regions, from the PEO’s office to Head Teachers, teachers, the Mothers’ Club and the girls we interviewed in schools, we posed questions about female teachers. Would you like more female teachers? How would the school be different if you had more female teachers? Do you have any suggestions on how we could get more female teachers? The stock answer by many of the Head Teachers included the phrase ‘female teachers as role models’. This reference to ‘role models’, however, is one that needs to be looked at carefully; it may actually be a term that has been over-used without really thinking what it might mean to girls or to their female teachers. Perhaps the most “telling” of all of the answers came from the girls themselves. When we asked them if they would like to have more female teachers they unanimously said yes, but when we asked them what they themselves would like to be when they finished school, almost none of them mentioned being a teacher (although several mentioned being a nurse, becoming an accountant, being a lawyer, and being a Minister of Education). At the same time, we were struck by the attitudes expressed at one school where only males were present for the interview. 

“In answer to the question’ Should there be more female teachers?’, the principal told us that there is currently only 1 out of the 9 members of staff but was not certain that they actually needed more (but perhaps one or two). What ensued was a conversation about why the school didn’t need more female teachers: Are female teachers just more trouble than they are worth? They get pregnant, they have stomach aches, they always have to go to the clinic. They abuse the system. They also expect men to ‘carry them’- if there are meetings to chair, disputes to resolve, then they rely on men. Then in some cases women were criticized for giving up a post when they had to go back to look after their families. Women teachers, they said, prefer male heads as they are otherwise in competition with other women” (fieldnotes, Region 5)
While these views were only expressed in one set of interviews, we include them here because they highlight, we think, some of the potential backlash within a girl-centred initiative. We did encounter several initiatives that have been taken to address the shortage of female teachers, and see that each has something to offer within a multi-pronged approach.
Career Days: FAWEGAM with the GEU supports a ‘career days’ initiative and at a recent session a female instructor in Education from Gambia College presented information on being a female teacher

Remedial Initiative for Female Teachers (RIFT) – Gambia College, supported by the African Development Bank (ADB) has been providing academic support to young women who come in to education. While in reviewing the report, it would seem as though this program has been very successful, the financial support for it is about to come to an end. This is clearly an area where there is need for further support, and would be an important targeted initiative for a potential donor interested in supporting girls’ education and women’s empowerment.

Future Female Teachers workshops Gambia College has, in the past, set up sessions at Secondary Schools where female instructors and preservice teachers meet with young women to tell them a about Education and what it means to become a teacher. These apparently have been quite successful although labour intensive in terms of time and travel.
Strategic training and support for girls from rural areas: It is in the rural and remote areas where the need for female teachers is most acute.  In some schools there are no female teachers and those that are may not be trained.  Wherever possible we talked to female teachers in the schools we visited. It was clear that the conditions are not always conducive to staying in many cases because of isolation, lack of adequate housing etc., the problems of being a single woman in a small village, etc.  The SOS announced in January that special attention was going to be given to teachers working in difficult areas (“Rural teachers to receive allowance – DoSE”) in the form of staff housing and zonal allowances coming out of the Highly Indebted Poor Countries (HIPC) fund (Daily Observer, January 10, 2003). In our interviews we heard of a number of other suggestions that might be helpful. For example, providing targeted support for young women who are from the rural regions in the first place might mean that these particular women are more likely to teach in their home region. As Gambia College embarks on innovations in Distance Education it may be that programming might be provided that would allow young women to stay in their regions for much of their training. At the same time, we suggest that more attention to given to collaborating with other units and divisions to find out about strategies for attracting health-care workers or community development workers to rural areas. This is an important issue that is key within decentralization and we would recommend that women’s participation within rural development be looked at very closely with the idea that there is a great deal to be learned across sectors. 

Finally, we would recommend that that attention be given to looking at how the teaching profession could become more attractive in terms of possibilities for promotion and advancement both for men and women? How professionally satisfying is teaching for women compared to other professions? How might women see teaching or school management as part of an overall career path? One of the questions that we asked several of the women teachers that we interviewed was what they wanted to be doing in 5 years?  In one case the respondent planned to be working in health care, and in several others the women hoped to continue their education with the idea of getting a university degree. Rather than discouraging women from leaving education perhaps it would be worthwhile to help them to see ways that teaching can be important to them in their careers. Clearly the recruitment of more female teachers cannot happen overnight and as one female teacher said ‘you will only get more female teachers when you have more girls finishing school.’ Each of the initiatives noted above will contribute something to the overall solution’, and it is important to maintain some sort of multi-pronged approach.  

Other staffing issues: One of the particular challenges we noted in terms of staffing more generally related to the fact that the staff at the GFSI schools may be moved to other postings with the result that the training that they have received will be, in a sense, lost to those pilot schools. While we understand that the PEOs have all been asked to address this in their management of staffing and that according to policy a Head Teacher or teacher trained in girl-focused methodologies will be retained at a school for several years, there needs to be several strategies in place to make sure that this happen: the Director of the GEU needs to work closely with the PEOs on this matter. The PEOs need to fully understand the significance of some continuity in programming. We think that it is also worth noting that notwithstanding the pros and cons of whether the bulk of schooling should be delivered in a local language in the first three years of schooling, unless there is a serious attempt to address the high teacher turn-over and mobility, it would be impossible to implement a local language focus. It is difficult enough to staff schools as it is, and almost impossible to attract female teachers as it is; the issue of language can only be addressed within this context.

3.6 Peace Corps 
The purpose of Peace Corps/The Gambia's Education project, as stated in the overall objectives of their program is to help develop the human resources of The Gambia by enabling Gambian teachers, teacher trainees and students to benefit from gender balanced quality math/science and information communication and technology education at the individual, organizational, institutional and community levels.  The current project was started in 1999, and is part of continuous Peace Corps involvement for over a decade in the Gambia. The Peace Corps has been involved in implementing an annual mentoring program for female teachers (see also 3.5) and has also been very involved in both developing and supporting such activities as the Take Our Daughters To Work, the Science Clinics, and GAD/UCT Clinics for both teachers and students. As they have noted in their documents and as is obvious in the reports on these activities (see 3.3) a priority is given to working with girls and female teachers.  (see also Section 4.0)

3.7
GAMCOTRAP

As an NGO working to eradicate Female Genital Mutilation, GAMCOTRAP is referred to in a number of documents reviewed (e.g. Sarr, 2001: UNICEF, 2001), and we were particularly interested in references to GAMCOTRAPP in a Government of The Gambia/UNICEF study coordinated by FAWEGAM, “Meeting the development and protection rights of the girl child in The Gambia”. In a discussion on child abuse and sexual exploitation, the authors make it clear that certain cultural practices such as corporal punishment and Female Genital Mutilation are not ‘straightforward in terms of qualifying as actual or intended abuse” (24). This ‘grey area’ was highlighted in a news item in the Daily Observer which reported that a recent initiation ceremony that had recently taken place in Janjubureh was a ‘celebration’, and disputed the fact that some feminist organizations were trying to ban the practice. We think that GAMCOTRAP has an important role to play within the Girls’ Education movement, particularly in relation to a recommendation in The Situation of Children and Women in the Gambia study (Government of the Gambia/UNICEF, 2001) regarding the voices of girls themselves: “...the girl-child’s views are glaringly absent from convention representations of the subjective experiences of excision and initiation that have been promulgated by women activists, NGOS and international organizations. As the central focus in the controversy over eradication or continuation of female excision, the girl-child should be permitted to speak openly about her initiation experiences, whether positive or negative or neither. The girl-child’s participation in ‘FGM’ debates is a fundamental right given that current discussions and proposed policies directly affect her health, identity and development” (72). The need for concrete data is also highlighted in a UNICEF-sponsored study Female Genital Mutilation in the Gambia: A Desk Review (2002). 

3.8 Scholarship Trust Fund

A scholarship scheme for girls comes out of the Department of State for Education Education Masterplan, 1998-2005. It is meant to provide for girls in the most deprived regions, and in particular help to reduce ‘the incidence of poorer parents in the two lowest income quintiles having to make a choice of how to education:” (n.p.) This scholarship scheme was also meant to include provision for Guidance and Counseling services. Setting up scholarships for girls is also central to the Education Policy Targets of the Second Strategy for Poverty Alleviation; Poverty Reduction Strategy Paper which gave priority to investment in education subsectors with the highest rate of return (basic education, girls’ education). The Scholarship Trust Fund for Girls, then, is an initiative of DoSE to help provide financial support for girls to improve their overall participation in education. It is also meant to assist in the transition from junior to secondary schools. The Scholarship Fund covers school fees, books and examination fees.  Clearly cost is a key factor in getting girls into school, and in our interviews with Mothers’ Club members, in particular, there was a strong acknowledgement of the importance of addressing school fees. However, as we note in a later section “what about the boys?”, there was some concern raised that there are also very needy (and meritorious) boys who do not receive financial support, and would only suggest that this is an important issue to address as well. We learned from the Project Coordination Unit of a World Bank tracer study that is tracking young women who have been the recipients of Trust fund tuition-free education. Getting a better idea of the life-histories of the young women who have been supported in furthering their education will be important in terms of getting a deeper understanding of the barriers to women’s participation in education, the relevance of this initiative to rural development, and the particular sensitivities in relation to gender relations. 

4.0
Quality in the Classroom: What is being taught? What is being learned?

Central to all future planning must be the question of what is being taught and what is being learned.  The GFSI, in particular, is in a good position to take the teaching-and-learning mission of schools on board because there are so many ‘around the classroom’ supports already in place. Through successful recruitment strategies, more girls are now in school, there are libraries in place, the Mothers’ Clubs are there, and many of the health and sanitation issues are being addressed.  A key question must always be ‘so what?’ and how can the lessons learned in these pilot schools about quality of learning serve as exemplars for understanding (and improving) the significance of schooling (Serpell, 1993).  We are aware that there is a major curriculum reform underway in the country and one that draws heavily on learner centred schooling. There are several components of the Girl Friendly School Initiative that should have a direct impact on supporting learning in the classroom: school libraries and IT. At the same time, it was not clear to us how different the actual teaching and learning that goes on in a GFS is. Indeed, this is an area that we would recommend for further study before UNICEF and the Secretary of State for Education embarks on a ‘scaling up’ plan. Focusing on the pilot schools to test out some of the ways that teachers have altered their classroom practices, and to examine carefully overall performance levels of girls who have gone on to Upper Basic schools would be a useful mini-study for assessing more thoroughly both the impact and the challenges in relation to academic performance.  

4.1
Support to Learning

4.1.1
School management

While our study was not an evaluation of school management per se, we took the overall management of the school as an important entry point to evaluating the operation of the Girl Friendly School Initiative where the Head Teacher plays a key role. When we visited the office of the Head Teacher, for example, we looked for evidence of how enrolments are tracked, staffing issues, membership on committees and so on (See Figure 2). We were particularly interested in the kinds of analytic tools that are being used for planning.  For example in Sololo Lower Basic School we were very impressed with a wall chart that the Head Teacher had created which mapped the relationship between enrolments and distance from the school. On a chart he had listed each village that feeds into the school, its distance from the school and the number of boys and girls at each grade attending school. Another chart, also in Sololo, used a simple bar graph to show, at a glance, the increases in enrolments of boys and girls over the last five years. When we visited the PEO’s office in Region 4, we saw the detailed reports that the Head Teacher from Mandaur sends in. He also makes sure that detailed reports from the Mother’s Clubs are submitted to the PEO, and we also found similar evidence of his attention to reporting at the UNICEF office. We cannot emphasize enough the significance of the Head Teacher in the GFSI, especially since the Head Teacher is sometimes the only trained teacher in the school. In the light of decentralization, a key role is played by the Head Teacher as a member of the PTA and the VDC, as the manager of IT, the person who provides leadership in terms of school-based workshops, etc. While we saw in a number of the wall charts that Head Teachers have listed all of their staff and their qualifications, and committees and responsibilities of each staff member, it is clear that this kind shared responsibility can only happen with a highly efficient and thoughtful school leader.  

In several schools it was clear the computer was assisting in keeping good records, and this of course is a very appropriate application of IT. In one school, however, the Head Teacher who does not yet have a computer noted that he was waiting to get one and then he would do better reporting. Although we were impressed with many of the wall charts which displayed information about enrolments, school committees, etc. overall, we were struck by the relative absence of attention to keeping sex-disaggregated data on achievements in the various subject areas, as well as an absence of data on who’s not in school, something that is crucial within the context of the EFA. Thus, while virtually all schools that we visited (regardless of whether they were designated as girl friendly or not) had sex-disaggregated data on enrolments, there were no schools that could provide up-to-date evidence on how many children are not in school in the various villages that feed into their school.  We were also struck by the absence of attention to documenting the various GFS initiatives. Even just a listing of the various activities and topics would be useful (date of school-based workshop, topic, participants) in relation to planning, and could of course lead to more concrete monitoring and evaluation.  The Head Teacher at Kwinella was one of the few Heads who had a very extensive notebook that included much of this data.  Meanwhile, lessons learned from potentially very valuable training programs on girl-focused teaching, gender training, study technologies and so on, for example, are often lost simply because there is no reporting and no follow-up. Given the high mobility and turnover of teachers as well as the need to use resources well, an investment in documentation and evaluation at all levels, from the GEU to the PEOs offices to the schools and villages would be worthwhile. The Head Teachers, though, would be a good starting place. 

The GEU with UNICEF’s assistance could go a long way to providing support to these school leaders by making sure that they are as well equipped as possible to see the links between and among the various strands of the GFSI.  We would recommend that the GEU/UNICEF consider developing a short “Handbook on Managing the Girl Friendly/Child Friendly School” module to be available in each school (and displayed in a prominent place for easy access) along with several wall charts that might outline some of the key features and observational tools for girl-friendly/child-friendly teaching. The module could include a brief background on the GFSI, a description of each of the ‘components’ and how they go together (e.g. Mothers’ Clubs, Peer Health or FAWEGAM Clubs, Literacy Classes, Health features, gender sensitive teaching methods, etc.), along with some fairly straightforward ideas for keeping quarterly or term reporting on activities and initiatives carried out in the school under the umbrella of GFSI (a list of the topics and issues conducted in Peer Health, list of speakers who come in to speak on Peer Health topics, a list of other possible speakers and resources to name only a few of the things that could be recorded and which would go a long way to helping schools monitor their own progress in supporting girls’ schooling. 

We would recommend, in particular, that within the overall GFSI strategy, education management and school leadership be seen as central, particularly as structures are put in place to go to scale with this work. Often Head Teachers were not quite sure why their school had been chosen to be a Girl Friendly School or what the criteria were more generally. Meanwhile, there is good evidence from the success of work in other African countries in the area of education management that if there is to be an overall transformation of schools, the Head Teacher has to be ‘in the know’. There also needs to be a strong link between any local initiatives on EMD and the GFSI. We understand, for example, the DFID has some involvement in training Head Teachers. 

4.1.2
School Libraries

In several of the schools we visited we saw evidence of the Library Management support that has been set up within the GFSI. Boiram School stood out in terms of the actual facility where there is not only dedicated space for books and materials but also a space large enough for whole classes to visit for a library period. In each of the 4 libraries we visited we checked the accession book and noted in the number of pupils who had already been signing out books. We were told that along with some books that had come from UNICEF (for example a full set of Harry Potter books at Boiram donations had been received from a number of other organizations). At Santano Buba Lower Basic School, the Head Teacher had some concern about the library.  He has the books, the teacher has been trained, he has the spot but it isn’t operational because there is no roof. Should he wait for UNICEF to assist with the building or just go ahead with it?

At Sabi School the library facility itself had been set up with funds from a British organization. That library was particularly impressive for its overall look: large numbers of well crafted shelves, and linoleum on the floor. In each of the libraries, there is at least one teacher who is responsible for the library and who has received some training along with the Head Teacher. While not all libraries were large enough to accommodate groups, we did see evidence on the blackboard in Boiram library with the agenda of a school-based workshop that the staff was using the library as a resource space. This is something that is a well-established practice on cooperative teaching-learning projects. We note that this initiative is clearly paying off and would only support that training is absolutely vital in any expansion programming.  We would also suggest that there be a closer link between the school libraries and the adult literacy classes that take place, and as well a closer link between staff development and libraries. An ongoing concern at every school that we visited is the one of housing and maintaining resources (e.g. the gender training materials and so on). The libraries are ideal places for ensuring that these materials are accessible to teachers, and are properly ‘recorded’ so that it is possible to track where these materials are. These school libraries are also ideally suited to serving as a resource for communities more generally.

4.1.3 Information Technology

The investment in IT is probably the single most expensive element of the programme – from the cost of the hardware and software to the expertise required to run and maintain the equipment to the solar panel or other power source required to power the machines.  It is, therefore, without doubt, that a great deal of prudence is required in this area in the consideration for “up-scaling”.  Indeed, such an investment could have great benefits especially in the current move by the government to integrate and decentralize services and also in the possibility of offering distance education.  There is already evidence of some benefit.  For example, there is greater efficiency in reporting data in Manduar and Kwinella, two communities where we know computers are in use.  The introduction of computers and IT should not, therefore, be discouraged. However, the benefit so far is limited especially in the face of the numerous problems experienced with the computers in Kwinella, Manduar and Sabi. In Kwinella and Manduar power supply problems, the lack of expertise to install and run software programmes or to maintain them leaves the computers idle and out of use for several weeks or months.  In Sabi the computer has not even been installed yet due to power and other logistical problems. This coupled with the complete reliance on maintenance crew from Banjul, expensive spare parts and fuel, the distances involved (between 300-400 miles from Banjul) there is the need to figure out the most cost effective way of implementing this component before “up-scaling” it.  One possibility is to collaborate with Gambia College, which has plans to use IT in the delivery of its distance education modules. On-going training is, of course, also an issue. The support of such organizations as the Peace Corps in providing support to female teachers and students on ICT will be key.

4.1.4 Professional Development
Gambia College: The college is the only tertiary institution in the country that trains teachers (for ECD, Lower and Upper basic grades), environmental health personnel (public health) Senior Registered Nurses (SRNs) and Midwives.  The college, therefore, is already integrated in its delivery of services.  The fact that it trains personnel who provide basic necessary services in health (preventative and curative) and education makes it a prime center in development and, therefore, the most appropriate partner in all issues of development. The college has special emphasis on the recruitment of female teachers through its Remedial Initiative For Female Teacher’s programme that has helped to increase the total enrolment of female students to about 40% from a low 15%.  This programme has helped to increase the number of female teachers in the schools, which in itself is a catalyst to increase in enrolment of girls in the schools according to parents and teachers interviewed.  It provides distance education to about a thousand students posted to schools all over the country including schools and communities served by UNICEF.  The distance education programme is currently delivered mainly through print media.  Concrete steps are being taken in the move towards the use of IT in addition to print media.  Recently, the college received support from UNESCO in this area to help it to establish a comprehensive IT center at the college campus that could be the beginning of the establishment of a full-fledged distance education programme through IT that can serve thousands more students in the provinces.  The challenges here, as is the case in the UNICEF funded programme include issues around power supply and maintenance.  The college has limited expertise that can be easily developed.  The college computer programme is at its infancy offering limited number of hours on basic word programme. If capacity is increased in this area and more teachers graduating from the college become computer literate, then more expertise will become available in the schools and communities.  This will help ameliorate some of the problems of IT in the provinces.

Collaborative, integrated efforts here can enhance access and quality of education such that activities of the Mothers’ Clubs and other related activities such as the ‘Big Bang’ campaign will help provide more access and Gambia College through improved pre-service and continuing education programmes will ensure quality of training and learning. 

Something that we observed throughout our fieldwork (as noted above) was the absence of attention to evaluating and monitoring activities. It struck us that Gambia College PTC students as well as students within the Institute of Rural Development who study rural sociology could be more closely involved in conducting mini-studies and projects that would contribute to an evaluative and monitoring strategy, as well as contributing to local research initiatives. These mini studies could range from helping a school or region to evaluate the success of a particular training initiative, or actually conducting studies on literacy programs, etc.

Inset Training:  In the course of our site visits and interviews we heard references to at least 4 in-service training initiatives that pertain to the quality of teaching and learning:

Gender Training: Given the significance of gender issues to the GFSI, we would expect there to be greater visibility to gender training within the overall programming. Several references were made to the Gender Training Manual for Primary Education produced in 1999. In reviewing this manual, we noted that there was some excellent material, but found that it is likely to be challenging to implement if trainers do no have sufficient background in gender. We would recommend that attention be given to developing a simpler, and more user-friendly version of this document, updated in line with the GFSI. Several possible models for this would include the Opening Our Eyes Module (Mlamleli, 2001) produced for South African Schools, or the Girl Friendly School is a Child Friendly School module produced by UNICEF and the Ministry of Education in Zambia (1998). We also noted that there were few copies of the manual around. Often it travels, we were told, with the previous Head Teacher. We would recommend that the Girl Focal Points at each of the offices of the PEOs be responsible for coordinating with the GEU to make sure that all pilot schools have copies of appropriate gender training materials. We would also recommend that there be attention to evaluating these materials since we understand that a version for Secondary Teachers is now being developed. While we heard several references to Girl-focused teaching lessons, we were not quite sure whether these materials are now ready for circulation and whether training has begun. The idea, though, is a good one, and we would recommend that attention be given to providing teachers with this kind of support.  The work of such organizations as the Peace Corps Volunteers on learner centered and gender balanced teaching methodologies to improve the quality of teaching in target schools is also important.

Training for school-based Girl Focal Points:  It was not clear from our interviews how much training has been provided for Girl Focal Points in the school. A key area of concern however would be the turnover of personnel, so that even if training has been given, it may not be evident in the schools we visited.

Learned Centred Teaching: Several schools made reference to sending their teachers to cluster workshops for grades one and two teachers working with new curriculum as well as Study Technology sessions which would support a learner-centred approach to teaching and learning. It was not clear how many teachers are involved or whether teachers who have been trained are then involved in some sort of  ‘cascading’ approach whereby they provide training to other teachers on staff, although at Nankui Lower Basic, the grade six teacher who had received training on materials development showed us some of the follow-up work he had done involving the grade five teacher. We also saw evidence in Boiram Lower Basic School of a school-based workshop that had taken place in the Library. We would recommend that some version of cascading (or school-based workshops) be central to all inset training.

Overall, professional development for teachers needs to occupy a central place in the GFSI although, as noted above, we were very aware of the problems as a result of high teacher turnover.  While this is clearly a policy issue in terms of postings, we would recommend that anything that the GEU with Gambia College and UNICEF can do to produce and circulate school-based training materials will go along way to countering this problem. There always needs to be follow-up training for those who are already in the GFS so that those who are involved as focal points in the schools as well as others trained see a cumulative effect to their own professional development in the area. Teachers need to see that attending workshops and so on is contributing to their own portfolio of teaching strengths.

4.2 Where do the girls go? Some issues pertaining to Upper Basic and Secondary 

School 

One of the questions that came up in interviews with FAWEGAM and the GEU was the issue of ‘schooling for what?’ in terms of what happens to girls who complete their Lower Basic education, Upper Basic and Senior Secondary schooling? Is it enough that they are better mothers and community participants?  The World Bank study that we noted earlier is attempting to track the girls who have received tuition-free education to see where there are now. It is of course early to assess the impact of the GFSI initiative since the girls who were in girl-friendly schools in 2001 and 2002 are only now in grades seven and eight.  However, when we met up with two girls from Sololo Lower Basic who are now in Basang Upper Basic, we learned that one of them is ranking second out of 47 and the other is fourth out of 48. While they were not able to recall a great deal about their girl-friendly experiences of their Lower Basic Schools, it is worth noting that they both saw themselves as going on in school and had plans to become a Minister of Education and a nurse respectively. Both might have otherwise been married by now.  What was interesting with these girls is that there are still receiving assistance from the Mother’s Club at Sololo School with their uniforms and shoes. 

At Boiram Lower Basic School we learned from the Head Teacher that he also attempts to follow up how the girls from his school are doing at least informally but it had not occurred to him to actually try to track their progress more systematically. Interestingly the Head Teacher at Brikama Upper Basic and Senior Secondary (to which Boiram Lower Basic School feeds in) noted that the girls do abysmally compared to the boys. There are 7 or 8 classes of each grade and the lower the class (7F, 7G, 7H) the more likely that the majority of the students are girls. While he did not notice any particular difference between the girls who came from GF schools and others, he was clearly interested in the ways that girl-focused teaching might contribute to improving the possibilities for girls. Indeed, a school like this one would be make an excellent pilot school when GFSI spread beyond Lower Basic levels.  Our meeting with the Head Teacher of Nasir Ahmadiyya Senior Secondary School also confirmed that there may be special difficulties for girls. His account was perhaps the most telling though of how girls are perceived when they get to Secondary School. The enrolments are as follows and indicate that increased for both girls and boys:
	Year
	Total enrolment
	Boys
	Girls

	2001-2002
	660
	434
	226

	2002-2003
	826
	521
	305


He noted that the performance of the girls is good in that a number of them qualified as top students nationally. However there performance seems to be mostly ‘good’ in relation to what is expected for girls and not so much how they compare with boys, and there was a great deal of discussion about the fact that in grade 10 and 11 the majority of girls are not considered to have high enough grades and so are placed in ‘special needs’ classes.  There are a few boys in there too but mostly it is girls.  They are allowed to repeat a grade once but after that they must withdraw and transfer to another school. When asked what resources would be useful to address the learning needs of these girls, he indicated that there was no need for more money. “They <the girls> are just not performing.” He also gave instances of girls becoming pregnant and noted that they are obliged to transfer to another school if they wish to return to school. When we mentioned the fact that perhaps they might require different teaching strategies he didn’t reject it outright, although his concern was that girls are often just biding their time until they get husbands to take care of them.  This was quite an interesting exchange because it probes the kinds of attitudes that are held about girls, even as he was talking about the attitudes that girls seem to bring to their learning. The Head Teacher brought up an important point though about how parents of girls in secondary school might be involved as advocates with parents of daughters in lower basic and upper basic schools. For example, if they were to attend PTA meetings they might present their experiences regarding the safety of girls in school, the special needs of girls, and so on. His school is also involved in a Peer Education program that works closely with Upper Basic Schools, demonstrating again the potential for collaboration between different levels of schools, something that can be very valuable as the GFSI expands.

We also had a visit to St George’s Lower Basic Boys’ School in Basse, and encountered a similar view about girls’ education to the one expressed above in the sense that it was clear that there is still a long way to go in terms of sensitizing the public to the need to educate girls. The Head Teacher there expressed the view that girls were mostly going to become wives and mothers so did not need an education. He also raised a point about the problematic of tuition-free status of girls’ education, arguing that very competent but needy boys will not receive financial support, whereas less competent (and perhaps even less needy) girls will. His argument was for a needs-based approach to tuition relief. We include a reference to it here because we think it suggests that there is still a great deal of work to be done in terms of sensitization and advocacy. 

5.0
Towards an Integrated Approach to Education for All

As noted at the beginning of this report, the Girl Friendly Initiative is being regarded as a minimum package of services which is meant to integrate health  (including water sanitation, feeding schemes and so on), Early Childhood Development, education and so on. Indeed, in a document “An Integrated Approach to Education for All in The Gambia” (UNICEF, August, 2002), the GFSI is offered as an example of how an integrated approach involving communities  (VDC, Mothers’ Clubs, PTA, religious and traditional leaders), Primary Health Care and feeding schemes, and agriculture could work. In this section, we look first look at some of the intersectoral initiatives, and then consider the potential of the GFSI to work as a model for integration.

5.1 Intersectoral Initiatives

In this section we consider some of the initiatives outside of Education that are having an impact on the GFSI. 

5.1.1
Health 

There are a number of health-related initiatives located within the Girl Friendly Schools: support for a mosquito netting program, separate toilets, new wells for clean water, hand washing facilities, support for Peer Health clubs, support for Mother’s Club members to be involved in providing information plans in line with what they are seeing as basic health needs, and in line with the services that might be available to access within the community. How for example could local health people be mobilized to come into classrooms to talk on particular issues? What does the school itself need to do to make sure that the lessons are age appropriate and relevant since they are the ones who know children and young people and are used to teaching? Could one person on staff be designated to be the person who is responsible for coordinating health related matters? We noticed for example that in most staff rooms there is a duty roster: (X if responsible for Peer health, Y for Scouts and so on). It may be that the same person who looks after Peer Health is responsible for Health more generally. The point is that they would be the one who might receive further training in First Aid, be the person to coordinate visits from health personnel, be the person who is responsible for coordinating First Aid training in the school, etc. They could also make sure that there are wall charts or similar material covering common diseases, sanitation, etc. displayed in prominent places. While these might be in the form of laminated materials (developed in conjunction with UNICEF), we would also recommend that consideration be given to having some information that can be displayed very graphically actually painted on the wall of a library or other common space. (See for example the math symbols prominently displayed in the library of Sololo Lower Basic in the above figure).

The issue of HIV/AIDS warrants particular mention. While we are aware that some aspects of HIV/AIDS is covered through Peer Health clubs, we were not sure of just how much attention there was to the issues otherwise. This is particularly important since not everyone participates in Peer Health clubs. In many schools, for example, the membership is only 25-30 students.  In some schools Peer Health involved only the grades fives and sixes, and it may or may not involve any boys. In Kwinella Lower Basic, for example, there was some uncertainty as to where the boys were even allowed to belong. In other schools membership might include first and second grade students, a concern because it may be more difficult to monitor age appropriate messages and lessons. We read an evaluation report on the Nova Scotia Gambia Peer Health program (Corr, 2001) and had an opportunity to see firsthand a group of senior secondary students at Nasir Ahmadiyya Senior Secondary School involved in one of their meetings. We also attended a Saturday morning Peer Health drama competition in Basse of upper basic students. Clearly this is a very energetic program and as the regional coordinator for the Nova Scotia Gambia Association said in her opening remarks at the competition “this is a program for students who want to get out there and work!” Our main concern is not with what it is, so much as the ‘hit and miss’ of it, and the possibility that some students are not getting enough exposure to AIDS prevention work. 

Based on our review of the POP/FLE materials, we would suggest that attention to be given to providing additional teaching materials that would supplement what is currently available on some health topics. In reviewing, for example, the Pupils’ Resource Books for Population/Family Life Education, we noted that although there are topics covered in ways that provide excellent support for understanding gender roles, population shifts, etc. that there is probably a need for an updating on some of the information related to HIV/AIDS, STDs, etc. These topics are not absent but need to include, for example, greater attention to the vulnerability of girls’ and young women, caring for AIDS sufferers, orphans, and in keeping with world trends, AIDS issues on a global scale.  Given that so many of the other topics in these Resource Books are already handled with a great deal of depth, we suggest that consideration be given to developing a supplementary handbook for teachers and a pupil resource booklet for each of the 3 levels (grades 4-6, 7-9, 10-12).

5.1.2
Early Childhood Development (ECD)

Drawing on our site visits and interviews we were also asked to comment on ways of integrating ECD into the overall girls’ initiative.  In several of the schools that we visited, we found that there is already some sort of nursery school in place. The teacher is paid for by the community but the actual ‘site’ is at the school. Koba Kunda, for example has converted former staff premises into a nursery school. The teacher student ratio seemed to be quite large (1:45 or 50), and in the one nursery school we visited, we saw no evidence of a ‘child-friendly’ atmosphere (i.e. there was an absence of toys, colours, etc.).  We also learned that there are sometimes issue of food since the Feeding Scheme programs are only for school-aged children. However, we would suggest that this is an important strategy in terms of girls’ education. Girls who are sent to nursery school are more likely to be sent to regular school, and of course will have all the advantages for learning if it is a quality program.  We also think it is an important initiative in freeing up older girls from having to care for younger brothers and sisters. Clearly, though, programming needs to be guided and monitored so that the principles of play and development are highlighted over more conventional forms of school work. We would suggest that the various programs that are already up and running in schools should be carefully evaluated with eye to “lessons learned”: Notwithstanding ECD policy development, what qualifications for teachers are currently being regarded as acceptable? What pupil-teacher ratios are in place and how do they compare with policy recommendations? To what extent is ECD program being integrated into school activities and services? How is the ECD program supported by the community? What difference does ECD education make for pupils? How are the grade one teachers regarding this initiative? What are the different models that are currently in place? In Missera Lower Basic School in Region 4 there is a pre-grade one class made up of children who are 5 and 6. They are too young for regular grade one but are still getting some school readiness programming.

5.1.3
Income generation: 

The Seed money provided by UNICEF through FAWEGAM to the Mothers’ Clubs is an excellent example of how communities can take on their own income-generating projects that will benefit families themselves, but in this case, also girls who should not have to be taken out of school to work and who, at the same time, might also be supported directly (for example, the Mothers’ Club of Sololo provides support in the form of uniforms and shoes to girls) or indirectly by the participation of women in the life of the school (e.g. the Peer Health clubs). As noted above, in some cases the Mothers Clubs had generated enough interest to provide loans to women to start their own businesses. What would be useful, we think, is to actual conduct a study that provides a more precise economic analysis, particularly if the GFSI is to go to scale. 

5.1.4
Adult literacy: 

While we did not see any of the adult literacy classes in action, and were not able to interview the key organizers responsible for this program in Banjul, we did meet with several facilitators and of course spoke with a number of the mothers who have been participating in these classes.  We also met with the person who is responsible for POP/FLE and who is the AIDS Focal Point for Education and she noted that they are working to incorporate more AIDS information into the material that is being developed and which will be particularly relevant to out of school young people who are involved in the program. What we did not get a clear sense of was the actual progress of participants and the ways that the literacy materials were being used.  In the schools that have libraries there should be a strong connection to the Adult Literacy program, and indeed, we would recommend that future library management training and adult literacy training be coordinated. We would also recommend that mini-studies be done on these adult literacy classes through, for example students from Gambia College or Community Development. The investment of time and energy is considerable, both from the perspective of the facilitators but the students in these classes. 

5.1.5
Agricultural interventions: 

The main intervention that we saw at the various schools we visited was the school gardens. Schools that have gardens are also entitled to a Feeding Scheme. Kwinella Lower Basic, for example, had a thriving garden, and in Sololo there are actually two gardens, one that is the regular school garden and another that is the garden of the Female Teachers. The Mothers’ Club at Nankui noted however that there had been insect infestations in their garden and it had not done particularly well. We also learned of a Youth Brigade program whereby the school would be equipped with wheelbarrows, hoes and so on. Kwinella Lower Basic School was waiting for this equipment, while the PEO noted that the equipment was there but there was no way of transporting it to the school. 

5.2
Analyzing the potential for the GFSI as an integrated approach

to Education For All

We would concur with many of the ideas outlined in the document An Integrated Approach to Education For All in the Gambia related to the potential of the GFSI to operate as a model for an integrated approach to EFA.  As the Big Bang campaign demonstrated, girls’ education (and indeed the education of youth more generally) should be regarded as an investment by communities. How best though for communities to come together is a key question? The strength of the GFSI is that the various components are meant to operate collectively. For example, the milling machines ensure that women have more time to work on income generating projects that can help their daughters. Presumably they also have more time to be involved in school-related activities (such as helping out with the Peer Health clubs), but also to contribute to the family income. If they are also involved in the Adult Literacy classes as some of them are, then, as one mother pointed out, they are also gaining a better understanding of the problems their children might be experiencing in school, and why it is important to study. Or, to take the example of delivery of what are regarded as health services, the school is not just an ‘entry point’ to administering health care (e.g. Testing eyes, giving vaccinations, etc.), it is also a place where life-long learning is the point. Primary health care workers in tandem with teachers and members of the Mothers’ Clubs can be a forceful team for addressing a range of issues that are never just about health. As noted above, for example, sexual health (HIV/AIDS awareness, etc.) is not just a health issue. 

While we think that it is entirely appropriate that the school-within-the-community is at the centre of the initiative, there are a number of challenges to this model. Probably the one that was most apparent to us is that this notion of integration requires a great deal of coordination and education for all the sectors and groups who are involved. We met, for example, a regional director of public health who spoke about the difficulty of keeping track of service delivery. A local school might be setting up some sort of health program (eye-testing, for example), but it would be done on a ‘hit and miss’ basis. Or a vitamin program might be administered by the school but without paying due attention to what the appropriate dosages might be for pupils (who are older or younger than the average age). Schools would invite a health worker to come to talk about an issue, but there would be little or no coordination with the regional office to see how appropriate it was. A school might be very enthusiastic about setting up a First Aid course and having a First Aid kit, but there would be no attention to the fact that the supply of consumables such as bandages in the school would be quickly depleted with no possibility for replacement. While none of the issues referred to in this conversation are insurmountable, we include them here as an example of the need for strong coordination and leadership at a local level and working across sectors.  

Clearly the DCC has a major role to play here. We would see, however, that this is also where a strong GEU (through UNICEF and various donors) can offer strategic support. In a sense, an effective model of decentralization relies on strong (and targeted) leadership. While these new intersectoral relationships are meant to be collaborative, the fact that they are being organized around schools means that the education sector (and its support organizations) has to take the lead. Schools within the GFSI have clearly made great gains in terms of involving mothers, for example, but it was obvious when we visited different schools that some Head Teachers are better at this than others. We would also see that the Girl Focal Points at the Divisional offices would have key role to play in providing support to Head Teachers and school-based Girl Focal Points. Perhaps one of the most basic supports that could be provided to schools/communities are enabling tools for ‘mapping out’ ways of working together. A starting point would be to have strong links between the GEU (with the support of UNICEF) and those working with Community and Local Governance whose specialization it is to develop such tools within rural development. In short, there is a strong need to build capacity in the area of local inter-sectoral partnerships. A first start would be to support skills-building on community partnerships. The “Integrated Approach to Education for All in the Gambia” document should be used as an entry point for developing these partnerships.

6.0
Rights Promotion and Protection

The rights of girls to an education is of course a central concern, and was also linked to the Big Bang campaign and EFA networks. There were many different ways that we heard people talking about this: the Mother’s clubs in their pitch to parents as to why they should send their daughters to school, and the Female Teachers’ Association who, as part of their ‘welfare of the girl child’ committee take a rights and protectionist approach. It can also be seen in the POP/FLE materials particularly in relation to citizenship.  

6.1
Girls’ education and human security: Sexual harassment policy

We reviewed the sexual harassment policy that is currently being developed through the GEU, noting that it is being developed within the overall program of support from the World Bank.  We understand that it is currently in a consultative stage but that it will become an official policy document. The director of the GEU also indicated that there is an overall plan for implementation that will include a media campaign, the development of school-based policy documents and so on. In the course of our site-based interviews it was not easy to get a clear sense of the magnitude of the problem, although as has been the experience in other countries (e.g. the development of The Opening Our Eyes module in South Africa for example), just getting some consensus on what counts as sexual harassment within a local context is a process in and of itself. We also note that in the various skits that are performed within Peer Health groups it would be possible to explore the issues further. This is also an issue that could be taken up through the gender module at Gambia College.

6.2
What about the boys?

We offer a note of caution on the inclusion/exclusion of boys and men in the GFSI. Throughout our interviews we regularly included questions about the boys, asking for example, if there was resistance from parents on providing financial support for girls but not for boys. We also asked girls involved in the Peer health clubs about the presence of boys. While we heard of instances of parents withdrawing their boys from school, it is not clear whether this could be interpreted as ‘backlash’ or whether the parents truly needed the boys to work as herdsmen or other aspects of farming. What did however seem to signpost the need for a cautionary note were such encounters as the one we had, for example, with a deputy head who noted that only the girls were included in the Peer Health club although prior to the school becoming a GFS, the boys were also part of the club. He wondered if that was what the expectation was. Even allowing for the possibilities of miscommunication about the purpose of the program or what it means for a school to be a girl friendly school, we think that this kind of remark warrants being taken seriously. If the perception is that particular initiatives such as health, etc. are not only girl friendly but also girl-focused, there may be many pedagogical opportunities lost. In areas such as sexuality particularly in relation to AIDS prevention and the treatment of STIs, it is vital that boys as well as girls are receiving relevant information. Given that the GFSI is being implemented within a male-dominated (numerically at least) context, there are many opportunities to work with boys and men about their roles and responsibilities, and the overall benefits to them.  Many of the schools, for example, also have Scouts clubs, which could provide opportunities for single sex groupings of boys where it is deemed a more appropriate approach. 

Attention to being as inclusive of men and boys in GFSI will have serious implications for implementing the new policies on sexual harassment and codes of conduct (currently in draft form). Drawing from work elsewhere on issues of power and male privilege in relation to gender based violence and sexual harassment (Mlamleli et al, 2001), we would offer that attention to gender and gender relations would go a long way to creating a positive environment for implementing the new policy. (See also work on masculinities by Robert Morrell, 2001). We highlight below a perspective on masculinities from a recent document on girls’ education produced for the Canadian International Development Agency (CIDA): 

Addressing concepts of ‘masculinity’ where there is a high incidence of sexual violence and HIV infection

· To what extent are men involved in developing programming that looks at the root causes of male violence? (e.g. see for example international organizations such as Men for Change)

· To what extent do modules and workshops addressing gender-based violence include work on the topic of masculinity?

· Are there any structures in place at school or community level that are given over specifically to supporting boys and men in addressing sexual violence?

·  To what extent are schools working with youth-clubs to include ‘non violence’ and peace-building activities?

From: A Handbook on Girls’ Education, Ottawa: CIDA, 2003, n.p.

It is worth noting too that if there are to be changes in longstanding gendered cultural practices such as women teachers requiring permission of their husbands to teach in a rural area, for example, these shifts can have their ‘roots’ in basic education. The classroom is an important site for these changes but it requires that male teachers and male students have as much to contribute and learn as female teachers and female students. UNICEF in its support for the development of gender-focused (as well as girl-focused) lessons can go a long way to addressing these issues. These concerns, we saw, were also represented in one of the schools where there was the suggestion that a Fathers Club be formed. While it was unclear what the mandate of a club like this would be, its genesis clearly comes out of a recognition that if the Mother’s Clubs exist and are so successful, what does this mean for men?  The men who were proposing the idea were quite serious. It is worth noting, we think, that when many of the Mother’s Clubs arrived at the school to talk with us, several men from the village would also slip in to the back of the room. The women had centre stage in this initiative as is fitting, but we think that the idea of Father’s Clubs could be taken as symptomatic that the men, who have traditionally been in the limelight.

6.3
“Big Bang” Campaign and EFA Networking

The Big Bang campaign which took place during one week in July, 2002 represented a country-wide intensive strategy for encouraging parents to send their children the school. Ministry officials, and the SOS herself conducted a house to house, village to village public campaign as part of the EFA networking.  In the course of our interviews we met up with various people who had been involved, including the Head Teacher from Sololo who is also a representative of the Gambia Teachers’ Union. While it was beyond the scope of our evaluation to state conclusively how successful the campaign was, it is clear that as an immediate result of this sensitization program, a number of new schools were started up.  Drawing from the success of a school like Daru Lower Basic School which came about largely as a result of the initiatives of the community itself, we would suggest that it would be very useful to try to do follow-up studies on these new initiatives as soon as possible: what aspect of the campaign was the most effective? To what extent are these new schools sustainable in the absence of immediate GFSI support?  It is particularly key to look at issues of retention.  How closely are the new enrolments to the EFA targets?

Because this campaign had a unique face-to-face component, a follow-up study provides a unique opportunity to study both the impact of the message (send your children to school), and the method (promotion of schooling through personal contact).

7.0
The Way Forward: Sustainability and Expansion of the GFSI 

There is no question that the GFSI is having an impact on the enrolments and retention of girls in school, and along the way it would appear to be contributing to the enrolments of boys as well as girls. It is also playing a key role in terms of women’s empowerment through the Mother’s Clubs and contributing to the process of decentralization in terms of parent and community involvement. The “Big Bang” campaign during one week in July 2002 has also contributed to increasing enrolments, at least in the short run, and we heard of a number of new schools being opened. At this point it is not yet known how sustainable these increases will be in the absence of “girl friendly” support and this in fact would also be an area of research to pursue in the immediate future.  

7.1
Sustainability: 

In order to maintain the momentum of the GFSI, there are a number of key issues that need to be addressed. We noted that even moving beyond the original 10 schools to include the 40 or more new ones has given a good indication of some of the challenges of (1) providing the minimum package of services and materials, and (2) providing training. For example, there were some GFSI that we visited (not of the original 10) who weren’t quite sure how they came to even be a Girl Friendly school, or what services they were supposed to have. The computers and solar panels, as we noted earlier are a particular challenge although we think that given other distance education initiatives in the country, it would be worth working out the various technical and human resource issues.  Our overall recommendation is that this is the opportune time to refine the initiative, get all of the supports in place, and treat the current GF schools as part of the ‘scaling up process’ (through the use of such practices as Twinning and Cascading).  

Particular features of a program for sustainability need to include the following:

School management: We would recommend that within the overall GFSI strategy, education management and school leadership be seen as central, particularly as structures are put in place to go to scale with this work. Drawing from the success of work in other African countries in the area of education management in the overall transformation of schools, there needs to be a strong link between any local initiatives on Education Management and the GFSI. We understand, for example, the DFID has some involvement in training Head Teachers. This is a critical area both for the decentralization process as well as implementing the many components of the GFSI. 

Documentation and monitoring: Following from the above, we would recommend that attention be given to developing procedures and practices for documenting and monitoring at the level of the school and community (These could include self-assessment tools within a “Managing the girl friendly school initiative” module referred to earlier). 

Supplementary Gender Training Materials: We would recommend that there be attention to supplementing the Training Manual on Gender Issues produced in 1999 to reflect a more school-based user-friendly approach. While we think the Training Manual is an excellent resource for Trainers themselves, we would see that there is a need for materials that are at a more basic level for school-based implementation, and ones that take up, for example, current thinking on gender and HIV/AIDS.

Some pilot studies of ‘who is learning what’ in the classroom: Quality of teaching and learning has to be a vital component of the overall GFS Initiative. While quality can be defined in a number of ways and should include safety and security issues for girls, it should also attend to the overall performance of students in basic areas of the curriculum (numeracy, literacy, scientific concepts, etc.)

Attending to the potential ‘what about the boys?” backlash: We think that this is a good time to take account of any possible backlash in terms of a ‘what about the boys?’ concern, given that the GFSI is being implemented within a male-dominated (numerically at least) context. This is important in relation to peer health and AIDS prevention programs (boys as well as girls need to get the messages). We also think that being as inclusive as possible of boys and men will be an important strategy within the implementation of the sexual harassment policy, and consider that overall, if there is to be a transformation of society in terms of expectations for girls and women, there should also be attention to boys and men.  Many of the schools, for example, have Scouts clubs, which could provide opportunities for single sex groupings of boys. (See for example work with young men on AIDS prevention in South Africa through soccer clubs).

Our overall recommendations for sustainability include the following:

· Strengthening the GEU (capacity building, ensuring that they have the full complement of staff with consideration to adding one more post).

· Development of support materials (see “Managing the GFSI” module suggestion).

· Working closely with the Curriculum unit regarding student learning and achievement.

· Working closely with the Divisional Offices to ensure that committed GF school staff are not transferred. While we recognize that this is not an easy issue to ‘mandate’, we would suggest that every effort be made to work at the policy level of staffing and transfers to address this issue.

· Establishing a  “Best practices and lessons learned” approach to the GFSI for the purposes of identifying success stories that contribute to replicability.  The term ‘taking stock’ is a useful one here to refer to an internal “self-study” audit through the GEU/UNICEF that establishes a roster of personnel and practices that could serve as exemplars, and which ultimately could contribute to the expansion process. For example, the library at Boiram seemed to us to be working very well, so that it would make sense to try to involve their success story as part of inset training for others. Similarly, the use of painted-on mathematics or geographic symbols on the walls in a classroom as noted above is clearly something that could be replicated in all schools. The record keeping of the Head Teacher at Kwinella School would serve as a model for a simple and straightforward approach to keeping track of GF initiatives, and so on. We would go so far as to recommend that regional conferences be organized that both celebrate the particular successes, demonstrate good practices, and provide a forum for the type of self-study ‘taking stock’ that characterizes effective school management.

· Working closely with Community Development and Local Governance to refine the process of integration (see 5.2)

7.2
Expanding the GFSI

We offer here a number of suggestions here for the expansion process, bearing in mind that many of the suggestions from 7.1 under Sustainability are also practices which pertain to Expansion.

Exploring models of twinning and clustering: We understand from our interviews with Gambia College personnel, that there is already in place a model for clustering schools. This can be a very effective approach for expanding the number of GF schools: schools-helping-schools.  Alternatively, there have been some very effective ‘twinning models’ tried out in other countries for partnerships between schools.

Exploring vertical expansion as part of the overall process: We think it would be important at this point to begin to select a few schools at the Upper Basic level that could be GFSI pilot schools. One of the challenges as was noted in the section under ‘where do the girls go?’ is in relation to what happens to the girls who have been involved in the GFSI after their Lower Basic Schooling? This concerns their academic progress, support for basic school supplies, expectations of the family in terms of work, ability of the girl-child to protect herself, and so on.  When we visited Brikama Upper Basic and Secondary School, we were interested in the ‘taking stock’ on-going diagnostic work that the Head Teacher had already done in terms of identifying academic problems that girls were having. Schools that have already begun to engage in this process, and that already have feeder GFSI schools would be ideal places for testing out the expansion process. 

Human Resources: One of the challenges to expansion approaches that have some sort of ‘cascading’ model is what might be described as the ‘trickle down’ effect: the breadth of the expansion may compromise the quality of delivery. The first 10 GFSI schools benefited from careful monitoring, whereas with the expansion to another 40 schools it becomes difficult to follow up on the delivery and maintenance of equipment, textbooks and so on. At the same time, as noted above under “establishing best practices and lessons learned’, a great deal has been learned through the pilot schools and there are no doubt many pitfalls that can now be avoided. Moreover, documents, modules, manuals and so on can now be developed which will assist new GFSI schools. The Human Resource issue, though at all levels (e.g. GEU, FAWEGAM, the PEOs’ offices, UNICEF) is one that needs to be addressed. This is particularly so if there is to be a greater emphasis on integration which involves both sectoral as well as intersectoral coordination. We have noted earlier that the GEU, while in a key collaborating position, should have more personnel. With any expansion we think this would be critical. We have also made suggestions that Gambia College could have greater involvement given that it not only trains teachers but has a central role to play in a wide variety of areas (from IT to curriculum support to targeting the training of female teachers). UNICEF itself may find that an expansion would be very demanding. 

In light of these observations, we would make two main recommendations:

· Hold constant the minimal package (other than some attempt to look at vertical expansion), in order to solidify what is already up and running. We note that there are many vital areas that are currently under review for expansion (e.g. Baby Friendly initiatives, etc). As much as possible we would recommend that the most effective way of expanding the GFSI in the regions and then to the rest of the country is to build in procedures for sustaining the work (see above), and then working within a very tight framework to reach as many schools as possible.

· Explore costing out the addition of personnel who could work within the GEU and UNICEF. (Note: There has been one recent hire within FAWEGAM; there may be some argument for additional personnel there too]. We realize that the addition of personnel may not be possible but we think that the success of the GFSI to date could be central within any sort of motivation document.

8.0
Funding Opportunities for Donors

In the course of our interviews and site visits, we identified several areas that we think would be appropriate investments for donors who wish to see the ways that support to initiatives within girls’ education can contribute to decentralization, poverty reduction, ECD, etc. along with contributing to the overall goals of the EFA. While we recognized that this may be simply read as a ‘wish list’, we would see that investing in girls’ education in The Gambia is a low risk initiative. The fact that there is a Girls Education Unit in place, that there is strong commitment to girls’ education throughout the Secretary of State on Education, that the President has already made girls’ education a high priority, and so on, mean that advocacy work is at a point where it can be ‘fine tuned’ within particular rights-based and community –based strategies.  At the same time, as we have noted throughout this report, there is still a great deal of work to be done so that there is room for targeted programming within the overall GFSI.  Given that any attempt to ‘scale up’ are going to require quite extensive funding support, we think that several areas are particularly promising for attracting further donor support: (1) women teachers and the global teaching force, (2) documentation and decentralization, (3) IT and  (4) ECD, (5) Women’s empowerment and community participation through Mothers’ Clubs.

Women Teachers and the global teaching force: The idea that teachers are ‘at the heart of schooling’ is something that has been promoted by the World Bank Institute, UNESCO and many other organizations. The Canadian International Development Agency, DFID and other donors have made basic education a high priority within their programming, and in so doing have identified such areas as girls’ education, distance education and learner-centred pedagogy as particularly critical areas. The role of women teachers is now taking on central importance within these new policy documents. The issues range from getting more women into teaching, to getting more women teachers into rural areas, to supporting women’s empowerment by encouraging more women to become Head Teachers, to providing support to girls through women teachers as role models, to making schools safe places by ensuring that codes of conduct include references to curbing the instances of sexual harassment and sexual relations between male teachers and female students. There is, in a sense, a package of initiatives related to gender training and support for female teachers in The Gambia:  the development of a gender module at Gambia College for preservice teachers, the RIFT program at Gambia College, the Female Teachers’ Association. Clearly these initiatives are inter-related, have both a research and a development focus (for example, while there is a great deal of rhetoric about female teachers as role models, we might ask the extent to which women can be role models if they themselves are not empowered?)

 Documentation as a tool and feature within decentralization: Something that came up over and over again in our site visits and interviews was the lack of attention to documentation. As we note throughout this report, questions such as ‘so what?’ and ‘how are we doing?’ are ones that have not received a great deal of attention ‘on site’ and yet if the school and the community are to be the key units of change within new models of decentralization, it is vital that self-study, documentation and evaluation starts at this level.  We know from our work with women’s groups in Uganda and elsewhere (see for example the EASSI project in East Africa) that documentation is beginning to be regarded as an important capacity-building tool in other parts of Africa, and we would see that the GFSI within The Gambia is well positioned to take this on. Under ‘School Management’ we noted the importance of developing a ‘Managing the GFSI’ Module that would contain a number of self-study evaluative components to it. Ideally, documentation within components like this as well as others within the GFSI (e.g. adult literacy programming), could be organized around workshops on (1) gender-based analysis and collecting sex disaggregated data, (2) evidence-based reporting, (3) mapping as a planning and monitoring tool. Given that donors and recipient countries are increasingly attentive to results and are seeing the benefits to sector-wide and integrated planning of documentation tools, we would see that this would be a good investment.

Managing IT and the GFSI: There is a great deal to be learned about an integrated approach to school-based IT programming. The IT support to the initial GFSI pilot schools (computer and solar panel) is a major investment and, as noted above, is at a point where it still needs dedicated support if its potential is to be truly realized. The initial thinking behind this component of the program clearly included an integrated approach to management (and including girls’ access to technology, possibilities for distance education for rural teachers and so on).  As is well documented elsewhere, however (see for example, Cezar, 2002), managing IT is a particular area of management expertise. In Region 4 where there is a PEO who has a strong background in IT, there is a good understanding, at least of the demands, and some capacity for problem-solving. We were also impressed with the use that this PEO is making of IT for record keeping. He was immediately able to produce a printout on sex-disaggregated enrolment in each of his schools. In other regions where there is not the same expertise and dedication, there is less chance for success.  UNESCO how has some investment with IT in The Gambia, and we are aware that there are a number of donors who have been working in other African countries with IT. For a donor interested in fostering (and understanding) the links between girls’ education and IT, these pilot initiatives are an excellent starting point for testing out the efficacy of this model.

ECD and girls’ schooling: We have hinted at a number of ways that ECD programming and girls’ programming are complementary. These range from ensuring that girls (and boys) are well prepared for formal schooling, to providing child care so that school-aged girls do not have to be responsible for caring for siblings, to community-based participation in schooling. There are of course many other possibilities that could be explored. How might POP/FLE programming on gendered roles contribute to boys (as well as girls) learning more about care-giving with young children? Given that The Gambia is already well established in setting up an ECD policy, and there are already a number of schools that have already started up nursery schools, this could be a very opportune time for donors to invest in these practices.  How for example could the actual curriculum on play and development contribute to understanding better learner-centred pedagogy within the new curriculum reform?

Women’s Empowerment and Community Development Clearly one of the ‘stars’ of the GFSI is the Mothers’ Clubs. Their efforts have been outstanding both in relation to their entrepreneurial skills but also in relation to convincing parents to send their daughters to school.  The full potential of these women in relation to initiatives for decentralization, poverty reduction, literacy, food production expansion of ECD in the rural areas, and health and sexuality instruction is yet to be fully tapped.  They are a key advocacy tool in and of themselves, something that could be recognized by publicizing their work energetically, through, for example, a video documentary. Direct support (as well as infrastructure) to the vast number of Mothers’ Clubs that would be needed in any sort of ‘to scale’ intervention could be regarded as a particular donor component in itself. 
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Annex 2:  Protocols for interviews and observations

Interviews

Note: The questions below are just a sampling of the kinds of questions that were asked and issues pursued. We did not necessarily pose all of these questions to any group.

Some interview questions for girls

What are the special programs for girls at your school? (Girls’ club …)? Which ones do you participate in? What do you do in this club?

What is your favourite activity of girls’ club? Why?

Have you participated in girls’ conferences? Where? When?

Are there any problems for girls at your school?

Would you like to have more female teachers?

How would your school be different if you had more female teachers?

What would you like to do when you finish school?

What would your parents like you to do when you finish school?

Some interview questions for Head Teachers

What are the special programs for girls at your school?

Which ones are the most successful? Why?

How do you work with the Mothers’ Club?

How has your school changed since it became a GFS?

How are the girls doing? How does their progress compare with the boys?

Tell us about one of your most successful girls? 

How many female teachers do you have? 

How are you going about recruiting more female teachers?

What role to female teachers play in the Girl Friendly School?

What is one thing that the Ministry could do to help you recruit more female teachers?

Do parents worry about their sons?

What are your plans for the future for girls’ programming?

Who is in charge of the bed net program? How is it working? How will you keep it going?

How far do students have to travel to get to school?

What have the policies on decentralization meant to your school? 

Do you have a library? How has your school benefited from the GFSI?

Do you have a computer? Have you received training? How is the computer being used?

Some interview questions for Teachers:

What are the special programs for girls at your school?

Which ones are the most successful? Why?

How has your school changed since it became a GFS?

How are the girls doing? How are the boys doing? How does progress of girls compare?

How has your teaching changed since school became GF? 

What training have you received? (workshops etc.)? What training would you like to have to support you in your work on girls? Do you have a copy of the Gender Training manual?

Some interview questions or female teachers?

How could the ministry attract more female teachers?

What would you like to be doing in 5 years? (Head Teacher? Principal? Minister of education?)

Some interview questions for the Mothers’ Club members

Can you tell us about your group? (Number of members? your income generating activities?, etc.)

What special training have you received?

Who looks after the accounts?

How do you go about convincing parents in the village to send their daughters to school?

Have you had any resistance from parents because the focus is on girls? How do you address that?

Are any of the Mothers’ Club involved in the Adult Literacy Classes? If so, can you tell us about what the classes mean to you?

Do you have a milling machine?

What other plans does your club have for the future?

Some interview questions for the Village Development Councils

Can you tell us a little bit about how the VDC operates?

What activities do you?

What links do you have to the school (PTA? Mothers’ Club)?

Do you support a nursery school?

How do you link to the wards?

Visual Data

Evidence in Head Teachers’ office of records and documentation ( e.g. enrolments, committees, staff, executives of groups such as the Mothers’ Club)

Examples of Mothers’ Reports, Peer Health Reports, etc.

Visual Aids, Wall charts

Library (collection, organization, accession book, teacher responsible for library)

Separate Toilets

Well

Garden

Hand washing Facility

Nursery School

Annex 3:  Itinerary 

	Date
	Meetings

	February 25
	SOS, Ministry of Education officials

FAWEGAM

	February 26
	Kwinella

	February 28
	Lower Basic Methodist School

Sololo Lower Primary

Upper Bansang

Daru

Santanto Buba

	March 1
	Nasir Ahmadiyya Senior  Secondary School 

St. George’s Boys School

Koba Kunda Lower Basic

Sabi Lower Basic

PEO, UPD

	March 2
	Demba Kunda Lower Basic

Basse: Peer health competitions NS GambiaComp 

Perai Mamadi Lower Basic

Nankui Lower Basic

Bansang, Public Health Director

	March 3
	Travelling, data consolidation

	March 4
	POP/FLE

GEU

Community Development

FAWEGAM

	March 5
	SOS

Project Coordinating Unit

Gambia College

-Gender and Population Studies

-Principal

-meetings at UNICEF 

	March 6
	Theresa Cardos, Guidance and Counselling,

(Gambia College)

Female Teachers’ Association

	March 7
	Debriefing, UNICEF; Meeting with SOS


Annex 4:  Interview participants

Note: This is a partial list of interview participants.  We regret that we did not manage to collect all of the names in our Travelling Register. However even this partial list indicates the range of participants (government, school-based, community-based, etc.).

	Name
	Position

	Ann Therese Ndong-Jatta
	Hon. SOS for Education

	Fatou Njie
	Director Standards and Quality Assurance Directorate

	Lawrence H. Bruce
	Projects Coordination Unit Manager

	Aussainou B. Jobarteh
	Director, Department of Community and Local Governance

	Nyakassi N. M. Jarju
	Principal Education Officer

	Antoinette Corr
	Head, Guidance and Counselling Unit

	Matty Eunson Buoy
	Girls’ Education Unit

	Saikou Suwareh
	Department of Community Development

	Isatou Ndow
	Head of Department, Gender/Pop Gambia College

	Ramatoulie Secka
	Coordinator of FAWEGAM

	Therese Cardos
	Guidance and Counselling, Gambia College

	Claudiana Cole
	FAWEGAM

	Beatrice Prom
	Peace Corps

	Bofoday Jawara
	Divisional Health Officer, CRD

	Majula Toruay
	Female Teachers’ Association, Banjul

	Chargie Jallow
	Female Teachers’ Association, Banjul

	H. M. I. Jallow
	Female Teachers’ Association, Banjul

	Marie Kijabi
	Female Teachers’ Association, Banjul

	Emily Sarr
	Principal Education Officer Programme 2 Pop/FLE

	
	

	Lamin Juwara
	Education Officer R4 LRD

	Foday A. M. Camura
	Regional Training Officer 4 LRD

	Ousainou Sanneh 
	Field Coordinator (SAFMU) LRD

	Abdou B. B. Gassama
	Field Coordinator (SAFMU) LRD

	Basim Mameh
	Records Clerk LRD

	Lamin Kiobheih
	Records Clerk LRD

	Nekus Balajo
	SQAD LRD

	Kazafa Jayasey
	Focal Point for Girls’ Education LRD

	Ebon B Sallah
	Regional Sport Coordinator LRD

	Sulayman Jarju
	Const. Monitor R4 LRD

	
	

	Younus Barrow
	SEO (SQAD) R5 CRD

	Paul K Menoly
	SEO R5 CRD

	Salifu Jobe
	RTO R5  CRD

	Yerro Bah
	Headmaster  CRD

	Makurba Silla
	T/T 3  CRD

	Buba Nyandu
	T/T 3  CRD

	Ousman Njie
	U/Q  CRD

	
	

	Fatou Jobe
	Methodist Lower Basic, teacher

	Lamin Kijera
	Methodist Lower Basic, teacher

	
	

	Fatou Malang
	Sololo Lower Basic, Grade 6 student



	Sira Kuyateh
	Sololo Lower Basic, Grade 6 student

	Wurry Jallow
	 Sololo Lower Basic, Grade 5 student

	
	

	Fatou Corr
	Sololo Lower Basic, teacher

	Aja Kandeh
	Upper Bansang, staff

	Jankey Keita
	Upper Bansang, staff

	Jarsey Kandeh
	Upper Bansang, staff

	Marianna Bah
	Upper Bansang, staff

	
	

	Balhay Badjie
	Sololo Lower Basic, Headmaster

	
	

	Kaddy Wally
	Daru Lower Basic School, staff

	Kaddy Chum
	Daru Lower Basic School, staff

	Amie Secka
	Daru Lower Basic School, staff

	Jabieu Sowe
	Daru Lower Basic School, staff

	Marie Huma
	President, Mothers’ Club, Daru

	Kaddy Huma
	Vice-Pres. Mothers’ Club, Daru

	Wurri Jallow
	Secretary, Mothers’ Club, Daru

	Salla Hume
	Associate Sec. Mothers’ Club, Daru

	Bitjel Konte
	Treasurer, Mothers’ Club, Daru

	Marie Ndong
	Assoc. Mothers’ Club, Daru

	Chanuh Sawane
	Assoc. Mothers’ Club, Daru

	
	

	Isajou Jaiteh
	Mothers’ Club member, Santano Buba

	Anta Singyang
	Mothers’ Club member, Santanto Buba

	Sanuji Jabbi
	Mothers’ Club member, Santanto Buba

	Falai Sinyan
	Mothers’ Club member, Santanto Buba

	Fuca Barry
	Mothers’ Club member, Santanto Buba

	Kekoto B. Sanyamg
	Mothers’ Club member, Santanto Buba

	
	

	Malamin Bojang
	St. George Lower Basic School, Head Teacher

	
	

	Mustapha Njie
	Kunda Koba Lower Basic, staff

	
	

	Musa Jallow
	Sabi Lower Basic, staff

	Eorima Y. Bojang
	Sabi Lower Basic, staff

	Alagi Modibo Sillab
	VDC Sabi

	Sumbara Gorey
	VDC Sabi

	Dala Sumbidou
	VDC Sabi

	Jonfolo Kanutch
	VDC Sabi

	Hawa Sakeliba
	VDC Sabi

	Nancy Sarey
	VDC Sabi

	
	

	Musukebba Jaiteh
	Demba Kunde, Head Teacher 

	Abdou Batchillij
	Demba Kunde, Deputy Head

	Momodou S. Bah
	Demba Kunde, Teacher

	
	

	Jalika Juwara
	Perai Mamadi Lower Basic, Grade 6 student

	Jula Ginkans
	Perai Mamadi Lower Basic, Grade 6 student

	
	

	Lamin O. Camara
	Perai Mamadi, staff

	Gaston Gomez
	Perai Mamadi, staff

	Baa Camara
	Perai Mamadi, staff

	Allou Mané 
	Perai Mamadi, elder


















