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ABSTRACT 

Within the last decade anti-violence programme design has evolved to 

include males in curriculum which critically assess their gendered biases and 

masculinities. Previous literature explores the measurable benefits to including 

males but fails to extensively evaluate participants’ experiences and feelings of 

male inclusion. This research explores participants’, peer leaders’ and teacher’s 

perceptions and experiences of co-ed anti-violence programming and its effects on 

girls’ vulnerabilities. The Asante Africa Foundation’s Girls Advancement Programme 

was used as a Case Study to investigate the relationships, perceived masculinities 

and vulnerabilities involved in co-ed anti-violence programming. In July 2020, 

survey/ questionnaire data was collected from participants (𝑛𝑚𝑎𝑙𝑒𝑠=38 And 

𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110), peer leaders (𝑛=14) and teachers (𝑛=4) associated with the 

2018/2019 Girls Advancement Programme operating in 5 schools in Lushoto, 

Northern Tanzania. Connell’s masculinity theory was used to analyze participants’ 

and peer leaders’ perceived masculinities and the connection to power. Analysis of 

results found that females’ empathetic tendencies permit males to benefit from co-

ed sessions, whereas females’ learning may be constrained due to males’ 

presence. Peer leaders were found to play an important role in participant support 

and bridging the power gap between participant and teacher. Also, females’ 

vulnerabilities in co-ed sessions are likely not mitigated by peer leaders or by female 

peer leaders, due to the lack of authority perceived by males. Overall, the ‘gender- 

transformative approach’ positions males as the beneficiaries in co-ed sessions and 

inadvertently employs females to reach its aims. Females’ empathetic nature and 

female peer leaders’ assistance are used to support males’ critical reflection of 

masculinities and can influence positive behavioral and attitudinal outcomes. Future 

observational research is required to understand whether peer leaders’ gender or 

pre-emptive gender training can affect their authority and/or ability to protect 

females’ vulnerabilities within co-ed anti-violence programming.   
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INTRODUCTION 

 

Male-inflicted violence against females perpetuates the gendered inequalities 

present in any given society. Most notably a woman's autonomy, health, education 

and economic freedom are sacrificed as a result of the violence inflicted upon them 

by males. Approximately, one in three females have experienced physical and/or 

sexual violence, most likely with a sexual partner and over 200 million young girls 

worldwide have undergone female genital mutilation/cutting (WHO et al, 2013). 

Females are overwhelmingly likely to experience varying forms of violence from 

males, in not only their homes, but also in public spaces, such as schools or public 

transit (UNESCO, 2016). Violence against women and girls is defined by the UN as;  

 

“ any act of gender-based violence that results in, or is likely to result in, 

physical, sexual or mental harm or suffering to women, including threats of 

such acts, coercion or arbitrary deprivation of liberty, whether occurring in 

public or in private life” (United Nations, 1993). 

 

Violence against women has long been a prevalent issue in East Africa 

(WHO, 2010). Moreover, a recent national report found that 50% females in 

Tanzania have experienced sexual violence in their lifetime, with higher rates of 

physical, sexual, verbal and psychological violence in rural and less educated areas 

(Government of United Republic of Tanzania et al, 2016). Specifically, Tanzanian 

women have reported high cases of ‘Sextortion’, a means of extorting sexual 

favours for employment or public services (ibid). Tanzanian children are also 

susceptible to male inflicted violence as one in three girls and one in seven boys 

have reported experiencing sexual violence before the age of 18 (Ministry of Health 

et al, 2016). Many young girls are subjected to violent traditional practices including 

child marriage and female genital mutilation (FGM). Prevalence of FGM varies by 

region with the highest percentages in Manyara (57.7), Dodoma (46.7) and Arusha 

(41) (UNICEF Report, 2020). Many young girls and boys are prone to violence and 

often begin to perpetrate violence during puberty, when dating becomes normalized 

and attitudes/beliefs are developing (Laner, 1990 and Fay & Medway, 2006). 
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Therefore, intervention at this age is required before attitudes and beliefs on gender 

stereotypes and sexuality are performed and reinforced through violence (Peacock 

& Barker, 2014 and Lockett & Bishop, 2012).  

 

The education and empowerment of girls is crucial to the prevention of 

violence, as girls must be equipped with the knowledge of their rights and 

empowered to use them (Unterhalter et al, 2013). In East African countries, human-

rights based anti-violence programming has been incorporated into school-based 

gender clubs/programming which is largely supplied by NGOs who work in tandem 

with municipal and national Ministries of Education. Specifically, in Tanzania, these 

types of programmes are designed to provide health/hygiene, finance, sexual health 

and gender-based violence education not formally received through the national 

curriculum. Designing and implementing organizations collaborate with multiple 

stakeholders such as the Ministry of Education, parents, teachers and school 

administrators to develop curriculum tailored to and approved by each municipality 

and school. The education received through these gender clubs aims to challenge 

social norms, gender stereotypes and masculinities as well as reduce the number of 

females who experience violence. School based (gender) clubs (SBC) have been 

proven to be effective means in the delivery of anti-violence programming and the 

reduction of violence against females (Parkes & Heslop, 2013, WHO, 2009 and 

Merrill et al, 2018)  

 

Initially, female-only programmes were implemented throughout East Africa 

and aimed to train pre/adolescent girls to protect themselves from violence but 

these defensive discourses and tactics have only provided an interim solution to the 

act of violence against females. Still, multiple sources have reported failures in 

solving the underlying societal gender inequalities that perpetuate violence against 

females (Lockett & Bishop, 2012 and WHO, 2009). Programmes strictly targeting 

females have failed to elicit a broad change in violence because masculinities 

perpetuating institutional inequalities and male attitudes and behaviours towards 

violence have remained unchanged. The majority of violence experienced by 

females worldwide is male-inflicted, indicating a close connection between 
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masculinities and violence (WHO, 2010). Male perpetration of violence can be 

attributed to their ideas of manhood which are dictated by social and gender norms 

found within a specific country, community, family and even a school structure 

(OECD, 2013). Boys learn these harmful masculinities from a young age, therefore 

critical awareness of masculinity and knowledge of gender equality is imperative in 

early education. Starting at adolescence, a boy’s role in the prevention of violence is 

fostered through supportive co-ed relationships (or ally-ships) and the advocacy of 

equal rights (Berkowitz, 2003). Therefore, the inclusion of males in violence 

prevention programmes, which critically assess attitudes and ideologies of manhood 

and masculinities, are necessary to the prevention of violence (Sommer et al, 2013). 

 

  Within the last decade anti-violence programme design has employed 

multiple methods to engage males in anti-violence programming. As the demand for 

males’ inclusion grew so did the research validating their presence in these 

programmes. Research makes strong claims that male engagement is imperative to 

the prevention of violence (Carlson et al, 2017 and Levtov et al, 2018) but what 

present research fails to account for is the ability of the methods and designs of 

these programmes to protect females’ vulnerabilities in co-ed programmes. Many 

co-ed programme evaluations report that the inclusion of males in spaces where 

sensitive topics are discussed increases the risks to girls participating. Additionally, 

male engagement in these spaces has been criticized for limiting the feminist 

agenda of those girls/women to whom the programme initially aimed to benefit 

(Flood, 2015 and Marcus et al, 2018). Further research is necessary to determine 

how anti-violence programmes can be designed and implemented to effectively 

teach and protect females’ vulnerabilities in co-ed spaces. 

 

There are multiple studies which use pre and post data to assess whether a 

programme is influential based on attainment of knowledge and changing attitudes 

(Ricardo et al, 2011 and De Koker et al, 2014). Contrary to these studies there is 

limited research on participants’ experiences of the programme 

design/implementation, the elements involved in the attainment of 

knowledge/change in behaviour and the protection of females’ vulnerabilities. In 



9 
 

order to elicit change, it is imperative to understand what happens inside the 

classroom, more specifically what is said, felt and experienced by each party (ie. 

participants and peer leaders) in relation to their gender (Cobbett-Ondiek, 2016). 

The analysis of Asante Africa’s Girls Advancement Programme specific approaches 

to anti-violence programming will act as a contribution to the knowledge of potential 

methods that co-ed programmes can be designed and implemented to protect girls 

and promote gender equality. 

 

Popular elements to anti-violence programming include the use of peer 

facilitators or ‘leaders’ to encourage healthy, relatable dialogue by bypassing power 

hierarchies found in teacher-student relationships. Although peer facilitators have 

been influential some research suggests that a peer facilitator’s personal beliefs and 

biases heavily influence the transfer of knowledge and attitudes on students. The 

precarious use of peer leaders can further exacerbate or reinforce harmful 

masculinities and gender inequalities/stereotypes onto impressionable participants 

(Parkes et al, 2016). Therefore, the facilitator's gender, age and the 

information/topics discussed must be examined to improve the success of the 

programme. In addition to the examination of facilitators’ gender, the use of peer 

leaders is rarely assessed especially in the context of gender topics being taught to 

males by their female peers. Furthermore, there is a gap in the research 

surrounding males’ perceptions of masculinity norms (Sommer et al, 2013). 

Investigating male perceptions of their female peer facilitators may lead to further 

insight of preformed masculinities, which can improve design methods and 

approaches of anti-violence programming.  

Aims & Research Questions 

This research aims to investigate the effects of males' participation in 

violence prevention programmes, and their effect on participants' relationships both 

inside (and outside) the programme. An understanding of participants’, peer 

facilitators’ and teachers’ perspectives and experiences can illustrate the 

precautions necessary for anti-violence programme design and implementation to 
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account for females’ vulnerabilities. This research and data analysis will answer the 

following questions; 

1. What are the benefits and drawbacks of including males in Violence 

Prevention Programmes? 

2. How are Violence Prevention Programmes designed and implemented 

to include males while simultaneously ensuring that girls are protected 

against risks/vulnerabilities? 

3. How does males’ participation in violence prevention programmes 

affect the power dynamics within the design and delivery of the 

programme? 

 

Asante Africa Foundation’s Girls Advancement Programme (GAP) operating 

in Northern Tanzania (Lushoto District), will serve as the subject of this case study. 

The Case Study investigates the effects of male inclusion on programme design, 

implementation and the protection of females’ vulnerabilities within the programme. 

Asante Africa’s GAP enrolls male and female students aged 9-14 in sessions on 

relationships, finance and gender-based violence. Asante Africa’s GAP was chosen 

as the subject of this case study because its’ sessions on gender, sexuality and 

violence are taught to male and female participants collectively. A specific analysis 

of the Girls Advancement Programme aims to add insights into how males’ 

engagement impacts female vulnerabilities and the relationships between 

participants and female peer facilitators. 

 

This research study will first present a review of literature focusing on why 

males are included, the benefits and drawbacks to male inclusion, specific design 

and implementation approaches for co-ed anti-violence programming. An emphasis 

of literature discussing females’ vulnerabilities will be explored within the literature 

review. A thorough description of methodologies used will be provided along with all 

ethical considerations. Also included will be an overview of the Asante Africa 

Foundation’s Girls Advancement Programme run in the Lushoto District for the 

2018/2019 academic year. Results will be accompanied by analysis, followed by a 

brief discussion of recommendations and conclusions drawn from this research. 
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Finally, further questions/research on male inclusion in anti-violence programmes 

will be posed from the analysis drawn. 

Theoretical Framework 

This research draws upon the concepts in Connell’s (1995) masculinity and 

gender order theories, in order to rationalize gendered power, masculinities and its 

connection to violence. The use of Connell’s masculinity theory will aid in the 

understanding of embedded masculinities and their ability to affect power dynamics 

within violence prevention programmes.  

Connell (1987) claims that the reinforcement of gender is achieved through 

an individual’s performed actions. Performing certain characteristics (ie. Masculine) 

is not indicative of an individual but is relational to an individual’s societal 

expectations and surroundings. Not only is the performance of masculinity linked to 

an individual’s relations, but it is further embedded within wider structures of society. 

These social structures, expectations and traditional/cultural practices can reinforce 

gender norms/roles which may be harmful and can aggravate violence (Connell, 

1987). Disrupting the gender norms embedded within a society’s structures may 

influence the attitudes and behaviors of violence in those who inhabit and perform 

certain masculinities. 

 

The societal construction and need to uphold their manhood (by use of 

violence amongst other practices) ensures that males remain in power at the apex 

of the gender order. Gender Order (Connell, 1995) describes how the masculine 

ideological/material practices, predominantly performed by males, cause the 

perpetuation of power relations amongst genders in a given society. Connell (1995) 

further explains that females are also responsible for the perpetuation of the gender 

order, which places them at the bottom and those who exhibit masculinities at the 

top.  

 

One of the characteristics of manhood is the protection of males’ 

masculinities which can lead to violence against females and other males (Connell, 

1995 and Bourdieu, 2001). The concept of “manhood” requires that men must 
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maintain their masculine performance because it gives them power over those who 

do not possess or perform the same masculinity (Connell, 1987). As a result, men 

fear being perceived as feminine and must guard any loss of masculinity. 

Unemployment, marginalization, a damaged reputation or the inability to fulfill social 

roles and expectations can cause men to feel disempowered (Ricardo & Barker, 

2005 and Manji et al, 2020). In retaliation society dictates that males use violence to 

ensure that plenty of benefits are provided solely to them. A hegemonic masculinity 

(likely hyper or hostile masculinity) encourages violence as a form of conflict 

resolution. Instead, violence prevention programmes aim to encourage boys and 

men to replace violence with conflict resolution methods (Lees et al, 2019 and York 

et al, 2014). In any given society, violence prevention programmes aim to redefine 

masculinity and manhood as a facet of the greater effort to prevent and protect 

violence against females (Ngidi & Moletsane, 2015).  

 

The definition of masculinity fluctuates over time and does not reflect one 

biological sex because it is a product of cultural and social processes and 

performances (Connell, 1995 and Bourdieu, 2001). Contrary to the sliding scale of 

gender are Sub-Saharan African countries’ societal expectations of males and 

females. Performed masculinities contribute to a male’s idea of manhood and are 

represented through attitudes and behaviours ranging from control, to the formation 

and provision of a family (Barker & Ricardo, 2005). Societally, femininity and 

masculinity are commonly defined in these contexts as sexually passive and 

synonymous with violence, respectively (Murnen et al, 2002). Research conducted 

by Murnen and colleagues (2002) explored the link between certain masculinities 

and violence. By examining actions supportive of male violence towards both 

females and males separately, they found that hostile masculinity (Malamuth et al, 

1991) and hypermasculinity (Mosher & Sirkin, 1984) are the forms most highly 

linked to violence against females. Both versions define masculinity (in a given 

society) as “a belief of female inferiority, danger seeking traits and a suppression of 

feelings and fears which translates to anger and excitement” (Murnen et al, 2002, 

pg.371). Societies who embody versions of hostile or hypermasculinity also reported 

higher rates of rape and other forms of sexual violence (ibid). Specifically, attitudes 
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towards sexual violence are maintained through the socio-cultural structures that 

enable hostile and hypermasculine attitudes. Although masculinity does fluctuate 

over time, its connections to violence can be linked to cultural and social processes 

and performances. 

 

These types of hegemonic masculinity act to ensure that those who exhibit 

specific masculine characteristics/actions possess control over those who show a 

stronger affinity to express ‘feminine’ characteristics (Connell, 1995). Applying this 

theory to power dynamics and masculinities in anti-violence programme design and 

implementation, will provide a better understanding of participants’ learning and the 

creation of co-ed ally-ships, required to prevent violence against females. 

Application of this theory through the review of other studies will be provided in the 

literature review chapter.  
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LITERATURE REVIEW  

Previously, violence prevention programmes were aimed towards female 

empowerment and protection. However, within the last 15 years they have evolved 

to engage males with the goal of empowering each gender to protect against and 

alter violent behaviours, attitudes and beliefs through critical pedagogy. This 

literature review will critically present research extracted from various contexts to 

evaluate benefits and drawbacks of male inclusion and methodologies used in co-

ed violence prevention programmes. This literature review will also discuss 

methodologies which account for girls' vulnerabilities in co-ed violence prevention 

programmes. 

 

There is a plethora of literature evaluating violence prevention programmes 

in varying contexts, but the review of the benefits/drawbacks to male inclusion will 

only consider those conducted in Sub-Saharan African countries. It is understood 

that Sub-Saharan African countries, regions and townships vary in cultural beliefs, 

attitudes and behaviours of violence towards females but also between all genders. 

Alternatively, a global generalization of literature will be used when discussing 

effective methods in programming, design and implementation. A specific 

understanding of the case study’s cultural context will be discussed within the 

Results & Analysis section in this paper. 

Why are males included in Violence Prevention Programming?  

Males can justify their unnecessary engagement in violence prevention 

programmes as violence inflicted upon females maintains their benefits and power 

in the gender order. They also argue that their participation is irrelevant due to their 

“uncontrollable” sexuality which compels females to take responsibility of their own 

protection against violence (Ricardo et al, 2011). This method of thinking 

perpetuates violence and does not address the patriarchal power and hegemonic 

masculinity dictating males use of violence against females. Males are included in 

Violence Prevention Programmes because; violence is disproportionately 

perpetrated by males towards females, violence is interlinked to masculinities and 

males can act as positive role models to elicit a change in the behaviour/beliefs of 
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their peers (Jewkes et al, 2015). Unsurprisingly, many violence prevention 

programmes report positive changes after including males, one programme in 

Tanzania proclaiming, “Overall, the structured, measured inclusion of boys in PTLA 

activities was critical to bringing about attitudinal and behavioral changes'' (Miske 

Witt and Associates 2011a, pg 54).  

 

Both the pro-feminist and the social norms frameworks are used to explain 

the importance of engaging men/boys in violence prevention programmes. The pro-

feminist framework (Flood, 2011) believes that males must be included because 

they; perpetrate the majority of violence, the constructions of masculinity are crucial 

to violence and that men must play an active and positive role in halting violence. 

This framework has been most influential in co-ed programming as it concentrates 

on the de-construction of masculinity and equips males to act as allies to females 

(ICRW, 2018). This ally-ship is crucial to cease the recreation and reinforcement of 

gender inequalities and can also aid in the formation of healthy relationships. 

Alternatively, the social norms framework (Berkowitz, 2004a) believes men must be 

included because misconceptions of social norms are the cause of violence. 

Programmes which utilize the social norms framework work to correct the 

beliefs/attitudes which drive violence. Outcomes of this framework, in tandem with 

the pro-feminist framework, increase the prevalence of healthy, non-violent 

behaviours between males and females.   

The Benefits and Drawbacks of male inclusion in VPP 

Before delving into the benefits of including males in anti-violence 

programming, it is imperative to assess the cost and benefit analysis of male-incited 

violence towards females. Males who use violence against females typically benefit 

from this behaviour in the forms of “resources garnered, personal service, sexual 

exclusivity and subjective reinforcement of gender identity” (Stark, 2009, pg.207). 

Therefore, engaging males in anti-violence programming requires an alternate form 

of measuring and defining benefits gained from their engagement (Flood, 2015). 

First, the change in male attitudes and behaviours must come from the moral and 

ethical standpoint that violence is de facto wrong, afterwards other benefits will 

follow. 
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Anti-violence programmes provide benefits apart from the 

reduction/prevention of violence, arguably these benefits are compulsory to 

achieving this goal. The benefits of including males in a violence prevention 

programmes include; alternate ideas of fatherhood, an increase in psychological 

wellbeing, a redefinition of gender roles/norms and the formation of healthy 

relationships. Each of these benefits are obtained through the programme's 

emphasis on the critical examination of traditional masculinities. Males are able to 

redefine their definitions of masculinity, and critically examine their behaviours, 

attitudes and beliefs which may lead to violence against females but also towards 

other males. Therefore, violence prevention programming that emphasizes a critical 

reflection of traditional masculinities in tandem with the inclusion of males, leads to 

a multitude of benefits for both genders.  

 

Violence prevention programmes chosen for this literature review have the 

following key aspects; all have been implemented in East African countries, employ 

methods to engage and retain males, have been evaluated for attitudinal and 

behavioural changes and utilize a gender- transformative approach in their 

curriculum design and implementation. The conclusions drawn from these 

programme evaluations will provide evidence of the benefits and drawbacks to 

engaging males in violence prevention programming.  

 

Direct benefits to engaging males in violence prevention programming 

include the decrease in multiple forms of violence through the curriculum’s critical 

analysis of masculinities. The following two programmes use a critical analysis of 

masculinities in their curriculum and have shown statistically significant and direct 

decreases in violence (sexual, IPV, psychological) towards females. Stepping 

Stones was a 6-8 week HIV-prevention and sexual health programme implemented 

by the Planned Parenthood Association of South Africa that targeted adolescents 

(15-26 years old) enrolled in school (Jewkes et al, 2008 and 2010). Independent 

evaluation followed an RCT cluster design with a sample size of over 1300 males 

and females each; comparable groups consisted of one who received the 
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intervention and the other acting as a control. Qualitative interviews and 

questionnaires were collected from participants prior/post programme, again 9-12 

months after the first interview and finally at 24 months. The evaluation found that at 

24 months there was a significant reduction in the number of males who perpetrated 

physical or sexual IPV compared to the control group (Jewkes et al, 2010). Other 

results indicated that participants were more likely to reject cultural discourses that 

emphasize multiple sexual partners and aggressive sexual behaviour (Jewkes et al, 

2008 and 2010). 

BENEFIT: ALTERING IDEAS OF FATHERHOOD  

A benefit to the inclusion of males in violence prevention programming is 

their potential to redefine fatherhood ergo improving the health of their family and 

altering the level of family violence and in their children as adults. Recently there 

has been a generational shift in the social acceptance of gender equality amongst 

the younger generation, including the social acceptance of males caring for their 

children. The Promondo IMAGES study (2018) reports that Tanzanian men wish to 

participate in childcare more so than women believe that men do (Levtov et al, 

2018). This evidence points to an absence of social stigma around males caring and 

wanting to care for their children. This strategic point of entry is used by violence 

prevention programmes to engage fathers in the critical reflection of the harmful 

masculinities which may define violent aspects of their fatherhood (Carlson et al, 

2015). Programmes often utilize topics of fatherhood as an outreach strategy 

because they resonate with men but very few evaluate, measure or specify 

redefinitions of fatherhood within the aims of their anti-violence oriented 

programmes. One of the programmes that does take this approach is the South 

African One Man Can Campaign, delivered in tandem with the MenCare (www.men-

care.org) campaign launched by Promondo, Sonke Gender Justice and other 

international foundations. One Man Can Campaign encourages males to become 

active in their children’s lives while also critically assessing their own biases, beliefs 

and behaviours which can be detrimental to family life. Results from this programme 

found statistically significant increases (from 48 % to 62%) in males’ who disagreed 

that ‘a woman should tolerate violence to keep her home together’ (Colvin et al, 

2009). 

http://www.men-care.org/
http://www.men-care.org/
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A benefit to engaging males in anti-violence programming is their ability to 

alter ideologies of fatherhood that challenge the notion of child/spousal violence and 

unequal parental roles. Two of the few anti-violence centered programmes aiming to 

redefine fatherhood and equitable partnerships are the MenCare+ in South Africa 

and The Real Fathers Initiative in Northern Uganda. MenCare+ was implemented by 

Promundo + Sonke Gender Justice and operates in over 35 countries with an aim to 

promote non-violent fatherhood and equitable partnerships for better health 

outcomes. The programme includes youth (13-34), couples and parents’ education 

on SRHR, maternal health and gender equality (Olivier et al, 2016). An independent 

evaluation of the programme in South Africa divided data collection into participants 

(over 700) and participants of parenting groups (over 1500). Evaluation included a 

mixed methods approach including FGDs with 54 participants from both groups 

participating in telephone interviews with stakeholders, health and social workers. 

This evaluation failed to use a control/comparison group and baseline data was 

collected from the implementing organization (Sonke Gender Justice). Results show 

that participants reported an 80% increase in positive attitudes towards respectful 

relationships, an increase in mens’ use of anger control strategies, fathers/couples 

holding gender equitable attitudes and couples increased communication about 

family planning (Olivier et al, 2016). All of these constitute an improvement in the 

well-being of all family members.  

 

Similarly, the Real Fathers Initiative is a programme which aimed to support 

young fathers (Aged 16-25) in building positive relationships and parenting practices 

to reduce the incidence of IPV and VAC (Ashburn et al, 2016). Twelve sessions 

were held in two regions of Uganda (Karamoja and Acholi) and utilized community 

activities and critical pedagogy to train mentors on alternate ideas of fatherhood. 

Evaluation of this programme included a 3-part randomized control group with 

evaluations at baseline, endline (8 months), and one-year post intervention. Over 

600 participants (300 control, 300 intervention) and their partners completed life 

history interviews and surveys all of which aimed to measure changes in attitudes 

and behaviours. Results in the Karamoja region show that the control group had a 
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statistically significant higher proportion of males reporting IPV at the endline 

(29.8%) and one year after intervention (31%) compared to the intervention group at 

endline (11.6%) and one year (16.3%). In the Acholi region, endline (10.1%) and 

one year later (8.5%) evaluations reported significant reduction in physical child 

punishment in the Acholi region. Other reported improvements included positive 

parenting practices, an increase in attitudes rejecting IPV and VAC and mens’ 

confidence in non-violent discipline techniques over time (Ashburn et al, 2016).  

 

Although there are a limited number of violence prevention programmes 

whose measurable outcomes aim to redefine fatherhood, strong evidence 

emphasizes the need for anti-violence programmes to engage and shift discourses 

on equitable partnerships and healthy ideas of fatherhood. Many studies 

emphasizing the need for males to critically assess their ideas of fatherhood, as 

evidence shows that the single strongest factor (globally) affecting men’s use of IPV 

is their exposure to violence against their mothers in childhood (Abrahams & 

Jewkes, 2005, Fleming et al, 2015 and WHO, 2010). This outcome does not apply 

only to boys but to girls as well. Many girls who face violence, most likely sexual or 

emotional as a child, are likely to experience and condone violence against 

themselves as adults (WHO, 2010). Benefits to a critical reflection of the patriarchal 

role in the family benefit not only the father but his children and partner. An increase 

in gender equal duties and attitudes leads to a reduction in many forms of violence 

including, Intimate partner violence (IPV) and Female genital mutilation/cutting 

(FMG/C) practices (Carlson et al, 2015 and Kaplan et al, 2013). Therefore, 

examining the harmful masculinities of fatherhood can be beneficial to not only the 

male participant but to his partner and (future) children.  

BENEFIT: IMPROVEMENT IN PSYCHOLOGICAL WELLBEING 

Harmful hegemonic masculinities have been linked to male mental health 

issues as well as acts of violence towards females and other males (Fast, Bukusi 

and Moyer, 2020). Many co-ed or male centered violence prevention programmes 

include curriculum which addresses masculinities that are harmful to males’ mental 

health. Males’ mental health suffers when ideas of manhood in Sub-Saharan Africa 

are tied to the gendered obligation to provide for family. The inability to provide 
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leaves men unfulfilled and marginalized which consequently lead to violence and/or 

problematic drug, alcohol use and even suicide (Barker & Ricardo, 2005 and ibid). 

Societal pressures connected to manhood place strain on a males’ mental health 

therefore, males who participate in violence prevention programmes may benefit 

from a deconstruction of masculinities and an alleviation of societal expectations. 

Violence prevention curriculum promotes a culture of responsibility and respect by 

supplementing the critical examination of harmful masculinities with effective 

communication and problem-solving skills (Berkowitz, 2004a). These approaches 

are influential as they benefit not only males’ communication but also their 

relationships with females and males.  

 

Evaluation of violence prevention programmes often measure behavioural 

and attitudinal changes and often fail to measure the psychological wellbeing of 

participants (Levtov et al, 2018 and Marcus et al, 2018). One of the few programme 

evaluations that did measure the psychological effects of male participants was an 

anti-violence programme operating in South Africa, entitled Khanyisa. Khanyisa 

engaged boys aged 15-25 in curriculum using the Ubuntu conceptual framework as 

a lens to explore masculinity, gender, inequality and violence (York, 2014). The 

study follows 8 young men over 12 months, whereby data is collected through 

interviews, focus groups and a diary project which was analyzed thematically. 

Results found that males’ psychological wellbeing at the endline improved with 

increased levels of self-esteem, communication skills and empathy towards others. 

Supplemental improvements also included; male participants’ increased likelihood 

to use rational conversation rather than violence when solving disputes, increased 

parental responsibility and a reduction in risk-taking behaviours (York, 2014). This 

study exemplifies the need for a critical pedagogy and its ability to disconnect males 

from the confines of harmful masculinities and consequently improve males’ 

psychological wellbeing (Carlson et al. 2015). A males’ ability to effectively 

communicate and utilize conflict resolution methods in lieu of violence will increase 

his psychological well-being and strengthen healthy relationships with their partners, 

friends or family members. 
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BENEFIT: A CHANGE IN GENDER ROLES/NORMS  

Gender norms can contribute to maintaining societal inequalities and play a 

major role in the perpetuation of violence against females (Manji et al, 2020). 

Common oppressive gender norms mirror the unequal societal access to resources, 

autonomy, education and employment. Cultural expectations dictate distinct roles 

for each gender; females are expected to be good mothers and wives while males 

are expected to be providers, excel in education and engage in income-generating 

activities (Barker & Ricardo, 2005 and Levtov, 2018). These rigid gender lines 

convert to negative attitudes towards women in leadership positions and education. 

A key study which exhibited these inequalities is the IMAGES study from 

PROMUNDO, conducted in Tanzania with over 2000 participants across five 

regions (Levtov et al, 2018). Participants were largely made up of adolescents (⅔) 

who participated in questionnaires, interviews and FGDs surrounding their beliefs, 

attitudes and behaviours on gender equality, violence and sexuality among other 

livelihood indicators. Reports on Tanzanians’ attitudes towards women in leadership 

positions found that 88% of women and 78.7% of men believe that women are too 

emotional to be leaders. While 19.7% of women and 33.5 % of men agreed that 

women in leadership positions/politics cannot be good wives and mothers (Levtov et 

al, 2018).  

 

Violence prevention programmes aim to challenge gender roles through the 

use of masculinity analysis and human rights education. Male engagement in these 

topics can result in the change of their perceptions of females’ roles in education, 

business and society. This curriculum benefits both genders because an inability to 

distinguish gender roles leads to the empowerment of females and a freedom from 

the expectations placed upon males to provide (Manji et al, 2020). Violence 

prevention programmes have reported a specific change in attitudes and behaviours 

towards gender roles within the home after completion. Of these studies is the 

programme evaluation for ITSPLEY, a Tanzanian sports-based, co-ed girls’ 

empowerment programme for adolescents (9-19) in Tanzania. The programme was 

implemented by CARE international across 8 countries and evaluated 

independently. In Tanzania, 73 girls and 71 boys were selected to complete 
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interviews, GLI and GEI Indexes and participate in focus groups and activity 

observations. Results found that male participants at the endline, were more likely 

to perform domestic chores and help their sisters at home (Miske Witt and 

Associates, 2011b).  

 

Similarly, an evaluation of the Male Norms Initiative programme in Ethiopia 

found agreeable results to a change in household behaviours and gender norms. 

Adolescent males (15-24) participated in sessions twice a week for nine weeks 

which included role-play and guided discussions on gender norms and its relation to 

HIV and violence. Independent evaluations included three groups; one exposed to 

the group and community intervention, one only exposed to community intervention 

and the control group which had no exposure to with intervention until after the 

study. Surveys were taken pre, post (n=729) and six months after completion of the 

programme (n=645), while 25 couples individually participated in endline-only 

interviews. Interview results showed that most partners of male participants had 

noticed changes in their partner’s behaviour, such as help with household chores, 

after participation in the programme (Pulerwitz et al, 2010 and 2015). A change in 

males’ notion of domestic roles is likely to lay the foundation for other societal 

changes towards attitudes and behaviours of equality. It is also likely to decrease 

household violence in any form, particularly violence perpetrated on women and 

girls (Levtov et al, 2018). 

 

 Discussing rights, gender roles and healthy relationships enables males to 

value females as more than their roles of mothers and wives. One sports-based 

programme in Uganda (Kids League) found a significant decrease in the number of 

boys who thought that ‘taking part in business affairs is not suited for girls’ (Coalter 

& Taylor, 2010). Similar results were found in the evaluations of Care International 

programmes ITSPLEY and PTLA.  PLTA is a female leadership programme 

implemented in a variety of countries including Tanzania. They aim to promote 

female leaders in vulnerable communities by providing life skills sessions and sports 

opportunities. This programme also engages males (10-14 years old) to encourage 

supportive relationships and environments for girls’ empowerment. Methods 
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employed for evaluation of this programme mirrored those used in for ITSPLEY 

evaluation because the programme was implemented by the same organization and 

the researchers belonged to the same group. Data collected from girls (n=147) and 

boys (n=63) who participated in the programme was compared to baseline data. 

Results from both ITSPLEY and PLTA evaluations saw a majority of boys in focus 

discussion groups agreeing that girls have an equal right to education (Miske and 

Associates, 2011a and 2011b). A positive change in males’ beliefs of females’ right 

to schooling and working outside the home, translate to their value of females as 

more than wives and mothers. Males who agree that females should be working 

outside the home, may be less likely to become violent if they lose their jobs and are 

no longer able to perform the masculine ‘provider’ role for their family (Manji et al, 

2020). Similarly, the ITSPLEY evaluation found a dramatic difference between male 

participants (93%) and nonparticipants (45%) who believed that women should have 

the same right as men to work outside the house (Miske and Associates, 2011b). 

The redefinition of acceptable societal gender roles and norms is a major benefit 

from co-ed violence prevention programming. Societies’ acceptance of equal 

opportunities will allow females to achieve higher education and employment which 

consequently improves their autonomy. 

BENEFIT: FORMING HEALTHY RELATIONSHIPS WITH FEMALES  

The engagement of males in violence prevention programmes has prompted 

males to form healthy relationships with the females, an improvement which 

benefits both partners. Relationships based in equality and mutual respect are 

favoured over those who utilize domination, fear and control over one another 

(Peacock & Barker, 2014). Co-ed programming has been beneficial in the creation 

of healthy relationships between genders, as multiple aspects allow genders to 

engage in healthy dialogue and communication in a controlled setting. Programme 

emphasis on equality and a critical examination of harmful masculinities leads to 

respectful and equal partnerships. The evidence of these changes can be found 

within the evaluation of the Stepping Stones programme. Results have found that 

females reported that their male partners were more likely to listen to their problems 

and discuss solutions instead of resorting to violence (Jewkes et al, 2010). These 

females have benefited from their partners enrollment in violence prevention 
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programmes as they also state that they feel respected and heard during arguments 

instead of dismissed (ibid). 

 

Violence prevention programmes have reported significant reductions in 

instances of IPV from participants, such as in the Male Norms Initiative (Ethiopia) 

which found a notable reduction in Intimate Partner Violence (IPV) from 36% at 

baseline to 19% at the end line (Pulerwitz et al, 2010). ITSPLEY programme 

evaluation data clearly indicates the need and benefits of engaging males in 

violence prevention programmes as the attitudes and beliefs of their participants 

largely differ from males who did not participate in the programme (Miske and 

Associates, 2011b). They have reported that when asked whether a male has the 

right to beat his wife if she insults him, 53% of non-participants males agreed 

compared to only 31% of participants of the programme (ibid).  

 

A benefit to engaging males in anti-violence programming includes the 

likelihood that males will view females as equal partners and consequently deepen 

their care for the females in their lives (Carlson et al, 2015). A key study evaluating 

the sports-based Kenyan programme, MYSA confirms these benefits. MYSA is a 

football club and community organization for boys and girls aged 9-18 in Kenya. The 

programme encourages boys and girls to form healthy relationships through sport 

and organizes community projects, there is no set curriculum on gender equality or 

violence. Data was collected from focus group discussions and interviews with boys, 

girls, parents and staff. Results found that after completion, male participants were 

more likely to view female participants as “family” and to “watch out” for them in the 

community (Brady & Khan, 2002). This mentality shows males’ deeper value for 

females and the consequent formation of ally-ship between genders (Casey et al, 

2013). This attitude is necessary to dismantle the violence perpetuated from within 

its own male collective. Unsurprisingly, many programmes, including MYSA 

reported males' interpretation of females as ‘helpless’ which led to a ‘protective’, yet 

harmful behaviour (Brady & Khan, 2002 and Ricardo et al, 2011). Males’ protective 

ideology can be patronizing to womens’ empowerment and is usually reinforced 

through curriculum design and pedagogy. Programme design and facilitation should 
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be careful to exclude this rhetoric and instead instate practices and pedagogy which 

support behaviour in line with the ally-ship goal of these prevention programmes 

(Ricardo et al, 2011).  

DRAWBACKS 

Although many violence prevention programmes have reported significant 

differences in their participants’ after engaging males, many have also reported 

impediments to the overall outcome of the programme. Some of the drawbacks to 

engaging males in violence prevention programming include a dilution of the 

feminist agenda, the marginalization of female voices in leadership positions and 

the removal of safe female-only spaces for female victims and survivors (Flood, 

2011 and 2015).  

 

A dilution of the feminist agenda is evident through the growing number of 

women’s organizations who have taken up the task of engaging males in anti-

violence programing (Flood, 2015). Women’s organizations have felt the pressure to 

attract, include and engage males into their wider female-focused programming and 

in doing so have withdrawn their primary focus of females’ issues/ needs (Casey et 

al, 2013). Women’s groups are reminded of the importance of engaging males as 

only one tactic within a bigger strategy to promote positive change, equality and 

respect within communities (Flood, 2015). Focus has been redirected towards male 

engagement and women’s groups are now bearing the responsibility of providing 

anti-violence training to men. This responsibility follows the assumption that females 

must police male’s behaviour, when in fact men’s’ groups should be active and 

operating in the same spaces to compensate for women’s’ anti-violence work 

(Macomber, 2012). Menengage (2014) is a global alliance dedicated to forming 

alliances between women’s and men’s groups to bear the weight and responsibility 

of anti-violence work, but partnerships are not always effective and groups can often 

clash with programming, design and rhetoric used.  

 

Effective and influential violence prevention programming includes male 

engagement but Flood (2011) argues that male presence marginalizes females’ 

voices and leadership. Males are more than likely to be seen in positions of power 
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within violence prevention programmes as this tacit has been recently used to 

attract and engage males. Male leadership in violence prevention programming can 

lead to the performance of stereotypical notions of men as protectors and defenders 

of women (Flood, 2014). Some men involved in anti-violence programming will 

dominate interactions or utilize their patriarchal privilege to marginalize females’ 

voices and concerns. Masculine socialization may explain males’ behaviour in these 

positions however these power dynamics must be managed to maintain the feminist 

approach in programme design, implementation and even allocation of resources 

and finances (Flood, 2015). Co-ed design and implementation must take into 

account the overwhelming power and privilege men hold in the spaces where 

violence, gender and masculinities are discussed and critiqued.   

 

When anti-violence programmes started to engage boys in the same spaces 

as girls, many difficulties became evident. Previously, female-only programmes 

created crucial safe spaces for females to share their stories, to grieve and heal 

together as survivors of male- inflicted violence. These spaces were designed for 

females to form bonds and act in solidarity to empower and protect each other 

against violence. The newly formed co-ed violence prevention programmes led to 

the dissolution of safe spaces intended to protect females from vulnerabilities 

(Flood, 2011). The removal of female-only safe spaces created risks and increased 

women’s vulnerabilities within the programme. A reflection on the removal of safe 

spaces and subsequent methods implemented to protect girls in co-ed violence 

prevention programmes will be discussed further in this literature review.  

Curriculum Approaches & Methods for co-ed VPP  

A multitude of curriculum approaches and methods have been employed to 

ensure that co-ed violence prevention programmes are operated effectively and are 

mindful of females’ vulnerabilities. The International Center for Research on Women 

and DFID both claim that the gender- transformative approach is the most effective 

approach used with co-ed groups (Lockett & Bishop, 2012 and ICRW, 2018). This 

approach is adapted from Freire’s (1970) idea that education must include a critical 

assessment of one’s self and surroundings in order to advocate for change. This 

approach emphasizes critical thinking, participatory/active learning, envisioning 
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alternate social realities and critically examines assumptions that may be harmful 

and elicit violence (Ngidi & Molestane, 2015).  Violence prevention programmes 

have found this approach to be effective in increasing participants’ ability to critically 

examine their own gender performance, gendered roles, the distribution of 

resources, to promote the position of women and to evaluate how these aspects 

perpetuate violence (Elizabeth, Schuler & Hardee, 2009). Youth are usually able to 

explain the social pressures that lead to gendered roles/ behavioural violence but 

are unable to perceive the complex socially constructed mandates creating the 

norms (Ricardo et al, 2006). Therefore, critical reflection and advocacy is necessary 

to elicit positive change. Youth must be able to understand the underlying social 

constructions perpetuating violence in order to elicit positive change.  

 

This transformative approach creates a level of trust between participants 

and facilitators by using methods that break and challenge traditional gendered 

power and authoritative roles (Meyers, 2008). This is achieved through the use of 

participatory and interactive learning methods and exercises such as role-play, 

discussion groups, group activities and self-reflection activities. These methods 

encourage critical thinking, self-confidence, self- efficacy and focus on increasing 

male empathy and how they relate to females (York, 2014). This approach to co-ed 

violence prevention programming is effective in eliciting change because it creates a 

level of trust needed for the critical reflection of masculinities and the de-

naturalization of gender norms. 

 

Alternatively, many male-inclusion violence prevention programmes have 

reported multiple unsuccessful methods, many of which include; didactic teaching 

methods, accusatory rhetoric, a disregard for culture and unmanaged power 

dynamics. These approaches to curriculum, pedagogy and design have been 

proven to be unsuccessful in male retention, completion and a shift in 

attitudes/behaviours to violence (Casey et al, 2013). One can also argue that these 

unsuccessful methods have hindered female empowerment and consequently failed 

to protect the safe spaces designed to protect girls from vulnerabilities faced in co-

ed violence prevention programming (Parkes et al, 2016).  
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Didactic teaching alone has been proven unsuccessful in most anti-violence 

programming as it does not encourage critical thinking and self-reflection, which are 

necessary to report positive change in behaviours and attitudes (Carlson et al, 

2017). Informational material and conversation alone do not lead to a positive 

change in behaviours and attitudes. Multiple studies have shown that the 

incorporation of self-reflection and participatory learning activities into informational 

teaching, have built participants’ empathy, connections and adversity (Ngidi & 

Moletsane, 2015).  

 

Overall, the rhetoric used in programming favours positive outcomes when 

shying away from polarizing gender lines. Programme sessions should encourage 

positive dialogue beginning with the prohibition of males blaming women for 

violence (Berkowitz, 2004b). Just as women should not be blamed for violence, 

group discussions should never cast men as the “problem” in perpetrating violence. 

This rhetoric has proven to instill a defensiveness in males and discourage them 

from actively participating (Marcus et al, 2018). A particular set of skills is required 

by the facilitator to ensure that proper rhetoric and discussions are constructive for 

both genders. The avoidance of accusatory language from either gender is crucial 

to a non-judgmental, safe space. Constructive language is crucial to co-ed dialogue 

as it supports a woman’s reassurance of a man’s supportive nature and their deeper 

understanding of all women (Rich, 2010).  

 

 One of the drawbacks reported by programme evaluations includes the 

creation of curriculum which does not address the religious and cultural ideologies 

of a certain context. Using a western style, human rights approach to curriculum has 

proven to backpedal the work of violence prevention programmes. A programme 

(CMA) run in Nigeria reported that males dropped out of the programme and some 

increased violent behaviours towards females after participating in a portion of the 

violence prevention programming (Girard, 2003). They stated that religious beliefs 

clashed with the curriculum which aimed to examine traditional masculinities that 

perpetuate violence. Therefore, violence prevention programming should include 
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the participation and input of community leaders, parents, teachers and other 

stakeholders in order to avoid outcomes which further distances males from 

change. 

 

Programme design and curriculum have led to a statistically significant 

improvement in male attitudes but have failed to obtain reliable (statistically 

significant) reports of a positive change in male behaviour (i.e. male-inflicted 

violence) (Flood, 2015). Males may be conscious of the cultural stigma of violence 

against females, but their actions remain unchanged, as do the benefits of the 

privilege and power granted to them through the perpetuation of violence (Connell, 

2003). A Promondo study described that men reported drastically lower numbers 

(than women), sometimes half as many, of using physical, emotional, economic and 

sexual violence against women (Levtov et al, 2018). These numbers show that 

males know violence is unacceptable, therefore curriculum should build on this 

foundation and work towards utilizing interventions which challenge male 

behaviours.  

 

Curriculum which emphasizes critical reflection of masculinities has reported 

changes in attitudes and it is argued that this method lays the groundwork for 

engaging males in bystander interventions (Levtov et al, 2018). Bystander 

interventions challenge males to act on what they know is socially right. Therefore, 

programming which provides knowledge about other’s attitudes can increase a 

participant’s willingness to intervene (Ricardo et al, 2011). Evaluations of two 

bystander intervention programmes conducted on undergraduate campuses in the 

USA (Gidycz et al, 2011 and Banyard et al, 2007), reported significant findings in 

male’s self-reported and peer likeliness bystander behaviors. An experimental 

design evaluated a co-ed programme which encouraged community responsibility 

and aimed to teach students how to intervene in violent situation safety. Male 

(N=172) and female (N=217) participants were divided into one of two treatment 

groups and a control group. Evaluations included surveys completed pre- post- and 

two months after the programme. A booster session was provided to treatment 

groups two months after the completion of the programme. Results found that both 



30 
 

genders benefited from the programme and self-reporting bystander behaviours 

rose after post- and two month evaluations. Although, bystander interventions 

showed immediate results, results at four and 12 months reported failure to sustain 

long term (Banyard et al, 2007).  

 

A study only evaluating male participants enrolled in a single -sex bystander 

programme showed contrasting results to self-reporting bystander behaviour. Male 

participants (N=635) participated in a 1.5-hour social norms and bystander 

intervention programme as well as a booster session at 4 months. Results were 

taken at baseline, post- 4 and 7 months after the programme. A history of sexual 

aggression acted as a variable, therefore participants who reported previous sexual 

aggression were compared against those who did not. Results found no difference 

between intervention and control groups who intervened in instances of rape. 

Although, results did show that male participants’ perceptions of their peers' 

intervention grew over the course of the programme and after the booster session. 

Results show that males were more likely to think that their friends would intervene 

therefore, this thinking may promote themselves to also intervene in instances of 

sexual aggression.  

Protecting Females’ vulnerabilities in co-ed VPP  

Arguably, the inclusion of males is influential to the prevention of violence but 

their presence (in multiple levels) does leave females’ vulnerabilities exposed. The 

inclusion of males in anti-violence programming consequently removes the safe 

spaces intended for females experiencing any form of male-inflicted violence. 

Women’s organizations and groups that provide treatment services have 

emphasized the need of gender-specific spaces for females (Casey et al, 2013). 

Also, exposure to males leaves females in vulnerable positions because curriculum 

addresses and critically examines sensitive material which may exaggerate power 

dynamics, if left unchecked. Therefore, programme design and facilitation must be 

cautious of females’ vulnerabilities and unequal power dynamics in co-ed violence 

prevention programmes.  
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Unmanaged power dynamics within co-ed violence prevention programmes 

can increase risk to female participation and overall safety. Power dynamics found 

within the programmes can include the mere inclusion of males in spaces originally 

intended for females as well as the inclusion of males in leadership positions (i.e. 

facilitators). School-based anti-violence programmes usually create female and 

male leadership positions to represent the participants’ interests as a whole, 

although males in these positions can limit and overshadow the programme’s 

feminist purpose. Although the active involvement of males in planning and 

facilitation has been proven to lead to successful outcomes, this arguably 

possesses a conflict to the protection of females’ vulnerabilities rhetoric (Marcus et 

al, 2018). Male inclusion can therefore compromise womens’ voices, leadership and 

dilute feminist. 

 

In order to design and implement co-ed anti-violence programming that 

protects females’ vulnerabilities, further research is required to understand the 

perspectives and experiences of male and female participants and peer leaders 

(based on their genders). Upon examination of the literature no evidence was found 

to indicate that a female facilitator's gender undermines her role in a co-ed session. 

Research is required to determine how participants learn in co-ed programmes with 

female peer leaders and whether certain aspects of the anti-violence programming 

are influential to the protection of females’ vulnerabilities in co-ed spaces.  

Peer Facilitators/Leaders1  

The use of peer facilitators has been proven to be influential in the 

effectiveness of anti-violence programming because they are able to relate to 

participants, can bypass teacher/participants hierarchies and are more likely to have 

honest and non-judgmental discussions with peers about sex and violence (Ngidi & 

Moletsane, 2015 and Parkes et al, 2016). A thorough review of literature finds 

limited research on the evaluation of Sub Saharan African programmes who utilize 

peer facilitators, but there are multiple studies in the Global North which evaluate 

 
1 For the purpose of this Literature Review ‘peer facilitators’ and ‘peer leaders’ are used 

interchangeably 
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the use of peer facilitators. Evaluations globally, emphasize the importance of peer 

facilitator training and their ability to control power dynamics within co-ed settings as 

well as leadership roles (Marcus et al, 2018 and Yeater & O'Donohue, 1999).  

 

Multiple programme evaluations emphasize the importance of investing in 

and supporting good facilitators who; use effective communication/facilitation skills, 

methods to handle group dynamics, develop egalitarian attitudes, capacity in 

participants and utilize conflict resolution methods (Parkes et al, 2016 and Levtov et 

al, 2018). A programme administrator, usually a teacher if the programme is school 

based, will choose peer facilitators whose age and socioeconomic backgrounds are 

closest to their participants. This process of selection has been proven to produce 

larger changes in programmes measured outcomes (Das et al, 2012). Similarly, 

public health approaches to anti-violence programming (i.e. HIV/AIDS programmes) 

have utilized peer facilitators to lead sessions and often choose them based on their 

popularity and admiration from other participants. Although this method of choice 

seems effective due to the likelihood of participants listening to someone they 

admire/respect, this method has been proven to be weak. An evaluation of a South 

African, all-male HIV/IPV programme who utilized this approach found similar 

results. The piloted microfinance and HIV/IPV prevention programme selected male 

peer leaders from 71 mapped social networks in Dar es Salaam (Maman et al, 2015 

and 2020). Males in 3 chosen social networks who exhibited the following 

characteristics were chosen to participate as peer leaders; trustworthy, caring and 

sincerity. Observational data was captured by one male staff member who 

documented participants' conversations during the one week of training, two-day 

booster sessions and at two- and five-months post-intervention. Results found that 

male peer leaders were unable to facilitate discussions around gendered power in 

relationships and violence. Although, they were comfortable discussing topics 

already covered in the media such as condoms and partnerships (Maman et al, 

2015 and 2020). Results also found that peer-led discussions were labeled as 

didactic and informational rather than critical and transformative. These results 

emphasize the weakness of well-liked leaders and the need for self-reflective, well-

trained peer leaders.  
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In any given context, peer leaders must possess the necessary requirements 

to be effective (ie. age, gender, socioeconomic status) but they must also be 

cautious not to reinforce inequitable gender norms, stereotypes and harmful 

masculinities in their participants (Parkes et al, 2016). In order to be effective 

facilitators, peers must be able to challenge their own gender stereotypes and 

norms so that they can act as role models for their participants. Without this self-

reflection many peer leaders can reinforce norms and stereotypes they have not yet 

identified in their own lives. In order to mitigate this issue, programmes employ peer 

facilitators who have been participants themselves, this allows for an understanding 

of the content, confidence in delivery and a preceding self-reflection of their own 

gendered biases (Ngidi & Moletsane, 2015 and Lees et al, 2019).   

Male or Female Peer Facilitators? 

Much of the research surrounding peer facilitators is conducted in the context 

of the Global North, with little to no focus on the peer facilitator’s gender, age or any 

other identifier against quantifiable predicted outcomes for violence-prevention 

programming (Levtov et al, 2018). There is a gap in the research surrounding the 

significance of a facilitator’s gender to other skills or attributes as well as the 

effectiveness of matching a facilitator’s sex to the sex of the participants (Levtov et 

al, 2018 and Flood, 2015). Further research into participant experiences with female 

and male peer leaders is necessary to determine whether either possess benefits 

and/or drawbacks to co-ed anti-violence programming. Specifically, female peer 

facilitators have been influential in the empowerment of their female participants, but 

their use has not been extensively evaluated in co-ed anti-violence programming 

outcomes (Moll et al, 2015 and Marcus & Page, 2016). 

 

There are pedagogical and political advantages to using male facilitators with 

a male-only group as well as a co-ed group (Flood, Fergus and Heenan, 2009). 

Anecdotal evidence states that males are more willing to listen to other males over 

other women, emphasizing the need for male peer facilitators in co-ed anti-violence 

programming (Flood, 2015). A community ideology approach for anti-violence 

programming enlists male facilitators to act as ambassadors of the programme in an 
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effort to attract other males they may know or be familiar with (Carlson et al, 2015). 

This strategy may help NGO-led programmes attract males in contexts and 

communities where they have yet to establish a community connection or may be 

deemed suspicious by community leaders and/or parents and teachers.  

 

Female facilitators may have an influential impact on the effectiveness and 

the protection of females’ vulnerabilities in co-ed anti-violence programming. 

Female facilitators are necessary for presenting a model of egalitarian working 

relationships with other male leaders and can be used to reinforce the notion that 

males and females share a common interest in anti-violence and gender equality 

(Flood, 2015). Specifically, the ITSPLEY programme assigned female facilitators to 

all-male group sessions in order to encourage males to respect female competence 

(Miske and Witt Associates, 2011b). Female peer facilitators can also enhance and 

enable womens’ voices within the sessions, acting as allies to women in a 

discussion (aspect of programming) which may be overshadowed by males’ voices 

or ideology. A further understanding of the specific dynamics between male 

participants and female facilitators is required to reveal the effectiveness of their role 

in co-ed anti-violence programming.  
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METHODOLOGY 

Asante Africa Foundation Overview  

Asante Africa Foundation has been providing School-based clubs (SBC) 

curriculum associated with various life-skills in Kenya, Uganda and Tanzania since 

2006. The Asante Africa Foundation is largely funded by USAID, Girls Opportunity 

Alliance and P&G, among other small-scale corporations and nonprofits. Asante 

Africa’s mission is to ‘Educate and empower the next generation of change agents, 

whose dreams and actions transform the future for Africa and the world’ (Asante 

Africa, 2020, para 2). Their programme is divided into 3 levels, the first is called the 

‘Girls Advancement Programme’ which addresses various life skills and knowledge 

for pre-adolescent students. Although the name denotes a girl specialty, boys are 

also enrolled at a 1:3 ratio and are present at nine of the sixteen modules (see 

Table 1). This study will focus on the Girls Advancement Programme, specifically its 

implementation in five schools located in Northern Tanzania’s Lushoto district.  

The Girls Advancement Programme 

Specifically, the Girls Advancement (WEZESHA VIJANA) Program aims to 

equip girls and boys with Health & Hygiene knowledge, Finance, Business and 

Social Skills. Curriculum covers a variety of themes including; financial education, 

goal setting, saving, sexual maturity, hygiene/reproductive health and human rights. 

Social themes covered within the 16 modules include self-esteem, understanding 

sexual violence and peer support/mentoring. The programme addresses factors 

which affect a girl’s well-being at both the individual, family and community levels. 

Initially, the programme was specifically targeted towards girls but has since 2015, 

included boys in its programme as participants and peer leaders. Boys have been 

included in all sessions except those which discuss finances (Budgeting, Saving 

and Earning Money), all remaining sessions are co-ed with the expectation of the 

‘Body Changes during Puberty’ session which is taught separately to each gender.   

 

A key aspect of the Girls Advancement Programme is the use of peer 

facilitators whose role is to aid teachers and mentors in managing and facilitating 

sessions. All aforementioned parties participate in pre-programme training sessions 
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where they are educated on the curriculum and the use of participatory learning 

activities (PLA). Mentors participate as out of school youth who provide real life 

experiences and stories to the sessions. They are not consistently present at every 

school’s sessions and have therefore been excluded from the study. Teachers 

inform peer leaders of the lesson plan and participatory activities prior to the 

session. Teachers deliver the informational portion of the lesson while peer leaders 

are responsible for facilitating the participatory learning activities. The school 

teacher is present to observe and provide guidance to the female peer leaders who 

manage and facilitate all modules of the Girls Advancement Programme (GAP). 

Peer leaders are between the ages of 13-16 and are chosen by the teacher 

responsible for the Asante Africa programme at each school. The peer leader group 

loosely resembles a student council as it is composed of 3 females (Chairperson, 

Treasurer and Secretary) and one male (second chairperson). 

 

Table 1: Asante Africa’s Girls Advancement Programme (GAP) -Sessions by Gender 

Session Topic/Theme Boys Participation 

1 Body Changes during Puberty  ✓ 

2 How to cope with Body Changes/ Male + Female Reproductive 
Systems (taught separately)  

✓ 

3 Budgeting- Financial Goals and Planning   

4 Budgeting - Examining Cash flows   

5 Budgeting- Making a Personal Budget  

6 Understanding Rights ✓ 

7 Gender-based Violence ✓ 

8 Saving- What is saving and Why is it important   

9 Saving- Setting Savings Goals  

10 Saving- Ways of Saving   

11 Understanding Relationships  ✓ 

12 Earning Money- Future Job Opportunities   

13 Earning Money- Owning your own Business   

14 Teenage Pregnancy  ✓ 
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15 HIV and AIDs and Sexually Transmitted Infections ✓ 

16 My future/ Decision Making ✓ 

 

Research Design  

This research will follow an ethnographic, descriptive case study design and 

will utilize both qualitative and quantitative data (Yin, 2014). A case study design 

was used to add context to a specific educational programme and evaluate its 

methods after enrolling males in a previously female based programme. The case 

examines Asante Africa’s design and implementation of their male- inclusive, Girls 

Advancement Programme (GAP) in Northern Tanzania during the 2018/2019 school 

year. Conclusions drawn from this case study may be applied to the design and 

implementation of other anti-violence programmes who utilize peer leaders while 

engaging males in previously female-only spaces. Quantitative data is used to 

support the results found in the qualitative data collected and to mitigate any 

researcher bias that may arise from evaluating qualitative data (Johnson & 

Onwuegbuzie, 2016). Research will be conducted on the participants’, peer 

leaders/facilitators’ and teachers’ experiences and perspectives of the programme. 

In person observation and interviews were preferred but were made impossible to 

conduct due to the travel restrictions/safety precautions imposed by the COVID-19 

pandemic. Therefore, primary data was collected through surveys distributed to 

students (female and male), peer leaders/facilitators (female and male) and 

teachers (female) by Asante Africa’s Tanzania Team in the Lushoto District. A 

literature review was conducted alongside the analysis of secondary data provided 

by the Asante Africa Foundation database. 

Methods for Field Work  

My partnership with Asante Africa began in March 2020 after virtually 

meeting and discussing my research proposal with their partnerships coordinator in 

California and their M&E staff in Tanzania. After finishing their volunteer training and 

signing a non-disclosure agreement, I was connected with Asante Africa staff 

responsible to the GAP in Northern Tanzania. After realizing that I would be unable 
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to travel to collect data, Asante Africa staff assured me that they would be able to 

collect data on my behalf. I arranged to send them copies of each survey and 

questionnaire for overview and translation. We discussed any possible misleading 

or incomprehensible questions on each survey, no major edits were made. Some 

challenges I faced working with the foundation include miscommunication of the 

structure of the programme. On multiple occasions I was briefed about the structure 

of the co-ed sessions and the role of peer leaders. I was told multiple times that the 

peer leaders were strictly female and that they were older than the rest of the 

participants. After data was collected, I was told that peer leaders were composed 

of both males and females. This information altered some of participants’ responses 

as I failed to indicate a specific gender when asking questions pertaining to peer 

leaders because I assumed, they were all female. This altered my results and 

analysis as I was required to shift my emphasis towards the peer leaders’ role as 

whole instead of solely focusing on the relationship between male, female 

participants and their female peer leader. I was able to still use the data collected to 

discuss the relationship between male participants and female peer leaders, but it 

was not to the extent that I had previously hoped.  

 

a. Selection 

Five selected schools in the Lushoto district (Tanga Region) were chosen to 

participate as they all engaged males in 9/16 GAP sessions during the 2018/2019 

school year (Table 2). A selection of students who participated in the GAP during 

the 2018/2019 sessions were randomly chosen by an Asante Africa Staff member to 

complete surveys designated for participants or peer leaders. A similar ratio of 1:3 

males (𝑛=38) to females (𝑛=110) was factored into the number of participants 

selected to complete surveys. All peer leaders at each school were tracked down to 

complete the survey but some could not be reached as they had graduated from the 

school the year before. All surveys were voluntary, and participants were asked to 

provide consent through a prepared consent form (Appendix B). A teacher 

responsible for the GAP at each school was approached to complete a 

questionnaire, although one teacher could not be reached as she was relocated to 

another district. In total, four teachers completed the short answer questionnaire.   
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Table 2 

Number of GAP participants from schools operating the 2018-2019 GAP in the Lushoto 

district  

School 
Name 

District Region Girls Boys Total 
Participants 

Male 
Peer 
Leaders 
 

Female 
Peer 
Leaders 

Teachers 

Mlola 
Primary 

Lushoto Tanga 26 6 32 0 3 1 

Mboghoi 
Primary 

Lushoto Tanga 21 10 31 0 2 1 

Malibwi 
Primary 

Lushoto Tanga 22 7 29 0 3 0 (Moved 
teaching 
posts) 

Ngazi 
Primary 

Lushoto Tanga 17 7 24 1 2 1 

Ubiri 
Primary 

Lushoto Tanga 24 8 32 1 2 1 

TOTAL     110 38 148 2 12 4 

 

b. Survey Design  

 Survey contents differed between participants and peer leaders. Both sets of 

survey directions were written in clear, concise language requiring peer leaders and 

participants to only circle their answers from the choices provided. Each set of 

surveys had fewer than two optional short answer questions. Topics discussed in 

the participants survey included their preference of peer leader, their trust and 

respect for peer leaders and other participants and their feelings of comfort 

discussing sensitive topics such as rights, healthy relationships and GBV with each 

gender. Participants were also asked to choose characteristics which reminded 

them of their Female Peer leader (See Appendix A). A number of topics were 

included in peer leader survey questions, these include peer leaders’ perceptions of 

effective methods used in co-ed sessions, their participant’s behaviour (by gender) 

and feelings of themselves as peer leaders, including choosing their own identifiers. 

A number of questions addressed peer leaders’ own feelings while teaching a 

variety of sessions, most notably while teaching sensitive topic sessions (See 
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Appendix A). Teachers’ questionnaires produced qualitative data as each of the 6 

questions required short answers. Teachers were asked how they choose peer 

leaders and about their observations of peer leaders’ relationships with other 

participants as well as themselves. Teachers were also asked to specify any issues 

or challenges they witnessed from female peer leaders specifically (Appendix A). 

Apart from teachers who indicated their name voluntarily, all data collected was 

anonymous as participants were instructed not to sign their name on any collected 

data. Only their age and gender were asked for analysis purposes.  

 

c. Data Collection/Chain of Custody 

Surveys were distributed (in person) by Asante Africa Staff, to students, peer 

leaders and teachers at five Lushoto Primary Schools during the week of July 8th, 

2020. All long-form answers were translated from English to Kiswahili by a member 

of the Asante Africa Staff. Completed surveys were placed in envelopes to protect 

privacy and transported to Arusha where they were scanned and downloaded into a 

joint Dropbox, to which I had access. 

 

d. Data Analysis  

All collected data was compiled from scanned surveys to excel spreadsheets 

and analyzed by gender. Likert-style design questions required the calculation of 

medians to find participants’/peer leaders’ ‘typical’ responses, while frequency was 

calculated to find the variances in responses. Error bars ensured that an accurate 

representation of the ideal populations’ responses were factored into the analysis. 

Excel and its various functions were used to create graphs, pie charts and pivot 

tables organizing and analyzing each gender’s responses. Data was collected from 

each school’s participants, compiled and dissociated by gender. As only two male 

peer leaders completed surveys, their small sample size made any comparable 

analysis between genders inaccurate. Therefore, male peer leaders’ data was only 

factored into questions where analysis examined the group of peer leaders as a 

whole.  
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Ethics 

An ethics form from University College London, Institute of Education (IOE) 

was completed and submitted for ethical clearance. The proposal was approved by 

the IOE in July 2020, a week before data collection began in Lushoto, Tanzania.  

a. Informed consent 

A letter of approach was sent to the Education Officer (Lushoto) for permission 

to approach and collect data (Appendix B). Consent to approach and gather data 

from minors in the Lushoto district was acquired verbally by the Lushoto Education 

Officer and relayed to the researcher via the Asante Africa Tanzania Country 

Manager. Previous permission was granted to Asante Africa by the Lushoto 

Education Officer to collect data from those associated or enrolled in their 

programmes, therefore this data collection fell under the same privilege (Appendix 

B).  

 

b. Right to withdraw from the study  

All participants will be able to withdraw from the study at any point in the data 

collection and analysis process. They had the right to refuse to answer any 

questions. In order to mitigate any coercion the child may feel from the teacher, the 

students and peer facilitators were given the survey by an Asante Africa staff who 

reminded students; that their participation (or lack of) in the survey will not change 

their place in the programme, they have the right to withdraw from the study at any 

time and they are not required to inform their teacher, peer leader or Asante Africa 

staff why they wish to withdraw. Students or teachers who wished to withdraw were 

advised to notify their teachers, peer leaders or Asante Africa staff and their survey 

was disposed of- no participants from each group asked to be withdrawn from the 

study. Each survey will have a number associated with it, therefore the student 

could be easily recognized if they wished to withdraw after completing the survey. 

 

c. COVID- 19 Precautions 

The global pandemic, COVID-19 has caused schools in Tanzania to temporarily 

close. On June 30th all government schools reopened, allowing students to continue 

studying. Tanzania has not enforced social distancing measures and safety of staff 
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collecting data and by traveling between schools was considered. Asante Africa 

visits the Lushoto district schools every month and collected data during one of their 

visits in July. Therefore, data collection did not subject any participating party to 

further risk of contracting COVID-19. 

 

d. Possible distress from questions 

Although there were no sensitive questions asked, discussion survey 

responses about each group or gender between participants could potentially have 

led to distress. To mitigate these problems each group of participants (students, 

peer leaders and teachers) was deterred from being able to see the others survey 

questions or answers. The Asante Africa staff also emphasized the anonymity of the 

survey and reminded participants that they were not required to disclose any of the 

questions or their own answers to anyone else.  

Limitations 

Unfortunately, due to the COVID-19 pandemic I was unable to gather primary 

data myself, instead Asante Africa staff were trusted to follow strict guidelines on 

security and anonymity when collecting data. Researcher bias was still evident as 

Asante Africa staff could have failed to follow specific directions on anonymity 

and/or consent when collecting data. This may be the case as analysis of the data 

found at Ngazi primary school revealed almost identical participant answers for 

sections of the survey questions. This leads to the assumption that students copied 

each other's answers or were possibly prompted through the survey by the Asante 

Africa Staff overseeing the collection. These responses may not reflect the true, 

honest answers of participants and can skew the results when compiling all school’s 

answers together for analysis. Multiple limitations have risen in similar programme 

evaluations, also indicating that students may want to provide the answer that they 

think is correct rather than the answer that they truthfully believe/exhibit (Marcus et 

al, 2018).  

 

A limitation also exists when translating questions and answers from one 

language to another as context or understanding may be lost in the questions posed 
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to participants as well as the answers given (Kirkpatrick & van Teijlingen, 2009). 

This can skew the results and lead to alternative conclusions; however, this 

limitation was assumed prior to data collection. Multiple Asante Africa staff were 

consulted for clarity and translation irregularities to mitigate any foreseeable 

problems with translation.  
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RESULTS & ANALYSIS 

A number of themes emerged from the data collected from participants’, peer 

leaders’ and teachers’ responses. Data collected was organized into the following 

themes: effective methods/approaches to co-ed and female only sessions, 

participants’ perceptions on male inclusion, the role of peer leaders and female peer 

leaders’ specific capacity. Qualitative and Quantitative data collected on 

participants’, peer leaders’ and teachers’ will offer a glimpse into their experiences 

inside the classroom, help to interpret the relationships formed, the perceived 

masculinity of female peer leaders and the most effective methods/design of anti-

violence programming. Average ages for male and female participants enrolled in 

the Girls Advancement Programme are 13.26 and 13.04, respectively. The average 

age of both female and male peer leaders is 13.8, only slightly older than the 

average ages of participants. Only two male peer leaders were able to complete the 

survey, therefore their responses are only factored into questions where the concept 

of peer leaders as a role was discussed.  

Effective Methods for co-ed & female-only sessions  

Collectively, peer leaders (𝑛=14) were asked which methods and approaches 

were most effective in co-ed sessions and could choose between; mini-lectures, 

role-play, group discussion, setting ground rules and brainstorming. They were then 

asked whether the same methods were helpful in female-only sessions (𝑛=12), but 

male peer leaders’ answers were not included in this analysis as they are not 

present during these sessions. Results reveal that peer leaders (overall) did not see 

any major differences between methods used in co-ed and female sessions. Of the 

choices provided, peer leaders were most likely to choose “Setting ground rules” as 

the most helpful method. ‘Setting ground rules’ was chosen by the majority of peer 

leaders in both co-ed and female only sessions, which may be reflective of 

participants’ unrest or inability to respect and respond to peer leaders’ authority. 

These results may also indicate that peer leaders face challenges of authority in 

sessions regardless of the gender they are teaching. Therefore, it may be their age 

which effects their authority over participants and not their gender.   
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More so, not one peer leader indicated that “mini-lectures” were effective in 

either co-ed or female-only sessions. This may imply that participants are 

disinterested in listening to a lecture and would rather learn through the ‘gender 

transformative’ approach, which includes interactive activity such as ‘role-play’ and 

lively ‘group discussion’ (Ngidi & Molestane, 2015). Although these results may 

indicate that participants favour these approaches, results can also be skewed by 

the peer leader’s role in sessions. Peer leaders are responsible for the activity 

aspect of each session, whereas the teacher is responsible for delivering the 

informational portion of the session. Therefore, peer leaders could have chosen 

answers and methods which they were familiar with and responsible for 

coordinating, instead of the informational approach that they have no influence over. 

Overall, these results may indicate peer leaders’ lack of authority in the classroom 

and participants preference for interactive, ‘gender-transformative’ curriculum 

approaches. 

 
Pie Graph 1 (n=14) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Pie Graph 2 (n=12) 
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Participants’ perceptions of males’ inclusion in GAP   

Females’ Distrust of Males  

Participants were asked on a scale, how often they trusted each gender in the 

Girls Advancement Programme (Graph 3). Participants could choose between 

‘Always’ (3), ‘Sometimes’ (2) and ‘Never’ (1). As this question resembled a Likert-

scale, ‘typical’ responses were calculated by medians. Male participants (𝑛=38) 

typically answered that they always trusted other males and females, while female 

participants (𝑛=110) indicated that they always trusted other females but only 

sometimes trusted males. Female participants are likely to trust other girls as they 

may share similar experiences and be more willing to believe and relate to one 

another. Solidarity through similar societal expectations lead girls to form 

empathetic bonds and therefore their ability to trust each other remains high 

(Eisenberg & Lennon, 1983 and Strauss, 2004).  

 

Males’ ability to ‘Always’ trust each gender, may be due to their performed 

masculinities, which place males higher on the gender order (Connell, 1987). This 

position provides males with confidence, power and a perceived superiority over 

females which may allow them to trust others explicitly. A supposed higher position 

within the gender order gives the illusion that males are more likely to act without 

the consideration of others who have a lower level of power (ie. females). With this 

power, males may trust other males or females who have equal to less power than 

them, because they believe there will be little to no impact on their own livelihood or 

standing in society (Ricardo & Barker, 2009). Furthermore, males may feel that they 

can manipulate, coerce or behave violently against females (lower on the gender 

order) because they will suffer few, if any repercussions to their actions (Copp et al, 

2018). Females’ tolerance of violence (inflicted upon them) and inequality also 

encourage the actions which fuel their distrust of males (Vyas & Jansen, 2018). 

Males’ use females’ tolerance to ensure that their position in society remains intact, 

while the females’ may suffer (Duncanson, 2015). This tactic reinforces their apex 

position within the gender order, which allows them to continually trust others 

explicitly.  
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Females’ hesitation to trust males may be due to their position in the gender 

order of a hegemonic masculine society. A females’ reputation is conditional on 

what a male says or does and this act affects a girls’ ability to trust males (Longfield 

et al, 2003). A female’s mistrust could stem from society’s perception of her lack of 

power and representation of her voice. Her submissive voice may not be trusted, 

which will reinforce her unlikeliness to trust other males. Furthermore, previous 

research has found that females’ mistrust of males in relationships is often related to 

violence against them in their relationships (Copp et al, 2018). Therefore, the 

development of female’s trust in males should be considered within the design of 

anti-violence programming. Analysis concludes that programme design should 

challenge the gender order and societal expectations of masculinities in order for 

females to be comfortable and able to trust males.  

 

Graph 3 (𝑛𝑚𝑎𝑙𝑒𝑠=38 & 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 

 

Comfort Sharing Stories  

Participants were asked to indicate when they felt most comfortable sharing 

stories about themselves (Graph 4). They were able to choose between when; 

‘males and females are present’, ‘only boys are present’, ‘only girls are present’ and 

‘I don’t like sharing stories’. Male participants (𝑛=38) were more likely to share 

stories about themselves when they were with females than when they were only 
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with other males. Whereas female participants (𝑛=110) were much more likely to 

share stories about themselves when they were in the room with other girls than in 

co-ed groups. Female participants never indicated that they would share stories 

about themselves when there were only males present therefore, females will never 

share stories about themselves when there isn’t another female around. Females’ 

refusal to share stories when other females are not around may be due to the lack 

of understanding, relatability or respect from males as a whole. Females may not 

want to share with a group of only-males because there isn’t a female present who 

can relate to experiences. Data collected supports a link between females' 

hesitation to trust males and their refusal to share stories in male-only groups. The 

link between females’ hesitation to trust males and their discomfort in sharing 

stories may also be due to the inferiority they perceive from males’ performance of 

masculinities which place them higher within the gender order.  

 

  Although males do feel comfortable sharing in most contexts, they are more 

likely to share when females are present. Empathy, a uniquely feminine trait, may 

explain males' preference to share more often with co-ed groups than with all male 

groups (Eisenberg & Lennon, 1983). Empathy has been classified as a feminine 

trait, whereas masculinity opposes empathetic tendencies (Karniol et al, 1998). This 

specific trait, manifested through gender differences in discourse practices, allows 

females to relate to other’s experiences and problems more so than males (Strauss, 

2004). Therefore, males may be more willing to share when females are present 

because they possess empathetic tendencies more so than males. Also, boys may 

be slightly more willing to share in co-ed spaces because boys-only spaces may 

manifest a roadblock in expressing vulnerability. Masculinity inhibits empathetic 

tendencies by implying that an awareness of another’s feeling is a sign of weakness 

and vulnerability (Connell, 1995). An all-male setting may enforce the protection of 

their masculinities and view male’s display of emotions and/or empathy as 

demasculinizing (Connell, 1995). Therefore, the presence of females’ empathy 

grants males the safety and comfort of expressing their vulnerability without 

jeopardizing their masculinity.  
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The GAP design relies on females to offer an empathic audience, which 

eases males’ worries at losing their masculinity when sharing stories about 

themselves. Previous research shows that the empathy gap between genders 

widens throughout adolescence, implying that girls' presence in co-ed anti-violence 

sessions may be a useful tool in teaching compassion, understanding and conflict 

resolution to boys (Van der Graaff et al, 2014). Empathy is important in the inhibition 

of unwanted adolescent behaviours, including aggression and can therefore be 

useful in conflict resolution and constructive discussions (Jolliffe & Farrington, 

2004). Therefore, the use of curriculum which encourages the creation of 

empathetic values in its participants is necessary in anti-violence programmes. In 

conclusion, an empathic audience can encourage males to share their thoughts in 

co-ed spaces more so than in male-only spaces. An increase in male’s empathy is 

necessary for their critical reflection of masculinity and a positive change in attitudes 

and behaviours towards violence against females. 

 

Graph 4 (𝑛𝑚𝑎𝑙𝑒𝑠=38 & 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 
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Preferred Learning Environment / Inclusion  

 

Male (𝑛=38) and female (𝑛=110) participants were asked how often they 

would prefer to learn in sessions with their own gender. Participants could select 

between; ‘Always’, ‘Sometimes’ and ‘Never’. Both genders typically answered that 

they would ‘Always’ prefer learning in sessions with their own gender (Graph 5). 

Most participants were definitive on whether they preferred to learn with only their 

own gender, as only 7% and 8% female and male participants respectfully, 

indicated that they would ‘Sometimes’ prefer to learn with the opposite gender. This 

strong preference by each gender plainly shows their comfort and desire to be in a 

classroom with their own gender. These results support the need for each gender to 

learn independent of the opposite gender. 

 

Only male participants were asked if they preferred to be included in all 16 

sessions (Graph 6). All females (even though they were instructed not to answer 

this question) stated that they wanted to be included in all 16 sessions. Whereas 

87% of males indicated that they wanted to be included in all sessions, 3% were 

indifferent, 3% didn’t answer and 8% said they didn’t want to be included in all 

sessions (Graph 6). Males’ strong desire to be included may influence the 

programme’s future design. The Asante Africa Foundation may decide to concede 

to male’s preferences, but this decision should take into account the possible 

limitation of female’s voices and leadership within the programme. Results may 

indicate that males prefer to learn about the topics of sessions in which they are not 

included (Saving, Budgeting and Earning money) but would prefer to do so with only 

other males. Currently, males may feel that they are missing out on important 

lessons/information and might feel that females have an unfair advantage to be 

included in all 16 sessions. Providing males with access to these sessions may 

alleviate their jealousy but could affect females’ opportunities/vulnerabilities in 

single-sex safe spaces within the programme. 
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Graph 5 (𝑛𝑚𝑎𝑙𝑒𝑠=38 & 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 

 
 

Graph 6 (𝑛𝑚𝑎𝑙𝑒𝑠=38) 

 
 

Discussing Sensitive Topics  

Participants were also asked to rate how comfortable they were discussing 

topics on; Rights, Healthy Relationships and Gender-based Violence with each 

gender (Graph 7). Participants could choose between ‘Always’ (3), ‘Sometimes’ (2) 

and ‘Never’ (1) for each statement. Calculated medians are representative of the 

‘typical answer’ for each question by gender. Collectively, female participants 

(𝑛=110) felt that discussing topics on rights, healthy relationships and GBV was 

something they ‘Sometimes’ felt comfortable doing with males. Collectively, male 

participants (𝑛=38) always felt comfortable discussing all topics with each other and 

with female peers. The exception to their comfort was when males typically stated 

that they only ‘Sometimes’ felt comfortable discussing rights with female peers.  

 

Frequency of Male participants’ response to being included 

in all sessions 
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Females’ discomfort in discussing sensitive topics (rights, healthy 

relationships and GBV) with males mirrors their distrust and refusal to share stories 

with males. Their feelings of distrust may impact their desire and comfort to discuss 

topics on rights, healthy relationships and GBV with male participants. Females’ 

strong comfort in sharing with females is reflective of their perceived relatability and 

trust in other females (Graphs 3 & 4). Whereas males’ comfort remains steady in 

discussions of all topics with each other, their comfort waivers when discussing 

‘rights’ with females. Previous research has found that males’ objections to 

discussing rights are due to the way in which females assert their rights (Dworkin et 

al, 2012). Males may agree on the principles of equal rights but may not be willing to 

discuss them with females because the application of equal rights is disruptive to 

the gender relations within the society (ibid).   

 

Males may also be hesitant to discuss the westernized ideology of equal 

rights because their society does not support these ideologies (Wyrod, 2008). From 

this perspective, males may become defensive if equal rights discourse is centered 

around a zero-sum view (Ruthig et al, 2016). Inadvertently, males may become 

defensive if they believe that gender equality means their rights will be divided more 

evenly amongst both genders, leaving them with a smaller piece of the pie (ie. fewer 

rights). Alternatively, females are more comfortable discussing rights with boys 

which may be because the knowledge gained empowers them to exercise their 

rights, voices and opinions in discussion with others (Murphy-Graham & Lloyd, 

2016). Rights are based in law and are generally objective, therefore females have 

support and evidence to claim (and discuss) their rights alongside males.  

 

Females were most uncomfortable discussing Healthy Relationships and 

GBV with males, which may be due to the sensitive nature of the topics. These 

topics focus on the abuse of power against their own gender and the power 

dynamics within romantic relationships. Females’ vulnerabilities may be exposed 

within discussions surrounding these topics with males. Teacher’s qualitative data 

also support the notion that girls are uncomfortable discussing GBV and Healthy 

Relationships with males. Teacher’s observations on participants’/peer leader’s 
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questions indicated that discussions on these topics can be perceived as 

inappropriate, therefore students are less likely to discuss these topics amongst 

themselves. Peer leaders' survey responses also indicated that female participants 

fear discussing topics such as relationships. Peer leaders stated that females’ 

silence on this subject is due to the salacious judgements of their peers. Overall, 

both genders feel comfortable discussing these topics with their own gender, but 

comfort varies when discussing topics with the opposite gender. This may be in fear 

of the other gender’s judgements or perceived cultural impropriety when discussing 

these topics with the opposite gender. Although, failure to discuss these topics with 

the opposite gender may reinforce gendered stereotypes and hegemonic 

masculinities responsible for violence against females (Berkowitz, 2004b). 

Therefore, programme design should consider methods to mitigate females’ 

discomfort levels when discussing sensitive topics in co-ed spaces.  

 

Graph 7 (𝑛𝑚𝑎𝑙𝑒𝑠=38 And 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 
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Differences of Behaviour in co-ed sessions 

 

In an attempt to understand the atmosphere and experiences in co-ed 

sessions, peer leaders were asked which genders exhibit certain behaviors most 

often in sessions overall (Graph 8). Drastic differences between genders are 

depicted in the following behaviours; ‘indifference’, ‘stubborn’ and ‘silence’. Results 

show that more than 50% of Peer leaders indicated boys were more likely to exhibit 

‘indifference’ in sessions compared to both genders, only girls and neither gender. 

More than 50% of peer leaders said that neither gender was ‘stubborn’ but of the 

peer leaders who said there were stubborn participants, all peer leaders indicated 

that only boys displayed stubborn behaviour compared to girls. Peer leaders never 

specifically called out boys for being ‘silent’ but they were mentioned for being silent 

only when factored in with girls (both columns). 

 

Peer leader’s observations of each gender’s specific behaviour support 

conclusions drawn from questions regarding participant’s trust in each gender, their 

comfort in sharing stories and the ability to feel comfortable discussing sensitive 

topics in co-ed sessions (Graphs 3, 4 & 7). Peer leaders’ emphasis on girls’ ‘silent’ 

behaviour during co-ed sessions may stem from their hesitation to share stories, 

their distrust of males and their discomfort in discussing sensitive topics with males. 

The reason why girls may be reluctant to speak during sessions could be due to 

their feelings of unacceptance, a lack of respect or the boy's inability to empathize 

with their experiences. Specific reasons as to why girls were specifically chosen as 

‘silent’ (over boys) in co-ed sessions needs to be further examined in future studies 

with observational data. 

 

Alternatively, boys were undeniably singled out for exhibiting behaviours of 

‘indifference’ and ‘stubbornness’. These behaviours follow males’ discomfort in 

discussing sensitive themes connected to their gender order, masculinities and 

critical examination of gender inequalities (Graph 7). The performance of 

behaviours such as indifference and stubbornness may be used as defense 

mechanisms to protect their gender order position and escape the critical reflection 

required by the curriculum (Connell, 1995). Boys' deflection of this work is exhibited 
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through these behaviours and can result in tumultuous sessions. Facilitators who 

experience these disruptive behaviours may need to enforce ‘ground rules’, a 

method most frequently stated by peer leaders as effective in co-ed sessions (Pie 

Graph 1 &2).  

 

Graph 8 (𝑛=14) 

 

The conclusions drawn from this data may indicate that boys’ benefit to learn 

in co-ed sessions while girls participation is limited and may be hindered in co-ed 

sessions. Boys’ are positioned in the gender order to benefit from a higher level of 

trust, an ability to make new friends, a comfort in sharing stories and discussing 

sensitive topics with females. Girls’ empathy, along with their subordinate position 

within the gender order, enables males to trust females and therefore allows males 

to benefit from a curriculum which utilizes discussion and interaction between 

participants. Boys may be unconsciously aware of the effect girls have on their 

ability to learn and share in a gender-transformative curriculum. Meanwhile, girls are 

arguably disadvantaged in co-ed sessions as their distrust of males and their 

inability to share stories can be attributed to their position within the gender order 

and their perceived power in relation to males. Girls’ hesitations to share in co-ed 
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sessions are supported by peer leaders' observations of girls' specific behaviour of 

silence. Analysis concludes that girls face vulnerabilities within co-ed sessions and 

need to be protected, evidenced by indicating their preference for single-sex 

spaces. Therefore, each gender may benefit from learning in single-sex spaces for 

a selected number of sessions. These sessions cannot be distinguished because a 

stark conclusion cannot be made about each gender’s comfort discussing sensitive 

subjects and this may vary between schools. Therefore, a more nuanced approach 

is required to determine the redesign of the programme’s co-ed sessions. Overall, 

analysis of the data collected alluded to boys' benefit of girls’ empathy and their 

position of power within co-ed sessions. Whereas girls’ position of power, 

subsequent hesitance, distrust and lack of participation may cause constraint to 

their benefits of the GAP.  

Peer Leaders’ Role  

Peer Leaders Support for Participants  

  

Participants were provided with a scale of ‘Always’ (3), ‘Sometimes’ (2) and 

‘Never’ (1) to answer various questions about how often their peer leaders provided 

support and respect (Graph 9). Likert-style scales were used for the following 

questions and therefore analyzed by median to determine the ‘typical’ answer for 

each question. Collectively, participants typically indicated that they ‘Always’ think 

that; the peer leader respects them and their feelings, the peer leader won’t share 

their personal information outside of class, they are ‘always’ paying attention when 

the Peer leader is speaking, they ‘Always’ feel comfortable asking the Peer leader a 

question and the peer leader is ‘Always’ interested in helping them find the answer 

to their question. Overall, participants typically indicated that they only ‘Sometimes’ 

feel comfortable asking a peer leader questions outside of class. 

 

Participants have indicated high levels of trust, respect and need for peer 

leaders, without designating the gender of peer leader. Although it is impossible to 

discern what gender of peer leader the participant was reminded of when answering 

these statements, peer leaders (as a whole) seem to be influential for participants. 

These statements in participant surveys should have specified the gender of peer 
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leader. This amendment would have provided insight into whether male, female or 

both participants specifically trust or require the aid of a specific gender of peer 

leader. Overall, strong tendencies to respect, trust and seek support from peer 

leaders by participants may indicate the benefits of a peer leader’s role in 

supporting participants. Peer leader’s support can be influential in spaces where 

sensitive topics are discussed between parties of different levels of power, such as 

between a teacher and participant/student. 

 

Further data from teachers’ questionnaires confirms the need of peer leaders 

to act as liaisons between participants and teachers. Teachers commented on the 

positive relationships formed with peer leaders, emphasizing the friendship and trust 

formed between them. Teachers also commented on the discussions they have with 

peer leaders around topics and questions raised in the sessions. Specific topics 

peer leaders raised with teachers included; self-awareness, rights, body changes 

and coping with body changes. Peer leaders’ strong connections of trust and 

friendship with teachers can be helpful for participants. Teachers hold a greater 

level of power over students in the classroom which can deter students from trusting 

them with questions or sensitive information on sexuality, gender or health (Hughes, 

2020). Exhibiting vulnerabilities in front of a person with higher power can risk 

coercion/manipulation. Therefore, students may be more inclined to share with 

someone they perceive as having equal (to lesser power) than themselves. 

Participants may also choose to confide in peer leaders because their age and/or 

gender allows them to relate to participants more easily than teachers (Ngidi & 

Moletsane, 2015 and Parkes et al, 2016). Therefore, peer leaders can be influential 

for participants because they can relate to participants and bridge the power 

dynamic between teacher and participant by relaying questions and concerns.  
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Graph 9 (𝑛=14) 

 
 

Peer Leader’s aptitude and obstacles to facilitation    

 

Peer leaders were first asked to indicate which of the 16 sessions they 

enjoyed and felt uncomfortable teaching (Graph 10). Peer leaders more often 

indicated that they felt uncomfortable (versus enjoyed) teaching during sessions 

about ‘Teenage Pregnancy’, ‘Gender-based Violence’, and both sessions on ‘Body 

Changes’. Peer leaders were more likely to say they enjoyed teaching (versus 

feeling uncomfortable) the ‘Understanding Relationships’, ‘Earning Money’ and 

‘Male/Female Reproductive’ sessions. Peer leaders were then asked to identify how 

they felt facilitating only sessions with sensitive topics (Graph 11). More options of 

feelings were given such as; ‘nervous’, ‘confident’, ‘uncomfortable’ and/or ‘excited’. 

Peer leaders stated that they were more likely to be confident and excited than 

uncomfortable and nervous in all sessions. Peer leaders felt nervous most often in 

‘Teenage Pregnancy’ and ‘GBV’ sessions mirroring similar results facilitating these 

sessions (Graph 10). Irregular patterns emerged between results of two similar 

questions (Graphs 10 & 11). Peer leaders never indicated that they felt 

‘uncomfortable’ during the ‘Body changes during Puberty’ session (Graph 11) but 

chose ‘uncomfortable’ more often for sessions on Body Changes in Graph 10. 

Always 

Always 

Always 

Sometimes 
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Overall, results show that peer leaders were overwhelmingly confident and excited 

to teach all sensitive topic sessions but did experience nervousness and feelings of 

discomfort during most sessions pertaining to violence, sexual health and sexuality.  

 

Graph 10 (𝑛=14) 

 
 

Graph 11 (𝑛=14) 
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Teachers were asked to describe the attributes and characteristics of 

students they chose as peer leaders. Teachers did not differentiate between female 

and male peer leaders when answering this question. All teachers noted peer 

leaders gained confidence and empowerment through facilitation and inquired about 

effective teaching strategies and methods to engage participants. All teachers 

expressed the need for the peer leader to be confident enough to speak in front of a 

classroom/group of people. Only one teacher specified that the leader must be 

above twelve years of age. Others emphasized the maturity of the student by 

emphasizing their need to trust the leader to perform tasks with minimal supervision.  

 

Although teachers did mention positive outcomes of peer leaders, they 

regularly discussed the obstacles they face in successful facilitation of sessions 

discussing gender, sexuality and rights. Evidence gathered from teacher’s 

questionnaires and participant surveys illuminated the obstacles and insecurities 

faced by peer leaders during sessions on sensitive topics. Teachers noted peer 

leaders’ lack of experience by referring to their constant need to confide in teachers 

when they are unsure how to handle a problem or question regarding a participant. 

Teachers indicated that peer leaders often came to them for answers to questions 

surrounding body changes, diseases (ie. STDs), puberty and menses. Teachers 

stated that girl’s problems were discussed most often with peer leaders, specifically 

problems or questions relating to girl’s menstrual health and their barriers to 

attending school during their periods. Although girls’ problems were often 

discussed, one teacher did acknowledge that male students and their gender-

specific problems were also brought to the teacher’s attention by peer leaders.  

 

All teachers specified that they witnessed challenges to peer leader’s 

facilitation of co-ed sessions, commenting on the leader’s ages and not their 

gender. Teachers stated that the peer leader’s age implies that they know less or 

little about a topic and that their age has consequences which include a lack of 

listening, not taking the lesson seriously and a lack of responses from participants. 

Participant data also confirms teachers’ perceptions of peer leaders’ lack of 

seriousness in session facilitation. When asked to choose identifiers of female peer 
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leaders, 12 female and one male participants at three of five schools chose “other” 

and indicated that peer leaders were humourous or comedians. Teachers noted that 

a lack of maturity by peer leaders could be reflective of participants’ feelings of 

awkwardness when discussing topics on puberty and body changes. Teachers 

mentioned that participants and peer leaders may believe that it is improper or that 

they are forbidden from discussing topics related to body changes and puberty with 

others. Therefore, peer leaders rely heavily on the teacher for help during sessions 

which discuss socially inappropriate topics such as sexuality, violence and health.  

 

Overall, results show high levels of peer leaders’ confidence and excitement 

in the facilitation of sessions which discuss sensitive topics such as gender, 

violence and sexuality. Confidence and excitement are good indicators of an 

engaged peer leader but are not the only characteristics necessary to effectively 

guide participants through sensitive material, which may trigger girls’ vulnerabilities. 

Although there is limited research on the characteristics required of effective peer 

leaders, some key characteristics include; empathy, emotional maturity, constructive 

responses, active listening and an ability to make others feel safe discussing 

sensitive topics (Bartel, 2018). Results show that peer leaders themselves are 

confident but have mixed feelings on facilitating sessions around sensitive topics. 

Peer leaders have failed to act with maturity as participants described them as 

comedians or humorous. Results also show that peer leaders’ lack maturity but 

have made participants feel safe inside the classroom (Graph 9). Humour may be 

beneficial in engaging participants in some topics but could show a lack of 

seriousness for topics such as sexuality, violence and gender. Further observational 

research is required to understand how peer leaders make participants feel safe, 

display empathy, use humour and actively listen; among other imperative 

characteristics of effective peer leaders.  

 

Further results gathered show peer leaders’ hesitation to discuss sensitive 

topics and answer questions on sexuality, violence and gender. Peer leaders’ 

insecurities around these topics may reflect their ability to effectively facilitate 

sessions with these specific topics. Teachers’ skepticism of peer leaders’ ability to 
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facilitate along with their discomfort and inability to discuss/answer questions on 

sensitive topics may imply that peer leaders have failed to assess their own 

gendered biases. Peer leaders’ failure to pre-emptively critically assess their own 

gendered biases can also impact participants’ learning and critical assessment of 

their own biases and masculinities (Ngidi & Moletsane, 2015 and Parkes et al, 

2016). Effective peer leaders are required to have recognized and evaluated their 

own gender biases in order to positively guide participants through co-ed 

constructive, yet critical discussions and PLA. These activities are key aspects 

within the gender- transformative approach and require proper facilitation to alter 

attitudes and behaviours around violence towards females. Peer leaders’ inability to 

guide constructive dialogue and PLA on issues such as gender, sexuality and 

violence may inhibit the programme’s goals and could possibly reinforce gendered 

biases (Ngidi & Moletsane, 2015 and Parkes et al, 2016).  

 

The GAP programme was designed to create spaces to discuss topics 

normally considered inappropriate outside the classroom, such as sexuality, 

violence and gender. However, if the peer leader is not confident or able to answer 

questions within this designated space, how will they be able to provide proper 

guidance for participants’ critical reflection or constructive discussions? 

Optimistically, teachers reported that peer leaders expressed their dedication to 

learn more about effective approaches to engage participants in sessions. Peer 

leaders’ willingness to improve their facilitation, along with their confidence and 

excitement during sessions is a good indication that they believe in the material and 

genuinely want to challenge their peers’ attitudes and behaviours around violence.  

 

A number of conclusions can be drawn from the data collected on the role of 

peer leaders. Firstly, data reflects peer leaders’ ability to act as support for 

participants via the necessary link between participants and teachers. Peer leaders 

act as medians who bridge the supposed power imbalance between participants 

and teachers. Secondly, although peer leaders displayed high measures of 

confidence/excitement during facilitation, further evidence cautions their ability to 

effectively lead critical discussion and facilitate PLA during sessions on gender, 
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violence, health and sexuality. Further data which may support peer leaders’ 

inability to effectively facilitate co-ed sessions includes; participants and teacher’s 

observations of their age, lack of knowledge and immaturity.  

 

The Role of Female Peer Leaders   

The peer leaders’ role was previously analyzed regardless of their gender. 

Here, conclusions are drawn from the data differentiated by female peer leaders. 

Data collected includes participants choice of masculine or feminine traits to define 

their female peer leader, peer leader’s own identifiers and their perceptions of 

participants’ respect, required aid and cooperation. Data collected drew analysis on 

female peer leaders’ perceived place in the gender order and authority in a co-ed 

session. Analysis found that even though all participants respect female peer 

leaders, their authority and their value is perceived differently by each gender.  

 

Female Peer Leaders’ Identifiers  

 

Participants (𝑛𝑚𝑎𝑙𝑒𝑠=38 & 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) were asked to choose 

characteristics to describe their female peer leaders. Graph 12 depicts the 

frequency of all participants’ responses for each characteristic, by gender. Standard 

error is computed to show the likelihood of the ‘actual’ population of participants’ 

responses. Male participants’ frequency of responses were varied throughout the 

masculine and feminine identifiers but closely followed (within 5-15%) females’ most 

frequent identifiers of female peer leaders (FPLs). These identifiers are; 

compassionate, confident, assertive and opinionated. Although males were able to 

follow female participants’ patterns in selecting similar identifiers, they did so at 

frequencies lower than 50%. The exception to this is male’s frequency of response 

for ‘Assertiveness” (53%). Other masculine traits including; Brave, Confident, 

Opinionated and Practical all fell below 50% frequency of response by males. 

Males’ failure to frequently (over 50%) choose more than one masculine identifier, 

may imply that they do not perceive FPLs to be higher on the gender order. It is 

possible that male participants’ lack of choice of masculine traits, means that they 

believe FPLs do not possess power/authority.  
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Although, it should be noted that males also never indicated levels of 

frequency higher than 50% for feminine traits of FPLs (Compassionate, emotional, 

helpful and patient). Male’s inability to distinctively choose between masculine and 

feminine traits could imply that they possess both traits. Even so, it is their failure to 

choose multiple masculine traits (over 50%) that alludes to their perception of 

female peer leaders as lower than them on the gender order. Arguably, a large 

selection of identifiers presented to participants could have inhibited them from 

making strong distinctions between masculine and feminine attributes of female 

peer leaders. Participants' inability to strongly distinguish between masculine and 

feminine traits of FPLs could also be due to the linguistic Western- Eurocentric 

English origins of each identifier. The translation of each identifier into Kiswahili 

could have altered the meaning of each characteristic for adolescents in the 

Lushoto District society.  

 

Moreover, a large difference in frequency between male (46%) and female 

(60%) participants’ selection of ‘patient’ was observed as an identifier of FPLs 

(Graph 12). Patience is generally associated with femininity and therefore females 

may be more inclined to choose this trait to define FPLs. Males may be less inclined 

to choose this trait because although this is a feminine trait, they may believe that 

their FPL does not show them the same level of patience as they do for female 

participants. It is possible that males may perceive a difference in treatment by 

FPLs because they expect a greater and proficient level of support, aid and 

attention. Males’ socialization may have led them to believe that their needs should 

be catered to before females. Males higher position on the gender order and 

societal expectations may influence males’ higher expectations of aid, attention and 

support.  
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Graph 12 (𝑛𝑚𝑎𝑙𝑒𝑠=38 And 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 

 

When female peer leaders were asked to identify their own characteristics 

(Graph 13), they identified themselves as confident more often than any other 

identifier, followed by ‘patient’ (7/12) and ‘fair’ (7/12). Results also show that only a 

small frequency (less than 15%) of both male and female participants believe FPLs 

are acting ‘fair’ compared to more than half of FPLs (7/12) who believe they are fair 

(Graph 12). This discrepancy may mean that FPLs may be causing inequalities 

within the class which may impact their ability to facilitate. Participants may be less 

willing to trust, confide in or take instruction from FPLs if they are perceived as 

unfair. Further observational research is necessary to learn why participants (as a 

whole) feel peer leaders are unfair.  

 

Interestingly, only 3/12 FPLs choose to identify themselves as powerful. 

Although they have consistently identified themselves as confident (Graphs 11 and 

13) they still feel powerless in the classroom. Female peer leaders’ belief that they 

are powerless may support the notion that they cannot effectively command a 

classroom or assert authority. Female peer leaders’ feelings of powerlessness in 

sessions may be due to the socialization of their feminine traits and societies’ 
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expectations of their gendered role, all of which cast them at the lower end of the 

gender order. Others, including male peer leaders or male participants may have 

replied differently to feeling powerful within sessions, due to their performed 

masculinities and place in the gender order. Further research is required to 

understand why female peer leaders often describe themselves as confident but are 

much less likely to state that they feel powerful.  

 

Graph 13 (𝑛=12) 

 

 

The Benefits of Female Peer Leaders  

Participants were asked if they preferred a certain gender of peer leader to 

teach sessions. Participants could choose between; ‘a boy’, ‘a girl’, ‘boys and girls’ 

or ‘doesn’t matter’ (Graph 14). Participants could have interpreted ‘doesn’t matter’ 

and ‘boys and girls’ as similar responses because the programme already uses both 

genders as peer leaders. Over 50% of male participants (n=38) indicated that they 

preferred both ‘boys and girls’ to be peer leaders. Results show that both genders 

most often indicated that the peer leader’s gender didn’t matter/ preferred both 

genders but the participants who did care about the gender were overwhelmingly 

females- who preferred a female peer leader. Therefore, the gender of the peer 

leader mattered more for female participants than it did for male participants. These 

results may imply that female participants require a female authoritative presence in 
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co-ed sessions. Female participants may require a FPL because they believe that 

they hold power even if female peer leaders themselves do not believe that they 

possess any authority. Seeing a female as a leader is critical for female participants 

as they may strive to exhibit qualities or take liberties/look up to females in positions 

of leadership.  

 

Graph 14 (𝑛𝑚𝑎𝑙𝑒𝑠=38 And 𝑛𝑓𝑒𝑚𝑎𝑙𝑒𝑠=110) 

 

Female peer leaders (𝑛=12) were asked a series of statements about their 

role in aiding participants throughout the Girls Advancement Programme. They were 

provided with a scale of ‘Always’, ‘Sometimes’ and ‘Never’ to indicate the 

occurrence of each statement (Graph 15). Due to the Likert-style scale, analysis 

involved the calculation of the medians to represent an accurate ‘typical’ response 

for each question. Female peer leaders believe both genders ‘Always’ respect them 

as peer leaders but noted that they ‘Sometimes’ felt unsafe during sessions. 

Feelings of respect may be tied to their ability to provide support and not to their 

authority or safety within co-ed sessions. Female peer leaders’ unsafe feelings 

coupled with their lack of perceived power may indicate that although they are 

respected by participants, they fail to hold authority in co-ed sessions. Further 

analysis may conclude that the feelings exhibited by FPLs may be mirrored and 

deepen by female participants, escalating females’ vulnerabilities in co-ed sessions.  
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Differences between the number of responses and ‘typical answers’ arose 

during the calculations of statements pertaining to male and female participants’ 

need for support after class and their ability to follow instructions (Graph 15).The 

highest number of responses for ‘female participants follow my instructions’ is 

‘Always’ and it is larger than the ‘Always’ bar for the male oriented question- but 

when calculating their median/’typical answer’ they have similar scores. When 

comparing medians of each statement by their gender, it is evident that female peer 

leaders are more inclined to specify that female participants follow instructions more 

often than male participants. These results may imply that female peer leaders have 

a slightly more authoritative stance with female participants than with male 

participants. This perceived lack of power over male participants may support the 

notion that males do not view FPLs as authoritative figures. 

 

The majority of female peer leaders indicated that female participants only 

‘Sometimes’ come to me after class for support/questions’, which is similar to the 

median calculated (Sometimes). Whereas the male-oriented statement shows the 

most frequent answer as ‘Always’ (Graph 15) with the median calculated as 2.5 

(Sometimes/Always). This slight difference between number of responses and 

median indicates that the actual typical response is closer in feeling to 

Sometimes/Always than to Always (as depicted on Graph 15). Therefore, female 

peer leaders were more confident to say that female participants came to them 

‘Sometimes’ after class for support/help than they were to say the same about male 

participants. Although, FPLs were more confident to say that male participants 

‘Always’ came to them after class (than female participants). These results may 

imply that FPLs can also be beneficial for male participants. The slight increase of 

males seeking answers from FPLs outside of class could imply that males trust 

female peer leader’s confidentiality when asking questions outside the classroom. 

Males may be inclined to trust females outside the classroom because peers inside 

the classroom may perceive their reliability/vulnerability in asking female peer 

leaders questions, to be a loss of their masculinity (Connell, 1995).  Therefore, 

males would prefer to uphold their masculinities by asking questions away from their 

female and male peers. Male participants would rather ask their questions away 
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from male peers as they would like to maintain their place within their own 

subsection of males performing masculinities, of the gender order (Connell, 1995). 

An interesting point drawn from this data is that males respect FPLs enough to 

show vulnerability when asking them questions outside the classroom. Although 

female peer leaders are not perceived as powerful themselves, are not able to 

assert authority with males as well as females or feel unsafe in class- they are 

respected enough by participants to act as sources of answers or support either 

inside or outside the classroom.  

 

Graph 15 (𝑛=12) 

 
 

 

 

Multiple conclusions arose from the specific analysis of female peer leaders’ 

role in the Girls Advancement Programme. First, results show that although FPLs 

are equally respected, they differ in the support they provide to each gender. Males 

were slightly more likely to seek help/advice outside of the class from FPLs than 

females, implying that males felt safe displaying vulnerabilities with FPLs. Based on 

male’s need to seek FPLs outside class versus female cooperation inside the class, 

one can conclude that male and female participants value FPLs differently. 

This colour indicates the median ‘typical’ response calculated for each statement 

(Appendix C) 
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Secondly, female peer leaders provide support to each gender but may not be 

viewed as authoritative figures or ‘powerful’ by males (and themselves) in co-ed 

sessions. Males were unable to distinctly (over 50% frequency) choose between 

either masculine or feminine traits to describe female peer leaders. However, males’ 

capacity to connect only one masculine trait (Assertiveness) to females over 50% of 

the time leads to the assumption males do not view FPLs as 

authoritative/masculine. Overall, data shows that FPLs are respected and provide 

aid/support differently for each gender but do not hold the authority or power to 

command co-ed sessions.  
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DISCUSSION 

Below presents further discussion on male inclusion and its effects on the 

relationships between all parties associated with Asante Africa’s Girls Advancement 

Programme. Analysis of participants’, peer leaders’ and teachers’ observations, 

feelings and relationships draws conclusions about the inclusion of males and the 

gendered power dynamics between each party. First, analysis gathered the benefits 

and drawbacks to male inclusion and alluded to males’ greater benefit and power 

within co-ed sessions. Secondly, attempts to mitigate females’ vulnerabilities are 

explored through the role of peer leaders. Thirdly, more specific analysis is 

discussed between the gendered power dynamics and perceived masculinities of 

female peer leaders and male participants. In conclusion, further implications for 

policy, practice and research will be explored.   

 

Analysis of males’ inclusion in the GAP has found that the use of gender-

transformative curriculum in co-ed spaces benefits male participants and can create 

drawbacks for female participants. Previous research has found that the gender-

transformative approach is required for altering attitudes and behaviours of both 

genders (Kato-Wallace et al, 2019, Lockett & Bishop, 2012 and ICRW, 2018). Yet, 

this study may imply that although the curriculum supports critical thinking to alter 

gendered attitudes and behaviours, its use in co-ed sessions shifts the power away 

from females. The use of females’ empathy (and mere presence) in co-ed sessions 

grants males’ permission to feel comfortable, trust and respect others during the 

‘gender-transformative’ methods such as discussions and PLA. Evidence has 

shown that females are unable to mirror these feelings with males, therefore this 

approach in co-ed sessions seems to benefit males over females. Furthermore, it is 

females’ presence and empathetic feminine traits that enable males more than 

when they are only with their own gender. This exploitation of females’ empathetic 

and understanding nature allows males to fully benefit from the programme whereas 

females’ vulnerabilities in co-ed spaces limit their capacity to utilize the curriculum. 

Overall, that the inclusion of males in ‘gender transformative’ curriculum benefits 

males at the expense of females’ presence and heightened vulnerabilities.  
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Including boys in all aspects of this programme will tilt the scale of comfort 

and power in the classroom further away from females. The programme was named 

for ‘Girls Advancement’, so why should its curriculum and approaches be willing to 

include males without considering the vulnerabilities faced by females? Previous 

studies have emphasized the need for female-only spaces to protect girl’s 

vulnerabilities and encourage their empowerment (Casey et al, 2013 and Parkes et 

al, 2016). Therefore, in order to protect girls’ learning environment and 

vulnerabilities within the co-ed programme, it is essential that safe, female-only 

spaces remain and be protected.  

 

Furthermore, results gathered emphasize the need for a co-ed anti-violence 

curriculum to include empathy practices within its curriculum. Other studies with 

men’s groups in the USA have found that discussion and self-reflection are 

necessary for males to understand themselves and those around them (Keddie, 

2020 and Kato-Wallace et al, 2019). An approach to encourage males’ empathetic 

values may be to introduce Mental Health sessions which discuss emotions, 

pressures and their psychological well-being. These sessions may allow males to 

directly challenge the pressures and hegemonic masculinity that dictate their 

behaviour and violence towards females (Carlson et al, 2015). Also, psychological 

wellbeing outcomes are often not measured in anti-violence programming and may 

be influential in the understanding and measurement of males’ progress.  

 

Secondly, the examination of peer leaders’ roles in the GAP was conducted 

to discern whether this particular approach was successful in protecting females’ 

vulnerabilities within co-ed sessions. The analysis of peer leaders as whole found 

that while peer leaders were valuable in providing aid and support to participants, 

they themselves were immature, unable to answer questions on sensitive topics and 

lacked authority to command co-ed sessions. Peer leaders’ hesitation and inability 

to answer questions on sensitive issues such as sexuality, gender and violence are 

worrisome as the programme is specifically designed to provide a space to 

cautiously discuss these issues. Also, the peer leader’s immaturity and inability to 
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answer questions on sensitive topics may suggest that they have failed to first 

introspectively evaluate their own gendered biases and perceived masculinities. 

 

Peer leader’s failure to critically assess their own harmful masculinities and 

biases can also impact their ability to recognize, intervene and protect girls’ 

vulnerabilities in co-ed sessions. This initial critical reflection is necessary for peer 

leaders/facilitators to ensure that they are fair in co-ed facilitation and able to 

recognize and protect females’ vulnerabilities while discussing sensitive topics 

(Ngidi & Moletsane, 2015 and Lees et al, 2019). Peer leaders cannot act to protect 

females’ vulnerabilities in co-ed sessions if they themselves do not recognize them 

and have the power to safely intervene. Therefore, this research suggests that 

gender training is crucial for teachers, peer leaders and any other person whom 

participants trust, such as their parents. Providing facilitators (and other persons 

whom participants rely on) with training that critically evaluates gendered 

inequalities and biases, may help to alter the unequal socialized tendencies instilled 

in youth. Also, displaying gender equal standards and actions from those whom 

participants trust and respect may lead to a positive change in attitudes and 

behaviours from participants.   

 

Although peer leaders cannot act as protectors of females’ vulnerabilities, 

this case study has highlighted the value of their trust, respect, attention and 

confidentiality for participants. Peer leaders can be influential in their ability to act as 

a bridge between the (female) teacher and participants. Therefore, co-ed 

programmes can utilize peer leaders to act as liaisons between teachers and 

participants to ensure that their concerns and questions are not overshadowed by 

the teacher's power. Overall, analysis concludes that the peer leader’s position of 

power waivers in between the teacher and participants, although not enough data 

was collected to confidently discern whether their position of power acts to protect 

girls’ vulnerabilities in co-ed spaces. 

Thirdly, the inclusion of males and their specific perceptions of FPLs 

attempted to draw conclusions on FPLs role as protectors. Overall, analysis 

tentatively draws the conclusion that female peer leaders cannot be used as a 
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method to protect females from potential vulnerabilities within co-ed sessions. The 

authority and protection of a female’s vulnerabilities lies only with the teacher. 

Furthermore, female peer leaders do garner the respect of participants but seem to 

be valued differently by each gender.  

Males’ inclusion has affected the power dynamics of the design and delivery 

of the programme, as their presence draws out females’ vulnerabilities and retains 

the power with themselves. Analysis found that females value the presence of FPLs 

as they believe they hold power within co-ed sessions, even when the FPLs 

themselves do not believe they do. The power normally held by the (female) 

facilitator in a female-only session may be diminished due to the inclusion of boys, 

although more research is required on this topic. Identifiers closely tied to masculine 

traits were not linked to female peer leaders by male participants, instead they were 

linked more often by female participants. Therefore, the position of female peer 

leaders is not viewed as one with authoritative power and they cannot offer 

protection without this power dynamic. Furthermore, any authority held by FPLs in 

co-ed sessions cannot decidedly mitigate the drawbacks of boys' inclusion in the 

programme. 

Although they aren’t viewed as powers of authority, female peer leaders 

could be influential in changing males’ (and females’) perceptions of females in 

leadership roles. Placing females in positions of power has been a tool used by 

some programmes to change males’ attitudes on gender equality and females in 

leadership (Miske and Witt Associates, 2011b). In this case study, males were able 

to depend on FPLs outside the classroom expressing their trust, vulnerability and 

reliability in female leaders. This level of trust can be influential in the formation of 

co-ed allyships, as male participants’ reliability may allude to their ability to form 

strong bonds with other females. The formation of supportive co-ed relationships 

predicates a potential for males to deepen and equalize relationships with females. 

These new supportive relationships can challenge males’ hesitation to display 

vulnerabilities and perform socialized feminine traits, without believing that they are 

sacrificing their masculinity. The use of female peer leaders in anti-violence 
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programmes seem to act as sources of support for participants but also as pioneers 

of feminine representation in leadership. 

Overall, each of the conclusions drawn from this discussion have positioned 

males as the beneficiaries in co-ed sessions. Whether it be from females’ 

empathetic nature to female peer leaders’ assistance and role in changing males’ 

attitudes on gender equality. Females have often been used as tools to support the 

critical reflection of masculinities and positive behavioral and attitudinal outcomes of 

males in anti-violence programmes (Flood, 2011 and 2015). With the evidence 

drawn from this research, I would conclude that although the use of ‘gender- 

transformative approach’ aims to challenge gender stereotypes and hegemonic 

masculinities, its nature and use in co-ed sessions inadvertently employs females to 

reach its aims. Males must be able to critically assess their own biases and 

transform their attitudes and behaviours without unwittingly using females. Male-

only anti-violence programmes should be the basis of attitudinal and behavioural 

change in males, coupled afterward with female anti-violence programmes. The 

partnerships between male and female anti-violence programmes are crucial but co-

ed programmes should not act as the basis/primary tool used to elicit males’ 

positive change in attitudes and violence against females.  

Conclusion 

Gender order and types of (hegemonic) masculinities are flexible and change 

within societies so to understand how they are constructed requires further research 

on how issues of sexuality and gender are discussed (Connell, 1987). Furthermore, 

research must specifically discuss how these topics are discussed in spaces 

designated to critique these issues. Further observational research is necessary to 

understand the nuanced insights between peer leaders’ pedagogical approaches 

and their interactions with male and female participants. Teachers’ and facilitators’ 

observations and their own gendered biases can negatively impact their practice. 

Therefore, further studies should look into peer leaders’ gendered biases prior to 

facilitation/data collection and their ability to recognize and mitigate females’ 

vulnerabilities. 
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Reflections presented about peer leaders’ and facilitators’ biases emphasize 

the need for compulsory, pre-emptive gender training. This training will act to 

mitigate any harm unintentionally caused on females in co-ed learning 

environments. Teachers’ and facilitators’ increase in their own gender awareness 

can aid the gender-transformative curriculum and its approach to critically assess 

masculinities and gendered biases. Anti-violence programme facilitators’ who have 

completed gender training will be able to properly utilize the gender-transformative 

curriculum. Facilitators will be able to create safe spaces to discuss sexuality, 

gender and violence as well as guide constructive yet critical dialogue, foster new 

co-ed relationships and mitigate females’ vulnerabilities in co-ed sessions.  

 

It is important to note that the ‘gender-transformative’ approach is one of 

many effective methods used in anti-violence programming. Other approaches 

which target behavioural and attitudinal changes include community mobilization, 

policy change and activism (Casey et al, 2016). Although this research specifically 

addressed the experiences and feelings of one anti-violence programme, the 

analysis presented can be used when designing other anti-violence programming. 

The need for female-only spaces, males’ benefits from females in co-ed sessions 

and the use of peer leaders, all suggest that anti-violence programming requires a 

nuanced combination of approaches to be effective in any given society.  

 

As seen throughout this paper, females have been used to encourage males’ 

participation, involvement and capacity for change. The use of a female's 

empathetic nature and presence in co-ed sessions is necessary for constructive co-

ed discussion and activity but should not be mandatory. Therefore, policy changes 

must take into account females’ influential role in co-ed anti-violence programming 

and aim to encourage policies and partnerships with male-focused programmes. 

These policies and programmes should include male education on dismantling 

hegemonic masculinity, all while maintaining the policies put into place to protect 

females. The introduction of male-only programmes must be partnered with female-

only programmes, to ensure that females are not being inadvertently exploited in 

programmes whose goal is to terminate violence against females.  



77 
 

 

Works Cited 

Abrahams N, Jewkes R (2005). Effects of South African men's having witnessed 

abuse of their mothers during childhood on their levels of violence in 

adulthood. Am J Public Health 95: 1811–1816. 

Asante Africa Foundation. (2020). About Us and Our Mission to Education. 

Retrieved from: https://asanteafrica.org/about-us/ 

Ashburn, K., Kerner, B., Ojamuge, D., & Lundgren, R. (2016). Evaluation of the 

Responsible, Engaged, and Loving (REAL) Fathers Initiative on Physical 

Child Punishment and Intimate Partner Violence in Northern Uganda. Journal 

of Prevention Science, 18(7), pp.854-864. 

Banyard, V. L., Moynihan, M. M., Plante, E. G. (2007). Sexual Violence Prevention 

Through Bystander Education: An Experimental Evaluation. Journal of 

Community Psychology. 35 (4), 463±481. 

Barker, G & Ricardo, C. (2005). Young men and the construction of masculinity in 

Sub-Saharan Africa: implications for HIV/AIDS, conflict, and violence. Social 

development papers; no. CPR 26. Conflict prevention and reconstruction 

series Washington, D.C.: World Bank. 

http://documents.worldbank.org/curated/en/481401468101357773/Young-

men-and-the-construction-of-masculinity-in-Sub-Saharan-Africa-implications-

for-HIV-AIDS-conflict-and-violence 

Bartel, D. (2018). Training and Mentoring Community Facilitators to Lead Critical 

Reflection Groups for Preventing Violence Against Women. The Prevention 

Collaborative. 

Berkowitz, A. D. (2003). Young Men as Allies in Preventing Violence and Abuse — 

Building Effective Partnerships with Schools, Family Violence Prevention 

Fund’s 2003 Online Discussion Series: “Building Partnerships to End Men’s 

Violence”. 

Berkowitz, A. D. (2004a). The social norms approach: Theory, research and 

annotated bibliography. Trumansbury, NY: Author. Retrieved from 

http://www.alanberkowitz.com/articles/social_norms.pdf 

Berkowitz, A. D. (2004b). Working with men to prevent violence against women: An 

overview (part one). National Resource Center on Domestic Violence, 1-7. 

Bourdieu, P. (2001). Masculine domination / Pierre Bourdieu ; translated by Richard 

Nice. Cambridge: Polity. 

http://documents.worldbank.org/curated/en/481401468101357773/Young-men-and-the-construction-of-masculinity-in-Sub-Saharan-Africa-implications-for-HIV-AIDS-conflict-and-violence
http://documents.worldbank.org/curated/en/481401468101357773/Young-men-and-the-construction-of-masculinity-in-Sub-Saharan-Africa-implications-for-HIV-AIDS-conflict-and-violence
http://documents.worldbank.org/curated/en/481401468101357773/Young-men-and-the-construction-of-masculinity-in-Sub-Saharan-Africa-implications-for-HIV-AIDS-conflict-and-violence
http://www.alanberkowitz.com/articles/social_norms.pdf
http://www.alanberkowitz.com/articles/social_norms.pdf
http://www.alanberkowitz.com/articles/social_norms.pdf


78 
 

Brady, M. and Khan, A.B. (2002). Letting girls play –The Mathare Youth Sports 

Association’s football program for girls. New York: Population Council 

Carlson, J., Casey, E., Edleson, J., Tolman, R., Walsh, T., & Kimball, E. (2015). 

Strategies to Engage Men and Boys in Violence Prevention: A Global 

Organizational Perspective. 

Carlson, J., Allen, C., Leek, C., Storer, H., Casey, E., & Tolman, R. (2017). 

Participants’ Perceptions of the Nature of Events Aimed at Engaging Men to 

Eliminate Gender-Based Violence. Global Social Welfare : Research, Policy 

& Practice, 4(2), 91-103. 

Casey, E., Carlson, J., Fraguela-Rios, C., Kimball, E., Neugut, T., Tolman, R., & 

Edleson, J. (2013). Context, Challenges, and Tensions in Global Efforts to 

Engage Men in the Prevention of Violence against Women. Men and 

Masculinities, 16(2), 228-251. 

Casey, E., Carlson, J., Two Bulls, S. & Yager, A. (2016). Gender Transformative 

Approaches to Engaging Men in Gender-Based Violence Prevention: A 

Review and Conceptual Model. Trauma, Violence & Abuse, 19(2), 231-246. 

Coalter, F. and Taylor, J. (2010). Sport-for-development impact study: a research 

initiative funded by Comic Relief and UK Sport and managed by International 

Development through Sport. Stirling: Department for Sports Studies, 

University of Stirling 

Cobbett-Ondiek, M. (2016). Peering into ‘spaces for change’: empowerment, 

subversion and resistance in a gendered violence prevention education 

programme in Kenya, Sex Education, 16:6, 663-677, DOI: 

10.1080/14681811.2016.1165658 

Colvin, C., Peacock, D., & Human, O. (2009). Report on Formative Research 

Conducted for Sonke Gender Justice Network’s One Man Can Campaign. 

Cape Town, South Africa: Sonke Gender Justice Network. 

Connell, R. (1987). Gender and power : Society, the person and sexual politics / R. 

W. Connell. Cambridge: Polity Press. 

Connell, R. (1995). Masculinities / R.W. Connell. Cambridge: Polity. 

Connell, R.W. (2003). The role of men and boys in achieving gender equality. 

Brasilia, Brazil: United Nations 

Copp, J. E., Giordano, P. C., Manning, W. D., & Longmore, M. A. (2017). Gender 

Mistrust and Intimate Partner Violence During Adolescence and Young 

https://doi.org/10.1080/14681811.2016.1165658


79 
 

Adulthood. Journal of family issues, 38(14), 2047–2079. 

https://doi.org/10.1177/0192513X16686133 

Das, M., Ghosh, S., Miller, E., O'Conner, B. and Verma, R. (2012). Engaging 

coaches and athletes in fostering gender equity: findings from the Parivartan 

program in Mumbai, India. New Delhi: ICRW 

De Koker, P., Mathews, C., Zuch, M., Bastien, S., & Mason-Jones, A. J. (2014). A 

Systematic Review of Interventions for Preventing Adolescent Intimate 

Partner Violence. Journal of Adolescent Health, 54(1), 3-13. 

Duncanson, C. (2015). Hegemonic Masculinity and the Possibility of Change in 

Gender Relations. Men and Masculinities, 18(2), 231-248. 

Dworkin, S.L., Colvin, C.J., Hatcher, A., Hatcher, A.M., & Peacock, D. (2012). 

MEN'S PERCEPTIONS OF WOMEN'S RIGHTS AND CHANGING GENDER 

RELATIONS IN SOUTH AFRICA: Lessons for Working with Men and Boys in 

HIV and Antiviolence Programs. Gender & Society, 26(1), 97-120. 

Eisenberg, Nancy, & Lennon, Randy. (1983). Sex differences in empathy and 

related capacities. Psychological Bulletin, 94(1), 100-131. 

Elisabeth, R., Schuler, S., & Hardee, K. (2009). Gender perspectives improve 

reproductive health outcomes: New evidence. U. S. Agency for International 

Development and Interagency Gender Working Group, 1977, 3231-3634. 

doi:10 .1002/anie.197906331 

Fay, K., & Medway, F. (2006). An Acquaintance Rape Education Program for 

Students Transitional to High School. Sex Education 6 (3): 223-236. 

Fast, D., Bukusi, D., & Moyer, E. (2020). The knife's edge: Masculinities and 

precarity in East Africa. Social Science & Medicine (1982), 258, 113097. 

Fleming, P. J., McCleary-Sills, J., Morton, M., Levtov, R., Heilman, B., & Barker, G. 

(2015). Risk factors for men’s lifetime perpetration of physical violence 

against intimate partners: Results from the International Men and Gender 

Equality Survey (IMAGES) in eight countries. PLoS One, 10(3), e0118639. 

doi:10.1371/journal.pone.0118639 

Flood, M. (2011). Involving Men in Efforts to End Violence Against Women. Men 

and Masculinities, 14(3), 358-377. 

Flood, M. (2014). “Men's Anti-Violence Activism and the Construction of Gender-

equitable Masculinities.” In Moving Ahead: Alternative Masculinities for a 



80 
 

Changing World, edited by À. Carabí and J. Armengol, 35–50. New York: 

Palgrave. 

Flood M. (2015). Work with men to end violence against women: a critical stocktake. 

Culture, health & sexuality, 17 Suppl 2(sup2), S159–S176. 

https://doi.org/10.1080/13691058.2015.1070435 

Flood, M., Fergus, L. & Heenan, M. (2009). Respectful relationships education: 

Violence prevention and respectful relationships education in Victorian 

secondary schools. Communications Division, State of Victoria (Department 

of Education and Early Childhood Development), Australia. 

Freire, P. (1970). Pedagogy of the oppressed. London, UK: Penguin Books. 

Gidycz, C.A., Orchowski, L.M. & Berkowitz, A.D. (2011). Preventing Sexual 

Aggression Among College Men: An Evaluation of a Social Norms and 

Bystander Intervention Program Violence Against Women. 17: 720-742 

Girard, F. (2003). “My father didn’t think this way”: Nigerian boys contemplate 

gender equality. New York: Population Council 

Government of United Republic of Tanzania, UNICEF and partners (2016). National 

Plan of Action to End Violence Against Women and Children in Tanzania 

2017/8-2021/20. UNICEF. pg.14 Retrieved from: 

https://www.unicef.org/tanzania/sites/unicef.org.tanzania/files/2018-

10/tanzania-2016-NPA-VAWC.pdf 

Hughes, C. (2020). Addressing violence in education: From policy to practice. 

Prospects (Paris), 48(1-2), 23-38. 

International Center for Research on Women (ICRW). (2018). Gender equity and 

male engagement: it only works when everyone plays. New York: ICRW 

Jewkes, R., Flood, M., & Lang, J. (2015). From work with men and boys to changes 

of social norms and reduction of inequities in gender relations: a conceptual 

shift in prevention of violence against women and girls. The Lancet, 

385(9977), 1580–1589. 

Jewkes, R., Nduna, M., Levin, J., Jama, N., Dunkle, K., Puren, A. (2008). Impact of 

Stepping Stones on incidence of HIV and HSV-2 and sexual behaviour in 

rural South Africa: cluster randomised controlled trial. BMJ. 337:506 

Jewkes, R., Wood, K. and Duvvury, N. (2010).’ “I woke up after I joined Stepping 

Stones”: meanings of an HIV behavioural intervention in rural South African 

young people’s lives’ Health Education Research 25(6): 1074–1084 

https://doi.org/10.1080/13691058.2015.1070435
https://doi.org/10.1080/13691058.2015.1070435
https://doi.org/10.1080/13691058.2015.1070435
https://www.unicef.org/tanzania/sites/unicef.org.tanzania/files/2018-10/tanzania-2016-NPA-VAWC.pdf
https://www.unicef.org/tanzania/sites/unicef.org.tanzania/files/2018-10/tanzania-2016-NPA-VAWC.pdf


81 
 

Johnson, R. Burke, & Onwuegbuzie, Anthony J. (2016). Mixed Methods Research: 

A Research Paradigm Whose Time Has Come. Educational Researcher, 

33(7), 14-26. 

Jolliffe, D., & Farrington, D.P. (2004). Empathy and offending: A systematic review 

and meta-analysis. Aggression and Violent Behavior, 9(5), 441-476. 

Kaplan, A., Cham, B., Njie, L. A., Seixas, A., Blanco, S., & Utzet, M. (2013). Female 

genital mutilation/cutting: the secret world of women as seen by men. 

Obstetrics and Gynecology International, 2013. 

https://doi.org/10.1155/2013/643780 

Karniol, Rachel, Gabay, Rivi, Ochion, Yael, & Harari, Yael. (1998). Is Gender or 

Gender-Role Orientation a Better Predictor of Empathy in Adolescence? Sex 

Roles, 39(1), 45-59. 

Kato-Wallace, J., Barker, G., Garg, A., Feliz, N., Levack, A., Ports, K., & Miller, E. 

(2019). Adapting a Global Gender-Transformative Violence Prevention 

Program for the U.S. Community-Based Setting for Work with Young Men. 

Global social welfare : research, policy & practice, 6(2), 121–130. 

https://doi.org/10.1007/s40609-018-00135-y 

Keddie, A. (2020). Engaging boys and young men in gender transformation: the 

possibilities and limits of a pedagogy of empathy, International Journal for 

Masculinity Studies, 15(2), 97-110, DOI: 10.1080/18902138.2019.1706883 

Kirkpatrick, P., & van Teijlingen, E. (2009). Lost in translation: reflecting on a model 

to reduce translation and interpretation bias. The open nursing journal, 3, 25–

32. https://doi.org/10.2174/1874434600903010025 

Laner, M. R. (1990). Violence and its precipitators: which is more likely to be 

identified as a dating problem? Deviant Behavior, 11, 319–329. 

Lees, S., Marchant, M., & Desmond, N. (2019). Addressing Intimate Partner 

Violence Using Gender-Transformative Approaches at a Community Level in 

Rural Tanzania: The UZIKWASA program. Journal of interpersonal violence, 

886260519831373. Advance online publication. 

https://doi.org/10.1177/0886260519831373 

Levtov, R., Vlahovicova, K., Barker, G., Stiefvater, E., Lugano, D., and Mulokozi, A. 

D. (2018). Momentum Toward Equality: Results from the International Men 

and Gender Equality Survey (IMAGES) in Tanzania. Washington, DC: 

Promundo-US, Uzazi na Malezi Bora Tanzania, and Tanzania Commission 

for AIDS. 

https://doi.org/10.1155/2013/643780
https://doi.org/10.1007/s40609-018-00135-y


82 
 

Lockett, K., & Bishop, K. (2012). A Practical Guide on Community Programming on 

Violence against Women and Girls. DFID Practise Paper, May 2012. 

Retrieved from: 

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/

attachment_data/file/67335/How-to-note-VAWG-2-community-prog.pdf 

Longfield, K., Klein, M.,& Berman, J. (2003). Multi-Country Study on Trusted 

Partners among Youth: Eritrea, Tanzania, Zambia, and Zimbabwe. 

AIDSMARK. Retrieved from: 

https://allafrica.com/download/resource/main/main/idatcs/00010841:aa1740c

a9300d1d4a0ebb8317ea88ad0.pdf 

Macomber, K. (2012). Men as allies: Mobilizing men to end violence against women 

(Doctoral dissertation, North Carolina State University, Raleigh). Retrieved 

from http://repository.lib.ncsu.edu/ir/bitstream/1840.16/8174/1/etd.pdf 

Malamuth, N. M., Scokloski, R. J., Koss, M. P., & Tanaka, J. S. (1991). 

Characteristics of aggressors against women: Testing a model using a 

national sample of college students. Journal of Consulting and Clinical 

Psychology, 59, 670-681. 

Maman, S., Kajula, L., Balvanz, P., Kilonzo, M., Mulawa, M. & Yamanis, T. (2015). 

Leveraging strong social ties among young men in Dar es Salaam: A pilot 

intervention of microfinance and peer leadership for HIV and gender-based 

violence prevention. Global Public Health, 11(10), 1202-1215. 

Maman, S., Mulawa, M., Balvanz, P., McNaughton Reyes, H., Kilonzo, M.N., 

Yamanis, T.J, Kajula, L. J. (2020). Results from a cluster-randomized trial to 

evaluate a microfinance and peer health leadership intervention to prevent 

HIV and intimate partner violence among social networks of Tanzanian men. 

PloS One, 15(3), E0230371. 

Manji, Karima, Heise, Lori, & Cislaghi, Beniamino. (2020). Couples’ Economic 

Equilibrium, Gender Norms and Intimate Partner Violence in Kirumba, 

Tanzania. Violence against Women, 107780121989533. 

Marcus, R. & Page, E. (2016). Girls’ learning and empowerment: The role of school 

environments. Policy brief. United Nations Girls’ Education Initiative (UNGEI) 

and Overseas Development Institute (ODI)(www. ungei. org/Policy_Brief_-_ 

School_Environments-v2. pdf). 

Marcus, R., Stavropoulou, M. and Archer-Gupta, N. (2018). Programming with 

adolescent boys to promote gender-equitable masculinities: a rigorous 

review. London: Gender and Adolescence: Global Evidence. 

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/67335/How-to-note-VAWG-2-community-prog.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/67335/How-to-note-VAWG-2-community-prog.pdf
http://repository.lib.ncsu.edu/ir/bitstream/1840.16/8174/1/etd.pdf
http://repository.lib.ncsu.edu/ir/bitstream/1840.16/8174/1/etd.pdf


83 
 

Merrill, K. G, Knight, L., Namy, S., Allen, E., Naker, D., & Devries, K. M. (2018). 

Effects of a violence prevention intervention in schools and surrounding 

communities: Secondary analysis of a cluster randomised-controlled trial in 

Uganda. Child Abuse & Neglect, 84, 182-195. 

MenEngage. (2014). The MenEngage Accountability Standards and Guidelines. 

MenEngage,http://menengage.org/resources/menengage-accountability-

standards-guidelines/. 

Meyers, S. (2008). Using Transformative Pedagogy When Teaching Online, College 

Teaching, 56:4, 219-224, DOI: 10.3200/CTCH.56.4.219-224 

Ministry of Health, Community Development, Gender, Elderly and Children – 

MoHCDGEC/Tanzania Mainland, Ministry of Health (MoH), Office of Chief 

Government Statistician (2016). Tanzania Demographic Health Survey and 

Malaria Indicator Survey. Dar es Salaam/Tanzania: MoHCDGEC, MoH, NBS, 

OCGS, and ICF. Retrieved from: 

https://dhsprogram.com/pubs/pdf/FR321/FR321.pdf  

Miske Witt and Associates (2011a). The Power to Lead Alliance (PTLA): 

Empowering girls to learn and lead. Final evaluation report. Saint Paul, MN: 

Miske Witt and Associates Inc 

Miske Witt and Associates (2011b). Innovation through Sport:Promoting Leaders, 

Empowering Youth (ITSPLEY). Final evaluation report for CARE USA. Saint 

Paul, MN: Miske Witt and Associates Inc. 

Moll, A., Kintz, G., & Janoch, E. (2015). Empowering girls through leadership 

development: CARE’s model in action. In Educating Adolescent Girls Around 

the Globe (pp. 140-160). Routledge. 

Mosher, D. L., & Sirkin, M. (1984). Measuring a macho personality constellation. 

Journal of Research in Personality, 18, 150-163. 

Murnen, Sarah K, Wright, Carrie, & Kaluzny, Gretchen. (2002). If “Boys Will Be 

Boys,” Then Girls Will Be Victims? A Meta-Analytic Review of the Research 

That Relates Masculine Ideology to Sexual Aggression. Sex Roles, 46(11), 

359-375. 

Murphy-Graham, Erin, & Lloyd, Cynthia. (2016). Empowering adolescent girls in 

developing countries: The potential role of education. Policy Futures in 

Education, 14(5), 556-577. 

Ngidi, N. D., & Moletsane, R. (2015). Using transformative pedagogies for the 

prevention of gender-based violence: Reflections from a secondary school-

http://menengage.org/resources/menengage-accountability-standards-guidelines/
http://menengage.org/resources/menengage-accountability-standards-guidelines/
https://doi.org/10.3200/CTCH.56.4.219-224
https://doi.org/10.3200/CTCH.56.4.219-224
https://dhsprogram.com/pubs/pdf/FR321/FR321.pdf


84 
 

based intervention. Agenda: Intervention to Address Sexual Violence: 

Transforming Violent Cultures for and with Girls and Young Women, 29(3), 

66-78. 

OECD Development Centre (2013). Transforming Social Institutions to Prevent 

Violence against Women and Girls and Improve Development 

Outcomes. Issues Paper. Paris, France; OECD Development Centre 

Olivier, D., Slaven, F., Sodo, P. and Vusizi, F. (2016). MenCare+ South Africa 

outcome measurement report. Pretoria: Foundation for Professional 

Development 

Parkes, J., Heslop, J., Johnson Ross, F., Westerveld, R., and Unterhalter, E. 

(2016). A Rigorous Review of Global Research Evidence on Policy and 

Practice on School Related Gender Based Violence. New York: UNICEF. 

Parkes, Jenny, Heslop, J., Oando, S., Sabaa, S., Januario, F., & Figue, A. (2013). 

Conceptualising gender and violence in research: Insights from studies in 

schools and communities in Kenya, Ghana and Mozambique. International 

Journal of Educational Development, 33(6), 546-556. 

Peacock, D., & Barker, G. (2014). Working with men and boys to prevent gender-

based violence principles, lessons learned, and ways forward. Men and 

Masculinities, 17(5), 578–599 

Pulerwitz, J., Hughes, L., Mehta, M., Kidanu, A., Verani, F. and Tewolde, S. (2015). 

‘Changing gender norms and reducing intimate partner violence: results from 

a quasi-experimental intervention study with young men in Ethiopia’ 

American Journal of Public Health 105(1): 132–137 

Pulerwitz, J., Martin, S., Mehta, M., Castillo, T., Kidanu, A., Verani, F. and Tewolde, 

S. (2010). Promoting gender equity for HIV and violence prevention results 

from the PEPFAR Male Norms Initiative evaluation in Ethiopia. Washington 

DC: PATH. 

Ricardo, C and Barker, G. (2009). Men, Masculinities, Sexual Exploitation and 

Sexual Violence. Washington, DC: InstitutoPromundo and ICRW. 

Ricardo C, Barker G, Pulerwitz J, Rocha V. (2006). Gender, Sexual Behavior and 

Vulnerability Among Young People. In: Ingham R, Aggleton P, editors. 

Promoting Young People’s Sexual Health. London: Routledge 

Ricardo C, Eads M and Barker G. (2011). Engaging Boys and Men in the 

Prevention of Sexual Violence. Sexual Violence Research Initiative and 

Promundo. Pretoria, South Africa 



85 
 

Rich, M. D., Utley, E. A., Janke, K, Moldoveanu, M. (2010). “I’d Rather Be Doing 

Something Else:” Male Resistance to Rape Prevention Programs. Journal of 

Men’s Studies. 18 (3), 268-288. 

Ruthig, Joelle C, Kehn, Andre, Gamblin, Bradlee W, Vanderzanden, Karen, & 

Jones, Kelly. (2016). When Women’s Gains Equal Men’s Losses: Predicting 

a Zero-Sum Perspective of Gender Status. Sex Roles, 76(1-2), 17-26. 

Stark, E. (2009). Do Violent Acts Equal Abuse? Resolving the Gender 

Parity/Asymmetry Dilemma. Sex Roles, 62(3-4), 201-211. 

Strauss, C. (2004). Is Empathy Gendered and, If so, Why? An Approach from 

Feminist Psychological Anthropology. Ethos (Berkeley, Calif.), 32(4), 432-

457. 

Sommer, M., Likindikoki, S., & Kaaya, S. (2013). Boys' and young men's 

perspectives on violence in Northern Tanzania. Culture, health & sexuality, 

15(6), 695–709. https://doi.org/10.1080/13691058.2013.779031 

United Nations., & United Nations. (1993). Declaration on the elimination of 

violence against women. New York: United Nations Dept. 

United Nations Educational, Scientific and Cultural Organization (UNESCO) (2016). 

GLOBAL GUIDANCE ON ADDRESSING SCHOOL-RELATED GENDER-

BASED VIOLENCE. France. UN Women. Retrieved from 

https://www.unwomen.org/-

/media/headquarters/attachments/sections/library/publications/2016/global-

guidance-on-addressing-school-related-gender-based-violence-en.pdf 

Unterhalter, E., Heslop, J., & Mamedu, A. (2013). Girls claiming education rights: 

Reflections on distribution, empowerment and gender justice in Northern 

Tanzania and Northern Nigeria. International Journal of Educational 

Development, 33(6), 566-575. 

Van der Graaff, J., Branje, S., De Wied, M., Hawk, S., Van Lier, P., & Meeus, W. 

(2014). Perspective taking and empathic concern in adolescence: Gender 

differences in developmental changes. Developmental Psychology, 50(3), 

881–888. https://doi.org/10.1037/a0034325 

Vyas, S. & Jansen, H. A. F. M. (2018). Unequal power relations and partner 

violence against women in Tanzania: A cross-sectional analysis. BMC 

Women's Health, 18(1), 185. 

https://doi.org/10.1080/13691058.2013.779031
https://doi.org/10.1080/13691058.2013.779031
https://www.unwomen.org/-/media/headquarters/attachments/sections/library/publications/2016/global-guidance-on-addressing-school-related-gender-based-violence-en.pdf
https://www.unwomen.org/-/media/headquarters/attachments/sections/library/publications/2016/global-guidance-on-addressing-school-related-gender-based-violence-en.pdf
https://www.unwomen.org/-/media/headquarters/attachments/sections/library/publications/2016/global-guidance-on-addressing-school-related-gender-based-violence-en.pdf
https://doi.apa.org/doi/10.1037/a0034325


86 
 

World Health Organization. (2009). Promoting gender equality to prevent violence 

against women. World Health Organization. 

https://apps.who.int/iris/handle/10665/44098 

World Health Organization (WHO), Department of Reproductive Health and 

Research, London School of Hygiene and Tropical Medicine, South African 

Medical Research Council. (2013). Global and regional estimates of violence 

against women Prevalence and health effects of intimate partner violence 

and non-partner sexual violence. World Health Organization. WHO reference 

#:978 92 4 156462 5 

World Health Organization, London School of Hygiene and Tropical Medicine 

(2010). Preventing intimate partner and sexual violence against women: 

taking action and generating evidence. Geneva: World Health Organization. 

http://www.who.int/violence_injury_prevention/publications/violence/9789241

564007_eng.pdf 

Wyrod R. (2008). BETWEEN WOMEN'S RIGHTS AND MEN'S AUTHORITY: 

MASCULINITY AND SHIFTING DISCOURSES OF GENDER DIFFERENCE 

IN URBAN UGANDA. Gender & society : official publication of Sociologists 

for Women in Society, 22(6), 799–823. 

https://doi.org/10.1177/0891243208325888 

Yeater, EA, O'Donohue W. (1999). Sexual assault prevention programs: current 

issues, future directions, and the potential efficacy of interventions with 

women. Clin Psychol Rev.19(7):739-771. doi:10.1016/s0272-7358(98)00075-

0 

Yin, R. (2014). Case study research : Design and methods / Robert K. Yin. (5th ed.). 

Los Angeles ; London: SAGE. 

York, M. (2014). ‘Transforming masculinities: a qualitative study of a transformative 

education programme for young Zulu men and boys in rural KwaZulu-Natal’ 

The Journal of Pan African Studies 7(7): 55–78 

 
 
 
 
 
 
 

https://apps.who.int/iris/handle/10665/44098
http://www.who.int/violence_injury_prevention/publications/violence/9789241564007_eng.pdf
http://www.who.int/violence_injury_prevention/publications/violence/9789241564007_eng.pdf


87 
 

APPENDICIES  

Appendix A SURVEY/QUESTIONAIRES ENGLISH AND KISWAHILI  
 

Survey – Participants   
ABOUT ME  

Age:  

Gender:  

Grade/Year: 

School Name: 

 

ABOUT MY FEELINGS 

 

1. Please read the following statements and circle the best answer for you.  
 

I am comfortable discussing my rights 
with male peers  

Always Sometimes Never No answer 

I am comfortable discussing the topics of 
‘healthy relationships’ with male peers 

Always Sometimes Never No answer 

I am comfortable discussing gender-
based violence with male peers  

Always Sometimes Never No answer 

I am comfortable discussing my rights 
with female peers 

Always Sometimes Never No answer 

I am comfortable discussing the topic of 
‘healthy relationships’ with female 
peers 

Always Sometimes Never No answer 

I am comfortable discussing gender-
based violence with female peers 

Always Sometimes Never No answer 

 

YOUR PREFERENCES  

Read the statements and circle the answer that best suits you. 

 

1. I feel comfortable sharing stories about myself when… 
 

There are only girls 
present 

There are only boys 
present 

When there are 
boys and girls 

present 

I don’t like sharing 
stories at all 

 

2. I prefer the Peer Leaders who teach the sessions to be… 
 

A girl A boy boys and girls Doesn’t matter 

 

3. After participating in the GAP programme I have created new friendships with girls.  
 

Yes No No answer 

 

4. After participating in the GAP programme I have created new friendships with boys. 
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Yes No No answer 

Answer question 5 if you are a girl. Answer questions 6 and 7 if you are boy. 

 

5. I prefer to learn in sessions with only girl participants.  
  

Always Sometimes Never 
 

6. I prefer to learn in sessions with only boy participants.   
   

Always Sometimes Never 
 

7. I prefer to be included in all (16) Girls Advancement sessions. 
  

Yes No Indifferent/ don’t care 
 

 

ABOUT THE PEER LEADER  

8. Respond to the questions by circling what applies to you 
 

I felt comfortable asking the Peer leader questions 
in class 

Always Sometimes Never No answer 

I felt comfortable asking the Peer leader questions 
outside of the class 

Always Sometimes Never No answer 

The Peer leader is interested in helping me find the 
answer to my question  

Always Sometimes Never No answer 

I listen when the Peer leader is speaking Always Sometimes Never No answer 
I trust that the Peer leader will not share my 
personal information with others outside the 
programme  

Always Sometimes Never No answer 

The Peer leader respects me and my feelings in 
class 

Always Sometimes Never No answer 

I trust the girls in the GAP sessions Always Sometimes Never No answer 
I trust the boys in the GAP sessions Always Sometimes Never No answer 

 

9. How would you describe the female Peer leader who teaches co-ed sessions?  
 

Circle all that apply: 

o Bossy    
o Compassionate  
o Confident  
o Fair  
o Assertive  
o Mean  
o Helpful  
o Patient  

o Brave  
o Practical  
o Opinionated  
o Competitive  
o Emotional 
o Passive  
o Other: _________________________ 
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Survey- Peer Facilitators/Leaders   
Age : 

Gender : 

Grade/Year: 

School Name:  

 

Some Questions about YOU  

1. Which sessions do you enjoy teaching? (You can choose more than one module) 
Tick all that apply: 

 

o Body Changes during Puberty  
o How to Cope with Body Changes  
o Male/Female Reproductive 

Systems 
o Understanding Rights 
o Gender-based Violence 
o Understanding Relationships  

o Teenage Pregnancy  
o HIV/AIDS + STIs  
o My Future/Decision Making 
o Budgeting (3) 
o Saving  (3) 
o Earning Money (2)  

 

2. Which sessions do you feel uncomfortable teaching? (You can choose more than one 
module)
Tick all that apply:  

 

 

o Body Changes during Puberty  
o How to Cope with Body Changes  
o Male/Female Reproductive 

Systems 
o Understanding Rights 
o Gender-based Violence 
o Understanding Relationships  

o Teenage Pregnancy  
o HIV/AIDS + STIs  
o My Future/Decision Making 
o Budgeting (3) 
o Saving  (3) 
o Earning Money (2)  

 
3. How do you describe yourself as a Peer Leader.  

Choose all that apply. 
o Compassionate  
o Informative  
o Engaging  
o Trustworthy  
o Strict  
o Fair  

o Confident  
o Powerful  
o Creative  
o Patient  
o Emotional  
o Other: _________________ 

 

4. Circle the answers that apply to you. (Only one circle per statement) 
 

Female participants respect me as a Peer leader 
 

Always Sometimes Never 

Male participants respect me as a Peer Leader 
 

Always Sometimes Never 

I cannot answer participant’s questions   
 

Always Sometimes Never 
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I feel unsafe teaching participants 
 

Always Sometimes Never 

Female participants come to me after class for support or 
questions 

Always Sometimes Never 

Male participants come to me after class for support or 
questions 
 

Always  Sometimes  Never  

Male Participants follow my instructions  
 

Always Sometimes Never 

Female Participants follow my instructions  
 

Always Sometimes Never 

 

5. How do you feel when teaching these modules? 
  Circle all that apply for each session:    

Modules How do you feel teaching the module? 
Body Changes during 
Puberty  
     Nervous  Confident  Uncomfortable 

Excited 
Understanding Rights 
 

    Nervous  Confident  Uncomfortable 
Excited 

Gender-based Violence 
 

    Nervous  Confident  Uncomfortable 
Excited 

Understanding Relationships  
 

    Nervous  Confident  Uncomfortable 
Excited 

Teenage Pregnancy  
 

    Nervous  Confident  Uncomfortable 
Excited 

HIV/AIDS + STIs  
 

    Nervous  Confident  Uncomfortable 
Excited 

My future/Decision Making 
 

    Nervous  Confident  Uncomfortable 
Excited 

 

Some Questions about YOUR PARTICIPANTS  

 

6. Which aspects of leader training do you find most helpful in the sessions with boys and 
girls? 
You can select more than one response: 
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o Mini-lecture 
o Group 

discussion 

o Role-play 
o Brainstorming  

o Setting ground 
rules  

 

7. Which aspects of leader training do you find most helpful in sessions with only girls? 
 

o Mini-lecture 
o Group discussion 
o Role-play 
o Brainstorming  
o Setting ground rule 

 

 

8. Which gender displays the following behaviours more often in co-ed sessions? 
 

Talkative  Boys Girls Both Neither boys or girls 

Clueless  Boys Girls Both Neither boys or girls 

Class Clown  Boys Girls Both Neither boys or girls 

Indifferent  Boys Girls Both Neither boys or girls 

Personality clashes  Boys Girls Both Neither boys or girls 

Side conversations Boys Girls Both Neither boys or girls 

Hostile  Boys Girls Both Neither boys or girls 

Stubborn  Boys Girls Both Neither boys or girls 

Silent  Boys Girls Both Neither boys or girls 

Know it all  Boys Girls Both Neither boys or girls 

 

 

9. Do you notice that girls and boys raise their hands/share stories equally? Circle:  Yes    or    
No 
If no, please explain why you think so. 

 

 

 

10. Who participates most often in the co-ed sessions?   
 

Girls Boys Both equally Don’t know/ remember 
 

11. How do participants sit in class?  
 

Boys and Girls sit together Boys and girls sit separately Don’t know/remember 
 

 

12. Before the GBV session I remind participants that it contains sensitive information and that 
they have the right to leave at any point if they are uncomfortable. 
Circle:   Yes   or    No  
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Questionnaire - Teachers/Matrons 
Name-  

Age - 

School -  

Number of years at the school as GAP Matron-  

 

 

1. What attributes/characteristics do you look for in PFs? 
 

 

 

2. Do you see a change in PFs relationships with their teachers and/or friends? If yes, in what 
ways? 

 
 
 

3. Do Peer leaders come to you with questions? If so, what kind of questions do they ask you?  
 
 
 
 

4. Do you see a difference in male and female participant’s relationships with their teachers? 
Friends (outside the programme)?  

 
 
 
 

5. Do Peer leaders ever discuss with you the problems they have in sessions? Are these 
problems with either males or females or are both genders? 

 
 
 
 
 
 

6. Do you know of any challenges that Peer leaders face while teaching co-ed sessions? 
 

Co-ed sessions include:  

Body Changes during Puberty  

Understanding Rights 

Gender-based Violence 

Understanding Relationships  

Teenage Pregnancy  

HIV/AIDS + STIs  

My future/Decision Making 
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DODOSO LA WANAFUNZI  
Kuhusu Mimi  

Umri :  

Jinsia:  

Darasa/mwaka: 

Jina la shule: 

 

Kuhusu Hisia zangu 

 

2. TAfadhali soma maelezo yafwatayo na zungshia jibu ambalo ni sahihi kwako  
 

Niko huru kujadili  kuhusu haki zangu na 
wenzangu wa jinsia ya kiume  

Kila wakati  Wakati 
mwingine  

Hakuna  Hakuna majibu  

Niko huru kjadili na wenzangu mada 
zinazohusiana na  “mahusiano yenye 
afya” na vijana wa kiume   

Kila wakati Wakati 
mwingine 

Hakuna Hakuna majibu 

Niko huru kujadili kuhusu ukatili wa 
kijinsia na wavulana  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna majibu 

Niko huru kujadili  kuhusu  haki  zangu 
na  wasichana wenzangu  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna majibu 

Niko huru kujadili  kujadili kuhusu 
mahusiano yenye afya na wasichana             

Kila wakati Wakati 
mwingine 

Hakuna Hakuna majibu 

Niko huru kujadili kuhusu ukatili wa 
kijinsia na wasichana   

Kila wakati Wakati 
mwingine 

Hakuna Hakuna majibu 

 

VIPAUMBELE VYAKO  

Soma maelekezo yafwatayo na zungushia  duara kwenye jibu ambalo ni sahihhi kwako     

10. Ninajiskia huru kushirikisha  story ambazo zinanisu mimi  ikiwa …..  
Kuna wasichana  

pekee  
Kuna wavulana 

pekee  
Kukiwa na 

wasichana na 
wavulana  

Sipendi kushirikisa 
story zinazonihusu 

Mimi  

 

11. Ninapendelea mwezeshaji rika anaefundisha mada awe  
Msichana  Mvulana Msichana na mvulana Haijalishi 

 

12. Baada ya kushiriki kwenye mradi wa wezesa  vijana  nimetengeneza marafiki wapya  
wasichana  

Ndio Hapana Sina Majibu 

 

13. Baada ya kushiriki kwenye mradi wa wezesha vijana  nimetengeneza marafiki wapya  
wavulana   

 

Ndio Hapana Sina Majibu 
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Jibu swali la 5 kama wewe ni Msichana. Jibu swali  la 6 na 7 kama wewe ni 

mvulana 

 

5.  Ninapendelea kujifunza kwenye kipindi kukiwa na wasichana pekee.  

  
Kila wakati  Wakati mwingine  Hakuna  

 
6. Ninapendelea kjifunza kwenye kipindi  kukiwa na wavuulana pekee. I prefer to learn in 

sessions with only boy participants.   

   
Kila wakati Wakati mwingine  Hakuna  

 

7. Ninapendelea kuwa kwenye vipindi vyote (16) vya mradi wa wezesha vijana  

  
Ndio Hapana  kwa utofauti/ haijalishi  

 

KUHUSU MWEZESHAJI RIKA   

8. jIbu maswali kwa kulingana na kile kilicho sawa kwako.  

 

Nilijiskia huru kumuuliza mhamasishaji rika 
maswali tkiwa darasani  

Kila wakati Wakati 
mwingine  

Hakuna Hakuna 
majibu 

Nilijiskia huru kumuuliza muhamasishaji rika 
maswali tukiwa nje ya darasa  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Muelimishaji rika yuko na hamasa ya kunisaidia 
kutafuta majibu ya maswali yangu 

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Ninasikiliza pale muelimishaji rika anapozungumza  Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Ninaamini waelimishaji rika  awatotoa taarifa zangu 
binafsi  na wengine nje  ya mradi  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Viongozi wa   clab wananiheshimu na keshimu Hisia 
zangu nikiwa darasani.  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Ninawaaminu wasichana kwenye vipindi vya 
wezesha  vijana  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

Ninawaamini wavulana kwenye vipindi vya 
wezesha vijana  

Kila wakati Wakati 
mwingine 

Hakuna Hakuna 
majibu 

 

9. Unamzungumzia vipi muelimishaji rika msichana anaefundisha vipindi mnavyoshirikiana 

wavulana na wasichana.  

Zungshia duara  kwenye zile utakazochagua: 

o Bosi  
o Mwenye Huruma  
o Jasiri   
o sawa 
o Mwenye Kujitolea  
o Dhalifu 
o Msaidizi  
o Mvumilivu  

o Shupavu 
o Mtu wa vitendo  
o Mwenye Maoni  
o Mshindani   
o Mwenye hisia 
o Batili  
o Ingine : __________
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DODOSO LA WAELIMISHAJI RIKA 
Umri : 

Jinsia : 

Dodoso/Mwaka: 

Jina la Shule:  

 

Maswali kukuhusu wewe 

13. Which sessions do you enjoy teaching? (You can choose more than one module) 
Tick all that apply: Ni mada zipi unafurahia kufundisha? (Unaweza kuchagua mada Zaidi 

ya moja kwa kuweka alama ya tiki)  

 

o Mabadiliko ya mwili kipindi cha 
kubalehe 

o Jinsi ya kukabiliana na mabadiliko 
ya mwili 

o Maumbile ya 
Mwanaume/Mwanamke 

o Kuelewa Haki zako 
o Unyanyasaji wa kijinsia 
o Kuelewa Mahusiano 

o Mimba za Utotoni 
o UKIMWI/VVU + Magonjwa ya 

Zinaa 
o Maisha ya Baadae/Kufanya 

maamuzi 
o Bajeti 
o Akiba 
o Jinsi ya kupata  kipato

  

14. Mada zipi hufurahii kuzifundisha? 
(Unaweza                              kuchagua mada 
Zaidi ya moja kwa kuweka alama ya tiki) 

 
 

 

o Mabadiliko ya mwili kipindi cha 
kubalehe 

o Jinsi ya kukabiliana na mabadiliko 
ya mwili 

o Maumbile ya 
Mwanaume/Mwanamke 

o Kuelewa Haki zako 
o Unyanyasaji wa kijinsia 
o Kuelewa Mahusiano 

o Mimba za Utotoni 
o UKIMWI/VVU + Magonjwa ya 

Zinaa 
o Maisha ya Baadae/Kufanya 

maamuzi 
o Bajeti 
o Akiba 
o Jinsi ya kupata  kipato

 
15. How do you describe yourself as a Peer Leader Choose all that apply?  
16. Je, Unajionaje wewe kama mwelimishajirika?  (Unaweza kuchagua mada Zaidi ya moja kwa 

kuweka alama ya tiki)
o Mwenye Huruma 
o Mwenye taarifa 
o Uwezo wa kujichangaya  
o Wa kuaminika 
o Mkali 
o Mpenda Haki 

o Mjasiri 
o Mwenye Nguvu 
o Mmbunifu 
o Mvumilivu 
o Mwenye hisia 
o Ingine_________________ 

 

17. Circle the answers that apply to you. (Only one circle per statement) 
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Washiriki wa kike wananiheshimu kama kiongozi wao 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Washiriki wa kiume wananiheshimu kama kiongozi wao 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Siwezi kujibu mwaswali ya washiriki 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Nijihisi siko salama kufundisha washiriki 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Washiriki wa kike wanakuja kwangu kuuliza maswali 
baada ya darasa 

Kila wakati  Wakati 
mwingine  

Hakuna  

Washiriki wa kiume wanakuja kwangu kuuliza maswali 
baada ya darasa 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Washiriki wa kiume wanafuta maelekezo yangu 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

Washiriki wa kike wanafuta maelekezo yangu 
 

Kila wakati  Wakati 
mwingine  

Hakuna  

 

18. Unajisikiaje unapofundisha mada zifuatazo? Weka duara kwanye kila sentensi    
Mada Unajisikiaje unapofundisha mada zifuatazo 

Mabadiliko ya mwili kipindi 
cha kubalehe 
  
 

Najisikia 
Vibaya  

Mjasiri Hainifurahishi 

Mwenye 
Furaha 

Kuelewa haki zako 
 

Najisikia 
Vibaya  

Mjasiri Hainifurahishi 

Mwenye 
Furaha 

Unyanyasaji wa kijinsia 
 

Najisikia 
Vibaya  

Mjasiri Hainifurahishi 

Mwenye 
Furaha 

Kuelewa Mahusiano 
 

Najisikia 
Vibaya  

Mjasiri Hainifurahishi 

Mwenye 
Furaha 

Mimba za utotoni 
 

Najisikia 
Vibaya  

Mjasiri Hainifurahishi 

Mwenye 
Furaha 

UKIMWI/VVU + Magonjwa 
ya zinaa 
 Najisikia 

Vibaya  
Mjasiri Hainifurahishi 

Mwenye 
Furaha 

Maisha ya Baadae/Jinsi ya 
Kufanya maamuzi 
 Najisikia 

Vibaya  
Mjasiri Hainifurahishi 

Mwenye 
Furaha 
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Maswali kuhusu WASHIRIKI WAKO 

19. Ni mambo gani kuhusu mada ya uongozi unaona ni msaada kwa wavulana na wasichana? 
Unaweza kuchagua jibu zaidi ya moja (Weka tiki) 

 
 

o Kusoma Kidogo 
o Kusoma kwa 

makundi 

o Kuwa mstari 
mbele 

o Kufikiri kwakina  

o Kuweka sheria 
za  msingi

 

20. Ni mambo gani kuhusu mada ya uongozi unaona ni msaada kwa wasichana? Unaweza kuchagua 
jibu zaidi ya moja 

 

 

o Kusoma Kidogo 
o Kusoma kwa 

makundi 
o Kuwa mstari 

mbele 
o Kufikiri kwakina  
o Kuweka sheria 

za  msingi 
 

 

9. Jinsia ipi inaonyesha  

tabia zifuatazo kwenye 

mada za pamoja 

darasani? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

Waongeaji Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wadokezaji Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wachekeshaji Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wasiojali Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wabishi Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wenye maongezi ya 
pembeni 

Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Maadui Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wasumbufu Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wakimya Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  

Wanajua yote Wavulana Wasichana Wote Sio Wavulana wala 
wasichana  
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21. Je, hua unaona usawa wa wasichana na wavulana wanaonyoosha mikono au kuongea?    
a) Ndio          b) Hapana  , Kama jibu ni hapana tafadhali elezea 

 

 

 

22. Nani anashiriki sana kwenya mada za pamoja? 
 

Wasichana Wavulana Wote kwa usawa Sijui/Sikumbuki 
 

23. Je, washiriki huwa wanakaaje darasani? 
 

Wavulana na Wasichana 
wanakaa pamoja 

Wavulana na Wasichana 
hawakai pamoja 

Sijui/Sikumbuki 

 

 

24. Kabla ya mada ya Unyanyasaji wa kijinsia huwa nawakumbusha washiriki kwamba mada hii inaweza 
kua na habari nyeti na wako huru kuondoka/kutoka njee ya darasa kama wanajiskia vibaya  

       a) Ndio          b) Hapana 

 

Asante sana!!!!!!!!!!!! 
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DODOSO LA MWALIMU 
Jina-  

Umri - 

Shule -  

Miaka ambayo umekua kiongozi/Mwalimu wa klabu ya wasichana-  

 

1. Je, huwa mnaangalia sifa gani kwa waelimishajirika? 
 

 

 

 

2. Je, unaona mabadiliko kati ya waelimishaji rika na walimu wao/marafiki zao? Kama ndio, kivipi? 
 
 
 
 
 

3. Kama ndio, ni maswali ya aina gani huwa wanauliza? 
 
 
 
 

4. Je unaona utofauti kati ya wanaume na wasichana na walimu au wanafunzi walioko nje ya 
program/Klabu? 

 
 
 
 
 

5. Je waelimishaji rika huwa wanaongea na nyinyi kuhusu matatizo wanayoyapata kwenya vipindi? Je 
matatizo hayo ni kuhusu wavulana au wasichana, au wote kwa pamoja? 

 
 
 
 

6. Je unajua changamoto zozote zinazowakumba wawasilishaji rika katika kufundisha mada za 
pamoja? 

 

Mada za pamoja zinajumuisha yafuatayo: 

Mabadiliko ya mwili wakati wa kubalehe 

Kuelewa haki zako 

Unyanyasaji wa kijinsia 

Kuelewa Mahusiano 

Mimba za utotoni 

UKIMWI/VVU + Magonjwa ya zinaa 

Maisha ya Baadae/Jinsi ya Kufanya maamuzi 
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Appendix B 

Consent Forms and Permission Forms 
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                                                                     Diana Paolone 

                                                                              Research Volunteer 

University College London MA Candidate 

                                                                                            Institute of Education (IOE) 

 

                                                                                           dpaolone@asanteafrica.org 

                                                                                UK: +44 07383675879 

                                                                                            Whats App: +1 647 388 1810 

 

17/06/2020 

 

 

Lushoto District Executive Director 

P.o Box 32 

Lushoto Tanga 
 
Dear Madam, 

 

      Re: Request to Access and Collect Data from Students Associated with Asante Africa Foundation . 

 
The heading above refers, 
 

I am Diana Paolone, a Master’s student at the University College London (UCL) and I am 
currently writing my dissertation in partnership with the Asante Africa Foundation.   
 
I am writing to request permission to access, and collect data from students and teachers associated 
with Asante Africa’s Girls Advancement Programme (GAP) in the Lushoto District. 
 
 I will require students and staff enrolled/associated with the programme to answer questions 
pertaining to my research. Questions will be presented in surveys to be completed by participants 
(male and female), peer leaders (female only) and teachers.  
 
My research aims to add insights into how boy’s participation in gender- based violence (GBV) 
prevention programmes can aid girls and how boys inclusion affects relationships between genders 
and authority figures in and outside of the programme. 

 
I am asking permission to access and collect data from all students and teachers from schools listed 
in the table below; 

S/N School Name Distric
t 

Region Girls Boys Total No. of 
teachers 1 Mlola 

Primary 
Lushot
o 

Tanga 45 15 60 1 
2 Mboghoi 

Primary 
Lushot
o 

Tanga 41 19 60 1 

3 Malibwi 
Primary 

Lushot
o 

Tanga 42 19 61 1 

4 Ngazi 
Primary 

Lushot
o 

Tanga 40 20 60 1 
5 Ubiri Primary Lushot

o 
Tanga 43 17 60 1 

 T0TAL   211 90 301 5 
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Appendix C 

Medians calculated for Graph 15 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

FPLs

Female 

participants 

respect me 

as a Peer 

leader

Male 

participants 

respect me 

as a Peer 

Leader

I cannot 

answer 

participant’s 

questions

I feel unsafe 

teaching 

participants

Female 

participants 

come to me 

after class for 

support or 

questions

Male participants 

come to me after 

class for support or 

questions

Male 

Participants 

follow my 

instructions

Female 

Participants follow 

my instructions

FPL1 3 3 1 2 2 2 2 2

FPL2 3 3 3 2 - 2 3 3 Always 3

FPL3 3 2 2 1 3 3 2 3 Sometimes 2

FPL4 3 3 2 2 3 3 1 1 Never 1

FPL5 3 3 2 2 3 3 1 1

FPL6 3 3 3 2 2 3 2 1

FPL7 3 3 2 2 3 1 2 3

FPL8 3 3 2 1 2 1 3 3

FPL9 3 3 2 1 2 2 3 3

FPL10 3 3 3 1 2 3 3 2

FPL11 3 3 2 1 1 2 2 2

FPL12 3 3 2 - 2 3 3 3

MEDIANS 3 3 2 2 2 2.5 2 2.5
Always' Always' Sometimes' Sometimes' Sometimes' Sometimes/Always' Sometimes' Sometimes/Always'

LEGEND
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