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Girls at a rural secondary school in
Bangladesh head home after class.
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TAKING ACTION
FOR ADOLESCENT GIRLS’

EDUCATION
COUNT

Collect and compile data on
non-formal education

A questionnaire module on non-formal education
should be introduced into national household surveys
and censuses to collect data on the extent and cover-
age of non-formal schooling, and its implementation
should be tested on a pilot basis in several countries.

Build and maintain a global
database for education
programs for adolescent girls

Our program and project compendium should
become the platform for the development of a
dynamic global database of education programs that
serve adolescent girls. Its scope should be expanded
in order to identify promising models appropriate to
girls’ educational needs in different settings. This
database should be made available to donors, practi-
tioners, and international agencies.

INVEST

Expand opportunities for girls
to attend secondary school

Governments should define basic education as
education through lower secondary school, or to age
16. To accommodate the resulting influx of students,
governments and the private sector should increase
the number of formal and non-formal secondary
school places in the educational system by extending
existing primary school facilities and offering well-
targeted subsidies to disadvantaged girls to attend
either public or private secondary schools.

Support the non-formal
education system

The non-formal education system must be well
integrated with the formal system and be designed
to help adolescent girls to achieve their educational
and developmental needs. Non-formal schools must
be upgraded, certified, and licensed, and path-
ways should be established from the non-formal to
the formal sector, as well as from the formal to the
non-formal sector. Baseline surveys should assess
educational backgrounds, skills, and knowledge gaps
of population subgroups who are potential benefi-
ciaries, in order that educational systems can be
designed to address existing needs.

Develop after-school
tutoring and mentoring
programs in both primary
and secondary schools

These programs should support girls’ education and
development and enhance their chances of progressing
to or succeeding in secondary school. They can provide
one-on-one mentoring and ensure that after-school
hours are dedicated to study and not to part-time jobs



or family obligations. The programs can also provide
supplementary training beyond the formal curricu-
lum for the development of skills for social and civic
participation—in the process teaching basic health,
reproductive health, and financial literacy.

Produce curricula relevant to
adolescent girls

Adolescent girls in the developing world need to
acquire remunerative and marketable skills which are
not taught at home, such as facility with computers,
fluency in an internationally spoken language, financial
skills, and knowledge of social systems. New methods
to promote interactive and collaborative learning can
help develop critical thinking and decisionmaking skills
and instill a habit of lifelong learning—capacities that
will equip girls for a rapidly changing world.

Offer post-secondary
vocational programs

The majority of girls who complete secondary school
do not continue on to university. For girls going
directly into the workforce, it is important to offer
programs that support them in making a success-

ful transition to remunerative work and household
financial management. Such programs must be based
on market assessments and provide relevant, flexible
skills for employment and professional growth in an
ever-changing global economy.

Provide training and ongoing
incentives for women to
enter and remain in teaching

Female teachers can reinforce the importance of
education to girls, and many girls respond better to
female teachers. The number of women who enter
teaching is increasing, and teaching appears to be
a viable, desirable profession for women who have
completed secondary school.

ADVOCATE

Promote easy transitions
between non-formal and
formal schools

Complementary schools should be developed within
the non-formal education system to help girls, many
of them primary-school dropouts, continue on

to formal secondary school. They should also offer
younger adolescents the opportunity to reenter
formal primary school.

Encourage and evaluate
innovation

The curricula in both formal and non-formal schools
attended by adolescents should be revamped to
develop new approaches to education. Although
many of the current approaches are unproven, some
appear particularly promising. To test their effective-
ness, research/program partnerships should invest in
designing and implementing pilot projects to measure
and assess their impact on girls over the short and
medium term.
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FOREWORD

If you want to change the world, invest in an
adolescent girl.

An adolescent girl stands at the doorway of
adulthood. In that moment, much is decided. If she
stays in school, remains healthy, and gains real
skills, she will marry later, have fewer and healthier
children, and earn an income that she’ll invest
back into her family.

But if she follows the path laid down by poverty, she’ll
leave school and enter marriage. As a girl mother,

an unskilled worker, and an uneducated citizen, she’ll
miss out on the opportunity to reach her full human
potential. And each individual tragedy, multiplied by
millions of girls, will contribute to a much larger down-
ward spiral for her nation.

Investing in girls is the right thing to do on moral,
ethical, and human rights grounds. Perhaps no other
segment of society globally faces as much exploitation
and injustice, and we owe girls our support as integral,
yet overlooked, members of the human family.

Investing in girls is also the smart thing to do. If the
600 million adolescent girls in the developing world
today follow the path of school drop-out, early mar-
riage and early childbirth, and vulnerability to sexual
violence and HIV/AIDS, then cycles of poverty will
only continue.

Yet today, only a tiny fraction of international

aid dollars is spent—and spent effectively—on needs
specific to adolescent girls. That underinvestment is

the reality the Coalition for Adolescent Girls
(www.coalitionforadolescentgirls.org) is trying to change.

Launched by the United Nations Foundation and the
Nike Foundation in 2005, the Coalition’s goal is to
offer fresh perspectives, diverse resources, and con-
crete policy and program solutions to the challenges
facing adolescent girls in developing countries. Our

first step? Uncover adolescent girl-specific data and
insights to drive meaningful action.

In 2008, Girls Count: A Global Investment and Action
Agenda did just that. Authored by Ruth Levine from
the Center for Global Development, Cynthia B. Lloyd
of the Population Council, Margaret Greene of the
International Center for Research on Women, and
Caren Grown of American University, Girls Count laid
out the case for investing in girls and outlined actions
that policymakers, donors, the private sector, and
development professionals can and should take to
improve the prospects for girls’ wellbeing in the
developing world.

Today, we are pleased that Girls Count has gone into
its second printing. More importantly, the authors
have continued beyond that groundbreaking work to
explore girls’ lives further. Together, the results com-
prise the new Girls Count series:

* In New Lessons: The Power of Educating
Adolescent Girls, Cynthia B. Lloyd and Juliet Young
demonstrate that education for girls during adoles-
cence can be transformative, and they identify a
broad array of promising educational approaches
which should be evaluated for their impact.

¢ In Girls Speak: A New Voice in Global Development,
Margaret Greene, Laura Cardinal, and Eve Goldstein-
Siegel reveal that adolescent girls in poverty are acutely
aware of the obstacles they face, but are full of ambi-
tious, powerful ideas about how to overcome them.

e |n Start with a Girl: A New Agenda for Global
Health, Miriam Temin and Ruth Levine describe the
positive multiplier effect of including adolescent
girls in global health programs and policies—and
the risks if they continue to be left out.

e Through Girls Discovered: Global Maps of
Adolescent Girls, Alyson Warhurst, Eva Molyneux,
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and Rebecca Jackson at Maplecroft join the ranks of
Girls Count authors by using their unique quantitative
analysis of girl-specific data to literally put girls on the
global map.

¢ Finally, Caren Grown is exploring how income

and savings in the hands of girls can drive fundamen-
tal social change. This work will be the first to shine

a light on this exciting but little-understood area of
global development.

Each report takes us deeper into the lives of adoles-
cent girls and contains an action agenda outlining
how the global community can count girls, invest in
girls, and advocate for girls. Taken together, the
Girls Count series presents a powerful platform for
action. Please visit coalitionforadolescentgirls.org
for more information.

The girl effect is the missing and transformative
force needed to achieve the Millennium Development
Goals, with the unique power to break the intergen-
erational cycle of poverty. It is about the lives of 600
million adolescent girls, and the millions more lives
that are affected by them. Girls do indeed count.

Moo K, Rt Gl
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President EVP & COO

The Nike Foundation The United Nations
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INTRODUCTION

INTRODUCTION

Over the past 15 years, girls’ education in the devel-
oping world has been a story of progress. Interest and
financial backing from the development community
have grown steadily in response to accumulating
evidence documenting the many benefits of girls’
schooling, and female education is now a major part
of global development commitments, including the
Millennium Development Goals.

Alongside this global interest, school enroliments
have climbed. The large majority of girls now attend
primary schools, and most girls attend school into
early adolescence. The gender gap is closing, and
higher enrollments are boosting economic returns.
But there is still a long way to go. Girls’ primary
school completion rates are below 50% in most poor
countries. According to a 2008 UN report, 113 coun-
tries failed to reach the 2005 Millennium Development
Goals on gender equality in education. Few show
prospects of meeting them by 2015. The situation is
worse by the time girls reach secondary school. In
Africa, girls’ secondary school enrollments have
fallen relative to boys’ since 2000. And throughout
the developing world, young women are underrepre-
sented in the workforce.

One of the most significant problems in most devel-
oping and conflict-affected countries is the failure

of education systems to realize their potential to
empower adolescent girls. Fewer girls attend formal
education in later adolescence and, of those who do,
many are in formal primary rather than secondary
school, where one might expect to find them. The
fact that the majority of donor funding is directed
toward girls’ primary school attendance may con-
tribute to this pattern. Existing education programs
are bereft of curricula with adolescent learning
needs in mind, in particular the needs of girls whose
lives often close down rather than open up during
adolescence. For girls, this makes the transition to
secondary education and the workplace challenging,
if not impossible. There has been a notable rise in the

number of non-formal educational programs with girl-
friendly features. But their coverage and impact for
adolescent girls are unknown both in the short run,
for their school progress, and in the long run, for how
well girls are prepared for adulthood, paid work, and
household management.

While primary schooling is a basic need for all
children, education for adolescents can be transfor-
mative. Many benefits are immediate. The prospect
of secondary education motivates girls to complete
primary school. Being in school along with boys
during adolescence fosters greater gender equality
in the daily lives of adolescents. Education for ado-
lescent girls helps them avoid long working hours
and early pregnancies, and lowers their risk of HIV/
AIDS. In the long term, secondary education offers
greater prospects of remunerative employment,
with girls receiving substantially higher returns

in the workplace than boys when both complete
secondary school.

A new global compendium

New Lessons goes beyond the global action agenda
in Girls Count, our previous report on girls’ education,
released in 2008. It seeks to increase understand-
ing about the education of adolescent girls. Given
the lack of information on education programs for
girls, it provides new data and analysis from research
on more than 300 past and current programs and
projects. It offers evidence on how proven practices,
including scholarships for girls and the recruitment
and training of female teachers, can increase the
number of adolescent girls attending school and
highlights the pedagogical approaches that enhance
learning and employment.

Very few girl-friendly education programs have been
evaluated, and even fewer have made their evaluation
reports publicly accessible. Thus most approaches
remain promising but unproven. Furthermore, the
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skills for employment and professional growth in an
ever-changing global economy.

8. Provide training and ongoing incentives
for women to enter and remain in teaching
Female teachers can reinforce the importance of
education to girls, and many girls respond better to
female teachers. The number of women who enter
teaching is increasing, and teaching appears to be
a viable, desirable profession for women who have
completed secondary school.

9. Promote easy transitions between
non-formal and formal schools

Complementary schools should be developed within
the non-formal education system to help girls, many
of them primary-school dropouts, continue on

to formal secondary school. They should also offer
younger adolescents the opportunity to reenter
formal primary school.

10. Encourage and evaluate innovation

The curricula in both formal and non-formal schools
attended by adolescents should be revamped to
develop new approaches to education. Although
many of the current approaches are unproven, some
appear particularly promising. To test their effective-
ness, research/program partnerships should invest in
designing and implementing pilot projects to measure
and assess their impact on girls over the short and
medium term.
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A girl in Bangladesh learns impor-
tant skills at a safe space managed
by BRAC. The facility is part of

a network of safe spaces across
Bangladesh that are filling critical
gaps in the formal education sys-
tem for tens of thousands of girls.

If girls are to make the shift from
economic dependency to self-
sufficiency, universal access to a
range of educational opportunities
is essential for sustained learning
during adolescence, regardless

of girls’ prior educational back-
grounds. Girls’ educational needs
during this phase of the life cycle,
particularly in the poorest coun-
tries and communities, are acute.
Girls have not yet translated recent
rapid improvements in school
enroliments into equivalent gains
in economically productive work
and civic engagement. This is
especially true in settings where
the roles of boys and girls begin
to diverge sharply in early ado-
lescence. Many factors contribute
to the gender imbalances, but
enhancing the quality and rel-
evance of learning opportunities
for adolescents can prepare and
empower girls for a range of adult
roles beyond the traditional roles
of homemaker, mother, and spouse
with benefits not just for the girls
but also for their families and
communities.

This report is intended as a “call to action” for gov-
ernments, education ministries, donors, NGOs, and
corporations to collaborate, innovate, and invest in

a range of educational opportunities for adolescent
girls. Those opportunities are transformative not only
in the skills and knowledge acquired, but also in the
attitudes, aspirations, and self-confidence forged —
and in the pathways taken. Further benefits will be
reaped by national economies in terms of more rapid
rates of economic growth if gender gaps in educa-
tion were to close more rapidly and the educational

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

needs of adolescent girls were to be more completely
addressed (World Bank 2001).

A sequel to Girls Count

Girls Count: A Global Investment and Action Agenda
(Levine et al. 2008) presented a global agenda of
investment and action for girls living in the poorest
countries and communities. The agenda included rec-
ommended actions for four groups of social actors:
(1) national governments, (2) donors and technical
agencies, (3) employers, and (4) civil society. The
agenda includes actions to count girls with better
data in order to make them more visible, to invest in
girls in strategic areas of need, and to provide them
with a fair share of resources and opportunities.
These recommendations were informed by rich evi-
dence of the many social and economic benefits that
are directly or indirectly tied to girls’ welfare and were
designed to break the cycle of past neglect.

Within each recommended arena of action, educa-
tional investments feature prominently. Governments
were called on to provide adolescent girls with equi-
table access to social services, including all levels of
education. Donors and technical agencies were called
on to support post-primary education options for
girls, including investing in educational quality and lift-
ing constraints limiting the number of girls making the
transition from primary to secondary school. Large
national and multinational corporations were called
on to invest in schools through building construction,
teacher training, scholarships, and distance learning.
Finally, civil society institutions were encouraged to
create safe spaces for girls as a platform for catch-up
education, to develop informal educational oppor-
tunities for out-of-school girls such as accelerated
learning and school-to-work programs, and to provide
after-school programs to give girls needed skills.

These education recommendations sit within a

larger context of policy and legal frameworks. These
societal frameworks continue to discriminate against
adolescent girls in law and practice, with the result
that girls’ aspirations and opportunities are con-
strained. While a good-quality education is necessary
for girls to fulfill their potential for themselves and for
society, it is not sufficient. Much more can be done
to deepen and enrich girls’ educational experiences
so that they are poised to capture the opportunities
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unleashed if this global agenda for girls were to
become a reality. When girls go to school, they are
exposed for the first time to socializing influences
beyond those experienced within their families.
Thus school as an institution and the experiences

it provides have the potential to be transformative
by raising a girl’s sights for herself beyond those of
older women in her community and by providing her
with the relevant knowledge and skills to capitalize
on an expanding set of opportunities.

New Lessons goes beyond Girls Count in several
important ways. First, this report seeks to deepen
our understanding of the education of adolescent
girls by exploring exactly where they are in the edu-
cational system, how they are faring, and what they
are learning. Second, it documents some less well-
known educational advantages for girls of staying
enrolled during adolescence. Finally, it presents new
data on key features of more than 300 programs
and projects in support of education for adolescent
girls in developing regions of the world. These data
are presented within a framework that allows for

an assessment of existing educational investments
in relation to documented needs and to proven or
promising strategies.

Setting the stage

Girls’ education was embraced as a mainstream
investment for development around the time
Summers (1994) presented his seminal analysis
quantifying the high economic and social returns to
women’s education in poor countries. Since then,
attention to girls’ schooling among development
professionals and researchers has blossomed with
strong reinforcement from the international commu-
nity in the form of major international commitments.
In 2000, in several different venues, governments
agreed to eliminate gender disparities in primary and
secondary education, preferably by 2005, and at all
levels by 2015 (Millennium Development Goal No.
3, and Goal No. 5 in Education for All [EFA] Dakar
Framework for Action, see Box 1.3).

Trends in enrollment and gender equity: In parallel
with this heightened interest and effort has come
rapid growth in girls’ primary school enroliment rates
and a decline in gender gaps at most levels of educa-
tion. Nonetheless, primary school completion rates!

BOX 1.1

Why girls? Why not boys too?

Adolescent boys will also benefit from many of the recommendations in this
report. Nonetheless, the report focuses on adolescent girls. Research has
taught us that adolescent girls face extra challenges not faced by boys in
staying in school. We also know that girls can expect to reap greater returns
than boys if they are enabled to do so, and this has positive ripple effects
for national economies. First, for adolescent girls, educational attainment
and sexual and reproductive transitions are closely interrelated in that an
unwanted pregnancy or an early marriage can derail a school career prema-
turely. As boys typically marry later than girls and do not face the same risks
and responsibilities associated with pregnancy, their sexual maturation and
behavior do not have the potential to interfere with their school progress in
the same way. Second, even where girls and boys attain similar levels of
education and perform equally well in school, girls are typically less able to
translate their educational accomplishments into remunerative work and
civic engagement (Buvinic et al. 2007). This well-documented gender gap

in labor force participation among young adults is the expression of many
factors, including differences between boys and girls in aspirations and life
choices, as well as differences in labor market opportunities. Nonetheless,
school is a major factor in the socialization of adolescents, with teacher atti-
tudes and behaviors, the content of the curriculum, and the opportunities
within these schools for participation and leadership all potentially limiting
girls’ visions for themselves and their futures. Third, within all occupations,
the earnings increment from an extra year of education is much greater for
women than men; as a result, the earnings gap between men and women
declines with education (Aslam et al. 2008).

1

We use grade 6 completion rates
as a proxy for primary school
completion rates because they are
more comparable across countries,
given variations in the number of
years in the primary school cycle.



2

We use rates for young women
20-24 because many adolescents
do not complete secondary school
until their late teens or early 20s.

3

Some governments are taking

on the responsibility for running
non-formal education (e.g. Ethiopia
and Mali), but this is the exception
rather than the rule.

for young women still are below 50% in the majority of
poor countries outside Latin America and the Carib-
bean (Figure 1.1), and in nearly half of these countries
gender gaps in primary completion still exceed 10 per-
centage points (Figure 1.2).2 The situation with respect
to secondary school is worse still. Indeed in sub-Saha-
ran Africa, the gender gap in secondary enroliment

has actually grown wider since 2000, with the gender
enrollment ratio falling from 82 to 80 girls for every boy
in secondary school by 2006 (United Nations 2008). In
southern and western Asia, the female-male enroll-
ment ratio for secondary school is around 85, having
improved from a ratio of 77 (southern Asia) and 80
(western Asia) recorded in 2000 (United Nations 2008).
The recent UN report on the MDGs (United Nations
2008) states that of the 113 countries that failed to
reach the MDG on gender equity in education by 2005,
only 18 are likely to achieve it by 2015, given current
trends. At the midpoint of the trajectory towards 2015,
the United Nations report (2008, 5) concludes that “the
limited progress in empowering women and achiev-
ing gender equality is a pervasive shortcoming that
extends beyond the goal itself. Relative neglect of, and
de facto bias against, women and girls continues to
prevail in most countries.”

Recent rapid rise in non-formal schooling: Along with
the push to universalize schooling in the past 10 years
has come a rapid rise in the number of NGO schools,
which are typically non-formal schools (UNESCO
2007).2 Indeed, non-formal education is often the main
route to learning for disadvantaged girls. Ironically,
enrollment in non-formal schools is rarely captured in
national school enrollment data, thus minimizing the
visibility of these efforts and their ability to contribute to
the above-stated goals. Data collection systems have
not caught up with the growth of non-formal schools,
leaving policymakers at a loss in assessing the value
of these initiatives.

Because of the growing importance of NGOs in

the delivery of educational services, as well as

the growing diversity of educational forms, those
responsible for the 2008 UNESCO Education for All
report commissioned 19 national studies on non-
formal schooling, as well as in-depth case studies
of 29 countries’ education systems. It is striking that
few of the authors of these background papers were
able to find data on the extent of participation in the
non-formal educational sector or on the impact of
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EDUCATING ADOLESCENT GIRLS

non-formal education on overall learning objectives
for the countries they were commissioned to study.
Typically, the reports catalogued a list of programs
or programmatic types without any data on levels of
enrollment or learning outcomes.

Part of the challenge to data collection in this area
is that non-formal education programs are often run
on an ad-hoc basis with little coordination, guidance,
control, or funding from the government (e.g. Tan-
zania, MacPherson 2007). Government regulations
for non-state educational providers can often be
cumbersome as well, thus creating disincentives for
providers to register with the government (UNESCO
2007). Only a few countries with more comprehen-
sive educational policies have been successful in
integrating non-formal educational alternatives into
the overall system and providing options for gradu-
ates to join regular schools (Hoppers 2008; Rose
2007). Without registration, licensing, and ultimately
accreditation, students enrolled in non-formal edu-
cational programs may have difficulty gaining entry
to higher levels of education or obtaining jobs from
employers who are unfamiliar with the programs
attended. Box 1.2 outlines some of the main differ-
ences between formal and non-formal schools.

Situating adolescents within the
education system

When target groups are described in education
reports, they typically include children (those of
“school-age,” under the age of 18 according to the
United Nations Convention on the Rights of the
Child), youth (those over the age of 15 who have
reached the minimum age for work according to the
ILO Minimum Age Convention of 1973), or adults

who are over the age of 18. The word adolescent is
almost never mentioned. On the other hand, the term
adolescent is frequently used in conversations related
to health because adolescence is commonly under-
stood to begin with puberty. UNICEF and WHO define
adolescents as those aged 10-19. Because formal
school systems are designed to follow a set sequence
of curricular material regardless of age, those who
start late can find themselves sharing a classroom
with younger children, a situation that often leads

to early dropout, particularly for girls. The very fact
that the learning trajectory does not always fit well
with the developmental trajectory in many poor
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FIGURE 1.1

Grade 6 completion rates for 20-24-year-old girls

In many countries, primary school completion rates fall well below 100%.
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FIGURE 1.2

Percentage point gender gap (boys minus girls) in grade 6
completion rates for 20-24-year-olds

Despite dramatic progress for girls, gender gaps remain.
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countries—if children get off to a late start or resume
their education after some interval—has been part
of the rationale for the development of non-formal
learning alternatives. Nonetheless, these are often
described as serving children, youth, or adults,

but rarely adolescents. Indeed, Hoppers (2008)
speculates that coverage for adolescents within the
non-formal educational sector may be substantially
less than for younger children or adults even in
countries where non-formal schooling is common.

Among the six goals agreed to under the Education
for All (EFA) banner as part of the Dakar Framework
for Action (World Education Forum 2000) was one
which, until now, has been relatively neglected. EFA
Goal No. 3 focuses in particular on the education
needs of adolescents without saying so explicitly. In
Goal No. 3, governments are committed to “ensur-
ing that the learning needs of all young people and
adults are met through equitable access to appropri-
ate learning and life-skills programmes” (see Box
1.3). Obviously included among the target popula-
tion for this goal are older adolescents, ages 15-19.
Despite its importance, this internationally agreed
upon goal has been largely neglected, partly because
it is poorly defined, partly because its economic and
social value is not clear, and partly because data are
lacking to monitor progress (UNESCO 2008, 91).
Implicit in this goal is the recognition that a primary
school education is an insufficient preparation for
adulthood, and that adolescents and young adults
need to continue learning regardless of their prior
educational level. EFA Goal No. 3 remains a challenge
and an opportunity, particularly for girls.

We can begin to see the complexity of situating ado-
lescents within the education system when we overlay
developmental age on the educational pathways
potentially available to adolescents within existing
education systems. In Chart 1.1 we sketch the typi-
cal formal and non-formal system pathways from an
adolescent perspective. At age 10, adolescents may
be close to the end of formal primary school if they
started on time and live in countries where primary
school is only five years, or, as is often the case in
many African countries, they may be just beginning
primary school. On the other hand, some out-of-
school 10 year olds may be taking advantage of
non-formal accelerated learning programs (run either
by NGOs or by the government) which provide them
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BOX 1.2

Definitions

Formal Schools Non-formal Schools

Standard curriculum Nonstandard curriculum

Set number of grades Flexible grading

Common calendar Flexible calendar

Registered, licensed, and accredited Not necessarily registered,
licensed, and accredited

Government or nongovernment Government or nongovernment

BOX 1.3

Education for All—Goals of the
Dakar Framework for Action (2000)

e Expanding and improving comprehensive early childhood care and edu-
cation, especially for the most vulnerable and disadvantaged children

e Ensuring that by 2015 all children—particularly girls, children in difficult
circumstances, and those belonging to ethnic minorities—have access to
and complete free and compulsory primary education of good quality

e Ensuring that the learning needs of all young people and adults are met
through equitable access to appropriate learning and life-skills programmes

e Achieving a 50 percent improvement in levels of adult literacy by 2015,
especially for women, and equitable access to basic and continuing
education for all adults

¢ Eliminating gender disparities in primary and secondary education by
2005, and achieving gender equality in education by 2015, with a focus on
ensuring girls’ full and equal access to and achievement in basic education
of good quality

¢ Improving every aspect of the quality of education, and ensuring their
excellence so that recognized and measurable learning outcomes are
achieved by all, especially in literacy, numeracy, and essential life skills



CHART 1.1

Educational Pathways for Adolescents
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with the opportunity to reenter the formal system in
later primary grades or at the beginning of secondary
school. Once children reach the age of 15—an age
that some programs define as youth (e.g. livelihoods
programs) and others define as adults (e.g. literacy
programs)—other non-formal opportunities may
become available for those who have never been to
school or dropped out prematurely including, most
typically, literacy and livelihood programs. Primary
school completion and transition to either general
or technical secondary school can occur almost any
time during adolescence depending on the system
and the extent of late entry.

Non-formal schools serve a variety of roles for the
adolescent population. First, they provide a means for

Complementary

Livelihood
Training
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NON-FORMAL

Alternative

Accelerated
Learning

Literacy
Programs

for Youth

those girls who missed out on school at the right age
to catch up and reenter the formal system in the later
grades of primary school or enter secondary school
directly, if there is proper coordination with the formal
system. Non-formal schools serve to complement
regular formal schools. Second, non-formal educa-
tional programs operate as alternatives (sometimes
called equivalency or second-chance programs) to
the formal system, addressing the educational needs
of adolescents and youth who have missed school all
together, dropped out before learning the basics, or
opted out of secondary school for academic or finan-
cial reasons. Such educational programs can address
a range of needs, not only for the educational basics
but also for life skills and vocational skills, including
leadership training for girls.
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Collecting information on
programs and projects

Convinced of the importance of education for girls
during adolescence and lacking good data to docu-
ment the extent to which their needs are served by
both the formal and non-formal educational systems,
we decided to build a compendium of recent and
current educational programs for adolescent girls as
a critical complement to other sources of data. Our
goal is to provide a sense of the scope and focus

of current activities in relation to girls’ educational
needs. Initially we had assumed that other groups
already working on girls’ schooling issues would have
assembled at least bits and pieces of such a compen-
dium, but this was not the case.

Throughout the 18 months it took to contact orga-
nizations, read websites and project reports, and
interview key staff at leading organizations, we were
struck again and again by how little was known by
the key actors in the field about what was being
done, why it was being done, and what lessons were
being learned. Indeed, it took many iterations before
we developed a workable framework that would fit
the diversity of programs and projects that we found
and allow us to present the information in a mean-
ingful way. Furthermore, it was rare that we found a
program that was explicit in its interest in and support
for adolescents; rather, target groups were typically
described as children, youth, students, or even some-
times adults, leaving us to try to determine whether
those aged 10-19 were eligible and included. In the
course of our research, we were contacted several
times by other groups that were thinking of embark-
ing on a similar information-gathering exercise, but
after learning of our plan, they decided to wait for our
results. We were heartened that the United Nations
Girls’ Education Initiative (UNGEI) was eager to take
over and build on our compendium after the publica-
tion of this report.

Outline of report

This report will document the growing diversity of
learning needs among adolescent girls in developing
countries, as well as current efforts to address them.
This diversity is a direct result of recent efforts to
universalize schooling. While in the past, non-formal
education programs were designed primarily
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This report will
document the
growing diversity
of learning needs
among adolescent
girls in developing
countries, as well
as current efforts
to address them.
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to teach basic literacy to those who had never
attended school, now non-formal education programs
can include: accelerated programs for those inter-
ested in reentering the formal educational system
after dropping out of school, remedial programs for
those who dropped out before completing primary
school, flexible but equivalent programs for working
adolescents, or livelihoods programs for those who
completed formal primary school and were unable

to afford or were unsuccessful in competing for a
place in secondary school. And even for adolescent
girls who are enrolled in formal schooling at the
primary or secondary school level, current class sizes
and teacher workloads preclude time for all but the
basics, leaving life skills—including HIV prevention
and sexual and reproductive health—poorly taught.
Furthermore, most experts question the educational
“relevance” of much of the current curriculum in
secondary schools—a curriculum that has been his-
torically resistant to change (World Bank 2005). Thus,
even for those in formal schools, some of their learn-
ing needs may require supplementary after-school
programs in the absence of major curricular reform.

The plan for the report is as follows: In Chapter 2 we
look at where adolescent girls are within the educa-
tion system, how they are faring, and what they are
learning. We use the available data to debunk myths,
clarify realities, and highlight current and future
challenges for adolescent girls’ education, including
priorities for new data collection. In Chapter 3, we
present new evidence about the benefits of educa-
tion for girls during adolescence and discuss some
of the barriers girls face in capturing these benefits,
particularly barriers to translating their education into
remunerative employment. Chapter 4 draws lessons
from past practice and research to identify what
strategies have already proven successful, those
that are promising but unproven, and those that are
unlikely to be successful. Chapter 5 represents the
heart of the report with analysis of the information
collected in our compendium on 322 programs and
projects addressing the needs of girls categorized by
key program characteristics. We relate these to les-
sons learned from past projects and identify gaps in
relation to needs. Chapter 6 lays out the educational
resources that girls must have access to in order for
education to be the transformative experience that
will ensure their success. The chapter also outlines
some promising new directions for the development
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of programs and projects in light of previously identi-
fied gaps. Given the many promising but unproven
girl-friendly strategies that have been identified, we
offer suggestions for programmatic experimentation
complemented by well-designed impact evaluation.
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In the slums of Nairobi, girls find
educational options at a safe space
program called Binti Pamoja. Petit,
the older girl at right, was one of
the first graduates of the program
and helped start another Binti safe
space so more vulnerable girls
could have the chance to learn and
support each other.
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edge with appreciation Satvika
Chalasani’s contribution to the
chapter in the form of updated
tabulations from the Demographic
and Health Surveys.
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Some formal primary schools,

as we will see in Chapter 5, are
also run by NGOs or NGOs in
partnership with the government.

Mass formal schooling has
become an institution with recog-
nized features everywhere (Meyer
1992). Possibly for this reason,
the main strategy for addressing
the learning needs of adolescents
has been through the formal
educational system—expanding
the capacity of secondary and
tertiary educational institu-

tions to accommodate higher
enrollments. But to address the
learning needs of disadvantaged
children with learning gaps, learn-
ing and skill acquisition through
informal or non-formal educa-
tion has become an increasingly
common alternative approach
(UNESCO 2007). Because these
alternative approaches take on
many forms in different settings,
their reach and potential effec-
tiveness are less well known. This
chapter reviews what is known
from existing household survey
data about where adolescent
girls are within the education
system, how they are faring, and
what they are learning. Also doc-
umented are some of the gaps

in knowledge, particularly with
respect to participation in various
forms of non-formal schooling.

Where are they?

Myth 1: The majority of adolescent girls in poor coun-
tries are not in school.

Fact 1.1: In most countries, even the poorest, the
majority of younger adolescent girls are attending
school, typically formal primary school.

NEW LESSONS: THE POWER OF
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In Figure 2.1 we look at the percent of younger ado-
lescent girls (ages 10-14) currently attending formal
primary or secondary school. The data are derived
from recent DHS surveys (1998-2007) in 45 countries:
28 from sub-Saharan Africa, eight from Central and
Latin America, three from the Middle East, and six
from Asia. These data measure educational par-
ticipation and attainment in the formal educational
system for all household members in the sample.

We see that, with only a few exceptions in Africa, the
overwhelming majority of younger adolescents are
attending school with attendance rates nearing 100%
in South Africa, the Philippines, Peru, and the Domini-
can Republic. With the exception of Colombia and
Turkey, the majority of younger adolescent girls attend
formal primary school, typically government schools.®

The diversity within Africa in school attendance
among younger adolescents is particularly striking—
varying from less than 30% in Burkina Faso and Niger
to over 90% in eight countries including Zimbabwe,
Congo (Brazzaville), Namibia, Uganda, Swaziland,
Gabon, Lesotho, and South Africa. In some countries,
for-profit primary schools are providing an alterna-
tive for parents in areas where government schools
are of poor quality and where teachers employed by
the government are often absent (Ghuman and Lloyd
2007; Phillipson [ed.] 2008; Lincove 2007; Desai et al.
2008; Chaudhury et al. 2006). By following a cur-
riculum similar to that of formal government schools,
private primary schools offer students the opportunity
to compete for a place in the formal secondary school
system through national exams. However, relatively
few make that transition during their younger adoles-
cent years.

Fact 1.2: Later in adolescence, fewer girls attend
formal schools, but among adolescent students
ages 15-19, more are likely to be found in second-
ary school than primary school, although there are
notable exceptions.

As adolescents age, enrollment rates drop off. In
Figure 2.2 we look at the percent of older adolescent
girls (ages 15-19) currently attending formal primary
or secondary school. Among those who remain
enrolled, girls are more likely to be found in second-
ary school, although there are notable exceptions.

In Haiti, Chad, Rwanda, Tanzania, Mozambique,
Ethiopia, Malawi, Kenya, and Uganda, the majority
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FIGURE 2.1

School attendance of 10-14-year-old girls, by level

The majority of younger adolescent girls in most countries are attending school,
typically primary school.
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FIGURE 2.2

School attendance of 15-19-year-old girls, by level

Girls’ enrollment falls off in later adolescence; most older adolescent students attend secondary school.
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of female students aged 15-19 are still attending
primary school, due to late ages of entry, repetition,
and limited places in secondary school. Within the
formal secondary school system, general second-
ary school is the most common type of schooling
with roughly 90% of secondary students enrolled
(UNESCO 2007). The general secondary school
curriculum, which is still a legacy from colonial
times, is often abstract and academic and is driven
by high-stakes exams geared to university access
and elite jobs (World Bank 2005).

Technical or vocational secondary schools represent
another option for those going on to formal second-
ary school but who do less well academically in their
primary school leaving exams. While there has been
some move away from institutionally distinct voca-
tional secondary schools and increasing discussion
about making the curriculum of general secondary
school more relevant for life and work, most coun-
tries still retain a vocational secondary school option
within the formal system (World Bank 2005). Roughly
10% of secondary school students in developing
countries are enrolled in some form of vocational or
technical education at the secondary level (UNESCO
2007). However, “the bias towards academic studies
and the perception that vocational education entails
an inferior second-class education have deep histori-
cal roots in post-colonial states” (Benavot and Resnik
2006,186)

Fact 1.3: In the poorest countries, secondary school
completion among girls is relatively rare.

Figure 2.3 shows the extent of secondary school
completion among young women in Africa by age
19—the end of adolescence (Loaiza and Lloyd 2008).
In only eight of 37 sub-Saharan countries does the
secondary school completion rate exceed 15%: Sao
Tome and Principe, Cameroon, Togo, Nigeria, Kenya,
the Gambia, South Africa, and Ghana. In 19 countries,
the completion rate is below 5%. For both boys and
girls, rates of secondary school completion are low.
What may be more surprising is that gender gaps in
secondary school completion rates are as likely to
favor young women as young men.

How are they faring?

Myth 2: Girls fall behind boys in school.
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BOX 2.1

Menstruation as a cause of
absenteeism among adolescent
girls in Malawi

A common concern among educationalists is that girls may be more likely
to drop out after they reach puberty because of the difficulty of manag-
ing menstruation while at school. In a 2007 survey of adolescent students
aged 14-16 in rural Malawi, 20% of female students and 21% of male
students reported being absent either the day before the survey or during
the previous week. While 2% of the girls reported menstruation as the
reason for the absence, the major reasons for absence for both boys and
girls were iliness (34%) or various home responsibilities including errands,
work at home, or market day, reported by 26% of boys and 20% of girls.
While 34% of girls reported having missed school at some time in the past
because of their period, primarily due to heavy bleeding, this did not dis-
advantage them relative to boys in overall rates of absenteeism, which are
roughly the same (Grant, Lloyd, and Mensch forthcoming). Data from 12
other African countries participating in the 2005-06 MICS survey confirm
these results with similar rates of absence (missing two or more school
days in the previous week) for boys and girls (Loaiza and Lloyd 2008).

Fact 2: With the exception of a few countries, younger
adolescent girls who remain in school are less likely to
be behind in terms of grade-for-age than boys.

Once girls go to school and as long as they stay in
school, their progression rates from grade to grade
are the same as or better than those of boys. The
same is true for their rates of absenteeism (see Box
2.1). In Figure 2.4, we compare gender differences in
the percent of young adolescent students ages 10-14
who are two or more years behind grade-for-age.
While there is a huge variation across countries in the
percent of students who are behind (due to cross-
country differences in starting ages and repetition
rates), typically, where gender gaps in progression
rates appear, they are to the disadvantage of boys

rather than girls.

In Africa, technical secondary
enrollment, as a percent of total
secondary school enroliment, is
much lower (6%) than in other
developing regions, and the share

Myth 3: Pregnancy and early marriage are leading
causes of dropout among adolescent girls.

to be falling given high costs and
low demand (Lewin 2008). On
the other hand, in Arab countries
enrollment is roughly 12% as of
2006 (UNESCO 2007).

Fact 3: While dropout rates rise with age and
are often greater for girls than boys among older

of enrollment in this sector appears
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FIGURE 2.3

Secondary school completion rates of girls age 19,
sub-Saharan Africa (percent)

Secondary school completion among girls is relatively rare in most African countries.
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FIGURE 2.4

Gender differences in percentage of currently enrolled 10-14-year-old
students who are falling behind (two or more years behind grade for age)

When girls go to school, they progress from grade to grade at the same rates as or higher
rates than boys.
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FIGURE 2.5

Cumulative risk of school-leaving attributable to childbirth
or marriage among 15-24-year-olds attending school at age 12,
five sub-Saharan countries

Early marriage and early childbearing are only minor causes of dropout for girls.
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adolescents, girls are more likely to drop out for
reasons other than pregnancy and early marriage;
pregnancy and early marriage tend to occur shortly
after dropout.

Both boys and girls drop out of school for myriad rea-
sons including illness, economic difficulties at home,
lack of interest, poor performance, low value placed
on education, distance to school, or school quality.
Pregnancy and early marriage are often mentioned

as reasons why girls in poor countries may not be
able to continue in school. These reasons are unique
to girls.” However, pregnancy and early marriage are
more likely to be consequences rather than causes
of early school leaving. Typically it is the girls who are
lagging behind in school who are most likely to drop
out (Grant and Hallman 2008; Marteleto et al. 2008).
Given that dropout rates for girls are higher than for
boys in many settings during adolescence, but their
performance is no worse, this would suggest that
poor-performing girls are more vulnerable to drop-
out than poor-performing boys. Once girls have left
school, pregnancy and/or marriage are likely to follow
in short order.

Recent data from West Africa on ages at school
leaving, as well as reasons for dropout, provide
some insight into the issue in the African context
(Lloyd and Mensch 2008). Figure 2.5 compares
overall dropout rates with dropout rates that can be
attributed to early marriage or childbirth. Dropout
rates are derived from the highest of a range of
estimates based on information about reasons for
dropout as well as about the timing of births and
marriages in relation to the timing of dropout. By
age 18 the percent who had dropped out due to
early marriage ranged from 11% in Guinea to 19%
in Cameroon, and the percent who had dropped
out due to a birth ranged from 7% in Guinea to
15% in Cameroon.®

What are they learning?

Myth 4: Young women with a formal primary educa-
tion can be assumed to be functionally literate.

Fact 4: The effectiveness of formal primary schools in
teaching literacy varies enormously; girls with three to
five years of schooling cannot necessarily be assumed
to be literate.
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Pregnancy and
early marriage
are more likely to
be consequences
rather than causes
of girls leaving
school early.

7

In that marriage for boys is typically
at an age beyond that of leaving
school, and boys are rarely asked
to leave school if they have made a
girl pregnant.

8

The rates for Cameroon were
much higher than in the other four
countries, where the dropout rate
for marriage did not exceed 14%
and the dropout rates for a birth
did not exceed 8%.
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FIGURE 2.6

Ability to read a simple sentence among young women
aged 15-24 who never attended secondary school, according
to last grade attended (percent)

Girls with three to five years of school have not necessarily acquired basic literacy.
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Most adolescents who complete primary school in
the formal system retain a functional level of literacy
as young adults. However, among those with no
more than three to five grades of school, this cannot
be assumed. Despite the fact that most curricula
developed for the lower grades are based on the
assumption of basic literacy by grades 2 or 3, we
can see from Figure 2.6 that this is not the case in
most developing countries. The percentages shown
reflect the percent of young women, according to
the last grade of primary school attended, who
could read aloud a simple sentence in their chosen
language (their reading comprehension was not
assessed).® In most countries, fewer than half of
young women have achieved basic literacy by the
end of grade 3. Bolivia and Honduras are notable
exceptions. In half the African countries included,
fewer than 50% of young women have achieved
basic literacy even after grade 5.

The results make clear that the capabilities and skills
of adolescents need to be carefully assessed so that
various non-formal educational programs can be
effective in meeting their learning needs. Furthermore,
it is likely that girls will benefit more when they learn
in a context in which instruction is differentiated to
address learning needs at different levels.

Myth 5: Out-of-school girls are unschooled and there-
fore uneducated.

Fact 5.1: Out-of-school adolescent girls represent a
diversity of educational backgrounds with respect to
formal schooling.

While it is true that girls who are out of school at
ages 10-14—ages when complementary non-formal
education can still provide girls with a chance to
reenter the formal educational system—are largely
unschooled in the formal educational system, this is
not the case among older adolescents aged 15-19
(Figures 2.7 and 2.8). In all but a few countries,

the majority of young women at these ages who

are out of school have previously had some formal
schooling. Exceptions include Nigeria, Ethiopia,
Benin, Guinea, Senegal, Mali, Chad, Cbte d’lvoire,
Burkina Faso, and Niger—almost all countries in
West Africa. Among those girls with previous formal
schooling, the extent of their schooling varies by
age and by country.
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Figure 2.9 shows the highest grade completed by

age among the out-of-school population for a few
countries to illustrate the diversity of patterns that
currently exist. In Mali and Ethiopia the overwhelm-
ing majority of girls who are out of school have never
attended school; this is not true in other countries
chosen as examples. In Bangladesh, the overwhelm-
ing majority of out-of-school girls have had one to four
years of formal school. In Egypt, where primary school
extends for only five grades, the majority after age 16
have had five to six years of schooling. Cameroon is
an interesting case because of the wide distribution of
educational backgrounds among out-of-school girls
with one to four, five to six, and seven to nine grades
completed. Given the importance of continued learn-
ing during adolescence, programs should be designed
to suit a range of educational backgrounds, which will
vary by context both within and across countries.

Fact 5.2: Data on non-formal education are not
currently collected; the number of out-of-school
girls participating in non-formal education programs
is unknown.

International data collection systems for monitor-

ing trends in enrollment have been organized around
common features of formal educational structures
including level and grade. Whether we rely on
UNESCO to provide annual data on primary and
secondary enrollment from Ministry of Education infor-
mation systems or on international survey programs
such as DHS or MICS to measure school attendance
and attainment, we will find a good deal of data on
formal schooling. No comparable data on non-formal
education exist, whether it be private, public, or run
by NGOs. Household surveys can be adapted to seek
more information about participation in non-formal
education but, as of yet, few have done so.

A variety of sources suggest that, at least in some
settings, enrollment in these non-formal programs
may be significant, particularly among the youngest
adolescents. A survey by USAID’s EQUIP2 program
found 154 such programs serving 3.5 million children
(as cited in Rose 2007) with a few countries, including
Mali and Togo, reporting 10% of primary school-age
children in these programs (DeStefano et al. 2006).
In Bangladesh, as many as 8% of all primary school
age children enrolled in school are enrolled in NGO
non-formal schools—schools that do not conform to

9

Women selected for interview in
the DHS survey were presented
with cards on which a variety of
simple sentences were written
and they were asked to choose
one at random and read it aloud.
The sentences were extremely
simple and comprehension was
not tested. For example, the four
sentences used in the Uganda sur-
vey were: (1) “Breast milk is good
for babies.” (2) "Most Ugandans
live in villages.” (3) “Immunization
can prevent children from getting
diseases.” (4) “Family planning
teaches people to be responsible
for their family.”
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FIGURE 2.7

Girls aged 10-14 who never attended school as a percent of all
out-of-school girls aged 10-14

Out-of-school girls (ages 10-14) are largely unschooled in the formal educational system.
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FIGURE 2.8

Girls aged 15-

19 who ever attended school as a percent

of all out-of-school girls aged 15-19

In most countries, the majority of older out-of-school adolescent girls have attended some formal schooling.

Guatemala

Haiti

Nicaragua
Dominican Rep.
Honduras
Colombia

Peru

Bolivia

Morocco

Egypt
Turkey

Nepal
Bangladesh
Cambodia
Vietnam
Indonesia
Philippines

Niger

Mali

Guinea
Burkina Faso
Chad
Ethiopia
Senegal
Benin

Cote d’lvoire
Nigeria
Togo
Mozambique
Tanzania
Cameroon
Madagascar
Ghana
Kenya
Zambia
Rwanda
Namibia
Malawi
Gabon
Congo (Brazza.)
Uganda
Swaziland
South Africa
Lesotho
Zimbabwe

31

Percentage
Source: 9

DHS data (1998-2007)




FIGURE 2.9
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Percent of girls out of school, by age, according to highest
grade completed

The educational backgrounds of out-of-school adolescent girls vary substantially across countries.

100
80
60
40
20

0

Percentage

100

Percentage

100

Percentage

100

Percentage

VIETNAM

10 13

Age

16

19

MOROCCO

Age

10 13

Age

16

19

ETHIOPIA

10 13

Never
Attended

16

19

Percentage

Percentage

Percentage

Percentage

100
80
60
40
20

0

100

100

100
80
60
40
20

0

Age
.1to4 .5t06 .7to9 .10plus

BANGLADESH
10 13 16 19
Age
EGYPT

Age

GHANA

10 13 16 19

Age

CAMEROON

Age

Source: DHS data (2002-2005)

32



WHERE AND HOW
ARE GIRLS FARING

the formal educational structure in terms of grades
or expected ages of entry (Sukontamarn 2005). Such
enrolliment is typically not recorded, and girls in
non-formal education would be grouped with out-of-
school girls.

Furthermore, in the last two rounds of the MICS survey
(2000, 2005), information for some countries was
collected for all household members on whether the
highest level of education attended involved a school
with a “non-standard curriculum.” This category could
have included, depending on the context, not only
non-formal schools or educational programs without a
traditional grade structure, but also religious schools,
such as Koranic schools with exclusively religious
content. Rarely do more than 5% of young people
(aged 15-24) report a school with a “non-standard cur-
riculum” as the last or highest attended.® Exceptions
include Burundi (20%), Chad (8%), Gambia (11%),
Guinea-Bissau (9%), Niger (14%), and Senegal (7%).
All of these countries but Burundi have predominantly
Muslim populations,' making it hard to know to what
extent these levels of participation actually reflect non-
formal versus religious education.

We cannot assume from the available data that girls
who are not currently enrolled in formal schools

are not being educated. The extent of non-formal
educational activities among adolescents is unknown
but assumed to be on the rise. Nonetheless, various
experts conjecture that the adolescent population is
currently underserved. EFA Goal No. 3 is impossible
to address effectively in the absence of full informa-
tion on the educational participation of youth.

From the data presented here, we see a diversity
among adolescent girls in educational attainment and
participation. That diversity would be even more in evi-
dence if we had looked at differentials within countries
by income, ethnicity, residence, etc. We also see that
educational investments in girls carry no significant
extra risks given their progress from grade to grade
and the relatively minor role that reproductive factors
play in their school progress. As far as what adoles-
cent girls are learning, we can say little about learning
outcomes beyond whether or not they achieve basic
literacy. Given the many questions that have been
raised about the “relevance” of the formal secondary
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We cannot assume

from the data

currently available

that girls who

are not currently
enrolled are not
being educated.

school curriculum for adolescent needs (World Bank
2005), there is much more to learn about specific skills
acquired in school in relation to their applicability to
the needs and challenges of later life, in particular

the development of critical thinking and independent
learning skills. Evidence about the immediate and
long-term benefits of education for girls is entirely built
from data on formal school participation and will be
reviewed in Chapter 3. In Chapters 4 and 5, we will
look more directly at some of the formal and non-
formal educational programs and projects designed

to address the specific needs of adolescent girls and
how they have evolved over the last 10-15 years.

10

Results from the 2000 round

of MICS surveys from 28 countries
(Education Policy and Data
Center 2008)

1
http://en.wikipedia.org/wiki/
Islam_by_country#By_country

12

Typically Koranic schools are
distinct from other non-formal
schools, which are secular.
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Investments in girls’ schooling

can improve gender equality and
reduce poverty at the community
level. Mona Zine, a promoter in
the Ishrag program for girls in

rural Upper Egypt, serves as a
mentor to other girls and conducts
workshops including classes on
financial literacy. The benefits of
girls’ schooling ripple out within the
family, within the community, and
across generations.

Donors, policymakers, and
practitioners have focused on
the well-known and well-doc-
umented long-term benefits of
formal education for adolescent
girls in terms of better health
and more remunerative employ-
ment. Less attention has been
paid to the immediate benefits
of education for girls during
adolescence (particularly the
benefits of secondary school
attendance and completion) or
to the social and economic ben-
efits reaped by their communities
from these investments. The
immediate benefits of education
during adolescence are greater
safety, enhanced social status,
and better opportunities for self-
actualization and empowerment.

Adolescence is “dense” with educational, sexual,
work, and family transitions, each transition affect-
ing pathways for the others (Rindfuss 1991). This is
particularly true for adolescent girls, whose lives can
easily be disrupted by family events such as early
marriage or unexpected, unplanned, and unwanted
sexual and reproductive events. And it is during
adolescence that the differentiation of gender roles
intensifies in preparation for adulthood. During this
phase of life, an education that heightens a girl’s
social status, minimizes her social risks, delays her
assumption of adult roles, and cultivates a capacity
for critical thinking and independent decisionmak-
ing can reshape her future pathways radically and
profoundly —with cascading benefits over her lifetime.

By staying in school during
adolescence, girls reap
immediate benefits

School attendance has the potential to provide girls
with protection during a phase of life when tempo-
rary setbacks can have lifelong consequences. Girls’
attendance in formal school during adolescence is

NEW LESSONS: THE POWER OF
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correlated with delayed sexual initiation, later mar-
riage and childbearing, lower rates of HIV/AIDS and
other reproductive morbidities, fewer hours of domes-
tic and/or labor market work, and greater gender
equality (Lloyd 2005). The many economic dividends
attributable to school attendance for adolescent

girls do not detract from the importance of school
attendance for adolescent boys. However, it could be
argued that the immediate benefits of school-going
for girls exceed the immediate benefits for boys. This
is because girls carry heavier work burdens than

boys during their adolescent years, are more likely to
marry and have children at an early age, and are more
susceptible to sexual coercion and HIV at younger
ages. Obviously the benefits experienced by girls who
attend school into their teens will be all the greater

if they attend schools that are safe, where boys and
girls are treated fairly and respectfully, where learn-
ing is valued and the curriculum is relevant and well
taught. Furthermore, these benefits are likely to be
greatest when girls attend formal schools rather than
non-formal schools; indeed all evidence to support
the importance of education for girls during adoles-
cence comes from data comparing girls attending
formal schools to those who are “out of school” or,
more precisely, not attending formal school.

Enhanced social status: When an adolescent girl trav-
els through her community in a school uniform carrying
her school books, she gains a protected social status
that is recognized and valued. She has the oppor-
tunity to develop a social identity beyond her family
and is granted respect and protection. Bledsoe (1990)
described the symbolic importance of the school uni-
form in Sierra Leone for adolescent girls as “conveying
their status as initiates or trainees who should be rec-
ognized as belonging to a protected class.” (Lloyd and
Mensch 1999: 97). Sometimes regarded with “respect
and fear” (Bledsoe, Cohen, and Working Group on

the Social Dynamics of Adolescent Fertility 1993, 94),
the school girl in her uniform is marked as “sexually
unavailable.” This enhanced social status has primarily
been documented for girls attending formal schools,
particularly secondary schools, and may be less likely
to apply to girls attending non-formal educational
programs. This is because of the popular perception
that vocationally oriented education is second-class
education. According to Benavot and Resnik (2006)
this perception has deep historical roots in many post-
colonial societies.
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FIGURE 3.1

Average daily hours in household work for rural, unmarried
15-16-year-olds, by sex and enrollment status

Gender differences in time spent on domestic chores are much greater
among those out of school than among students.
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Greater gender equality: If we explore the time-use
patterns of adolescent girls and boys according to
school attendance, we see that girls who remain
students at ages 15-16 work many fewer daily hours
in domestic (non-market household) work than those
who are not enrolled (Lloyd et al. 2008). Time-use
data from diverse rural settings in Kenya, Nicara-
gua, Pakistan, and South Africa show that the daily
hours girls spent in domestic work when they were
students ranged from two to three hours a day (Fig-
ure 3.1). By contrast, their non-enrolled peers spent
upwards of six to seven hours daily in domestic
work. On the other hand, boys’ enrollment status had
little impact on their time spent in domestic work.
When boys attend school, their daily lives are reason-
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ably similar to girls’ (even though female students still
put in one to two more daily hours in domestic work
than male students do), while the lives of boys and
girls diverge sharply when they leave school, as girls
take up heavy domestic responsibilities and boys
enter the workforce.

Thus, for girls, extending schooling into adolescence
can be a first step on a pathway toward greater
gender equality, not only because of the learning

that takes place in school but also because school
attendance brings adolescent boys and girls together
to spend their time similarly during a critical phase

of their transition to adulthood. School allows them
to focus on their own development and learning, to



FIGURE 3.2
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Premarital sex among 15-17-year-old students and
non-students (percent)

Adolescent students are less likely to have had premarital sex than their same-age peers
who are not in school.
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interact with peers and form social networks, and to
explore and prepare for a broader range of possi-
bilities for life as an adult. Although female students
continue to carry a heavier domestic workload, spend
time at home with family members rather than peers,
and enjoy less leisure time than male students, these
gender differences are small compared with the
gender differences in time-use that exist among ado-
lescents who are not in school (Lloyd et al. 2008).

Improved reproductive health: Another immedi-

ate benefit to girls of participation in school during
adolescence relates to premarital sex. In Figure 3.2,
we compare the percent of unmarried girls ages
15-17 reporting premarital sex according to whether
or not they were attending formal school.™ While
reported rates of premarital sex vary widely across
countries, it appears that, with the exception of Benin
and Mali, girls attending formal school at these ages
are much less likely to have had premarital sex than
their same-age peers who are not attending school
(Lloyd forthcoming). Further support for these find-
ings comes from more in-depth analysis of recent
adolescent survey data collected in Burkina Faso,
Ghana, Malawi, and Uganda (Biddlecom et al. 2008).
Similar patterns exist with respect to contraceptive
use among sexually active students; sexually active
girls who remain enrolled in school are more likely

to protect themselves against unwanted pregnancy
than those who no longer attend school (LIoyd 2009).
While these effects appear to exist regardless of
school quality, it is also apparent that school quality
can enhance these effects (see Box 3.1), particularly
those aspects of school quality that relate to gender
attitudes and behaviors on the part of teachers.

By staying in school during
adolescence and retaining
learning into adulthood, girls
reap future social and health
benefits for themselves and
their families

Many of the well-documented social returns from
girls’ schooling are realized after girls leave school,
marry, and have families. Recent reviews of various
research studies provide a long list of the many ways
that mothers’ education can benefit them and their
children: through safer health and hygiene practices,
more time and resources for children’s health and
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BOX 3.1

School quality and premarital sex
among adolescent girls in Kenya

The results of a pilot study on the role of formal primary school in the lives
of adolescents in rural Kenya laid the groundwork for a broadened perspec-
tive on school quality and its benefits for girls (Mensch et al. 2001). At the
time of the study in 1996, the majority of adolescents attended primary
school (made up of eight grades or standards). Elements of school and
classroom dynamics reflect gender systems operating within the school.
These include teacher attitudes and treatment. In Kenya, these elements of
school quality varied from school to school. At the time of the study, there
were no programs providing gender training for teachers. In some schools,
the attitudes of teachers towards girls was surprising and even shocking,
with teachers accusing girls of “lacking common sense,” “being lazy,” and
“not using their heads” (Mensch and Lloyd 1998). In other schools, girls
and boys were treated with respect and without prejudice. The results

of the study show that girls were more likely to have initiated premarital
sex—a risky behavior in a setting where HIV was spreading and where
contraceptive use among teens was low—in schools where female students
reported that girls and boys were not treated equally by the teachers and
the school administration. In fact, this was the only indicator of the school
environment, among the many measured (including whether or not family
life education subjects were taught), that had any effect on the initiation

of premarital sex among girls. By contrast, no school characteristics were
important in explaining the sexual behavior of boys. In a companion study,
this variable was also found to be an important predictor of dropout for girls
but not for boys (Lloyd et al. 2000). Because of the unique risks that girls
face during adolescence, this study suggests that schools can make a dif-
ference in girls’ lives by confronting sexual stereotyping and prejudice in the
classroom and instilling equitable values promoting gender equality.

13

Rates are age standardized by
giving single-year-of-age rates
equal weight. Sample sizes are
sufficiently large for 15,16, and

17 year olds to permit calculation

of rates for single years.



education, more exposure to information that can

be used to support children in various ways, better
child nutrition, the use of contraceptives leading to
smaller family size, improved household incomes
through greater labor force participation and earnings,
greater bargaining power within the household, and
greater ability to act on preferences for investment in
children (World Bank 2007; Grown et al 2005; Herz
and Sperling 2004; Rihani et al. 2006). However, it is
not always clear how much schooling, or what level of
schooling, must be attained for significant benefits to
occur, and to what extent the benefits are dependent
on a certain number of years of exposure to school or

to certain levels of learning.

Indeed, we are learning from a variety of developing
country settings that the links between education
and health are not just correlational but causal. In

studies in settings as diverse as Ghana, South Africa,

Nepal, and Guatemala, evidence is mounting that

BOX 3.2

Maternal literacy and health
in Nepal

LeVine at al. (2004) explored the pathways of influence leading from maternal
schooling to literacy and language skills to health knowledge and skills in rural
and urban settings in Nepal. The literacy and language skills of 167 mothers
of school-aged children were assessed using tests of reading comprehen-
sion and academic language proficiency. Mothers’ health knowledge and
skills were assessed by measuring their comprehension of health messages
in both print and broadcast media, their comprehension of instructions on a
packet of oral rehydration salts, and their ability to provide a health narrative.
Of those women in the sample who reported that they were literate, 28%
proved to have a reading level of zero on the reading test. The study also
found a consistent positive association between reported years of school and
levels of literacy and language skills as measured on the tests administered
by the researchers. Even if these women may have lost some proficiency
since leaving school, the correlation between years of school and literacy and
language skills was strong. Multivariate results exploring the determinants

of various indicators of health competencies found that literacy was the
pathway through which the effects of schooling on health competencies were
mediated. Most importantly, steady improvements in literacy and language
skills led to steady improvements in health proficiencies, thus underscoring
the importance of school quality in generating strong social returns to invest-
ment in girls’ schooling.
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literacy skills, when acquired in school and retained
after school exit, are strongly linked to fertility and
child health outcomes (LeVine et al. 2004; Glewwe
1999; Thomas 1999; Khandke et al. 1999). Box 3.2
describes the results of a study in Nepal that mea-
sured literacy and language skills of mothers directly
and related them to various levels of health knowl-
edge and behavior.

The most promising recent findings relevant to this
point are from a 35-year longitudinal analysis of women
and their children in Guatemala. The data show that
the benefits of mother’s schooling for children’s health
are even greater than previously estimated. Further-
more, a mother’s cognitive skills measured roughly at
the time of her first birth (around age 20 in Guatemala)
have a greater impact on children’s health outcomes
than a mother’s school attainment (measured by
grades attended) (Behrman et al. 2009).

While literacy improves with levels of schooling, the
correlation is far from perfect because of variations in
school quality. Thus the longer-term health benefits
of education require the acquisition and retention of
basic literacy and language skills, not just the com-
pletion of a certain number of grades. Data presented
in Chapter 2 on variations across countries in retained
literacy among young women who attended primary
school for a certain number of grades alert us to

the dangers of solely relying on data on educational
attainment as an indicator of changes in the underly-
ing knowledge and skills of a population. They further
remind us that the extent to which a girl will reap the
returns described here will be a direct function of the
quality of the school she attends.

By working for pay after school
completion, girls reap future
economic benefits for themselves
and their families

Economic returns to formal education in the labor
market tend to be highest in lower-income countries
and slightly higher for women than men (Psacharo-
poulos and Patrinos 2004). In Figure 3.3 we see that
women have lower market returns to primary school
completion, relative to no schooling, but higher
returns to secondary schooling, relative to primary
school completion, than men. Specifically, while the
returns to primary school completion in terms of
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FIGURE 3.3

Economic rates of return to schooling by school level

Gender differences in rates of return favor boys for primary school and girls for secondary school.
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discounted future earnings for men are estimated to
be 20%, they are only 13% for women. By contrast,
the returns for men to the completion of formal
secondary schooling are 14%, while women can
expect to receive returns averaging 18%. There are a
variety of explanations for this including occupational
segregation and greater gender discrimination in jobs
requiring less education. Whatever the explanation,
these data make two things clear. First, girls can
expect higher market returns from the completion of
formal secondary school. Second, the lower returns
to primary school, particularly when a secondary
school for girls is not available nearby, may discour-
age girls and inhibit their completion of primary
school, thereby increasing the policy challenge in
addressing the need for much greater female enroll-
ment in secondary school (Patrinos 2008).
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With respect to trends, evidence from countries in

all developing regions suggests that market rates of
return to formal secondary and tertiary schooling are
rising relative to the past, while returns to primary and
middle schooling are somewhat lower (Behrman et al.
2003; Heckman and Li 2003; Duraisamy 2002; Lam
and Schoeni 1993; Lam and Leibbrandt 2003; Schultz
2003). Changing rates of return are likely to be a func-
tion not only of improvements in the distribution of
formal education among the population, with a higher
percentage than in the past having acquired primary
schooling, but also of changes in the global economic
climate with increased international trade, privatiza-
tion, and market liberalization. It is possible as well
that declines in primary school quality could have con-
tributed to this shift in rates of return favoring higher
levels of formal schooling. While most of the studies



BOX 3.3

A caveat on estimated rates
of return

Most of the empirical evidence on rates of return to schooling is based on
the reported experiences of women who attended formal primary and sec-
ondary schools 10-30 years ago. This first generation of women attending
or completing formal primary or secondary school was a selective group,
particularly those who went beyond primary school. Subsequent genera-
tions of educated women will have had a greater diversity of backgrounds
and educational experiences, thanks in part to the many policy initiatives
designed to increase educational access. For these reasons, current esti-
mates of rates of return to schooling are even more uncertain for women
than they are for men, given the more selective population of adult working

women on which they are based.

14

It is well documented that literacy
and fluency in one’s mother
tongue is generally considered

to be an essential building block

towards the development of com-

petency in a second language.
Because this report focuses on
education for adolescents, we
mention the importance of a
second language here but recog-
nize that, for some adolescents
who are at an early stage of their
education, literacy in the mother
tongue will be a first priority.

on which these conclusions are based rely on data
for men only, it is reasonable to presume that rates

of return for women are changing as well. Indeed,
studies from all regions show that women with higher
levels of education are more likely to engage in paid
employment than in the past (Grown, Gupta, and Kes
2005). However, social norms about appropriate gen-
der roles can affect the extent to which an educational
expansion among girls leads later in life to greater
labor force participation of women, particularly when
the expansion is confined to more universal primary
enrollment (Hannum and Buchmann 2004). Adolescent
girls who do not make it to secondary school, where
social norms about gender roles are likely to be more
egalitarian, will suffer substantial opportunity costs in
terms of lost future earnings.

None of these estimates of rates of return to educa-
tion have taken account of school quality as a variable.
A growing literature is beginning to document the
positive effects of school quality on economic rates

of return, both because of its effects on the ultimate
number of grades attained and because of its effects
on specific learning outcomes that are valued in the
labor market (Glewwe and Kremer 2006). For example,
a recent study based on panel data in Egypt has
shown that students attending a lower-quality school—
where school-specific quality is proxied by averaging
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tested achievement gains—were much more like to
drop out than those attending a higher-quality school
(Hanushek et al. 2008). Further empirical evidence from
developing countries documents high rates of return

to cognitive skills in the form of earnings (Hanushek
2006). These issues become all the more important
given recent international test results document-

ing poor learning outcomes and possible declines in
school quality resulting from the push to universalize
schooling. Indeed, it is unlikely that the high social and
economic returns to girls’ schooling can be sustained
without substantial investments in school quality, in
particular investments in the development of critical
thinking and independent learning skills, which are
rarely measured in tests and which may be of particular
value for preparation for work roles.

A particular example of the returns to school quality
relates to the “relevance” of the curriculum, in particu-
lar learning in an international language.'* Evidence is
beginning to emerge about the rates of return to edu-
cation in a local language relative to an international
language such as English or French. Angrist and Lavy
(1997) estimated that the rate of return to post-pri-
mary schooling in Morocco dropped by half after the
language of instruction (in grade 6 and above) was
changed from French to Arabic. This was attributed
to a decline in French writing skills. More recently in
Mumbai, lower caste young women are responding to
growing job opportunities by switching from primary
and secondary schools teaching in Marathi to primary
and secondary schools teaching in English and, as

a result, realizing a substantial premium in earnings
(Munshi and Rosenzweig 2003).

Evidence from U.S. education and labor market
research also points to the importance of some of
the “non-cognitive skills” produced in school for later
success in the labor market. “There is substantial
evidence that mentoring and motivational programs
oriented toward disadvantaged teenagers are effec-
tive” (Heckman and Rubinstein 2001, 148). Research
on the greater success in later life of graduates of
Catholic schools in the United States also suggests
the importance of motivation and discipline as key
ingredients in education (Coleman and Hoffer 1983,
as cited in Heckman and Rubinstein 2001, 148).
Heckman and Rubinstein recommend the collection
of more systematic information on non-cognitive
effects of alternative education systems.

42



THE RETURNS TO EDUCATING
ADOLESCENT GIRLS

Despite girls’ progress in education, however, rela-
tively few girls complete secondary school, and the
gap between young men and women in school-to-
work transitions remains extremely wide, thus limiting
girls’ potential to reap the economic returns described
above. Indeed, in most parts of the world the gender
gap in labor force participation far exceeds the gender
gap in education. While job discrimination limits the
supply of jobs available to young women, and family
responsibilities limit the demand for jobs among such
women, this report places some of the responsibility
for this gap on the education sector. This is because,
to date, the education sector has not addressed the
needs of a generation of girls who are facing a world
far different from the world of their mothers and who,
therefore, need extra knowledge and skills. Social-
ization of children outside the home begins in the
classroom with teachers who often reinforce social
norms about gender roles and consequently limit
girls’ horizons at an early stage of their development.
Without specific targeted interventions designed to
address gender issues in the classroom, as well as
the extra needs of girls for training in critical decision-
making and leadership, these barriers prevent the
transformative education that girls need to overcome
a history of disadvantage. It is also possible that girls
and boys have differential access to some of the
diverse forms of education currently provided to ado-
lescents, whether in the form of after-school programs
for those continuing in school, vocational second-
ary school, livelihoods programs for those no longer
attending school, or apprenticeship programs.

Figure 3.4 contrasts labor force participation rates by
age and sex with school attendance rates for certain
regions (Buvinic et al. 2007). The regions chosen have
sufficient recent household and labor force survey
data to allow the construction of age-specific school
and work transitions. If we look first at Latin America
and East Asia, where girls and boys have achieved
equivalent rates of school attendance by age, we see
the huge gap between boys and girls in the extent

to which they have entered the labor force, particu-
larly after the age of 18. In East Asia the gap is much
smaller than in Latin America at younger ages but
becomes equally large after the age of 19. In Africa,
where girls have lower school attendance rates than
boys in the later teen years, neither boys nor girls fare
well in the transition from school to work, with only a
little more than a quarter in the labor force by age 18.
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FIGURE 3.4
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Rates of school attendance and labor force participation
among adolescents, by region and sex

Education gains for girls have not been fully reflected in labor force gains.
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The widest gaps shown among these comparisons
are in South Asia. Here the gender gap in school
attendance rates by age exceeds that observed in
Africa but is dwarfed by the gender gap in labor force
participation rates; for girls, these rates hardly ever
exceed 25%.

Data from a recent labor force survey in Egypt paint
an even more extreme contrast between young men
and women in school-to-work transitions. Here, boys
and girls leave school at a similar rate but relatively
few women enter the labor force (Figure 3.5). By
contrast we can compare young men and women in
the United States in terms of labor force participation.
By ages 20-24 over 70% of young Americans are in
the labor force with no gender gap at ages 16-19 and
only a small gap at ages 20-24 (Figure 3.6).

FIGURE 3.5

Recent research in Latin America has found that
facilitating successful school-to-work transitions for
young women is the most promising gender-equity
strategy for promoting economic growth that dif-
ferentially benefits the poor (Costa et al. 2009). Using
micro-simulation techniques and household data
from Argentina, Brazil, Chile, the Dominican Repub-
lic, El Salvador, Mexico, Paraguay, and Uruguay,

the authors develop estimates of household income
distributions in a multivariate model under alternative
scenarios capturing various dimensions of gender
inequality in the labor market. These include gender
gaps in labor force participation (discussed above),
gender differences in occupational distribution, wage
discrimination, and gender gaps in education. The
most dramatic estimated effects on reductions in
poverty from their model resulted from the elimination

Transition from school to first job by age, Egypt

The contrast between young men and women in school-to-work transitions in Egypt is pronounced.
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Labor force participation rates of adolescents and youth
in the United States, 2007

In the United States, the gender gap in labor force participation has almost disappeared.
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of the gender gap in labor force entry. These results
were driven primarily by simulated improvements in
the labor force participation of the poorest women.

By working in their communities
and participating in civic life,
girls contribute to economic and
social development

Greater investments in girls’ schooling can also lead
to improvements in gender equality and a reduction
in the incidence of poverty at the community level,
as women are able to take a greater economic role

in the family and citizenship role in the community
(Lloyd ed. 2005; World Bank 2007). Educational
reforms designed to enhance community involvement
in education at the local level are often stymied when
mothers of school-aged children are poorly educated
and lack the knowledge and skills needed for civic
engagement and educational decisionmaking. For
an expansion of school participation and attainment
among girls to have its strongest impact on poverty
alleviation in the community, adolescents need to
develop more egalitarian gender norms, and girls
need training in group participation, civic engage-
ment, and assertiveness so that they can become full

46



THE RETURNS TO EDUCATING
ADOLESCENT GIRLS

participants in the life of the community. Indeed, the
best place to begin is within the school with opportu-
nities for decisionmaking and leadership.

The benefits of girls’ schooling ripple out within the
family, within the community, and across generations.
Communities with educated women are able to staff
their basic health facilities with nurses and health
aides and their primary schools with local teachers
and teaching assistants —two important occupational
groups that increasingly rely on female secondary
school graduates as men find greater employment
opportunities in other sectors of the economy. Com-
munities without educated women find themselves
with unstaffed or understaffed clinics and with non-
resident and absentee teachers. Pakistan is a case in
point. In rural communities that have had a second-
ary girls’ school for some time, girls’ schools are well
staffed with female teachers from the local community;
in rural communities that do not have a secondary
school for girls, there is no local supply of teachers and
local schools have to hire teachers from outside the
community. These non-resident teachers typically have
higher rates of absenteeism due to limitations on their
mobility and concerns for their safety, with negative
consequences for the next generation of female stu-
dents (Lloyd et al. 2007; Ghuman and Lloyd 2007).

When girls attend non-formal
educational programs, the current
and future benefits are unknown

There are no estimates of the economic returns on
investments in education and learning outside the
formal school setting. Indeed, no data are currently
collected on levels of participation in non-formal pro-
grams that could be linked with measured earnings
at older ages using the classic approach to estima-
tion of rates of return. Given the growth of non-formal
programs, it is critical to begin to set up longer-term
evaluations of these programs so that actual effects
can be tracked in relation to program goals.

One recent study summarizing evidence on returns
to investment in post-school education and training,
such as on-the-job training, employer-sponsored off-
the-job training, apprenticeships, and separate formal
adult education, is potentially relevant to our interest
in education for adolescents and our particular con-
cern for transitions from school to work (McMahon
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2003). The study finds that private rates of return for
post-school training opportunities are high, particu-
larly for employer-sponsored training, but employers
in developing countries tend to under-invest in work-
ers because of their poor educational backgrounds.
Thus under-investment in formal schooling stymies
the spread of lifelong-learning programs. Given high
rates of return and the current lack of investments in
lifelong learning, McMahon (2003) recommends pub-
lic and/or donor intervention in non-formal schooling
such as primary and secondary school equivalency
programs and literacy programs for youth in order to
reap these high returns while making complementary
investments by employers more attractive.

The evidence summarized here provides a compel-
ling case for educating adolescent girls. At the same
time, it raises questions about the extent to which
curricula are meeting all of their needs, given the
enormous gap between their schooling gains and
their employment gains. It is unlikely that girls will be
able to overcome centuries of disadvantage and dis-
crimination in one generation without an extra boost
from the educational system. That system is the most
important socializing institution outside the family and
is strategically placed to play a transformative role in
preparing girls to seize opportunities that were out of
reach for their mothers and grandmothers.
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Without resources to hire enough
teachers, an understaffed rural
school in Uganda turns to one

of the students to lead the class
through the day’s lessons.

Investments in education

for girls have been based on
research findings of the posi-
tive association between years
of education in the formal sys-
tem and various social and
economic outcomes for women
and their families. Over the past
15-20 years the accumulated
knowledge from this research
has provided the impetus for

a first generation of educa-
tional programming for girls
by governments, international
agencies, and NGOs. The pri-
mary goal has been to increase
girls’ enrollment in formal
schooling, typically by reduc-
ing costs on the demand-side
and increasing access on the
supply-side. While most of
these initiatives have not been
formally evaluated, the rapid
rise in girls’ enrollment around
the world is likely to reflect
the cumulative contribution of
these initiatives, among many
other factors.

Now that the majority of girls are enrolled in formal
schooling in almost every country, and most are still
in school as they enter adolescence, there is a need
for a second generation of research and program-
ming to address the unique challenges in educating
girls during adolescence. Girls need protection,
respect, empowerment, and economically productive
learning to overcome deeply embedded discrimina-
tion both in the family and the workplace. On the
demand-side are strategies that address parental and
adolescent concerns about safety, costs, and family
responsibilities. On the supply-side are strategies that
increase access to education through the creation of
non-formal schools or that address the quality of the
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education provided, including the learning environ-
ment and the “relevance” of curriculum for historically
disadvantaged girls either in the formal or non-formal
educational system.

Actions on the demand-side are primarily designed
to increase enrollment and retention in school while
actions on the supply-side, to the extent they relate to
improvements in school quality, are designed primar-
ily to enhance learning outcomes. But supply-side
strategies can also affect enroliment and retention,
and demand-side strategies can improve learning
outcomes. In the longer term, higher levels of grade
attainment, better learning outcomes, and enhanced
skills will all improve civic participation and gainful
employment (Chart 4.1).

In Box 4.1 we list the most typical of these strategies
to provide a frame for subsequent discussion. The
framework of educational programs for girls reflects
some of these concerns, but lacks both a strong
research base from which to draw lessons about the
relative benefits of alternative strategies and a strong
and coherent management structure at the national
level within which formal and non-formal approaches
can be coordinated and monitored.

We start this chapter with a review of past edu-
cational initiatives on behalf of girls undertaken

by some key international education donors and
agencies. We also review research addressing the
effectiveness of some of the approaches listed in
Box 4.1. These reviews serve as background for the
presentation of the main findings in Chapter 5, which
are based on information compiled from a compen-
dium of current programs and projects in developing
countries supporting adolescent girls’ education.
The compendium is not exhaustive, being neces-
sarily restricted to those programs and projects

for which data are available from websites, printed
materials, or individual program officers. As far as
we know, this is the first time such a compendium of
education programs and projects for adolescent girls
has been attempted. The results prove informative,
even provocative, both with respect to what they
show and even more importantly what they don’t
show. The gap between research and practice with
respect to adolescent girls remains substantial in
terms of the unmet educational needs of adolescent
girls and of program effectiveness.
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CHART 4.1

Girl-friendly strategies and desired outcomes

Demand-Side
Strategies

Supply-Side
Strategies

Lessons from past practice

Some lessons from earlier experiences with programs
to support girls’ schooling can be gleaned from
commissioned program reviews, including reviews

of programs funded or initiated by many key players
in the girls’ education field. These include a recent
thorough internal assessment of World Bank projects
supporting girls’ schooling from 1990-2005 (World
Bank 2007), several assessments of USAID girls’
education projects in the late 1990s, and several
assessments of UNICEF projects benefiting girls’
education (including an in-depth review of the African
Girls’ Education Initiative which ran from 1994-2003).
None of these reviews were informed by impact eval-
uation research but instead involved desk research,
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Enrollment

Retention

Participation

Employment

Learning

Skill-building

country visits, and conversations with key program
staff to reflect on program experiences. Criteria for
terminology like “success,” “lessons learned,” “
strides,” or “disappointments” used in these reports
were not defined and are presumed to reflect the
opinions of the authors. Nonetheless, these reviews
give us a sense of program objectives, scope, and
strategies as reflected in this first generation of edu-
cational programming for girls.

major

Although a wide variety of strategies was tried, certain
approaches predominated. These approaches fall into
three categories, two on the demand-side and one

on the supply-side: (1) making formal schools more
accessible to girls by lowering or eliminating finan-
cial barriers through stipends, scholarships, or other

Civic

Gainful




BOX 4.1

Alternative approaches to
addressing the educational
needs of adolescent girls

Demand-side strategies to support adolescent
girls in school

e Scholarships and stipends

e Transportation and boarding

e Advocacy or community engagement in girls’ education

e Safety policies and training; codes of conduct

e Toilets and provision of sanitary supplies

Supply-side strategies to enhance educational

access, the learning environment, and curricu-
lar relevance for adolescent girls

e Creation of non-formal educational programs, either complementary
or alternative

e Recruitment/training of female teachers, para-teachers, and other educators
e Gender training for teachers

e Mentoring, tutoring, and peer support

Life skills/literacy training

e Livelihoods/vocational training
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forms of subsidy; (2) mobilizing at the community
level to advocate girls’ schooling in order to address
cultural and social barriers to schooling for girls; and
(8) providing non-formal educational alternatives to
girls who never went to school or who dropped out
after only a few years. Relatively little attention was
given in these programs to school quality, and no
attention was given to assessing the short- or longer-
term benefits for girls of participating in non-formal
educational alternatives. This has been a missed
opportunity since the rationale for investing in educa-
tion for girls was originally derived from data based
on number of years spent in formal school systems.
We still do not know the longer-term benefits for girls
of participating in non-formal educational programs
and how they might compare with the benefits to
those participating in the formal educational system.

UNICEF’s African Girls’ Education Initiative (AGEI)
was the first major international effort to promote
girls’ education broadly across Africa. It started in
1994 with funding from Canadian International Devel-
opment Agency (CIDA), expanded considerably to

18 countries in 1996 with funding from Norway, and
expanded again in 2001, ultimately reaching a total
of 34 countries by 2003 (Miske 2008). Participating
countries experimented with as many as 180 strate-
gies designed to benefit girls. The approach was
eclectic and country-specific, ranging from math and
science camps for girls in South Africa, to separate
latrines for girls in 16 countries, training in school
management and governance in 13 countries, and the
creation of non-formal education centers in Guinea
(Chapman and Miske forthcoming). Despite this level
of activity, a recent review of initiatives to improve the
quality of teaching and learning commissioned for
UNESCOQ’s 2008 EFA report (UNESCO 2007) found
few examples of gender-sensitive approaches to
teaching and learning in Africa (Barrett et al. 2007).
While AGEI heightened attention to girls’ education as
a policy issue within participating countries, Chap-
man and Miske (forthcoming) found little evidence of
sustainability or mainstreaming of AGEI activities in
their comprehensive review of the program. Further-
more, even “successful” projects were not necessarily
sustained, given costs and competing alternatives,
unless external funding was available. Non-formal
educational alternatives and “second-chance”
approaches were not always easily integrated into
existing systems. For example, while Guinea incor-
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porated the non-formal model developed under AGEI
funding into their formal educational system, Uganda
was reluctant to do so, even though the program was
widely recognized to be “effective” (UNICEF 2004).

During this same time frame, the Forum for African
Women Educationalists (FAWE), founded in 1992,
emerged as an important pan-African NGO commit-
ted to girls’ education. Its presence and commitment
have facilitated many of the initiatives described
above. As the interest in girls’ schooling heightened
over the decade, FAWE expanded its role from an
advocacy organization to an operational agency,
partnering with governments to mainstream gender
equity into education policy and using demonstration
projects to showcase good ideas and operational
concepts, always with a commitment to educational
quality (Diaw 2008). Without national partners such as
FAWE possessing vision, commitment, and familiar-
ity with local conditions, much of the donor activity
described here would not have been possible.

In her comprehensive review of UNICEF evalua-
tions and studies relating to girls’ education and
gender equality, Miske (2008) assesses the extent to
which accumulated experience provides the basis of
action. Reports and studies are presented in diverse
ways (even in many cases lacking gender-disaggre-
gated data), possibly because of inconsistencies in
expectations for how reports are to be written and/
or diverse requests for reports for different organiza-
tional purposes, making it difficult to draw lessons
that can be generalized across contexts. Project
evaluations are few, and even when the term evalu-
ation is used it is more likely to be an evaluation of
project implementation (e.g. counting the number of
girls served, the number of training sessions imple-
mented, etc.) than one which assesses impact using
baseline and endline surveys and some comparison
between participating and non-participating groups.
Furthermore, evaluations were more likely to be
conducted internally rather than externally.

USAID has also been funding girls’ education projects
in a range of settings since the mid-1990s through
various American contracting organizations, using
multi-sectoral approaches to encourage collaboration
among traditional and non-traditional partners (NGOs,
businesses, religious organizations, and media) (Wil-
liams 2001; Rugh and Brush 2002). Their success,
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if any, may be more in relation to the mobilization of
national networks in support of girls’ schooling than
in the demonstration of effective strategies that can
be scaled up. There is no evidence that any of the
projects initiated in prior rounds of funding have been
locally sustained beyond the project-funding cycle or
evaluated in terms of impact. However, among the
current round of projects funded by USAID (reviewed
in Chapter 6), including the multi-country Ambassa-
dors’ Girls’ Scholarship Program, impact evaluations
have been included.

Among the World Bank projects financed over the
past 15 years (1990-2005), 22% (82 out of 372
projects) had components with interventions specifi-
cally aimed at improving girls’ educational outcomes
(World Bank 2007). The largest proportion of these

We still do not
know the longer-
term benefits for
girls of participating
in non-formal
educational
programs and how
they might compare
with the benefits to
those participating
in the formal
educational system.



Past practice
provides little
guidance for the
future because
of the absence
of high-quality
documentation
and impact
evaluation.

targeted primary schooling (71%)—a sector receiving
a growing proportion of financial resources over this
period. Given the World Bank’s approach to lending
and grant-making, most of its resources dedicated to
girls’ schooling would typically be channeled through
national governments, with the result that they

are likely to affect primarily each country’s formal
educational system. Funding was concentrated in
regions with the greatest gender disparities, including
sub-Saharan Africa, South Asia, the Middle East, and
North Africa, and has increased over the time period.
Three-quarters of projects included school and
classroom construction, but other infrastructural ele-
ments were also common such as water supply and
latrine provision. A third of projects included gender
sensitization of personnel and/or the recruitment

and training of female teachers. Projects address-
ing demand-side issues often included scholarships
or stipends and/or some community involvement

or management. However, it is likely that boys have
benefited more than girls from World Bank invest-
ments in education, since boys form the majority of
students in most school systems.
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The World Bank report (2007) concludes that the
beneficial impact of these projects on girls is hard

to evaluate, particularly those with infrastructural or
learning-related elements, because of the lack of
monitoring and evaluation indicators. Demand-related
elements, in particular stipends and scholarships,
have proved their success in increasing enrollment
(see further discussion below in “Lessons from
research”) but more needs to be done to determine
the extent to which intended target populations have
been the actual beneficiaries and at what cost. For
example, the secondary girls’ scholarship scheme

in Bangladesh was intended to boost enroliment
and completion rates and delay the marriage of girls
from the poorest families in low-literacy areas (World
Bank 2007). While girls’ enroliment rates in second-
ary school increased substantially, completion rates
were disappointing. Furthermore, questions have
been raised as to whether targeting mechanisms were
effective, since many of the benefits of the program
actually accrued to girls from better-off families
(Khandker et al. 2003).

While much good work has been accomplished and

is spelled out in this report, past practice provides
little guidance for the future because of the absence
of high-quality documentation and impact evaluation.
Furthermore, projects often ended with a particular
funding cycle, and donor interests shifted, making it
hard for local groups to sustain promising approaches.
Nonetheless, these conclusions should not detract
from the fact that the World Bank has become a leader
in undertaking and encouraging impact evaluation

and has been much more transparent than most other
agencies in providing information about its programs.

Lessons from research

Insights about educational policies and programs
with the potential to benefit adolescent girls can be
derived from impact evaluations of pilot interventions
and empirical studies of educational outcomes in
relation to various household, school, and community
characteristics. Some studies have addressed features
of the environment external to the school that affect
parental demand for schooling (e.g. school fees and
related educational costs) or adolescent demand (e.g.
provision of hygiene supplies for girls). Other stud-
ies explore features of the school environment which
might differentially benefit or harm girls—in particular
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the availability of female teachers for girls and the
extent to which teachers treat boys and girls equitably
in the classroom. Several assess the potential role of
alternative or complementary non-formal schools in
enhancing girls’ enroliment. Educational outcomes
assessed are typically short term; longer-term con-
sequences of educational policies and programs for
employment, parenthood, or citizenship have rarely
been the subject of research studies given lack of
appropriate data.

Demand-side strategies

We can cite a host of studies addressing the enroll-
ment gains for girls both absolutely and relative to
boys stemming from various types of tuition waivers,
scholarships, or cash transfers conditional on school
attendance. Since much of the early attention in the
policy community focused on reaching the out-of-
school population—typically a poor, marginalized,
rural, and disproportionately female population—the
universal waiving of primary school fees was found
to be particularly effective, with the parents of girls
even more sensitive to changes in school costs than
the parents of boys (Kattan and Burnett 2004). For
example, in Uganda, when school fees were waived
in 1997, the gender gap in primary school enroliment
was eliminated (Deininger 2003). While most condi-
tional cash transfer programs have been designed to
address family poverty rather than girls’ educational
disadvantage, the Mexican program Oportunidades,
formerly Progresa, did give mothers a slightly larger
cash transfer for their girls’ attendance in formal
secondary school; and, not surprisingly, girls’ enroll-
ments increased slightly more than boys’ in response
(Behrman et al. 2005). A recent assessment of the
Mexican program has concluded that cash transfers
to mothers that are conditional on their children’s
entry into formal secondary school have been particu-
larly effective in raising secondary enroliment above
levels that would have been achieved if the resources
had been provided without conditions. This is an
important finding given adolescent girls’ typical fall-
off in enroliment at that stage of their education (de
Brauw and Hoddinott 2008).

As attention has shifted to transitions to secondary
school—a transition that girls have traditionally been
less likely to make than boys in many poor settings—
a variety of girls-only scholarship schemes have been
implemented, some of which have been the subject of
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BOX 4.2

The feminization of Islamic
secondary schools in Bangladesh

In the early 1980s, the government of Bangladesh introduced reform to
the madrasa education system, offering to provide public recognition

and subsidies to cover teachers’ salaries to those madrasas agreeing to
modernize their curriculum by teaching secular subjects such as English,
Bengali, science, and math in addition to their regular religious subjects.
Given these incentives, many orthodox madrasas chose to modernize and
accept government subsidies despite traditional principles favoring finan-
cial autonomy. Today, 30% of all students enrolled in secondary school

in Bangladesh attend government-recognized madrasas. The incentive
for orthodox madrasas to modernize was given further support in 1994
when female students attending recognized madrasas became eligible to
receive a stipend under the government’s female stipend program (FSP).
Most orthodox madrasas had traditionally been all male. The percent of
female students enrolled in madrasas has risen from 5% in 1980 to 30% in
1995 to nearly 50% today. As a result of the FSP, gender equity has been
achieved in secondary school enrollment. Furthermore, and probably in
response to growing female enroliment, recognized madrasas are increas-
ingly recruiting female teachers, most of whom are graduates of secular
schools (Asadullah and Chaudhury 2008).
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BOX 4.3

Menstruation and education
in Nepal

Many in the policy community fear that menstruation and the lack of proper
sanitary hygiene compromise the school attendance and performance

of adolescent girls and therefore put them at a disadvantage relative to
their male peers (see Kristof and WuDunn 2009 for a recent example). In a
randomized trial of the provision of menstrual cups in four schools in Nepal
from November 2006 to January 2008, the attendance and performance

of girls in seventh and eighth grade was compared. The menstrual cup,
MoonCup, is a small, silicone, bell-shaped cup inserted in the vagina to
collect menstrual blood and can be used continuously without emptying
for 12 hours. Among girls in the treatment arm of the trial, 60% adopted
the cup as reported by the nurse on monthly school visits, suggesting that
most girls welcomed its convenience. Nonetheless, there was no statisti-
cally significant difference between the girls in the treatment arm and the
control arm of the experiment in attendance rates or test scores. Indeed,
absenteeism due to menstruation was small to begin with, with an average
of 1.3 days of school over the course of the year missed due to menstrua-
tion (Oster and Thornton 2009).

typically ex-post evaluation studies. To our knowledge

only one girls-only scholarship scheme included a
prospective evaluation design with random assign-
ment. This pilot intervention in Kenya introduced
merit scholarships for girls at the end of grade 6 on
a randomized basis in two rural districts and evalu-
ated impacts on test scores, with results showing

academic improvement after a year, not only for girls

eligible for the scholarship but for others as well
(Kremer et al. 2008). As this was just a demonstra-
tion project designed to generate research findings

that could inform educational policy, it was not, to our

knowledge, continued after the pilot phase.

The largest and best-known girls’ secondary school
scholarship scheme began in 1991 in Bangladesh.
While large improvements in girls’ enroliment in
secondary school were attributed to the program,

This program is currently called

the Ambassador’s Scholarship

Program because both boys and

girls are beneficiaries.

ing of the scholarship as well as about educational

there have been lingering questions about the target-
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quality (Khandker et al. 2003). The rapid expansion
of secondary school places was partially achieved
through the feminization of Islamic schools (see fur-
ther discussion in Box 4.2).

This may be one of the most dramatic expansions

of formal secondary school in history, yet we know
nothing about how the quality of schooling in madra-
sas compares with other types of public and private
schools, in terms of learning outcomes and gender
differences in school experiences. We do know,
however, that girls who attend secondary madrasas
have a more conservative social outlook than girls
attending secular secondary schools: favoring their
sons rather than their daughters for higher education,
preferring larger families, and considering it best for
mothers not to work while they are raising children
(Asadullah and Chaudhury 2006). Nonetheless, this
provides an interesting case study of the potential
for rapid expansion of secondary school access for
girls in settings where religious schools already exist
(Asadullah and Chaudhury 2008).

Questions of targeting have plagued the U.S-spon-
sored Ambassadors’ Girls’ Scholarship Program,
begun in 2004 and now covering 41 countries in
Africa.’® A commissioned ex-post evaluation, based
on field visits and interviews, of several of the earliest
programs implemented in Sierra Leone and Djibouti
found problems at the community and school levels.
Many more girls qualified for scholarships in each
school than could be funded with available resources.
Because of ad hoc and arbitrary systems of selection
within each school, it appears that some scholarship
recipients might have continued in secondary school
even without the scholarships, and there was some
backlash from non-recipients (Chapman and Mush-
lin 2008). Other large-scale girls-only scholarship
schemes were launched in Cambodia with Japanese
funding and in Punjab, Pakistan, with World Bank
funding in 2004. Ex-post evaluations found that, in
Cambodia, enrollment and attendance rates were
approximately 30% higher than they would have been
in the absence of the program (Filmer and Schady
2008), and in Pakistan, female enrollment increased
by 9% over two years in stipend-eligible middle
schools (grades 6-8) (Chaudhury and Parajuli 2006).

The provision of other amenities has been con-
sidered important to the enroliment of girls and
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has been part of many of the initiatives mentioned
above, particularly those sponsored by UNICEF.
These include textbooks and/or uniform provision to
reduce costs, transportation or boarding facilities to
increase safety and reduce costs, and sensitization
to gender-based violence to increase safety. Some
initiatives have also supplied sanitary products for
girls, although recent research (see Box 4.3 and
discussion below) suggests that this approach may
be less likely to increase girls’ attendance rates.
These are all elements that have been presumed to
make parents more comfortable sending their girls
to school and school attendance less costly. Some
insights about sanitary supplies for girls comes
from a recent randomized trial in Nepal (Oster and
Thornton 2009). In general, adolescent girls’ overall
absenteeism rates are about the same as and some-
times lower than those of adolescent boys, but the
reasons may differ (Loaiza and Lloyd 2008).

To date there has been almost no research on the
effect of the presence of non-state providers of
education—the other main supply-side intervention

on educational outcomes for girls. The one exception
is Bangladesh, which has a rich tradition of NGOs
providing complementary non-formal education to the
poor in more remote rural areas lacking government
schools, BRAC being the most notable example. While
these schools did not target girls specifically, their
programs appear to have differentially benefited them.
Many features may have been particularly supportive
to girls, including a higher percentage of female teach-
ers. As 90% of BRAC graduates made the transition to
formal government schools in grade 4, these schools
provided out-of-school girls with an opportunity to
reenter the formal system with accelerated learning,
multi-grade classrooms, and progress beyond primary
school (Sukontamarn 2005). At the secondary level,
another type of alternative schooling—madrasas—
has provided a boost to female enroliment after the
government offered financial support for teacher
salaries to those madrasas that agreed to register with
the government, teach modern subjects, and accept
female students (see Box 4.2).

Supply-side strategies

Research has also informed us about some of the
other potential pathways on the supply-side through
which girls’ enrollment and attendance can be
enhanced and learning outcomes improved. The most
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written about

gender treatment

In the classroom,
but little research
has explored the
association between
teacher treatment
of boys and girls in

the classroom

and differences

In educational

outcomes by gender.
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In Pakistan, all government
schools are single-sex and girls
are taught only by women and
boys only by men.

17

In Kenya, primary schools have
eight grades, and students tak-
ing their primary school-leaving
exams are typically in their mid
to late teens.
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consistent finding relates to the positive effects of

the presence of female teachers and/or other female
staff on girls’ enrolilment and learning. In Bangladesh,
having female teachers in local schools was found

to increase girls’ enrollment (Khandker 1996, cited in
Glick 2008), increase the percent of correct answers in
secondary-level mathematics (Asadullah et al. 2006),
and be associated with more enlightened attitudes
towards working women and higher education for girls
(Asadullah and Chaudhury 2006). Similar results were
found in Mozambique, but only if the female teach-
ers were trained (Handa 2002). A recent multi-level
analysis of primary school enroliment in 30 developing
countries linking household- and district-level data
found that girls’ enroliment, but not boys’, was posi-
tively associated with the percent of female teachers
in the district (Huisman and Smits 2009). Even more
importantly, in a five-country African study, fifth-grade
girls’ knowledge gains were larger when taught by a
female teacher, whereas boys benefited more from a
male teacher (Michaelowa 2001). Similar effects were
found in US-based longitudinal data (Dee 2007).

Many programs with potentially girl-friendly features
have not been evaluated separately for boys and

girls, e.g., a remedial education program using young
women as tutors in India (Banerjee et al. 2007). On

the other hand, studies of pilot educational interven-
tions that were not designed specifically for girls,

but where girls have been shown to have benefited
more than boys, suggest the importance of further
research to identify those features that were particu-
larly girl-friendly. A randomized study of a program in a
low-literacy area of rural India involved the assignment
of additional teachers, primarily female, to non-formal,
single-teacher schools. Girls’ attendance increased

by 50%, while boys’ attendance was not affected
(Banerjee et al. 2001, cited in JPAL newsletter). How-
ever, it is not clear whether the gains can be entirely
attributed to the fact that teachers were female, since
their presence also increased the number of days
schools were open and generally enhanced the quality
of the school due to increased staffing. A random-
ized trial in Kenya of assigning students to academic
tracks on the basis of prior academic performance (so
as to reduce heterogeneity in the classroom) found
that tracking improved test scores, with girls showing
greater gains than boys, particularly in math (Duflo et
al. 2008). While this was not designed as a girl-friendly
program, it turned out to have been one. Similarly, in
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rural Pakistan the beneficial effects on girls’ enroliment
attributable to the presence of a local teacher, rather
than a teacher from out of town, may be explained

by the greater likelihood that local teachers will have
regular attendance, giving parents an increased sense
of safety and security when sending their girls to
school (Lloyd et al. 2005).¢

Much has been written about gender treatment in the
classroom, but little research has explored the associa-
tion between teacher treatment of boys and girls in the
classroom and differences in educational outcomes

by gender. Studies in Kenya have explored effects on
student achievement and dropout rates as well as on
reproductive outcomes. Appleton (1995) explored the
determinants of gender differences in the scores of
primary school leaving exams'” in a sample of schools in
Nairobi and found that boys performed better than girls
in schools where teachers express the opinion that girls
are less capable than boys; boys, on the other hand,
were not affected by these attitudes. Lloyd, Mensch, and
Clark (2000) found that various measures of gender treat-
ment were significantly associated with dropout rates for
girls but not for boys. These included teacher attitudes
about differences in the learning abilities of boys and girls
and gender differences in classroom treatment; school
environments that were differentially discouraging to girls
or differentially encouraging to boys had higher dropout
rates for girls than those with more equitable environ-
ments. Interestingly, it was also found that girls who
attended schools with greater gender equity in attitudes
and treatment were less likely to have had premarital sex
than girls attending more inequitable schools (Mensch

et al. 2001). Given that premarital sex is often a precur-
sor to school dropout (Biddlecom et al. 2008) and is
often associated with early marriage, gender equity in
the classroom may be particularly important for girls in
assuring them of the protection and respect that they
need to thrive as adults.

Based on our review of program experience and
research, we can re-categorize the approaches to
addressing the educational needs of adolescent girls
presented in Box 4.1 according to whether or not their
success has been proven, they appear to be promis-
ing but are still unproven, or are unlikely to succeed.

In categorizing these approaches, we primarily assess
evidence relating to enrollment and retention rather
than evidence relating to learning outcomes (see Chart
4.1). This is because it is only recently that learning
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BOX 4.4

Evidence on the effectiveness

of alternative approaches to
addressing the educational needs
of adolescent girls

Demand-side strategies to support
adolescent girls in school:

Scholarships and stipends - PROVEN SUCCESSFUL
Transportation and boarding - PROMISING BUT UNPROVEN

Advocacy or community engagement in girls’ education - PROMISING
BUT UNPROVEN

Safety policies and training; codes of conduct — PROMISING BUT
UNPROVEN

Toilets and provision of sanitary supplies — UNLIKELY TO SUCCEED
Supply-side strategies to enhance educational

access, the learning environment, and curricu-
lar relevance for adolescent girls

The creation of non-formal educational programs, either complementary
or alternative - PROMISING BUT UNPROVEN

Recruitment/training of female teachers, para-teachers, and other
educators - PROVEN SUCCESSFUL

Gender training for teachers — PROMISING BUT UNPROVEN
Mentoring, tutoring, and peer support - PROMISING BUT UNPROVEN
Life skills/literacy training — PROMISING BUT UNPROVEN

Livelihoods/vocational training - PROMISING BUT UNPROVEN



Little research
or programmatic

attention has

been given to
educational quality
and relevance, in
particular those
aspects that may
be beneficial to
girls, including
curricular content.

18

It was most recently promoted as
a strategy by Nicholas Kristof and
Sheryl WuDunn (2009) in their book
Half the Sky: Turning Oppression
into Opportunity for Women World-
Wide. New York: Knopf.

19
See Boxes 2.1 and 4.3
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outcomes are being measured more systematically
and thus almost no evaluations to date have assessed
program impact against this standard. In Box 4.4

we repeat the list using this categorization. Two
approaches have already proven successful — scholar-
ships and stipends, and recruitment and training of
female teachers. Most others appear promising but
unproven. However, one popular approach — toilets
and the provision of sanitary supplies — does not
appear promising as a strategy for increasing enroll-
ment and retention given the accumulation of research
evidence presented here.'® While girls definitely benefit
from the strategy, it does not appear to materially alter
their behavior vis-a-vis school outcomes.

From this review, we can see that relatively little research
or programmatic attention has been given to educa-
tional quality and relevance, in particular those aspects
that may be beneficial to girls, including curricular
content. Since the rationale for educational investments
in girls has been based primarily on beneficial effects
later in life with respect to employment, wages, and
household management and parenting skills, research
and programming in the area of educational quality
should be a priority. Only in the past few years are we
beginning to learn that primary school completion does
not necessarily result in literacy and numeracy and

that children who do not acquire the basic educational
building blocks typically falter in later grades and are
less likely to continue in school (Jukes et al. 2006).
More recently, some educational programs have added
curricular enhancements such as sports, life skills, liveli-
hoods training, financial literacy, and health education
to build confidence, enhance productivity and employ-
ability, and teach life skills. Unfortunately, these are often
layered onto already heavy teaching loads in schools
where many adolescent students still lack basic reading
and numeracy skills.
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This young girl, along with her
classmates in Haiti, receives
information on HIV prevention as
part of her schooling through a
UN Population Fund-supported
program.

Chapter 4 laid out alternative
strategies for addressing the
educational needs of adolescent
girls using demand and sup-

ply as an organizing framework.
Under demand were grouped
approaches that address some
of the constraints and barriers
that are presumed to prevent
adolescent girls from attend-
ing school (or their families from
sending them). Under supply
were grouped approaches that
improve access to educational
opportunities, enhance the edu-
cational environment, or address
directly some of adolescent
girls’ developmental and learn-
ing needs. These two sets of
approaches are mutually rein-
forcing. This chapter refines the
framework set out in Chapter 4
to highlight the features of for-
mal and non-formal educational
programs for adolescent girls.

In developing a compendium on such programs,
our goal has been to learn about the strategies of
governments, NGOs, UN agencies, and other actors
to support adolescent girls’ education. Are these
strategies already known to be successful? Are they
promising but unproven? Or are they unlikely to
improve girls’ educational outcomes? We are also
interested in the lessons about program impact.

Framework for the compendium

The development of a workable framework for the
compendium was an iterative process involving
interaction over time between our deepening under-
standing of educational programs and our need to find
conceptual organizing principles to guide the presen-
tation and interpretation of the information gathered.
The framework we ultimately settled on included
reasonably unambiguous criteria for the inclusion of
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a program in our compendium and a typology of the
different contexts and arenas of action for such pro-
grams within national educational systems.

Criteria for inclusion:
An educational program was listed in this compen-
dium if all of the following conditions applied:

¢ It serves girls within the age range 10-19.

¢ |t was operational, to the best of our knowledge,
in December 2008.

e |t serves girls only and/or has as its stated objective
the expansion of educational opportunities for girls or
the equalization of gender disparities in education, and;

¢ |t has at least one girl-friendly feature.

We define girl-friendly features of a program to be
features specifically designed to support girls in
overcoming obstacles to attending and participating
in school or to reaping the full and equal benefits and
rewards of education, as well as features designed

to enhance the existing educational environment

or address more directly some of adolescent girls’
development and learning needs. The girl-friendly
features include all the most common strategies listed
in Box 4.1 as well as other less common strategies
that we identified in the course of data collection. Box
5.1 provides more detail.

Program types:

For each program that fits our inclusion criteria, we
indicate whether it falls into one or more program
types. These five types include programs (1) cre-
ating enabling conditions for school attendance,
completion, and progression; (2) providing alternative
educational programs; (3) providing complemen-

tary educational programs; (4) creating new formal
schools or enhancing existing formal schools; and/
or (5) providing after-school programs. As discussed
in Chapter 2, there is a complete absence of data on
participation in non-formal educational programs.
Thus, in researching current education programs for
adolescent girls, we developed a typology that allows
considerable space for non-formal programs. The girl-
friendly features enumerated in Box 5.1 can appear
in some or all of these program types and thus cut
across this typology. For example, female teachers
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BOX 5.1

Common girl-friendly features

I. Demand-side strategies to remove constraints to
school attendance

Scholarships/stipends: Cash and in-kind contributions to girls and/or families for the purpose
of school attendance

Transportation/boarding: Interventions to reduce or eliminate the costs for girls traveling to/from
school and ensure their safety

Advocacy or community engagement in girls’ education: Efforts to promote positive attitudes and
other community and social resources that support girls in obtaining an education

Safety policies and training; codes of conduct: Interventions to ensure girls’ safety within the
school environment

Toilets and provision of sanitary supplies: The provision of separate toilet facilities for girls at school
and/or the provision of sanitary supplies to adolescent students

Il. Supply-side strategies to enhance the learning environment

Recruitment/training of female teachers, para-teachers, and other educators: Training programs that
target young women, hiring policies to support women in entering and remaining in the teaching force,
and the use of complementary teaching staff—such as para-teachers—to support girls in large classes

Gender training for teachers: Training to promote positive attitudes towards the learning capacities of
girls and boys, and/or training in teaching methodologies that are effective in engaging and supporting
girls’ learning

I1l. Supply-side strategies directed at girls’ developmental and
learning needs

Mentoring, tutoring, and peer support: Activities to support girls’ development and learning needs
by engaging them in supportive relationships with peers, older girls, or adults, especially women

Life skills or literacy training: An umbrella category encompassing a variety of approaches to training
girls in skills they did not learn as younger children and that they need for life

Livelihoods or vocational training: Any training to support girls in developing specific skills that will help
them to earn income either as employees or as entrepreneurs
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our goal has been

to learn about
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education.
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These are clubs to support
income-generating activities for
mothers so that they can finance
their daughters’ education.

21

However, in a few cases we found
that alternative programs were
being piloted to become comple-
mentary programs as well. In this
case, we recognized a program as
falling into both categories.

22

Another activity, the develop-
ment of community capacity for
school leadership, often overlaps
with measures to create enabling
conditions (above), in which case
we included it in both categories.
These activities are sometimes
funded by the government as
part of a school reform package
or funded by external donors to
supplement existing government
investments in targeted areas.
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and educators are relevant for all types of educational
programs. Livelihoods can be taught as part of the
regular curriculum in various types of formal or non-
formal schools, as well as be part of an after-school
program. Advocacy or community engagement in
girls’ education can support attendance in both formal
and non-formal schools depending on the context.

Programs creating enabling conditions for girls’ edu-
cation include scholarship and stipend schemes, the
provision of transportation or meals, and campaigns
to build family/community and societal commitment
to and capacity for educating girls. Under this first
category, our intention was to identify activities that
do not affect the school experience itself, but that
encourage and support attendance in school by
providing girls and families with material resources,
logistical support, and a supportive community
environment for their schooling. Other types of activi
ties that take place outside the school setting, and
which also fall in this category include: child care for
younger siblings to free older girls from babysitting
responsibilities, the provision of sanitary napkins,
“mothers’ clubs,”?° and projects to build community
capacity to support and manage schools.

Alternative programs provide girls with skills that
they did not acquire because they did not attend
and/or complete formal school, as well as life and/
or job skills that they might not have acquired even
if they had attended formal school. Typically these
include second-chance programs, literacy or basic
skills programs, and livelihoods or vocational skills
programs. The goal of these programs is skill acqui-
sition; typically they are designed as a final stage in
the beneficiaries’ education and do not serve as a
conduit back into the formal educational system.?!
We did not include under this category short train-
ing/education programs that focus on only one topic
or skill, such as HIV education or arts programs, if
they function completely independently of a school.

Complementary programs support previously out-
of-school younger adolescent girls as they enter or
reenter the formal education system and/or provide
them with certification equivalent to accreditation
from the formal system. These include accelerated
learning or catch-up programs to enable children
who have missed formal school to reenter the school
system. They also include programs to support chil-
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dren in sitting for, and succeeding on, examinations
required to enter formal school.

Programs to create formal schools include initiatives

to establish primary or secondary schools that follow
the same grade sequence and basic course of study
as formal government schools in the host country and
are accredited (or the local equivalent). Those include
schools established, administered, and funded by
private institutions, such as the Oprah Winfrey Lead-
ership Academy in South Africa. They also include
schools established as partnerships between NGOs
and the government, such as “community schools,”
which receive government funding and oversight. In
those schools, NGOs support curriculum development,
teacher training, community management, trans-
portation, and other special activities and programs.
Programs that enhance formal schools include invest-
ments in school facilities, training for teachers in gender
sensitivity, training or other measures to ensure girls’
safety from gender-based violence, recruitment and
training of female teaching staff, development of cur-
riculum, and educational materials.?

After-school programs include any activity that takes
place outside the regular curriculum and school hours
to provide beneficiaries with direct support for their
learning, development, and psychosocial needs so
that they may continue their education and enjoy the
full benefits of an education upon leaving school.
These activities may be sponsored by or fully inde-
pendent of schools, and may take place on school
grounds or in other venues. Some of the programs

in this category focus on tutoring to support girls’
academic success (see Box 5.2 for further discus-
sion of tutoring). Also in this category are training
programs to provide girls with the skills they need to
overcome obstacles to their education and will need
in later life, such those that focus on life skills, deci-
sionmaking, health, or hygiene. Almost all of these
programs are designed to support students attending
formal schools, but some after-school programs are
designed to support students in non-formal education
programs, or out-of-school young people who may
reenter formal school. Training on sexual and repro-
ductive health or HIV/AIDS prevention was included

if the specific intent of the program was to prevent
girls from dropping out. Mentoring and counseling
programs, including those involving adults or peers as
mentors or counselors, also fall in this category.
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BOX 5.2

Tutoring: an important but

contentious issue

In many countries, “tutoring” has become a contentious issue, because it

is increasingly seen as a potential locus of corruption and, paradoxically,
a practice that some say results in a reduction in educational quality and
equity. Better-off parents are able to pay for private tutoring to help their
children succeed in school. In settings such as Egypt, where public school
teachers can supplement their salaries by tutoring some of the same
students they teach in class in the mornings, teachers may reduce their

efforts during regular class time, which has implications for school quality

(Lloyd ed. 2005). Curricula based on testing and memorization, including
high-stakes tests, are especially conducive to the worst practices associ-
ated with tutoring. However, in theory, tutoring—providing students with
additional support after school, during which they can practice skills or
reinforce knowledge that they are developing in their regular curriculum—is
a logical strategy to ensure academic success for most students. There

may be special benefits to girls of tutoring programs; if girls are provided
with space and time after school, without extra fees, to continue to focus
on their studies, this may help to ensure that they are able to spend as
much time on their studies as boys, especially where girls are expected
to carry a heavier burden of domestic chores at home (Lloyd et al. 2008).
Moreover, studying outside school is critical to the success of students

in secondary school where curricula and teaching methods often require

individual studying time to memorize facts, practice problem-solving skills,
or write essays and reports. Thus, programs that provide tutoring support

free of charge may be of particular help to girls.

When identifying the appropriate category for a pro-
gram or project in our compendium, we selected any
of the categories that apply. Some specific activities
or interventions bridge more than one category or
program type.2® Furthermore, many programs have
multiple components, in which case all categories that
describe any component of a program are checked.

23

Some after-school programs,
notably the FAWE “Tuseme” (“We
can overcome”), are designed

to help girls develop leadership
skills to overcome obstacles to
their schooling and advocate for
their own learning, as well as to
participate in advocating for and
improving educational opportunities
for other girls. As this activity is also
intended to support the develop-
ment of a supportive environment
for girls’ education, we identified
these programs in the “enabling
environment” category as well.



The actual
impact of the
overwhelming
majority of
programs listed
in our database
Is unknown or
known to only
a few insiders.
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Challenges and caveats

We encountered numerous challenges in assembling
the compendium, with the result that our findings
must be assessed with certain caveats in mind. First,
many potentially relevant programs are not included
because their existence is not documented in a
format readily available to a researcher not directly
associated with the program. We suspect that many
organizations devote all of their time and resources
to delivering educational services, leaving little left
for documentation and dissemination. Local groups,
in particular, may not have adequate resources to
report on activities in a format that would be acces-
sible internationally, such as a website. Additionally,
in some cases, there was not sufficient information
in the sources available to determine that a program
met our criteria for inclusion. These included web-
sites hosted by NGOs; the publications and reports
of various donors, governments, and NGOs; and
articles from leading U.S. newspapers. Thus the 322
programs reflected in our compendium undoubtedly
understate the number of programs that would merit
inclusion if more complete information were available.

Second, programs often involve many partners,
donors, international NGOs, and local implementing
agencies—all or some of whom report on selec-

tive aspects of the same program in different ways.
In some instances we found it was impossible to
determine whether activities described by differ-

ent agencies were the same project, were different
components of the same program, or were simply
similar but unrelated activities in the same country.
Even more difficult to determine were the roles and
relationships of multiple partners collaborating on the
same project. For this reason, we do not distinguish
between “lead partners” and implementing agencies.

Third, organizations and agencies develop and
disseminate descriptions of their activities with dif-
ferent audiences in mind. This results in inconsistent
data. Many NGO web sites are designed to interest
potential donors, focusing on basic information that is
useful to the general public in understanding develop-
ment or humanitarian aid issues but providing sketchy
details about project and program activities, including
the number and type of beneficiaries served. Some
reports are designed to please existing donors with
impressive lists of scholarships granted, toilets built,
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and training sessions provided and do not indicate
the time frame encompassed in the report or which
aspects of the program are currently operational. By
contrast, for example, the World Bank’s web site,
which is addressed to a more technical audience,
includes a vast archive of technical documents that
are most likely to be read by policymakers, prac-
titioners, and researchers, as well as constituents
concerned with transparency in international develop-
ment projects and funding.

Fourth, some issues related to girls’ schooling

may be sensitive, and agencies and organizations
implementing programs may be reluctant to discuss
them overtly, even when they are working on them
quietly. For example, in some settings organiza-
tions working to prevent sexual exploitation of

girls by teachers or administrators may fear that
acknowledging these patterns of harmful behav-

ior in program descriptions would be detrimental

to potentially productive relationships that they

are building locally with educators or government
ministries. Information about budgets can also be
sensitive, particularly when local programs are sup-
ported by international NGOs, because the money
flowing to in-country activities may represent a frac-
tion of the overall budget for the project.

Finally and most importantly, even among those few
organizations that have allowed for external evalu-
ations of their programs, far fewer have shared the
results of these evaluations with others. Organizations
and the donors who support them may be especially
reluctant to share findings when outcomes fall short
of program objectives, despite the fact that lessons
learned from those outcomes, if properly evaluated,
could be of great value to other practitioners and
donors. Thus, the actual impact of the overwhelm-
ing majority of programs listed in our compendium is
unknown or known to only a few insiders.

In our final compendium, we present information on
322 programs to provide or support education for
adolescent girls fitting our criteria. There is consider-
able diversity in the types of programs we include as
single entries; these include:

Individual projects, including pilot projects, with

specific features or interventions, underway in a set
location, and serving a specific community or cohort;
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Given our focus
on adolescents,
one of the most

interesting

findings from our

compendium

was the notable

absence of the

word adolescent

In any project
document.

Programs, often with multiple components, with
various activities or interventions to serve various
beneficiaries, and/or operating in different locations;

Government policies or reform initiatives, usually at
the national level, also with a variety of activities and
interventions implemented in different locations and
contexts, and sometimes with the support of outside
donors or other agencies.

For simplicity in our discussion, we refer to all of
these as programs. Whenever possible, we disag-
gregate our entries to describe individual projects or
interventions. However, when only more general infor-
mation about multifaceted initiatives was available
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In Asia, a quarter of programs had
a complementary feature.
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In some program descriptions

we learn more about how gender
issues are integrated into the
program. For example, in FAWE’s
Tuseme program, a rationale for
including boys is to provide them
with experience being part of a
group in which girls hold leadership
roles. In CARE’s Rehabilitation

of Education Sector project in
Pakistan, an objective of including
both boys and girls in after-school
sports is to allow them to interact
in a safe space outside of the sex-
segregated school setting.

to us, we include these as single entries. Thus,
readers should note that if they are reading an entry
about any program that includes multiple activi-
ties, the characteristics and features identified refer
to at least one of those components, but may not
describe all of them.

Programs are only included if there was sufficient
information from available sources to ensure that they
met the inclusion criteria listed above. Thus, if a fea-
ture is not identified as part of a program’s activities,
readers should infer that we don’t know whether the
characteristic is included, not conclusively that it is
absent. Furthermore, some entries may refer to initia-
tives serving a small number of girls, whereas others
are country-wide programs implemented across
regions, or throughout entire regions.

We made a field visit to one CARE educational
program for adolescent girls in Mali and learned first-
hand how limited even the most detailed information
can be when read without knowledge of the context
or the history of program development. In Box 5.3, we
describe the CARE program and highlight some of the
special features of the program that cannot be under-
stood well from a distance, even though the sponsor
is one of the most thorough and responsible when

it comes to documentation. It was only through field
visits and interviews that we learned how CARE and
its partners developed girl-friendly strategies specific
to adolescent girls within the social, economic, and
institutional context of rural Mali.

Nonetheless, despite these caveats, we feel that
the data provided here will have enormous value
not only in framing discussion on the subject of
education for adolescent girls, but also in laying
the foundation for recommendations about future
priorities. By mirroring back to organizations the
information that we were able to find, we hope that
other organizations whose projects and programs
have been excluded will use the framework pro-
vided here as a guideline for future reporting. We
also hope that they will share this information with
others, including practitioners, researchers, donors,
policymakers, and stakeholders at all levels. And
for the organizations whose programs have been
included but who find gaps or errors in the informa-
tion provided, we hope that they will respond with
more regular updating and consistent reporting.
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Results

The great majority of programs in our compendium
are operating in sub-Saharan Africa (69%), and
nearly a quarter are in Asia (23%). It is surprising that
only 4% of the programs are in the Middle East, as
there are significant gender disparities in labor force
transition rates despite narrowing gender gaps in
education (see Figure 3.5 for Egypt as an example).
The scarcity of programs in Latin America and the
Caribbean (4%) was less surprising, as average
educational attainment for girls exceeds that of boys
in many of these countries.

Many programs were multifaceted, were encom-
passed within several of our program types, and
were characterized by more than one girl-friendly
feature. See Table 5.1. The majority of the programs
in our compendium included enabling activities
(70%), and the majority of these were combined with
efforts to improve formal schools or after-school
programs or both. Roughly a quarter of the programs
included alternative education programs (23%), and
only 15% were complementary programs.2* Nearly
half of programs were involved with the formal school
system (46%), and many of these were national
programs, including large-scale reform programs.
Forty-three percent of programs included support
for after-school activities. There has been a great
interest in the potential of after-school programs for
girls, given the opportunity these programs present
for supplementing, reinforcing, and expanding the
school experience in a more supportive environment.
Roughly 38% of these programs are restricted to
girls only.®

Girl-friendly Target populations:

Given our focus on adolescents, one of the most
interesting findings from our compendium was the
notable absence of the word adolescent in any proj-
ect document. Indeed, we found the word adolescent
in only 7% of the program descriptions. In cases
where the word did appear, it was often used in the
description of efforts to provide training and supplies
for girls’ hygiene during menstruation. This omission
suggests that few of the programs included in our
compendium were designed with the developmental
and learning needs of adolescent girls in mind, even
though all the programs serve beneficiaries within the
adolescent age range.
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BOX 5.3

Alternative education for adolescent girls in Mali

CARE initiated the Developing Education for Girls Empowerment project in 2005 in two counties in Mali.
In Mopti, the project focuses on Centres Education par Development (CEDs), which provide education to
children ages 9-15 who did not attend formal primary school. In Mali, CEDs are non-formal schools but
part of the government system. CARE worked in collaboration with local governments at the commune
and village level to sensitize the communities about the importance of girls’ education. They identified
villages with an appropriate level of need for a CED serving at least 30 children, as well as the capacity to
contribute income, material resources, and human resources to the management of the project.

At the village level, Community Management Committees coordinate the management of the CED. Their
responsibilities include monitoring teachers’ attendance, ensuring that CEDs have the materials they
need, keeping the environment secure, and ensuring that all children have transportation to and from the
CED. Committee members are trained to identify girls in the community who are eligible for participation
in the CEDs, and to keep track of their attendance, following up with parents if they notice a pattern of
absenteeism. While girls and boys have equal rights to attend the CEDs, these special outreach efforts
focus on girls. In addition, Education Committee members are encouraged to ensure that women are
represented in their ranks.

The curricula of CEDs are distinct from those of formal primary school in a few key respects. Instruc-
tion in CEDs is in local languages, whereas instruction in formal schools is in French. Topics of study
include literacy and arithmetic during the first years of the program, and vocational studies for the final
years. In government-run CEDs, the academic cycle lasts four years. After completing the academic
portion, students spend two years in a vocational training program. CARE has developed a different
cycle for their CEDs to balance the time students spend studying with the demands on their schedule
at different stages in their adolescence, concentrating the entire program into three years. Students
complete the academic portion in two years. The vocational training thus far has been structured as a
one-year program, but may be extended for an additional year. CARE’s CEDs have added instruction in
life skills into their program. Teaching methods focus on student-centered learning techniques. Teach-
ers in Mali’s formal schools must have a college degree, but instructors at CEDs may be secondary
school graduates who have passed the baccalaureate examination and received training. CARE and its
partners recruit candidates from the local communities, and a partner organization provides training.
Recognizing the added value of having women instructors, especially for girls, CARE and its partners
have made an effort to recruit women, and at least one candidate completed the training program, but
ultimately did not begin work as an instructor. One manager noted that to live and work in Mopti’s vil-
lage is a challenge for women, as married women have significant family responsibilities.
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TABLE 5.1

Programs in compendium by type and region

Percent of programs with particular
characteristics

Number of programs/projects according to characteristics

Region (number of countries) Region (number of countries)
LATIN LATIN
AMERICA/ AMERICA/
AFRICA ASIA CARIBBEAN MIDDLE TOTAL AFRICA ASIA CARIBBEAN MIDDLE TOTAL
(43) 13) (6) EAST (4) (66) (43) a3) (6) EAST (4) (66)

Total number
of programs 222 75 13 12 322 100% 100% 100% 100% 100%
TARGET GROUP
Girls only 79 155) 4 7 123 36% 44% 31% 58% 38%
PROGRAM TYPE
Enabling 162 45 10 7 224 73% 60% 77% 58% 70%
Alternative 43 22 6 4 75 19% 29% 46% 33% 23%
Complementary 23 19 3 2 47 10% 25% 23% 17% 15%
Creating or enhancing
formal schools 100 32 10 8 150 46% 43% 77% 67% 46%
After school 10 24 1 3 138 50% 32% 8% 25% 43%

To determine whether or not those aged 10-19 were
included in a program’s target populations, we had to
seek indirect clues. In only 12% of the programs were
specific age ranges provided, and in many of these
cases we acquired the information not from reports
and web sites but from follow-up queries to the orga-
nizations. More often, we found descriptive words
that give a general indication of potential age ranges.
Because the age range of adolescents (10 to 19)

cuts across several other internationally recognized
categories, including children (0-17), adults (18+), and
youth (15-24), it is likely that adolescent girls are often
grouped with one of these other designations rather
than with other girls of their own age.

Slightly more than a third of the programs in our
compendium were for girls only.?® The regions with
the largest percentage of girls-only programs are
Asia (44%) and the Middle East (58%). This is

not surprising given the tendency towards sex-seg-
regated formal education in some parts of Asia

(Afghanistan, Pakistan) and most of the Middle East.
For an additional 14% of the programs, girls repre-
sent the substantial majority (i.e., more than 75%)

of the beneficiaries. Many initiatives in this category
are part of the USAID-funded scholarship program,
originally entitled the Ambassadors’ Girls’ Scholar-
ship Program, which served only girls in its first years.
Many more programs included the phrase “especially
girls” in their description of beneficiaries, but if data
were not available to ascertain that the majority of
beneficiaries served were girls, we did not count them
in this category.

Nearly three-quarters of the programs serve

only students attending formal schools, and an
additional 12% serve a mix of students and out-of-
school children or young people. Seventeen percent
serve beneficiaries described as having little or no
schooling, being illiterate, or having low levels of
literacy, but in these cases, typically no details are
provided on how the learning needs of girls with
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diverse educational backgrounds are assessed.
Given the diversity of education experiences and
learning levels among adolescent girls, as noted
in Chapter 2, such background information would
be important if girls’ educational needs are going
to be effectively met.

Some programs serve girls living in specific commu-
nities or groups while others serve girls with certain
vulnerabilities.?” For many of the programs, the
description of beneficiaries includes a wide range
of categories, without further information about the
definitions or percentages of beneficiaries served in
each category. For example, many of the Ambassa-
dors’ Girls’ Scholarship programs in Africa include
all of the following: girls, orphans and vulnerable
children (OVC), HIV-affected children, and poverty-
affected children. Identifying patterns in types of
beneficiaries is all the more difficult due to the vari-
ety of terms used.?® In the final analysis, we found
very little information about the process by which
individuals, families, or communities are selected
to benefit from or participate in a program. Given
the many challenges associated with targeting, this
represents a regrettable gap in our information.

Girl-friendly features:

We will discuss these features in the order presented
in Box 5.1, starting with demand-side strategies and
followed by two types of supply-side strategies: those
focused on the learning environment within the school
and those focused directly on the developmental and
learning needs of adolescent girls. The number of
programs and percentages are presented by region

in Table 5.2.

Scholarships and stipends were provided in some
form in 43% of programs. Nearly half of programs in
Africa included this feature, and roughly a third in Asia
and the Middle East, with very few in Latin America.
Benefits in this category included monetary contri-
butions, and in-kind support in the form of books,
uniforms, food rations, pens and paper, hurricane
lamps, and other supplies. Some program descrip-
tions specified that the benefits were conditional on
indicators of girls’ participation or success in school,
but most did not. Of the programs in this category,
the great majority (80%) appear in combination with
programs designed to improve formal schools, and/or
with after-school programs.
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Scholarships
and stipends

were provided

in some form
in 43% of
programs.

Transportation and boarding facilities: Providing
transportation or boarding facilities near schools was
one of the least common girl-friendly features in our
compendium (16%). Typically, this feature was asso-
ciated with formal schools or after-school programs.
The provision of bicycles for girls to travel to and
from schools—a resource that would provide them
with considerable independence—was an interesting
example mentioned in a few programs. With respect
to activities to build or maintain boarding houses or
dormitories, descriptions were also general; it would
be interesting to know more about how such facili-
ties are maintained and supervised, and what other
support resources may be available to girls who stay
in these facilities.

Advocacy or community engagement in girls’
education: Advocacy or community-engagement pro-
grams were the most prevalent strategy (57%). The
majority of activities in this category involve mobilizing
and training community members to assume active
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Included in our counts for “girls
only” are programs for women only,
which appear to include older girls.
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Sixteen percent of programs listed
children and families in poverty
among their beneficiaries. Orphans
and vulnerable children (often an
overlapping category) were another
group often identified (14%). Eight
percent of programs mention
“HIV-affected” children and young
people among their beneficiaries.
Only 5% refer to disabled girls,
and even fewer include specific
references to activities to serve
such girls. Thirty-two programs
(10%) serve conflict-affected girls
or young people; 82% of those are
either alternative or complemen-
tary programs, or both. Eleven
percent of programs are directed
at rural and/or nomadic and/or
pastoral communities; in contrast,
only 3% of programs listed urban
regions as their target. Five percent
of programs were described as
serving communities with limited
or no access to formal schools;
most of these were in the “creating
or enhancing formal schools”
program type.
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Some of the terms are common
among international agencies
and organizations, such as
“HIV-affected,” “associated with
fighting forces,” “at risk of early
marriage,” or “low literacy levels,”
but are nonetheless difficult to
operationalize, given challenges of
measurement and lack of clearly
specified indicators. Other more
general terms imply different
meanings to different agencies,
such as “vulnerable,” “marginal-
ized,” or “at risk” (without further
specifying the risk). Still others,
such as “indigenous,” “nomadic,”
and “conflict-affected,” may have
clear meanings, but are likely to
overlap with each other or with
other categories.



27% of the
programs include
efforts to recruit,
train, or retain
womenhn teachers.

roles in supporting schools and ensuring the atten-
dance and participation of girls in their communities.
Few were described as exclusively awareness-raising
campaigns focused on the importance of girls’
education. This probably reflects a natural evolution
as resistance to the education of girls has fallen over
time, and costs, access, and quality have become the
more salient issues.

However, while these community-engagement activi-
ties are identified as ways to promote girls’ schooling,
it is not always clear how they benefit girls. For
example, with respect to community-based manage-
ment teams, in many cases there is no mention of
whether or how women are engaged in the process,
nor of specific actions undertaken by the commit-
tee to ensure girls’ attendance, safety, or success in
school. By contrast, in our case study of Mali (see
Box 5.3), community-based management commit-
tees undertake activities that are clearly and explicitly
designed to support girls.

Safety policies and training; codes of conduct: We
found the fewest references to promoting girls’ safety
in school through teacher codes of conduct or safety
training for girls, or related training for teachers (11%).
One possible reason is that teacher conduct is a
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sensitive topic in certain settings, one that agencies/
organizations are less likely to discuss in publicly
available descriptions of their programs. Another pos-
sibility is that training related to teacher conduct or
girls’ safety is included under the often general (and
less sensitive) rubric of “gender training.”

Toilets and provision of sanitary supplies: Twenty
percent of the programs included improvements or
enhancements to sanitation facilities in schools or
the provision of sanitary supplies. Almost all of these
involved building or improving toilets, including efforts
to make separate toilets available for boys and girls.
The provision of toilets and sanitary supplies for girls
surely improves the quality of life for all students,
especially for girls, given their physical and hygiene
needs. However, research evidence presented in
Chapter 3 raises doubts about the significance of this
strategy for adolescent girls’ attendance and comple-
tion of school.

Recruitment and training of female teachers, para-
teachers, and other educators: Overall, 27% of the
programs include efforts to recruit, train, or retain
women teachers, with nearly a third of the programs
in Asia and the Middle East including this feature. In
some countries in these regions, a cadre of women
teachers may be an essential requirement to estab-
lish schools for girls in communities where formal
schools are segregated by sex. We note that 42% of
the programs that create enabling conditions for girls
included this activity, suggesting that many program
managers see this as an attractive feature for girls’
parents. In Mali we learned that some efforts to
recruit and retain women in a challenging setting had
been unsuccessful (see Box 5.3); it is possible that,
given the challenges in certain settings, some agen-
cies may be reluctant to explicitly state this as a goal
of their programs.

We also included in this category examples of
projects for older girls and young women that were
entirely structured as formal training programs for
female teachers. Indeed, some of the initiatives to
establish formal secondary schools for adolescent
girls in countries such as Afghanistan and Pakistan
include, as an explicit objective, support for the
development of a strong force of women teachers.
These programs also account for some of the voca-
tional training programs in our compendium.
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TABLE 5.2

Girl-friendly features of programs in compendium

Percent of programs with particular
characteristics

Number of programs/projects according to characteristics

Region (number of countries) Region (number of countries)
LATIN LATIN
AMERICA/ AMERICA/
AFRICA CARIBBEAN MIDDLE TOTAL AFRICA CARIBBEAN MIDDLE TOTAL

(43) ASIA (13) (6) EAST (4) (66) (43) ASIA (13) (6) EAST (4) (66)
Total number
of programs 222 75 13 12 322 100% 100% 100% 100% 100%
GIRL-FRIENDLY FEATURES
Scholarships/stipends 107 26 1 4 138 48% 35% 8% 33% 43%
Transportation/
boarding 30 14 2 5 51 14% 19% 15% 42% 16%
Advocacy and/
or community
engagement in girls’
education 135 38 5 7 185 61% 51% 38% 58% 57%
Safety policies and
training; codes of
conduct 31 2 3 (o] 36 14% 3% 23% 0% 1%
Toilets or provision of
sanitary supplies 45 15 1 4 65 20% 20% 8% 33% 20%
Recruitment/training
female teachers, para-
teachers, and other
educators 54 27 1 4 86 24% 36% 8% 33% 27%
Gender training for
teachers 69 9 1 4 83 31% 12% 8% 33% 26%
Mentoring, tutoring,
and peer support 130 22 2 2 156 59% 29% 15% 17% 48%
Life skills or literacy
training 100 43 5 7 155 45% 57% 38% 58% 48%
Livelihoods or
vocational training 33 22 3 1 59 15% 29% 23% 8% 18%
Other 64 28 10 6 109 29% 39% 77% 60% 34%




Gender training for teachers: Gender training pro-
grams for educators were approximately as prevalent
as activities to recruit, train, and retain female teach-
ers, comprising 26% of entries in our compendium.
However, within programs to create or enhance for-
mal schools, gender training is much more prevalent,
with slightly over half including this strategy as part
of their programs. The results of research in Kenya,
cited in Chapter 4, suggest that this is a potentially
beneficial approach for adolescent girls, but there
are many “unknowns” in the program descriptions.
For example, few program descriptions mention

the duration of the training, nor do they provide
details about the content or objectives of the training
curriculum. Even less information is available about
whether such activities have had an impact on

A cadre of women
teachers may

be an essential
requirement to
establish schools
for girls in
communities where
formal schools are
segregated by sex.
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teachers’ attitudes or methods or on girls’ enroliment
or academic performance.

Mentoring, tutoring, and peer support: Nearly half of
the programs (48%) include activities to support girls
individually or in small groups through mentoring,
counseling, or tutoring. Not surprisingly, nearly three-
quarters of programs with these features fall in the
after-school category. The program descriptions give
very little insight about the structure, content, and
duration of these activities, including whether or not
groups are single-sex or coed.

It is noteworthy that mentoring and peer-support
strategies are often combined with enabling pro-
grams, with slightly over 50% of enabling programs
having mentoring and peer support as a feature.
These programs are more likely to be part of a formal
school enhancement program than of a non-formal,
alternative, or complementary program. It could be
that many non-formal programs are already structured
to provide more individualized, holistic, or flexible
support to beneficiaries and therefore are less likely to
describe these features as an added component.

Life skills and literacy training: Roughly half of all
programs include a life skills and/or literacy training
component. Almost all (88%) alternative programs
include this girl-friendly feature, and about half of
complementary programs include some aspect of this
strategy as well. The venue in which these types of
training activities take place is not always indicated.
Some are integrated into the regular curricula of
alternative, complementary, or even formal programs,
whereas others take place after school.

Moreover, the types of training described vary
considerably. In some cases the topic of the train-
ing is clearly meant to target specific needs of the
beneficiaries; for example, literacy or numeracy for
girls lacking education, and/or financial literacy or
budgeting for girls who were also training to start
small businesses. Generally, however, the descrip-
tions we found do not provide details of the content
or methodology of these training activities, nor of
their duration. Some commonly used terms, such as
life skills, leadership, or even health or hygiene, may
refer to very different types of curriculum content.
Many of these activities were described as having
the objective of providing girls with skills, knowledge,
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or attitudes that would help them avoid obstacles

to their formal education. Yet, as with many of the
activities in the after-school category, it was not clear
whether or how the impact of these training programs
on girls’ education indicators is being assessed.

Livelihoods or vocational training: Given the chal-
lenges girls face in the transition from school to work,
we were interested in strategies to help girls develop
employable skills. We discovered that only 18% of
the programs in the compendium include livelihoods
or vocational training. These activities were much
more prevalent among alternative programs (57 %).
By contrast, only 9% of the programs in formal
schools include training in vocational skills. Of those,
several were programs to prepare girls to enter the
teaching profession.?®

Almost all programs which included job-related
training also included training in other skills, such as
literacy, life skills, health, and hygiene. Some advo-
cacy organizations argue that girls and young women
who are beneficiaries of vocational and “livelihoods”
programs are more likely to be economically suc-
cessful if they are also supported in developing
literacy, numeracy, and financial management skills
(Bidwell et al. 2008; Young et al. 2007; Buscher 2007).
Nonetheless, very little is known about whether, or
under what circumstances, alternative vocational
training programs lead to gainful income-generating
activities or employment. Some researchers have
raised questions regarding whether the skills in which
beneficiaries of vocational training and “livelihoods”
programs are trained are based on current assess-
ments of market conditions (Buscher 2007).

Other girl-friendly features: Roughly a third of our
programs included one or more features that were
clearly girl-friendly but that were much less commonly
used. Examples are listed in Box 5.4. Some of these
offer creative ways to combine and link more familiar
approaches. For example, several programs included
support to “mothers’ clubs” (or equivalent organiza-
tions) in undertaking income-generating activities to
cover the costs of their daughters’ education; this
strategy encompasses community engagement and
is similar in purpose to stipend and scholarship pro-
grams. In FAWE’s Tuseme program, girls are trained in
leadership and self-advocacy skills (activities that fall
neatly into the after-school and life skills training
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We discovered
that only 18% of
the programs in
the compendium
include livelihoods

or vocational
training.

categories), and in doing so become community
advocates for their own rights and the rights of other
girls—thus contributing to an enabling environment
for girls’ education.

Most of the entries in the “other” category were
programs or projects currently being implemented,
but a few were related to policy development or other
activities related to advocacy. For example, in Kenya,
FAWE is advocating for the inclusion of educa-

tion about child-labor prevention policies in formal
curricula. In Céte d’lvoire, EMpower advocates for
changes to entry requirements for vocational techni-
cal school to reduce barriers to girls’ enroliment.

Holistic, girl-friendly approaches: One of the most
important and valuable elements of effective program-
ming may be “holistic design” — that is, a package

of activities to address girls’ comprehensive needs
(including economic, developmental, social, and learn-
ing) that are thoughtfully and meaningfully integrated.
A drawback of categorizing “girl-friendly features”

of programs individually, as we do by identifying the
relevant characteristic for each entry in Table 5.2 and
in the compendium, is that we do not describe the
relationships among program features. Thus, use-

ful information is sometimes lost. Some examples

of holistic programs include UNICEF’s child-friendly
schools, Escuela Nueva’s child-centered schools,
FAWE’s Gender-Responsive Schools (GRS) or Centres

29

A few others provided interest-
ing examples, worth further
examination. For example, the
organization Developments in
Literacy in Pakistan lists among
its objectives to provide girls

with skills needed to participate
in a global workforce, and sup-
ports formal schools in providing
all students, especially girls,

with information and commu-
nication technology skills as

well as English-language skills.
We include English-language
instruction in the “vocational and
professional skills” category in
this context because the orga-
nization has framed this activity
specifically as a strategy to
promote girls’ professional skills
and economic empowerment. The
“Girls Be Ambitious” program,
implemented collaboratively by
the NGOs American Assistance
for Cambodia and Japan Relief
for Cambodia, also provides girls
in school with English, computer,
and other vocational training. The
“Girls Power Initiative” in Nigeria,
a girls-only program implemented
by the NGO EMpower, supports
students in finding internships
with NGOs, sponsors career fairs,
and provides beneficiaries with
counseling to encourage them to
pursue more lucrative professions
traditionally held by men.



BOX 5.4

Examples of “other” girl-friendly
strategies

e Child care for young children, either to ensure that mothers do not rely
on their adolescent daughters to care for younger siblings (and thus miss
time for school or study) or to allow young mothers (adolescents among
them) time to attend school.

e Flexible hours for education programs, to accommodate the different
needs and responsibilities of boys and girls.

e Mobile schools, to reduce the transportation costs and risks for girls.

e Seed money or other support to cooperative ventures and other new
businesses established by beneficiaries of vocational programs.

e Math and science clinics and discussions, to encourage girls’ interest
and success in traditionally male-dominated fields.

e Dowry payment to parents of Massai girls at birth, to commit them to
school rather than to early marriage

e Support for families to obtain birth certificates or poverty certificates
for girls, to facilitate their enrollment in formal schools.

e Literacy classes for mothers, so that they can better support their
adolescent daughters’ education.

e Campaigns and advocacy against practices that are obstacles to girls’
education and well-being, such as female genital mutilation (FGM/C), early
marriage, or child labor.

e Encouragement for girls to participate in school governance in
Swaziland and Colombia.

e “Girl-friendly” curriculum topics that include gender awareness and
rights, as well as the right to education.

e Men’s clubs to promote positive attitudes towards women'’s rights,
including girls’ right to education.

e The development of a “virtual,” Internet-based cultural exchange
between girls in the United States and India.
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of Excellence (COE), and CAMFED'’s participatory
approach to program development.

There are also teaching styles, such as small-group
instruction, and cooperative learning and management
styles that are implicitly girl-friendly. Moreover, efforts
to make the curriculum more relevant may benefit girls
more than boys, even if the intended outcome did not
include addressing gender disparities. Ultimately these
effects may be more promising and supportive of girls
than many of the programs listed in our compendium,
which rely on one or two simple elements that are
easy to introduce within the existing system.

Evaluations: With so many activities underway, there
should be many potential lessons to be learned about
which strategies are most effective in ensuring educa-
tion for adolescent girls. However, we found very little
evidence that the activities currently underway have
been evaluated or that evaluations are being planned
(see Table 5.3). Without well-conceived, well-con-
structed evaluations, little enduring evidence will be
available of lessons learned or strategies that can be
effectively replicated or scaled up. A little more than a
quarter of the programs (28%) reported that an evalu-
ation had been conducted or planned. Fewer than
10% of the evaluations reported have been or will be
carried out by external partners or agencies that can
bring more objectivity and scientific rigor to the evalu-
ation. The rest are presumably internal. We found
only three comprehensive evaluation reports publicly
and readily available on organizations’ web sites: two
provided by the World Bank, and one by BRAC.

Implications

The findings reported in this chapter have implica-
tions for program directions and for data gathering
and information exchange. First, very few educa-
tional programs that serve adolescent girls appear
to be designed with the developmental and learning
needs of adolescents in mind. In some sense our
compendium of 322 programs is misleading in that
most programs listed are targeting primary-school
students, secondary-school students, children,
youth, or adults and not specifically adolescent girls.
We include these programs in our compendium
because adolescent girls happen to be part of the
group being served. Thus, a priority for future edu-
cational program development for adolescent girls
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TABLE 5.3

Programs in compendium according to extent and type

of evaluation

LATIN MIDDLE LATIN MIDDLE
AFRICA ASIA AMERICA EAST TOTAL AFRICA ASIA AMERICA EAST TOTAL

Total programs 222 75 13 12 322 100 100 100 100 100
ANY 54 28 4 3 89 24% 37% 31% 25% 27%
EVALUATION

Planned 5 10 (0] 1 16 2% 13% 0% 8% 5%
Completed 49 18 4 2 73 22% 24% 31% 17% 23%
EXTERNAL 18 9 (0] 1 28 8% 12% 0% 8% 9%
EVALUATION

Planned 1 1 (0] 0 2 0% 1% 0% 0% 1%
Completed 17 8 0] 1 26 8% 1% 0% 8% 8%

should be a much more self-conscious approach to
program design to meet the particular developmental
and learning needs of adolescent girls as they are
understood within each context.

Second, despite the documented high returns to formal
secondary schooling for girls, relatively few programs
are focused on the transition to secondary school either
through the development of complementary programs
that give girls an extra chance to go on to secondary
school or through after-school programs that focus on
success in primary school and preparation for second-
ary school. Thus, we see a need for a much greater
emphasis on the development of programs that are
directed towards supporting girls’ transitions to and
success in formal secondary school.

Third, few livelihood or vocational programs are
integrated into formal schools, even though we
know that transitions to work are more difficult
for girls than boys. The academic orientation of
secondary schools and the focus on university
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placement remains a limitation in many settings
where a secondary school degree is often a terminal
degree and where girls in particular need training in
“relevant,” marketable skills. Given the gender gap
that rises with age between the percent who have
left school and the percent who have entered the
labor force, the relevance of their education should
be addressed through various approaches both
inside the classroom and after school. The examples
we noted earlier of innovative efforts to integrate
professional training and skills into formal education
programs for girls are worth further examination as
potential models.

Fourth, insufficient information is available about the
organization and structure of after-school programs in
terms of venues, program content, and beneficiaries.
For example, we do not know whether groups are
organized by sex, by need, or by subject area. More
research should be done to find the best approaches
to addressing girls’ development and learning needs
in each context.




Few livelihood
or vocational
programs are
integrated into
formal schools,
even though
we know that
transitions to
work are more
difficult for girls
than boys.
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Finally, almost no information is available about the
impact of these programs on adolescent girls, either
in the short run in terms of their school progress
(which is typically a program objective), or in the lon-
ger run on their transitions to civic, work, and family
lives. Programs are being designed with much good
will and common sense but without the benefit of
evidence derived through careful research and impact
evaluation. To increase cross-program learning and
to enhance the chances of programmatic success,
external evaluation needs to become a priority for
donors and program managers.

The limited data available on programs and their lack
of consistency directly shortchanges girls in their edu-
cational progress. The framework we have developed
for our compendium has many practical and imme-
diate uses in addition to being available for further
analysis. These include:

e an organizational structure to assist donors and pro-
gram managers in their reporting of program activities
in order to improve transparency and consistency;

¢ a model for information-gathering at the country
level, for both donors and NGOs, to identify funding
gaps and potential partners;

¢ a guide for the improvement of data collection on
educational participation in household surveys;

e aroad map for donors interested in particular coun-

tries or programmatic approaches, to identify windows
of opportunity for new program development.
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Lalita, 18, stands in front of her
class in the Women’s Education
Centre in India’s Gaya District.

A graduate of a Centre program,
she is the first child in her family—
and her entire village—to attend
school. Adolescent girls and young
women, many of whom previously
never went to school, attend the
centers as part of a government
program to encourage education
among village children.

This report builds a case for the
education of adolescent girls. It
provides a framework for locat-
ing them within the educational
system. And it assesses past and
current educational programs for
girls in relation to the evidence
on successful and promising
approaches.

Flowing from the evidence in this report is our educa-
tional manifesto for adolescent girls. In this manifesto
we outline three developmental and learning phases
during adolescence and, within each, identify learning
goals and preferred educational pathways for girls
(Box 6.1). The strong evidence of a high return to girls
from formal secondary school and the lack of evi-
dence of returns from non-formal alternatives underlie
our preference for formal school at each phase of
adolescent development. In our view, continuing edu-
cation during adolescence is a necessary first step for
girls if they are to overcome a history of disadvantage
in paid employment and civic life. We thus identify
curricular building blocks that can support girls in
their transition to adulthood.

Obviously, other complementary social efforts will be
required to open previously closed pathways for girls.
But if girls themselves are not adequately educated
during childhood and adolescence, they will not be in
a position to seize those opportunities when they are
available. These complementary efforts, well outlined
in Girls Count, include a supportive legal environment
to fully recognize the equal rights of girls and women
and to enshrine those rights in law and practice.

For girls to have the educational opportunities
described in our manifesto:

e The supply of places in formal secondary schools
needs to be significantly expanded.

e Cash or in-kind resources should be carefully
targeted to support girls who would not otherwise be
able to stay in school.

¢ Non-formal education for girls should focus on
complementary approaches that offer younger
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adolescents the opportunity to reenter the formal
educational system.

The quality and relevance of post-primary education,
including non-formal educational alternatives for
adolescent girls, need to be substantially upgraded
so that critical thinking and problem-solving skills,
rather than memorization, are emphasized, as these
are the skills that will be of most value in later life.

In many settings this will involve new approaches
to teaching and a reorientation of educational goals
at the secondary level. It will also require, in some
settings, a greater presence of female teachers in
the classroom to serve as role models for girls. The
school can be a place for girls to gain opportunities
for participation and leadership within and outside
regular classroom activities.

Given the promising but unproven approaches
identified in chapters 4 and 5, we suggest the
implementation of some worthwhile experiments in
collaboration with a research partner, initially on a
pilot basis, so that the programs’ impact on girls can
be measured and assessed. We focus particularly on
supply-side strategies to ease transitions to second-
ary school, to enhance the learning environment for
girls, and to address girls’ developmental and learn-
ing needs more directly. The reason is that there has
been much more attention to access to educational
opportunity and less to educational quality and rel-
evance. Furthermore, we strongly recommend that,
in assessing outcomes, impact evaluations become
a routine and standardized practice in all education
activities. We also recommend that evaluations go
beyond the assessment of outcomes such as enroll-
ment and grade attainment to assess the acquisition
of knowledge and skills, particularly critical thinking
and problem-solving skills, as well as longer-term
outcomes such as work transitions, gender role
attitudes, and measures of civic participation.
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BOX 6.1

An educational manifesto for
adolescent girls

Early adolescence: Ages 10-12

Where every girl should be: Formal primary school or accelerated
complementary school

What every girl should be acquiring: Literacy, numeracy, critical thinking skills,
basic health knowledge, knowledge about their communities and the world

Middle adolescence: Ages 13-15

Where every girl should be: Post-primary formal school or accelerated
complementary school

What every girl should be acquiring: Reading and writing fluency for lifelong
learning, critical thinking skills, fluency in an internationally spoken lan-
guage, computer skills, proficiency in math/science, health and reproductive
health knowledge, financial literacy, skills for social and civic participation,
knowledge about social systems and local and global issues

Late adolescence: Ages 16-19

Where every girl should be: Formal secondary school or alternative
education with a vocational or livelihoods focus

What every girl should be acquiring: Marketable skills, information-gather-
ing skills and habits for lifelong learning, financial knowledge and skills
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COMPENDIUM

Compendium: Guide for readers

For a full discussion of the format of this compen-
dium, criteria for inclusion, and descriptions of each
category, see Chapter 5.

General Guide

The entries in all columns in this compendium are
based on the information available to us in the
sources cited in the column headed “sources of
information.” If a characteristic or component of a
program is not indicated in any given entry, this is
because they were not mentioned in our sources.
For example, if one or more partner organizations
involved in a program are not listed in the “partners”
column, those organizations were not mentioned in
the sources to which we gained access.

An empty field indicates that no information was
available about a given program with respect to that
category. It should not be interpreted to mean that a
feature is necessarily absent from that program. For
example, if the “evaluation conducted” field is not
checked, this indicates that we could not determine
from our sources whether an evaluation had been
conducted. It does not mean definitively that an
evaluation has not been conducted.

Some names of programs, organizations, agencies,
and categories of beneficiaries are described by
acronyms or abbreviations, which are identified in the
“Guide to Acronyms and Abbreviations” that follows.

Guide to Columns

Partners: All partners contributing to the manage-
ment, oversight, or implementation of a program are
listed. The order in which they are listed does not
indicate role or relationship. If the name of an organi-
zation is followed by “(research),” this indicates that
the organization was responsible for research for and/
or evaluation of that program.

Donors: All donors contributing funding to a program
are listed. The order in which they are listed does not
indicate relationship or level of funding.

Target population: Descriptions of program ben-
eficiaries are based on the terminology used in the
available sources.

Girls only: A v indicates that the entire project,
including all components and activities, includes
or serves girls only.

Age range: The age range column is filled in if a
numerical age range was indicated in the program
description.

Program type: A colored square indicates that one or
more components or activities of a program fall under
the category of a given program type, based on the
definitions in Chapter 5. Corresponding descriptions
of program type appear on the far right.

Girl-friendly features: A colored circle indicates that
a given “girl-friendly feature” is a characteristic of
that program. These column entries indicate specific
characteristics of programs, but do not represent

a comprehensive description of all features of that
program. Corresponding descriptions of girl-friendly
features appear on the far right.

“Other” girl-friendly features: Many programs in this
compendium include activities to support girls that do
not fit into any of the other categories in the preced-
ing columns. Numbers within the colored circles in this
column correspond to descriptions on the far right.

Evaluation conducted: A v in this column indicates
that an evaluation has been completed according to
the program description available to us. It does not
necessarily indicate that an evaluation report was
available to us.
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Evaluation planned: A v in this column indicates
that an evaluation has been planned according to the
program description available to us.

External: A v* appears in this column if the evaluation
indicated in the field to the left (conducted or planned)
was described as an external evaluation.

Sources of information: Shorthand descriptions of
sources (e.g., website, questionnaire, interview) are
given in this column. Full source citations appear
immediately following the compendium. Additional
notes on some entries, signaled by an asterisk in this
column, appear immediately following the full source.
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ABBA-RPC

AED

AGSP

AIR

ANCEFA

AUSAID

AvVSI

BRAC

CAl

CAMFED

CAUSE Canada

CBO

CCF

CEDPA

CHEP

Addressing the Balance of the
Burden in AIDS, Research
Programme Consortium

The Academy for Educational
Development

Ambassadors’ Girls’ Scholarship
Program

American Institute for Research

The African National Campaign
on Education For All

Australian Agency for International
Development

The Association of Volunteers
in International Service

Bangladesh Rural Advancement
Committee

Creative Associates International

The Campaign for Female
Education

Christian Aid for Under-Assisted
Societies Everywhere

Community-based organization

Christian Children’s Fund

Centre for Development and
Population Activities

The Copperbelt Health Education
Project

CordAid

CIDA

CRS

DANIDA

DCI

DFID

DIL

EDC

ESRC

FAWE

FGM

FHT

GE Found

GEM

Gov.

ICT

IRC
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Catholic Organization for Relief
and Development Aid

Canadian International
Development Agency

Catholic Relief Services

Danish International
Development Agency

Development Cooperation Ireland

Department for International
Development (United Kingdom)

Developments in Literacy

Education Development Center

Economic and Social Research
Council

Forum for African Women
Educationalists

Female genital mutilation

Family Health Trust

General Electric Foundation

Girls’ Education Movement
Government agencies or ministries
(including national, province/state,

and local levels)

Information and communication
technology

International Rescue Committee
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MIT

NGO

NORAD

NRC

OSISA

ovc

PCTFI

PTA

RET

RTI

Swiss Aid

USAID

UNESCO

UNFPA

UNGEI

UNICEF

USBPRM
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Massachusetts Institute WFP
of Technology

USDOL
Nongovernmental organization

YMCA
Norwegian Agency for Development
Cooperation

Norwegian Refugee Council

The Open Society Initiative for
Southern Africa

Orphans and Vulnerable Children

Patsy Collins Trust Fund Initiative

Parent-teacher association

Refugee Education Trust

Research Triangle Institute

Switzerland Agency for International
Development

United States Agency for
International Development

United Nations Educational,
Scientific and Cultural Organization

United Nations Population Fund

United Nations Girls’
Education Initiative

United Nations Children’s Fund

United States Bureau of Population,
Refugees and Migration

World Food Program

United States Department of Labor

Young Men'’s Christian Association
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tional, local NGOs

Burkina Faso

Burkinabé Response to

Plan International

USAID-Millennium

Geographic: 132 communities

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Angola AGSP Winrock Interna- USAID Students, especially OVC, . .
tional, local NGOs HIV-affected, poor, vulnerable
Benin Girls Clubs FAWE Students -
Benin Bursary program FAWE Students, poor, academically ‘/ .
talented
Benin AGSP World Education, USAID Students, poor, OVC, . -
local NGOs HIV-affected, disabled
Botswana AGSP Winrock Interna- USAID Students, vulnerable .

Improve Girls’ Chances
to Succeed (BRIGHT)

Challenge Corpora-
tion

in 10 counties

(YEP)

especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces

Burkina Faso | Post-Primary Education Gov. The World Bank Geographic: underserved .
provinces, lower and upper
secondary, technical and tertiary
education
Burkina Faso Gov. UNICEF Geographic: 8 cities/villages 10to15 . . .
Burkina Faso | AGSP World Education, USAID Geographic: Eastern Region; . .
FAWE, other local students in primary and
NGOs secondary schools
Burkina Faso | Mothers’ Clubs FAWE Students . .
Burkina Faso | Tuseme (“Let us FAWE Secondary school students
oo Outs | H N
Burkina Faso | Gender Responsive FAWE Students .
Pedagogy
Burkina Faso | Science, Math and FAWE Students \/ . . .
Technology program
Burkina Faso | Centres of Excellence FAWE . .
Burkina Faso | Basic Education Sector Gov. The World Bank Primary schools
- [ H N
Burkina Faso | Meres Educatrices The Population DFID, Bill & Melinda Married adolescent girls, ‘/ .
Council, UNFPA, Gates Foundation, Burkinabé
Gov.,, local NGOs. UNFPA, UNF.
Burundi UNGEI MoE, FAWE, UNFPA, UNICEF, Geographic: regions with 10 to 22 . . .
UNICEF, UNFPA, UNESCO, local education disparities for girls,
UNESCO, local NGOs OVC, war/conflict-affected,
NGOs ethnic minorities
Burundi World Vision World Vision Food insecure families ‘/ .
Burundi AGSP AED, Centre Jeunes | USAID Primary school students, espe- . .
Kamenge cially poor, OVC, HIV-affected,
disabled; geographic: Bujumbura
Burundi Strengthening Education | CARE OVC, HIV-affected, especially .
Programs for Orphan and girls
Vulnerable Children
Burundi HIV/AIDS clubs FAWE Students, especially girls . .
Burundi Bursary program FAWE ‘/ .
Burundi Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 to 18
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Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

Creating enabling conditions

. ’ 1. web

. report, quest, int

Alternative education program

N

Complementary education program

Creating or enhancing formal schools

o

report, quest, int

. 4. web

o BRER GIRL-FRIENDLY FEATURES

. ° 6. web . Scholarship/stipends

' Transportation/boarding

After school

. v 7. report Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

° \/ 8. quest
. ° 9. web

Recruitment/training female
teachers, para-teachers and other
educators

10. report, quest, int Gender training for teachers

. o 11. report, quest, int

12. report, quest, int

Mentoring, tutoring, peer support

Life-skills or literacy training

Livelihood or vocational training

Other

1 Child care for mothers to ensure
older daughters can attend school
rather than care for younger siblings.

13. report, quest, int

14. report, quest, int 2. Mothers’ clubs support schools.

3. Community food production
programs to support school

° 15. report feeding program.

4.  Girls become community advocates
for their right to education.

. . ° 16. report 5. Micronutrient provision to promote

girls’ health.

6. Young mothers from the community
trained as “educatrices.”

17. quest, report 7.  Gender-sensitive curriculum;

advocacy for gender policy at
national level.
8. Enhancing CBOs’ and local NGOs’
capacity to support girls’ education.
. v 18. quest 9.  Care for students’ children; meal
provision; follow-up support for
skill training including apprentice-

. ‘ o 19. web ships and support for forming

cooperatives.

. 20. report

‘ 21.* report, quest, int

. 22. report, quest, int

. . . o ‘/ 23. report
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Target population/ Age
Country Program Partners Donors location range Program type
AFRICA
Cameroon Science, Math and FAWE
Technology program . .
Cameroon Bursary program FAWE .
Cameroon AGSP Plan International, USAID Primary and secondary students; .
various local NGOs geographic; especially poor, OVC,
HIV-affected, disabled
Chad Girls’ Clubs FAWE African Develop- Primary and secondary students .
ment Bank
Chad Bursary program FAWE .
Chad Gender Responsive FAWE Students .
Pedagogy
Chad FAWE Centers of FAWE .
Excellence
Chad AGSP AED, Gov,, local USAID Primary school students; geo- .
NGOs graphic, especially poor, OVC,
HIV-affected, handicapped
Chad Youth Education Pack NRC, RET War and conflict-affected youth, 14 to 18
(YEP), modified program especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Comoros FAWE: Access project FAWE Geographic: villages on two .
islands in Ngazidja and Mwali
in Grande Comore and Moheli
zones
Congo AGSP Winrock Interna- USAID Students, OVC, HIV-affected, .
(Democratic tional, local NGOs poor, vulnerable
Republic of)
Congo World Vision World Vision .
(Democratic
Republic of)
Congo Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 t0 18
(Democratic (YEP) especially single mothers, heads
Republic of) of households, poorest education
backgrounds, associated with
fighting forces
Cote D’lvoire | LEGACY: Education is IRC Novo Foundation Conflict-affected, at-risk children .
a Platform for Peace and youth in West Africa
Cote D’lvoire | Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 to 18
(YEP) especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Djibouti AGSP AED, various local USAID Primary and middle school .
NGOs, University students; geographic; especially
of Minnesota poor, OVC, HIV-affected, disabled
(research)
Equatorial AGSP AED, various local USAID Primary students, geographic, .
Guinea NGOs poor
Eritrea Options Programme Gov. UNICEF Rural/remote/nomadic communi- 7to15 . .
- Basic Education and ties, geographic, especially girls
Gender Equality (BEGE)
Eritrea AGSP AED, various local USAID Disadvantaged .
NGOs
Ethiopia Somali Region Alterna- Save the Children Geographic: Shinile and Aw Bare 7to18

tive Basic Education

UK, Gow.

woredas; pastoral populations
and out-of-school children
and youth, target 54% girls’
participation
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COMPENDIUM

Girl friendly features

Sources of
information

24. report

25. report

26. web

27. report, quest, int

28. report, quest, int

29. report, quest, int

30. report, quest, int

31. web

32. report

33. report, quest, int

34. web

35. quest

36. report

37. quest

38. report

39. web

40. web

41. quest

42. web

43. report
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PROGRAM TYPE

Creating enabling conditions
Alternative education program
Complementary education program
Creating or enhancing formal schools

After school

GIRL-FRIENDLY FEATURES

Scholarship/stipends
Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

10. Support for girls to obtain birth
certificates to facilitate school
enroliment.

1. Mothers’ associations engage in
income generating activities to
support mentors for girls.

12.  Care for students’ children; meal
provision; follow-up support for
skill training including apprentice-
ships and support for forming
cooperatives.

13.  Women are recruited to implement
program; career counseling to
encourage girls to enter well-paid
professions; advocacy for changes
to vocational technical school entry
requirements to reduce barriers
to girls’ enrollment.

14. Care for students’ children; meal
provision; follow-up support for
skill training including apprentice-
ships and support for forming
cooperatives.

15.  Flexible hours to accommodate the
different needs and responsibilities
of boys and girls.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Ethiopia Project Ten Adult and Nonfor- Out-of school children; youth and . .
mal Education Ass. adults lacking formal education
of Ethiopia
Ethiopia Education Sector Gov. Pastoral and agro-pastoral . .
Development Program groups
Ethiopia Protection and Preven- Save the Children Sexually exploited youth, at-risk ‘/ .
tion of Children from Denmark girls, children in prison with their
Sexual Abuse and mothers
Exploitation
Ethiopia Tuseme (“Let us Speak FAWE Secondary school students . .
Out”)
Ethiopia Gender Responsive FAWE Students .
Pedagogy
Ethiopia Refugee Education IRC US Department of Eritrean, Sudanese and Somali . .
Program: Promoting State displaced children and youth in
Equitable Access to refugee camps in Ethiopia
Quality Education and
Psychosocial Recovery
Ethiopia World Vision World Vision ‘/ .
Ethiopia REFLECT Circles GOAL Women and children in
pastoralist regions
Ethiopia Strengthening Communi- | Gov., CARE Rural and remote communities, . .
ties through Partnerships girls
for Education (SCOPE)
Ethiopia AGSP AED, FAWE, various | USAID Secondary students; geographic; . -
local NGOs poor, OVC, HIV-affected,
handicapped
Ethiopia Berhane Hewan (“Light The Population DFID, the Nike Married and unmarried girls, ages ‘/ 10to19
from Eve”) Council; Gov. Foundation, the 10 to 19, rural, Amhara
Turner Founda-
tion, UNICEF, UNF,
UNFPA
Ethiopia Biruf Tesfa (“Bright The Population DFID, the Nike Urban, Addis Ababa Mercato dis- ‘/ 10to19
Future”) Council; Addis Foundation, the trict, most vulnerable adolescent
Ababa Youth and Turner Founda- girls, out-of-school
Sport Commission tion, UNICEF, UNF,
UNFPA
Gabon Girls Clubs FAWE UNICEF Students in selected schools ‘/ . . -
Gabon Bursary program FAWE ‘/ .
Gabon AGSP Winrock Interna- USAID Students, OVC, HIV-affected, . .
tional, local NGOs poor, vulnerable
Gambia AGSP World Education, USAID Vulnerable, students in lower . .
FAWE, other local secondary school
NGOs
Gambia Bursary program FAWE AED, USAID ovC . -
Gambia Tuseme (“Let us Speak FAWE Secondary school students . -
Out”)
Gambia Gender Responsive FAWE Students .
Pedagogy
Gambia FAWE Centers of FAWE
Excellence . .
Gambia FAWE, Gov. UNICEF, Norwegian Geographic: 3 regions; gender 6to15 . .
Girls Education disparities and poor
Project
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

. . . 44. report [l creating enabling conditions

. Alternative education program

. Complementary education program

45. report
. . . ° . Creating or enhancing formal schools
. . 46. report [l After school

GIRL-FRIENDLY FEATURES

. ‘ ° 47. report, quest, int

48. report, quest, int

. Scholarship/stipends

’ Transportation/boarding

. . . . . v v 49. report Advocacy and/or community

engagement in girls’ education

Safety policies and training; codes

of conduct
Toilets or provision of sanitary
v 50. quest napkins
Recruitment/training female
. . ° Sk Bt teachers, para-teachers and other
educators
52. report

Gender training for teachers

Mentoring, tutoring, peer support

. . . . 53. report Life-skills or literacy training

Livelihood or vocational training

Other

. . . 54. report 16. Mobile schools.

17.  Girls are community advocates
for their right to education.

18. Seed money and group facilitation
for “circles” of women to start
income generating activities.

. . ' 55. report 19. Girls are community advocates

for their right to education.

20. Gender sensitive curriculum,
mothers’ clubs.

. . . 56. report, quest, int

57. report, quest, int

. 58. web

59. web

60. report, quest, int

. ° 61. report, quest, int

62. report, quest, int

. 63. report, quest, int

@ ‘/ 64. report, quest, int
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NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Ghana Plan International Adolescent school girls ‘/ . .
Ghana Radio programme FAWE Gov., Swiss Communities .
Cooperation
Ghana Bursary program FAWE ‘/ .
Ghana World Vision World Vision \/ . -
Ghana Responsibility for CARE Geographic; primary school ‘/ . .
Education of Girls’ Active age girls
Learning Il (REGAL II)
Ghana AGSP World Education, USAID Geographic: districts in Eastern, . .
Red Cross Ghana, Upper East, and Northern
local NGOs Regions; students in primary
and junior secondary school
Ghana CAMFED Ghana Geographic, poor, rural, at risk \/
of worst forms of labor, some . . . . .
out-of-school
Guinea Girls’ education in FAWE UNICEF, local Girls affected by conflict . .
conflict situation / donors
Macenta Centre
Guinea Tuseme (“Let us FAWE Secondary school students . .
Speak Out”)
Guinea Bursary program FAWE ‘/ .
Guinea Gender Responsive FAWE .
Pedagogy
Guinea FAWE Centers of FAWE
Excellence . .
Guinea LEGACY: Education is IRC Novo Foundation Conflict-affected, at-risk children . .
a Platform for Peace and youth in West Africa
Guinea Girls’ Secondary AED Johnson and Secondary school students in ‘/ . .
Education in Guinea Johnson Family their first three years, vulnerable
and Tanzania Project of Companies to dropping out after primary
Contribution Fund school
Guinea Improving Girls’ Primary AED Kenora Family Students in three primary schools . . .
Education in Three Foundation
Countries
Guinea AGSP World Education, USAID Geographic: several regions . .
local NGOs
Kenya Preventing Child Labour FAWE; Gov. ILO-IPEC 3 districts (Kilifi, Kwale & \/ 9to18 . . .
Mombasa districts)
Kenya World Vision World Vision . .
Kenya Maasai Girls Education Maasai Girls Educa- multiple foundations, | Maasai girls and women ‘/ . . .
Fund tion Fund, Girls corporate sup- (nomadic)
Learn International, porters, individual
Geoseed supporters
Kenya Science, Math and FAWE, Gov.
Technology program . . .
Kenya Tuseme (“Let us Speak FAWE, Gov. Secondary school students . -
Out”)
Kenya Gender Responsive FAWE Students .
Pedagogy
Kenya Scholarship Program AED, FAWE, MoE, USAID Primary and secondary students, 9to18 . .
various local NGOs poor, OVC, HIV-affected, disabled
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Girl friendly features

Sources of
information

65. web

66. report, quest, int

67. report, quest, int

68. quest

69. report

70. web

71.* web, report

int

72. report, quest,

73. report, quest, int

74. report, quest, int

75. report, quest, int

76. report, quest, int

77. quest

78. web, report

79.* web

80. web

81.* report, quest, int

82. quest

83. web

84. report

85. report, quest, int

86. report, quest, int

87. web
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PROGRAM TYPE

. Creating enabling conditions

. Alternative education program

. Complementary education program
. Creating or enhancing formal schools

B After school

GIRL-FRIENDLY FEATURES

. Scholarship/stipends
' Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

21. Hygiene education for girls about
self-care during menstruation to
prevent school absenteeism.

22. Math and science clinics for girls.

23. Seed money to new women-owned
businesses.

24. Girls are community advocates
for their right to education.

25. Women recruited to implement
program; career counseling to
encourage girls to enter well-paid
professions.

26. Policy advocacy to mainstream
child labour policy into gender
policy in education.

27. Girls are community advocates
for their right to education.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Kenya Education for Marginal- Gov., Aga Khan USAID Remote, rural . . .
ized Children in Kenya Foundation USA,
(EMACK); Pastoralist local NGOs: the
Girls Initiative Coastal Rural
Support Program,
the Kenya School
Improvement Pro-
gram, the Madrasa
Resource Center
Kenya FAWE Centers of FAWE
Excellence . . .
Kenya Tap and Reposition The Population Ford Foundation, ‘/ .
Youth (TRY) Council; K-Rep DFID, The William H.
Development Kaufman Charitable
Agency Foundation, the
Turner Foundation,
Effie Westervelt
Kenya Youth Education Pack NRC, local NGOs Daadab Refugee Camp; War 14 t0 18 .
(YEP) and conflict-affected youth,
especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Kenya Naning’oi Girls Boarding CCF Massai girls scheduled for early / . .
School marriage
Lesotho Towards a Better Future CEDPA CEDPA Secondary school students ‘/ 10 to 14 -
Lesotho AGSP Winrock Interna- USAID Students, OVC, HIV-affected, .
tional, local NGOs poor, vulnerable
Liberia Rapid NFE FAWE Liberia Gov., Plan, OxFam Girls and mothers \/ . . .
Liberia Girls’ Education Project Gov., UNICEF, IRC, UNICEF \/ 13to 19 . . .
of the Basic Education Save the Children-
Programme UK, OxFam, FAWE,
other NGOs
Liberia LEGACY: Education is IRC Novo Foundation Conflict-affected, at-risk children . .
a Platform for Peace and youth in West Africa
Liberia AGSP World Education, USAID Students, poor, OVC, HIV- . .
local NGOs affected, handicapped
Liberia Bursary program FAWE ‘/ .
Liberia Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 to18 .
(YEP) especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Madagascar Scholarships FAWE Minority groups and OVC ‘/ . -
Madagascar AGSP Winrock Interna- USAID OVC, HIV-affected, poor, . .
tional, local NGOs vulnerable girls and boys
Malawi Literacy and Livelihoods CARE Geographic, marginalized girls \/ . .
Empowering Adolescents
Malawi Adolescent Girls Literacy UNICEF, OxFam, \/ .
Project (AGLIT) others
Malawi Strengthening Girls’ Save the Children Nike Foundation Adolescent girls ages 10 to 19, \/

Voices: Literacy and
Livelihood Circles

and Malawi Re-
generated Freiran
Literacy through
Empowering Com-
munity Techniques
(REFLECT) Forum

girls in school and girls out
of school

10to 19 .
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Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

88. web

89. report, quest, int

. . . 90. report
. . . 91. report
92. web

93. web, report

94. web

95. report, quest, int

. . . . 96. quest
o0 ® 00 o L A o7 auest
. ' . 98. web
‘ 99. report
100. report

101. report, quest, int

. ‘ . 102. web
. 103. web

. . 104. report

105. report
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PROGRAM TYPE

Creating enabling conditions
Alternative education program
Complementary education program

Creating or enhancing formal schools

After school

GIRL-FRIENDLY FEATURES

. Scholarship/stipends
' Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

28. Microcredit and savings support
in a voluntary association for
beneficiaries.

29. Care for students’ children; meal
provision; follow-up support for skill
training including apprenticeships
and support to forming cooperatives.

30. “Booking” girls for enrollment into
school as an alternative to “booking”
them for early marriage, including
use of a dowry payment to parents.

31. Mothers’ clubs generate income
to support girls’ schooling, promotion
of a gender-sensitive environment in
all schools.

32. Women recruited to implement
program; career counseling to
encourage girls to enter well-paid
professions.

33. Care for students’ children; meal
provision; follow-up support for skill
training including apprenticeships
and support to forming cooperatives.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Age
Country Program Partners Donors location range Program type
AFRICA
Malawi Safe Clubs for Girls FAWE; Action Aid, UNICEF Secondary school students, OVC . . .
University of Malawi
and ANCEFA
(Research)
Malawi Science, Math and FAWE FAWE Secondary school students . . -
Technology program
Malawi Scholarship/bursary FAWE, Winrock FAWE and USAID Secondary school students . .
program (including International, local
AGSP) NGOs
Malawi World Vision World Vision Secondary school students .
Malawi Partnership for Address- CARE Marginalized girls; geographic .
ing Gender in Education
Malawi Addressing Gender CARE Geographic: Kasungu, Lilongwe . .
Based Violence in Educa- and Ntchisi Districts
tion through Advocacy
Malawi Gender Responsive FAWE UNICEF-ESARO Students .
Pedagogy
Mali Non-formal education / FAWE Local donors Girls and mothers . .
Makandiana Centre
Mali Bursary program FAWE .
Mali World Vision World Vision Adults and adolescents who did . .
not complete school
Mali Science, Math and FAWE Secondary school students
Technology program . . .
Mali AGSP World Education USAID Geographic: Gao, Kidal, Timbuktu . .
Mali Development Education CARE Rural, at risk of trafficking and . .
for Girls Empowerment exploitative labor
Mali Ciwara Community Institut pour Oxfam, USAID, Geographic
School I’Education NOVIB . . .
Populaire
Mali Tuseme (“Let us FAWE Secondary school students . .
Speak Out”)
Mauritania Ambassadors’ Girls’ United States Peace | USAID Poor, OVC, HIV-affected, . .
Scholarship Program/ Corps, Gov., local handicapped
Girls’ Mentoring Centers NGOs
Mozambique | Girls clubs in schools FAWE UNICEF, OSISA, Students, OVC . .
USAID
Mozambique | Bursary program FAWE .
Mozambique World Vision World Vision .
Mozambique | Patsy Collins Trust Fund CARE, Gov., local Patsi Collins Trust Students and out-of-school . .
Initiative HIV/AIDS Pilot CBOs Fund youth; OVC
Mozambique | Science, Math and FAWE
Technology program . . .
Mozambique | Education Sector MoE National school system .
Strategic Plan
Mozambique | AGSP Winrock Interna- USAID Students: OVC, HIV-affected, . .
tional, local NGOs poor
Mozambique CCF Primary schools, geographic: . .
Zavala District in the southern
coastal area of Mozambique
Namibia FAWE Centers of FAWE, Gov. UNICEF, USAID OVC and minority groups (San)
Excellence . . . .
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Evaluation | Evaluation
conducted planned Sources of
ANY EXTERNAL | ANY EXTERNAL information

Girl friendly features

106. report, quest, int

107. report, quest, int

108. report, quest, int

109. quest

110. report

1. report

112. report, quest, int

13. report, quest, int

114. report, quest, int

15. quest

116. report, quest, int

N7. web

118. report, int

9. int

120. report, quest, int

121. web; quest

122. report, quest, int

123. report, quest, int

AN

124. quest

125. report

126. report, quest, int

127. report

128. web

129. web

130. report, quest, int
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PROGRAM TYPE

Creating enabling conditions
Alternative education program
Complementary education program

Creating or enhancing formal schools

After school

GIRL-FRIENDLY FEATURES

. Scholarship/stipends
’ Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

34. Science camps and science
discussions for girls.

35. Income generating activities to
support schooling.

36. Advocacy to families discourage
practices that interfere with
education: early marriage, FGM,
chore burden carried by girls only;
curriculum focuses on social justice.

37. Girls are community advocates for
their right to education.

38. Support in obtaining birth certificates
and poverty certificates to facilitate
school enrollment.

39. Abolition of school fees.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Namibia Tuseme (“Let us FAWE FAWE, USAID Secondary school students ‘/ . .
Speak Out”)
Namibia Bursary program FAWE FAWE Secondary school students ‘/ .
Namibia Gender Responsive FAWE FAWE Students .
Pedagogy
Namibia Scholarship/bursary pro- | FAWE, Winrock FAWE, USAID OVC, HIV-affected, poor, . -
gram (including AGSP) International, local vulnerable girls and boys
NGOs
Niger The “Strengthening Ca- CARE DANIDA; CARE Geographic, rural . . .
pacities for the Success Denmark
of Decentralization in the
Region of Diffa” Project
[known as “RECAP/D"],
Niger AGSP AED, various local USAID Primary and secondary students; . .
NGOs poor, OVC, HIV-affected,
handicapped
Niger Basic Education for Niger | Gov. The World Bank National school system, including . . .
Project an adult literacy component
Nigeria Girls’ Education Project Gov,, local NGOs DFID; UNICEF Geographic, regions in which Oto19
girls’ enrollment is low, high . . . .
poverty regions
Nigeria AGSP World Education, USAID Geographic: districts in need, . .
FAWE, local NGOs students in primary and
secondary school
Nigeria Reading culture FAWE Primary school students ‘/ -
competition
Nigeria Schools of Excellence AED Exxon Mobil .
Foundation
Nigeria Better Life Options CEDPA Better Life Options Geographic, adolecent students 10 to 19 . .
Program Program at risk of dropping out
Nigeria Girls Power Initiative EmPower EmPower \/ . .
Nigeria Community Participation | Pathfinder Inter- USAID Primary education in three states . .
for Action in the Social national, Johns
Sector (COMPASS) Hopkins University
Project Center for Commu-
nication Programs,
Management
Sciences for Health,
and Constella
Futures, Gov., local
NGOs
Rwanda Tuseme (“Let us FAWE Secondary school students . .
Speak Out”)
Rwanda Bursary program FAWE ‘/ .
Rwanda Gender Responsive FAWE Students .
Pedagogy
Rwanda Centres of Excellence FAWE Gov., local donors, /
individual donors . . . -
(USA)
Rwanda Securing Universal CARE Policy environment in favor . .
Education in Rwanda of universal primary education
(SUPER) Project achievement
Rwanda Literacy and Basic Rights | CARE Women and marginalized . .
Awareness Project minority groups
(LIBRAP)
Rwanda AGSP AED, various local USAID Primary and secondary students \/ . .
NGOs
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Evaluation | Evaluation
conducted planned
ANY EXTERNAL | ANY EXTERNAL

Sources of
information

Girl friendly features

131. report, quest, int

132. report, quest, int

133. report, quest, int

134. web

135. report

136.* web, report

137. report, int

138. quest

139. web

140. report, quest, int

. . . 141. web
. 142. web

. . 143. web

144. web

145. report, quest, int

146. report, quest, int

147. report, quest, int

148. report, quest, int

149. report

150. report

151. web, report
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PROGRAM TYPE

Creating enabling conditions
Alternative education program
Complementary education program

Creating or enhancing formal schools

After school

GIRL-FRIENDLY FEATURES

. Scholarship/stipends
' Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

40. Girls are community advocates
for their right to education.

41.  Facilitation of girls’ enrollment into
secondary or technical education.

42. Women'’s literacy program is
connected to tutoring program
and to promoting an environment
conducive to girls’ education.

43. National level policy development
for girls education; integrating
life skills education in “Islamiya”
(religious) schools; wheelchairs for
girls with disabilities; adult literacy
classes target mothers of girls.

44. Schools choose from a range of
interventions; also includes: school
renovation and clean water.

45. Internships for girls at NGOs,
career fairs for girls to learn about
professions dominated by men,
training for teachers in counselling
and reproductive health issues for
adolescents,

46. Grants and technical support
to PTAs.

47. Girls are community advocates
for their right to education.

48. Focus on skills for engagement in
local decisionmaking processes,
awareness of human rights.

49. Policy advocacy at the national level,
rewards to schools demonstrating
gender sensitivity.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
S&o Tome AGSP Winrock Interna- USAID Students, OVC, HIV-affected, . .
and Principe tional, local NGOs poor
Senegal Children’s Sustained AED, Sonatel USAID Geographic: rural and . .
Learning Access and high-poverty regions
Improved Teacher Train-
ing Program in Senegal
(USAID/PAEM)
Senegal Girls’ Clubs FAWE UNICEF Secondary school students; ‘/ . . .
underprivileged, strong academic
performance
Senegal Bursary program FAWE ‘/ .
Senegal FAWE Centers of FAWE
Excellence . . .
Senegal Gender Responsive FAWE Students .
Pedagogy
Senegal AGSP World Education USAID Poor, OVC, HIV-affected, . .
local NGOs handicapped
Senegal Options Program Gow. UNICEF, Govern- Rural communities with high 6to12 . . .
ment of Senegal, gender disparities in education
World Bank, African
Development Bank,
Islamic Develop-
ment Bank
Seychelles Girls Clubs FAWE Students in targeted primary ‘/ 10 to 19 . .
and secondary schools
Sierra Leone AGSP World Education, USAID Geographic: several districts . .
FAWE, local NGOs;
University of Min-
nesota (research)
Sierra Leone | FAWE FAWE Gov,, local donors, Conflict-affected ‘/ . .
UNICEF, CordAid
Netherlands
Sierra Leone | VERACITY IRC Anonymous Marginalized, rural students . .
of secondary school age,
especially girls
Sierra Leone | LEGACY: Education is IRC Novo Foundation Conflict-affected, at-risk .
a Platform for Peace
Sierra Leone Lugbu Area Develop- World Vision World Vision Conflict-affected, HIV/AIDS .
ment Program affected, especially girls
Sierra Leone Community Movement Gov., UNICEF, UNGEI Remote, rural communities, . .
for Education (CoME) Plan Sierra Leone, students, especially girls
CAUSE Canada,
CCF, the Council of
Churches in Sierra
Leone, FAWE,
Action Aid, others
Somalia Strengthening Capac- CARE Geographic (Somaliland), .
ity of Teacher Training national education system
(SCOTT) for Somaliland
Somalia Enterprise Based Voca- CARE USBPRM Somali returnees into Somaliland; -
tional Training (EBVT) women
Somalia Integrated Education, CARE Returnees, students and out . .
Health and Water of school girls
(IEH&W)
Somalia Promotion of Employ- CARE, Gov. Disadvantaged youth and women

ment Through Training
(PETT)

in Somaliland
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Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

Creating enabling conditions

. . . 152. web
. . . 153. report

Alternative education program
Complementary education program

Creating or enhancing formal schools

After school

. . ‘ 154. report, quest, int

GIRL-FRIENDLY FEATURES

155. report, quest, int

o
. . . . . 156. report, quest, int

. 157.* report, quest, int

Scholarship/stipends

Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

' . @ 158. web
. . . . 159. quest

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers

Mentoring, tutoring, peer support

. . . . 160. report, quest, int
. . . ‘/ / 161. web

Life-skills or literacy training

Livelihood or vocational training

Other

50. Campaign against practices that
interfere with education (e.g. early

. . . . . . 162. report, quest, int marriage and migration forced labor).

51.  Curriculum includes gender studies.

52. Women recruited to implement
program.

. . . e ‘/ ‘/ 163. quest

o e0e 000 -
. . . ‘/ 165. quest
. ‘ . 166. quest

. 167.* web

168. report

. . 169. report

170. report
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Target population/

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Country Program Partners Donors location Program type
AFRICA
Somalia Youth Education Pack NRC Geographic: Somaliland, youth 10 to .
(YEP) who have not gone to school 14 and
adults
Somalia Scholarship Program FAWE Diakonia Sweden Geographic: Puntland state, 9to18 . .
primary school students
Somalia AGSP CARE, Gov. USAID Geographic: Somaliland; primary . .
school girls
South Africa Improving Girls’ Primary AED Kenora Family Primary school students . . .
Education in Three Foundation
Countries
South Africa Towards a Better Future CEDPA CEDPA Secondary school students \/ 10to 14 . .
South Africa Room to Read Room to Read Primary and secondary students \/ . .
South Africa AGSP Winrock Interna- USAID Students, OVC, HIV-affected, . .
tional, local NGOs poor
South Africa, | Oprah Winfrey Oprah Winfrey Oprah Winfrey Poor, academically talented, ‘/ .
Leadership Academy Leadership Leadership students in 7th - 12th grade
Academy Foundation
South Africa ‘Siyaka Nentsha’: Enhanc- | Population Council, ESRC, DFID, Secondary school students ages 14 to 24 .
ing the Economic, Health, | Isihlangu Health ABBA-RPC 14-20; out-of-school youth ages
and Social Capabilities of | and Development 16-24
Highly Vulnerable Youth Agency (IHDA),
University of
KwaZulu-Natal, Gov.
(including research)
Sudan Gender Equity through Winrock USAID Secondary school students and ‘/ . .
Education Project International graduates
(Sudan GEE)
Sudan AGSP AED, various local USAID Geographic: Western Equatoria, . .
NGOs Southern Sudan; primary school
students
Sudan Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14to18 .
(YEP) especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Swaziland Schools as Centers of Gov., UNICEF, Media | UNICEF, Swiss Aid Primary students, OVC, poor, 10 to 15 . . .
Care and Suport (SCCS) in Education Trust, rural
Save the Children,
local NGOs
Swaziland Science, Math and FAWE, University UNICEF QOVC, at risk of early marriage ‘/ . .
Technology program of Swaziland
(research)
Swaziland Bursary program FAWE \/ .
Swaziland World Vision World Vision .
Swaziland Towards a Better Future CEDPA CEDPA Secondary school students ‘/ 10 to 14 . .
Tanzania Learning and Advocacy CARE PCTFI Vulnerable ‘/ 3to15 .
for Education Rights
Initiative (LEADER)
Tanzania AGSP AED, FAWE, various | USAID Primary and secondary school

local NGOs

students drop outs; girls at risk
of harmful labor; geographic: Dar
es Salaam Iringa Rural, Kondoa,
Mufindi, Arusha, Tanga, Unguja
and Pemba Islands (Zanzibar)
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

Creating enabling conditions

. . 171. web

Alternative education program

172. report, quest, int Complementary education program

Creating or enhancing formal schools

173. web After school

174. web
GIRL-FRIENDLY FEATURES

175. web, report
B . Scholarship/stipends

176.* web ' Transportation/boarding

Advocacy and/or community
177. web engagement in girls’ education

o060 o 06 ¢
<

Safety policies and training; codes
178. web of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

@ \/ 179. report

Gender training for teachers

Mentoring, tutoring, peer support

Life-skills or literacy training

. . . . . ‘/ 180.* web

Livelihood or vocational training

Other

181. web 53. Financial literacy, skills for career and
family planning and decisionmaking,
support to building social networks.
Beneficiaries receive government-
accredited certificate.

. . . @ \/ 182. report 54. Care for students’ children; meal

provision; follow-up support for skill
training including apprenticeships
and support to forming cooperatives.

55. Girls’ participation in school
governance.

. . . e 183. quest 56. Building girls’ awareness of their

education rights, supporting girls’

participation in education/commu-
nity leadership to avail themselves
of their rights.

57. Income generating activities for

. . ‘/ ‘/ 184. report, quest, int ’ parents.

‘ 185. report, quest, int

. \/ 186. quest

187. web, report

AN

188. web

. . . 9 189. web
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Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Tanzania CAMFED Secondary school students and ‘/ . . .
drop-outs vulnerable, poor, HIV
affected, at risk of trafficking
Tanzania Tuseme (“Let us FAWE, University Gov., local donors Secondary school students 9to 18 . . .
Speak Out™) of Dar-es Salaam
(research)
Tanzania Gender Responsive FAWE UNICEF Students .
Pedagogy
Tanzania FAWE Centers of FAWE MoE Schools in disadvantaged . .
Excellence communities
Tanzania Girls’ Secondary AED Johnson and Secondary school students \/ . .
Education in Guinea Johnson Family of vulnerable to dropping out
and Tanzania Project Companies Contri-
bution Fund
Tanzania Improving Girls’ Primary AED Kenora Family Primary school students in .
Education in Three Foundation selected schools
Countries
Tanzania Basic Ed. And Life Skills Gov., FAWE, other UNICEF Nomads, street children,
NGOs OVC, refugees . . . .
Tanzania Science Camps FAWE The Foundation for . .
(Zanzibar) Civil Society
MKEZA
Tanzania Bursary program FAWE \/ .
(Zanzibar)
Togo Girls’ Clubs FAWE Gov. Students \/ . .
Togo Bursary program FAWE \/ .
Togo AGSP World Education, USAID Geographic focus: Western . .
local NGOs Region; junior secondary school
students
Uganda Scholarship Program FAWE USAID. Irish Aid, Students, poor, OVC, . .
Mvule Trust HIV-affected, disabled
scholarship
Uganda Sexual maturation FAWE Vital Voices, UNITY, Minority groups / . -
Oxfam Novib
Uganda Science, Math and FAWE ‘/ . . -
Technology program
Uganda Gender Responsive FAWE Students .
Pedagogy
Uganda Livelihoods, Education IRC, AVSI USDOL, GE Found Geographic, children and youth . . . .
and Protection to End Foundation at risk of exploitative labor
Child Labor (LEAP)
Uganda BRAC MasterCard Women and adolescent girls / .
Foundation
Uganda UNGEI and Girls Gov., CCF, World UNICEF, USAID Students Oto19 . . -
Education Movement Vision, GEM, UN,
(overlapping strategies) FAWE, NGOs, CBOs
Uganda Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 t0 18 .
(YEP) especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Zambia Room to Read Girls’ Room to Read, Gov., | Room to Read Primary and secondary students ‘/ . .
Education approach local NGOs
Zambia AGSP Winrock Interna- USAID Students, OVC, HIV-affected,

tional, local NGOs

poor
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COMPENDIUM

Evaluation | Evaluation
conducted planned
ANY EXTERNAL ANY EXTERNAL

Sources of
information

Girl friendly features

PROGRAM TYPE

190.* web, report

191. report, quest, int

192. report, quest, int

193. report, quest, int

194. web

195. web

196. report, quest, int

197. report, quest, int

198. report

199. report, quest, int

200. report

201. web

202. web

203. report, quest, int

204. report, quest, int

205. report, quest, int

206. quest

207. report

208. report, quest

. 209. report
' . . ‘ 210.* web
211. web
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Creating enabling conditions
Alternative education program
Complementary education program
Creating or enhancing formal schools

After school

GIRL-FRIENDLY FEATURES

Scholarship/stipends
Transportation/boarding

Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers
Mentoring, tutoring, peer support
Life-skills or literacy training
Livelihood or vocational training

Other

58. Policies for pregnant girls to continue
schooling; gender-sensitive national
assessment frameworks; EFA/Girls
Education Forums.

59. Advocacy against early marriage
and trafficking.

60. Support to female students entering
the teaching profession; support to
District Inspectors of Schools (DIS)
and Coordinating Center Tutors
improve teacher retention through
in-service monitoring and support.

61. Program is connected with micro-
credit for women starting their own
businesses.

62. Care for students’ children, meal
provision; follow-up support for skill
training including apprenticeships
and support to forming cooperatives.



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
AFRICA
Zambia Community Health and Government min- USAID Poor, OVC, HIV-affected . .
Nutrition, Gender and istries, FAWE, FHT,
Education Support 2 CHEP, AED, RTI, AIR
Zambia CAMFED Students, vulnerable, rural, poor, ‘/
HIV-affected . - .
Zambia Safe Clubs for Girls FAWE; University of | Royal Netherlands Students, OVC, rehabilitated . . . .
Zambia, Copperbelt | Embassy, DCI, street girls
(research) UNICEF, USAID
Zambia Science, Math and FAWE Royal Netherlands Secondary school students . . .
Technology program Embassy, DCI,
UNICEF, USAID
Zambia Bursary program FAWE Royal Netherlands Secondary and tertiary students . .
Embassy, DCI,
UNICEF, USAID
Zambia Gender Responsive FAWE Royal Netherlands Secondary school students .
Pedagogy Embassy, DCI,
UNICEF, USAID
Zimbabwe CAMFED Students, vulnerable, rural, poor, ‘/
HIV-affected . . .
Zimbabwe Equity and quality FAWE UNICEF, USAID ovC ‘/ . .
education for girls
Zimbabwe Science, Math and FAWE FAWE Secondary school students ‘/ . . .
Technology program
Zimbabwe Tuseme (“Let us FAWE UNICEF Secondary school students . .
Speak Out”)
Zimbabwe Bursary program FAWE Secondary school students \/ . .
ASIA
Afghanistan PACE-A CARE, IRC, CRS, USAID Geographic: communities with . .
Aga Khan Develop- few or no schools, low enrolment
ment Network of girls
Afghanistan BRAC BRAC Rural, multiple age levels, focus
el HE [
Afghanistan COPE CARE USAID, AUSAID, Geographic: communities with- 6to14 . .
UK’s Big Lottery out formal schools
Fund, private
donors
Afghanistan Secondary Community CARE Geographic: communities with-

Based Education for Girls
(part of PACE-A)

out formal schools; secondary
students

Afghanistan

Community based

communities

Central Asia

Geographic: communities with

Programme

Educational Center
(AWEC)

Education program Institute no schools or limited schools

Afghanistan Education Learning Afghan Institute for EmPower Adults training to become .
Centers Learning; EmPower educators

Afghanistan Women Empowerment Afghan Women'’s Christian Aid Women detainees in prison in

Faryab province

Afghanistan

Women’s Community
and Peace Building
Center

Afghan Women’s
Educational Center
(AWEC)

Women Kind

Geographic: Mazar e Sharif City

(of Various ADPs)

Bangladesh Adolescent Development | BRAC Out-of-school adolecents -
Programme

Bangladesh University Girls’ World Vision World Vision Tertiary students, poor ‘/ .
Scholarship Project

Bangladesh Education Project World Vision World Vision Children, adolescent boys & girls,

disabled children, child laborers
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

Creating enabling conditions

. 212. web

Alternative education program

Complementary education program

® Vv 213.* web, report
. . . . . . v v 214. report, quest, int

Creating or enhancing formal schools

After school

215. report, quest, int
oo © GIRL-FRIENDLY FEATURES

. 216. report . Scholarship/stipends
' Transportation/boarding

Advocacy and/or community

217. t, t, int N S h
. IEeint, @IS, (o engagement in girls’ education

Safety policies and training; codes
of conduct

‘ @ ‘/ 218.* web, report
. ‘/ ‘/ 219. report, quest, int

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

220. report, quest, int

‘ @ 221. report, quest, int

222. report, quest, int

Gender training for teachers

Mentoring, tutoring, peer support

Life-skills or literacy training

Livelihood or vocational training

Other

63. Support networks for young women,
. . . @ 223. web, quest seed money to girl school leavers
starting small businesses

64. Science camps for girls.

65. Support networks for young women;

. . . . 224. web, quest mens clubs to change negative

attitudes about girls’ and women'’s

empowerment, mothers clubs, seed

. @ 225. web, report money to school leavers creating
small businesses.

66. Girls are community advocates for
their right to education.

67. Community-based schools located

' 226.* web near homes.

68. Establishing “home schools” in com-
munities with few or no schools to
increase girls’ access to education.

. . . e 227. web 69. Establishing schools in areas with few
or no secondary schools for girls.

70. Building schools in regions where

. 228. web there are no schools for girls.

71.  Education for civic participation and
peacebuilding; support to women
starting small businesses.

229. web

° 230. web

\/ 231. web

AN

‘/ 232. quest

‘/ ‘/ 233. quest

m



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
ASIA
Bangladesh Kishoree Kontha Project Abdul Latif Jameel Nike Foundation Geographic: southern ‘/ . . .
(Empowering Girls in Poverty Action Bangladesh, students and
Rural Bangladesh) Lab, MIT, Save the out-of-school youth
Children USA
Bangladesh Room to Read Girls’ Room to Read, local | Room to Read Primary and secondary students \/ . .
Education approach school officials and
local NGOs
Bangladesh Competitive Literacy CARE Adults, employees of a garment .
Initiative Project factory
Bangladesh Secondary Education Gow. World Bank Geographic: rural communities . .
Quality and Access
Improvement Project
Bangladesh Nalitabari ADP World Vision World Vision Ethnic minorities, disabled . . .
Cambodia Education Strategic Plan Gov. National education system . .
Cambodia Basic Education Project Gov., The World The World Bank Poor, completing 6th grade; . .
Bank (including geographic: communities with
research) high poverty rate
Cambodia Room to Read Girls’ Room to Read, Gov., | Room to Read Primary and secondary students ‘/ . .
Education approach and local NGOs
Cambodia Scholarship for girls World Vision, WFP World Vision, WFP Geographic, socioeconomic, . .
(WFP food take-home and Gov. (research) minority, chronic illness, OVC,
ration plan) and disabled
Cambodia Girls Be Ambitious American Assis- Low education levels, at risk of ‘/ . . .
Program tance for Cambo- trafficking
dia/Japan Relief for
Cambodia
Cambodia Bending Bamboo: CARE Geographic, marginalized, ethnic \/ . .
Working with the minority, including mothers
Constraints to Education
for Marginalized Girl
Cambodia Literacy and Livelihoods CARE Marginalized youth, especially -
Empowering Adolescents girls
China MoE, UNICEF, UNICEF, Local Geographic: poor, rural, . . .
UNESCO, local Corporation: AUDI ethnic minorities; students and
universities out-of-school children
India Room to Read Girls’ Room to Read, Gov.,, | Room to Read Primary and secondary students ‘/ . .
Education approach local NGOs
India Sarva Siksha Abhiyan MoE Disadvantaged groups, rural / .
(SSA) areas
India Katurba Gandhi Balika MoE Geographic; upper primary ‘/ . .
Vidyalaya (KGBV) stuents; communities with
scheduled castes and tribes,
religious minorities, other
marginalized groups
India National Program for MoE Excluded groups 6to14
Universal Elementary . . .
Education/National Pro-
gram for Education of
Girls at Elementary Level
India Girls’ Primary Education CARE Students and out-of-school ‘/
Project youth . . . .
India Education for Livelihoods | CARE Tsunami affected, most marginal- .
Program ized, especially adult women
India Better Life Options CEDPA Adolescent boys and girls . .
Program
India World Vision World Vision Poor families and communities . . .
India Scholarshp Program Action India Secondary and tertiary students, ‘/ . . .
out-of-school
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

. [ ] . [ ) e v 234." report Creating enabling conditions

Alternative education program

Complementary education program

Creating or enhancing formal schools

. . . ' 235.* web

After school

. 236. web, report
o0 v v 237. report GIRL-FRIENDLY FEATURES
. Scholarship/stipends
‘/ ‘/ 238. quest . .
' Transportation/boarding
. . . 239. report Advocacy and/or community

engagement in girls’ education

Safety policies and training; codes
of conduct

e \/ \/ 240. report, e-mail

Toilets or provision of sanitary
napkins

. . . 241.* web
. ‘/ 242. quest

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers

. 243. web

Mentoring, tutoring, peer support

Life-skills or literacy training

Livelihood or vocational training

. . 244, report

Other

72. Four different packages of interven-
tions to delay marriage in a pilot
project. Other interventions include
financial incentives to delay marriage,

*

. 245." report nutritional packages as an incentive

to delay marriage.

‘/ 246. quest 73. Complrehenswe program focusels
on building schools and improving
school conditions, one component
of program focuses on scholarships

for girls.

. . . 247 web 74. Gender training for boys; training
to facilitators working with youth
organizations.

. 248. report 75. Support for out-of-school girls

taking national exams to reenroll;
career counseling.

. 249. report

. . 250. report

. . . ‘/ 251. web, report

252. report

‘ ‘ Q 253. web

. . \/ 254, quest
‘ . e 255. web
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NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
ASIA
India Apne Aap Women Apne Aap Women Adults and children, at risk/ ‘/ .
Worldwide Community Worldwide affected by prostitution, urban
Centers slums, geographic
India Bodh Bodh Shiksha Samiti | Aga Khan Founda- Minorities, scheduled castes, .
tion, CIDA, many out-of-school
others
India Rajasthan Project Gov. Educate Girls Geographic, students and out- ‘/ . .
Globally of-school children and youth
India Uttarahkand Project Gow. Educate Girls Geographic, students and out- ‘/ . .
Globally of-school children and youth
India Mahila Samahkya Gov,, local NGOs Gov. Women and adolecents, espe- / . -
(Education for Women'’s cially from disadvantaged
Equality) Programme and marginalized communities,
out-of-school, did not attend
or complete school
India Chhoti Sabla/Girls Learn Action India, Girls Students ‘/
International Learn International
India First-time parents’ The Population Geographic: Vadodara, Gujarat; ‘/ .
project Council; Child in Diamond Harbor, West Bengal
Need Institute;
Deepak Charitable
Trust
India Nishtha Nishtha EmPower Out-of-school girls and women, ‘/ .
including secondary school
graduates
India Tejvasi Vacha Trust, EmPower At risk youth in three communi-
Empower ties, especially girls
India Lok Jumbish Adarsh Shiksha Rajastan
Samiti . .
Indonesia Education project, Area World Vision, local World Vision Poorest of the poor family, OVC .
Development Program churches Canada and widows, disabled
(ADP) Banggai, Central
Sulawesi
Indonesia Education project, ADP World Vision, Gov., World Vision Poorest of the poor family, OVC . .
Rote, Nusa Tenggara local churches, and widows, disabled, teachers
Timur Universitas Nusa (pre-school and elementary)
Cendana (research)
Indonesia Education project, World Vision, Gov., World Vision Poorest of the poor family, OVC .
ADP Manggarai, Nusa local NGOs and widows, disabled, teachers
Tenggara Timur (pre-school and elementary)
Laos Room to Read Girls’ Room to Read, Gov.,, | Room to Read Primary and secondary students ‘/ .
Education approach local NGOs
Nepal Menstruation and Abdul Latif Jameel University of Geographic, students, / .
Education in Nepal Poverty Action Lab, Chicago and adolescents
MIT Harvard University
Nepal Room to Read Girls’ Room to Read, Gov.,, | Room to Read Primary and secondary students \/ .
Education approach local NGOs
Nepal Education for All Project Gov. World Bank, All children, especially girls living . . .
DANIDA, Finland, in poverty and marginalized
NORAD populations/scheduled castes,
adult women ages 15 and above
Nepal Better Life Options CEDPA Low-income, illiterate ‘/ 10to19 . .
Program
Nepal Bhaktapur Girls World Vision, World Vision Minority and poorest of the poor ‘/ . . .
Education Project Rato Bangala
Foundation,
Education Resource
Development
Center, local NGOs
Pakistan Community based Communities Central Asia Geographic . .
Education program Institute
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

. ‘ 256. web, quest . Creating enabling conditions

. Alternative education program

. . . . . 257, report . Complementary education program

. Creating or enhancing formal schools

B After school

. . ‘/ 258.* web

259. web

GIRL-FRIENDLY FEATURES
260. web
. . e \/ \/ .Scholarship/stipends

' Transportation/boarding

Advocacy and/or community
engagement in girls’ education

. . e 261. web
. ‘ ‘ e ‘/ ‘/ 262. report

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
napkins

Recruitment/training female
teachers, para-teachers and other
educators

. @ 263. web

Gender training for teachers

Mentoring, tutoring, peer support

. . @ 264. web

Life-skills or literacy training

265. web Livelihood or vocational training
Other
. 0 ‘/ 266. quest 76. Women’s organizations form and lead

their own education and empower-
ment projects, including education
programs for girls or support for
school fees and transportation.

‘/ ‘/ 267. quest 77. Key project activity is a cultural
. . . @ exchange and mentoring between
girls in India and girls in the United

States through ICT, to encourage
their continued education.

78. Participatory education program led

. @ 268. quest and run by girls in small groups.

79. Assisting women with access to sav-
ings and credit to support daughters’
schooling. Vocational training and job

. . . 269.* web placement support to girls who have

completed secondary school.

80. Training in technology, human

. \/ 270. report rights, English language instruction,
arts. Field trips, mobile library,

cultural arts events.

81. Training on the Convention on the

. ‘ . . 271.* web Rights of Children.

82. Advocacy to reduce harmful
practices (e.g. FGM, early marriage).

. . . . ‘/ 272 REPOiE 83. Advocacy to reduce harmful

practices (e.g. FGM, early marriage).
84. Dialogues between girls, educators,
health workers, and parents to advo-

cate to leaders for girls to be the focus
. Q ‘/ 273.* web of health and development efforts.

85. Girls learn livelihoods/income gen-
erating skills to support themselves
. . . . . . . @ \/ 274.* quest in continuing their studies; literacy
classes for mothers; advocacy to
reduce harmful practices (e.g. FGM,
early marriage).

86. Construction of schools in areas with
few or no educational institutions.

. . . @ 275. web
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EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
ASIA
Pakistan Balochistan Education Gov. World Bank; Inter- Geographic: Balochistan .
Support Project (BESP) national Develop-
ment Association
Pakistan Revitalizing, Innovating, IRC, AIR USAID Earthquake-affected population
Strengthening Education in the Mansehra (NWFP),
(RISE) Muzaffarabad, Poonch and
Bagh districts of AJK
Pakistan Orangi Project DIL, individual DIL Urban slum communities; .
owners of private primary and secondary students
schools
Pakistan (Schools in Sheikhupura DIL; Cooperation DIL Geographic; primary and
and Gujranwala) for Advancement secondary students
Rehabilitation and
Education; Gov.
Pakistan (Schools in Rawalpindi DUK; Adult Basic DIL Geographic
District, Punjab) Education Society
Pakistan (Schools in Islamabad DIL, National Rural DIL Rural; primary and secondary \/ .
Capital Territory) Support Programme students
Pakistan (Schools in Agahi) DIL, Relief DIL Rural, affected by 2005 ‘/ .
International earthquake
Pakistan (No name given - schools | DIL DIL Geographic: remote, insecure \/ -
in the Northwest Frontier region
of Pakistan)
Pakistan The Rehabilitation of CARE Geographic, children in region
Education Sector Project affected by 2005 earthquake,
(RESP) especially girls and marginalized
children
Pakistan Refugee Education Pro- IRC Stichting Vluchtel- Afghan Refugee children in the .
gram (formerly Female ing (SV), USBPRM, Northwest Frontier Province of
Education Program) private foundations Pakistan
Pakistan Khaipur Project DIL, Naz Old Boys’ DIL Geographic; primary and middle ‘/ .
Network (local schools; underprivileged girls
NGO), Indus
Resource Centre
Pakistan Hope for the Girl Child World Vision Students in Oghi Tesil ‘/ 8to 15
Sri Lanka Room to Read Girls’ Room to Read, Gov.,, | Room to Read Primary and secondary students /
Education approach local NGOs
Thailand Support to Health, IRC, PATH, World USAID Burmese migrants in eight -
Institution Building, Edu- Education provinces in Thailand and
cation and Leadership in Consortium refugees in four border camps,
Policy Dialogue (SHEILD)
Thailand World Vision World Vision Poor
Thailand Women’s Education for EmPower, local EmPower Women refugees from Burma ‘/
Advancement & Empow- | NGOs
erment (WEAVE)
Thailand Development and Development EmPower Youth; boys and girls at risk of
Education Programme and Education trafficking in the Mekong region
for Daughters and Programme for
Communities (DEPDC) Daughters and
Communities
(DEPDC)
Timor Leste Youth Education Pack NRC, local NGOs War and conflict-affected youth, 14 to 18
(YEP) especially single mothers, heads
of households, poorest education
backgrounds, associated with
fighting forces
Vietnam Room to Read Girls’ Room to Read, Gov., | Room to Read Primary and secondary students \/
Education approach and local NGOs
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Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

. . . v 276.* report . Creating enabling conditions

. Alternative education program

. v 277. quest . Complementary education program
. Creating or enhancing formal schools

B After school

. . 278.* report

GIRL-FRIENDLY FEATURES

. . @ 279.* report

. Scholarship/stipends
' Transportation/boarding

280." report Advocacy and/or community
engagement in girls’ education

281." report Safety policies and training; codes

of conduct

282.* report Toilets or provision of sanitary

napkins

Recruitment/training female
teachers, para-teachers and other
educators

283.* report

. 284.* report Gender training for teachers

Mentoring, tutoring, peer support

Life-skills or literacy training

Livelihood or vocational training

. . . ‘/ ‘/ 285. quest

Other
87. Curriculum enhancements include
@ 286.* report use of computers to make learning
relevant for employment.

88. Extracurricular activities in which
girls and boys interact outside of
a segregated environment.

. . . . 287. quest 89. Computer classes; microcredit and
income generation activities for

mothers; participatory theater to
288.* web advocate against practices that
interfere with girls’ schooling.
90. Leadership, decision-making,
. . ‘/ 289. quest and planning skills for women, to
support their capacity to form and
lead community organizations.

91. Training for youth to lead organi-
zations to implement trafficking

‘/ ‘/ 290. quest prevention programs.

92. Care for children of students; meal
provision; follow-up support for skill

291. web training including apprenticeships

and support to forming Cooperatives.

292. web

. . . e 293. report

. . . . 294.* web

nz



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
ASIA
Vietnam Targeted Budget Support | Gov. The World Bank, Primary and junior secondary . .
for a National Education Belgium, Canada, schools
for All Plan Implementa- the European
tion Program Commission, New
Zealand, The United
Kingdom, the Inter-
national Develop-
ment Association
Vietnam Primary Education for Gow. World Bank; Vulnerable groups: street . .
Disadvantaged Children AUSAID, CIDA, children, migrant children, girls
Project for Vietnam DFID, NORAD in certain ethnic groups
LATIN AMERICA
Bolivia Education and Leader- CARE Geographic: periurban ‘/ . . .
ship for Girls and Women communities (La Paz)
in Bolivia
Colombia Escuela Nueva ENF ECOPETRO, CREA Rural population, marginal urban . .
COL, Gov., World population
Bank, Fundacion
Genesis*
Colombia Secondary school as a ENF World Vision, Gov. Marginal urban population .
strategy to eradicate
child labor
Colombia Modelo Educativo para ENF, YMCA-CALI Children of the Marginal urban population . . . .
Ninos y ninas en Trabajo Andes, UK Big
Callejero Lottery Foundation
Colombia Support and Learning ENF ENF, gov Displaced, out-of-school,
Circles for Displaced marginal urban . . . .
Children
Ecuador Lead Together CARE Indigenous, Afro-Ecuadorian . .
and Hispanic boys and especially
girls tied to the worst forms of
child labor
El Salvador Entrepreneurship World Vision, local World Vision Out-of-school youth .
Program and Vocational NGOs
Training
El Salvador Building a Culture of World Vision, local World Vision Poor, rural, vulnerable, -
Peace Project NGOs adolescents
El Salvador Educate Me with Equity CARE, Gov. Women’s organizations; schools . .
Guatemala Mobile School for Mayan CARE Geographic: 1,000 Mayan women \/ . .
Women Leaders in 5 Guatemalan departments
Guatemala EDUBANCO; CARE, Gov,, local Netherlands, Villages, departments of Quiche \/ . -
EDUBANCO-Quiche and organizations Marshall Reynolds and Solola
EDUBANCO-Solola
Guatemala National Education for MoE National education system; . .
All Plan, Long Term especially girls and child laborers
National Education Plan
Guatemala Guatemalan Indigenous Population Council, DFID, Bill and Indigenous adolescent girls ‘/ .
Girls’ Resource and Federacion de Salud | Melinda Gates
Empowerment Network Infantil y Reproduc- Foundation,
(GIGREN) tiva de Guatemala, Partridge Founda-
Cooperativa para el tion, the William
Desarrollo Rural del | and Flora Hewllet
Occidente, Pies de Foundation, Summit
Occidente, Proyecto | Foundation, UNFPA
para el Desarrollo
Sostenible de
las Comunidades
Ak’aba’al,
Renacimiento
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

. . @ ‘/ 295.* report Creating enabling conditions
Alternative education program
Complementary education program
Creating or enhancing formal schools

After school

. . . . @ ‘/ 296. report

GIRL-FRIENDLY FEATURES

. Scholarship/stipends
297. report, web . ;
‘ . @ 1 ' Transportation/boarding

Advocacy and/or community
engagement in girls’ education

‘/ 298. quest

Safety policies and training; codes
of conduct

Toilets or provision of sanitary
299. quest napkins

Recruitment/training female
teachers, para-teachers and other
educators

300. quest

Gender training for teachers

Mentoring, tutoring, peer support
301. quest

Life-skills or literacy training

Livelihood or vocational training

302. web

[

[

[

[
e 06 06 ©o
000060060 O O

Other

93. Promoting school administrators’
and local government leaders’
gender awareness; collecting
gender-disaggregated data.

94. Increased availability of early
childhood development programs
to reduce girls’ time spent caring
for younger siblings; systematizing

\/ 304. quest collection of gender-disaggregated

data in schools.

‘/ 303. quest

95. Incorporation of human rights,
. @ 305. web democracy and citizenship approach
in the curriculum.

. 306. web 96. Girls’ participation in school
governance.

97. Girls’ participation in school
@ 307. report governance.
98. Girls’ participation in school
governance.

99. Girls’ participation in school

. 308. report governance.

100. Advocating for policies to promote
education for children vulnerable to
exploitation, especially girls, and to

. ‘ @ ‘/ 309. report protect them from harmful forms of

labor; developing leadership capacity
among girls.

101. Engagement of local women'’s
organizations in improving gender
equality in education; advocacy for
Law for Teaching to create protec-
tive environment for girls in school
and other policies to ensure gender
equity in schools.

102. Utilizes village banks to increase
income of families, and income
generating activities for mothers,
both for support to girls education.

103. Developing networks of girls for
ongoing support and advocacy.
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Target population/ Girls | Age
Country Program Partners Donors location only | range Program type
LATIN AMERICA
Honduras Proyecto Hondurefios CARE Rural; geographic: southwestern . .
Asociados por la Calidad Honduras; primary school
de la Educacion OR Hon- students, especially girls
durans in Partnership for
Quality Education (PRO-
HACE) Second Phase
MIDDLE EAST / NORTH AFRICA
Egypt Community schools National Council CIDA, WFP, UNICEF | Poor, out-of-school / . .
project for Childhood and
Motherhood; local
NGOs
Egypt Towards New Horizons CEDPA Adolescent boys and girls . .
Egypt One-classroom schools Gov., UNICEF, IRC, Government of Geographic: small and remote ‘/ 8to14 .
Save the Children- Egypt rural hamlets
UK, Oxfam, other
NGOs
Egypt Education Reform Gov. Min, AIR, World | USAID Geographic: seven governorates . . .
Program Education, EDC from Aswan to Alexandria
Egypt ISHRAQ: Safe Spaces for | The Population DFID, ExxonMobil, Out-of-school, geographic: rural \/ 12to 15 .
Girls to Learn, Play, and Council, Save the Netherlands Upper-Egypt
Grow Children, CEDPA, Embassy in Cairo
Caritas; AUSAID
Policy Impact
Evaluation Research
Initiative (research)
Morocco National Education and Gow. Students, especially girls . .
Training Charter
Morocco Morocco Advancing AED, Gov. USAID Adult women lacking formal edu- ‘/ .
Learning & Employabil- cation; activities implemented in
ity for a Better Future primary, secondary and technical
Project (ALEF) schools
Turkey Gow. Husnu Ozyegin Rural areas \/
Foundation . .
Turkey Mother Child Education EmPower EmPower Adult women lacking basic \/
Foundation (ACEV) education
Yemen National Girls’ Education Gow. National education system, \/ . .
Stragegy especially rural communities
Yemen Yemen Adult Life-skills CARE Youth and women in underserved .
and Literacy Education areas in Amran Governorate;
(YALLE) Project women’s associations
Yemen Secondary Education Gow. World Bank, Geographic: targeted governates, .
and Girls Access project Germany, especially rural areas with low
Netherlands, UK secondary GER
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COMPENDIUM

Evaluation | Evaluation

conducted planned Sources of
Girl friendly features ANY EXTERNAL | ANY EXTERNAL information

PROGRAM TYPE

@ 310. web, report Creating enabling conditions
Alternative education program
Complementary education program

Creating or enhancing formal schools

After school

. . . . 311. report

GIRL-FRIENDLY FEATURES

. . 312.* web . Scholarship/stipends

' Transportation/boarding

@ 313.* report
Advocacy and/or community
engagement in girls’ education

Safety policies and training; codes

314. web of conduct
. ' . . . ' @ Toilets or provision of sanitary
. . . . @ \/ ‘/ 315. report

napkins

Recruitment/training female
teachers, para-teachers and other
educators

Gender training for teachers

Mentoring, tutoring, peer support

Life-skills or literacy training

. . . @ 316. report
. @ ‘/ 317. web

Livelihood or vocational training

Other

104. Increasing participatory methodolo-
gies in rural schools to enhance girls’
learning opportunities.

. 318. news 105. Combatting social/traditional

obstacles to girls’ access to formal
education by locating the service

. 319. within educationally-deprived or

disadvantaged communities.

106. Obtaining birth certificates,

. . @ 320. report linking girls with vision and hearing

impairments to health services,
building girl-friendly environment

@ 321. report with adminstrators and teachers.

107. Sports activities for girls.

108. School construction targets regions
with low girls enrollment.

. . . . . . v 3227 report 109. Training in women’s legal rights.

110. Constructing all-girls and coedu-
cational schools especially in rural
areas; reducing male-only schools;
gender-sensitive curriculum;
capacity building to identify gaps
and design strategies especially
for girls education.

111. Developing women'’s associations’
capacities to implement literacy
programs.

121



NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

SOURCES OF
INFORMATION

1 Winrock International. “Scholarships for African
Girls and Boys.” (Little Rock: Winrock International).
http://www.winrock.org/fact/facts.asp?CC=5544&bu=
9056 (Consulted 13 March 2009).

2 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

3 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

4 USAID. “Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program.” (Washington, DC:
USAID). http://agsp.worlded.org/benin.htm
(Consulted 13 March 2009).

5 Winrock International. “Scholarships for African
Girls and Boys.” (Little Rock: Winrock International).
http://www.winrock.org/fact/facts.asp?CC=5544&bu=
9056 (Consulted 13 March 2009).

6 Plan International. 2008. “Girl-friendly schools
see enrolment rates soar - Burkina Faso.” (Warwick,
Rhode Island: Plan International). http://www.
plan-international.org/news/bright/ (Consulted
March 9, 2009).

7 The World Bank. 2006. Project Appraisal Docu-
ment on a proposed credit in the amount of SDR 16
million (US$22.9 million equivalent) to the Republic of
Burkina Faso for a Post-Primary Education Project.
Washington, DC: The World Bank. http://www-wds.

worldbank.org/external/default/WDSContentServer/
WDSP/IB/2006/06/01/000012009_2006060109291
3/Rendered/INDEX/360960rev0pdf.txt (Consulted 9
March 2009).

8 Responses to questionnaire by UNGEI
employee. 2008.

9 USAID. Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID.)
http://agsp.worlded.org/burkinafaso.htm (Consulted
13 March 2009).

10 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

11 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

12 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

13 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE

122



SOURCES OF
INFORMATION

employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

14 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

15 The World Bank. 2002. Burkina Faso Basic
Education Sector Project: Overview, 22 January
2002. (Washington, DC: The World Bank). http://web.
worldbank.org/external/projects/main?pagePK=6431
28818&piPK=64302848&theSitePK=40941&Projectid=
P000309 (Consulted 9 March 2009).

16 Brady, Martha, and Lydia Saloucou, Addressing
the needs of married adolescent girls in Burkina Faso.
(New York: The Population Council, 2007). www.pop-
council.org/pdfs/TABriefs/PGY_Brief09_BurkinaFaso.
pdf - 2008-01-10.

17 Responses to questionnaire by UNGEI employee.
2008. UNICEF and United Nations Girls’ Education
Initiative. 2007. Making UNGEI Work: Lessons from
Four African Countries. (Nairobi: UNICEF ESARO).

18 Response to questionnaire from World Vision
employee. March 2006.

19 USAID. Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID.)
http://agsp.worlded.org/burundi.htm (Consulted 13
March 2009).

20 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

21 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.

123

(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

* HIV/AIDS prevention training is specifically for
the purpose of preventing girls from dropping out
of school.

22 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

23 The Norwegian Refugee Council. 2008. NRC
Core Activity Education, Youth Education Pack
in Brief, Background, Concept, Evaluations,
and Development Plans. (Oslo: The Norwegian
Refugee Council).

24 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

25 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

26 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,



DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

27 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

28 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

29 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

30 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

31 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,
DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

32The Norwegian Refugee Council, 2008. NRC Core
Activity Education, Youth Education Pack in Brief,
Background, Concept, Evaluations, and Development
Plans. (Oslo: The Norwegian Refugee Council).

33 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

34 Winrock International. “Scholarships for

African Girls and Boys.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=5544&bu=9056 (Consulted 13 March 2009).

35 Response to questionnaire from World Vision
employee. March 2006.

36 The Norwegian Refugee Council, 2008. NRC Core
Activity Education, Youth Education Pack in Brief,
Background, Concept, Evaluations, and Development
Plans. (Oslo: The Norwegian Refugee Council).

37 Response to questionnaires from International
Rescue Committee e-mail. January 14, 2009.

38 The Norwegian Refugee Council, 2008. NRC Core
Activity Education, Youth Education Pack in Brief,
Background, Concept, Evaluations, and Development
Plans. (Oslo: The Norwegian Refugee Council).

39 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,
DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

40 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,
DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

41 Responses to questionnaire by UNGEI
employee. 2008.

42 Academy for Educational Development Center for
Gender Equity, Eritrea: Ambassadors Girls Scholar-
ship Program http://cge.aed.org/Projects/SSAfrica/
AGSP_Eritrea.cfm.

43 Anis, Katy, Ethiopia: Nonformal and basic educa-
tion activity descriptions. Country Profile Prepared
for the Education for All Global Monitoring Report,
Education for All: will we make it by 2015. (Paris:
UNESCO, 2007).

44 Anis, Katy, Ethiopia: Nonformal and basic educa-
tion activity descriptions. Country Profile Prepared

124



SOURCES OF
INFORMATION

for the Education for All Global Monitoring Report,
Education for All: will we make it by 2015. (Paris:
UNESCO, 2007).

45 UNESCO. 2007. Education for All by 2015: Will we
make it? (Paris: UNESCO).

46 Anis, Katy, Ethiopia: Nonformal and basic educa-
tion activity descriptions. Country Profile Prepared
for the Education for All Global Monitoring Report,
Education for All: will we make it by 2015. (Paris:
UNESCO, 2007).

47 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

48 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

49 The Norwegian Refugee Council, 2008. NRC Core
Activity Education, Youth Education Pack in Brief,
Background, Concept, Evaluations, and Development
Plans. (Oslo: The Norwegian Refugee Council).

50 Response to questionnaire from World Vision
employee. March 2006.

51 Anis, Katy, Ethiopia: Nonformal and basic educa-
tion activity descriptions. Country Profile Prepared
for the Education for All Global Monitoring Report,
Education for All: will we make it by 2015. (Paris:
UNESCO, 2007).

52 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

53 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,
DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

125

54 Erulkar, Annabelle, and Tekle-ab Mekbib,
Reaching Vulnerable Youth in Ethiopia. The
Population Council, 2007.

55 Erulkar, Annabelle, and Tekle-ab Mekbib,
Reaching Vulnerable Youth in Ethiopia. The
Population Council, 2007.

56 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

57 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

58 Winrock International. “Scholarships for
African Girls and Boys.” (Little Rock: Winrock
International). http://www.winrock.org/fact/
facts.asp?CC=5544&bu=9056 (Consulted 13
March 2009).

59 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/gambia.htm (Consulted 13
March 2009).

60 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

61 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.



62 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

63 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

64 Responses to questionnaire by UNGEI
employee. 2008.

65 Plan International, 2007.”Girl-friendly latrines
reduce school absenteeism” (Warwick, Ri: Plan
International) http://www.plan-international.org/
wherewework/westafrica/ghana/ghanalatrines/ (Con-
sulted 9 March 2009).

66 Forum for African Women Educationalists. FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi: Forum for African Women Educationalists).
Responses to questionnaire completed by FAWE
employee. November 26, 2008. Interview with FAWE
employee. March 26, 2009.

67 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

68 Response to questionnaire from World Vision
employee. March 2006.

69 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

70 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/ghana.htm (Consulted 13
March 2009).

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

71 CAMFED, “CAMFED’s Response.” (Cambridge,
CAMFED International) http://us.camfed.org/where/
ghana/response.html (Consulted 9 March 2009);
CAMFED International, CAMFED International
Strategic Plan 2006 - 2010 (Cambridge: CAMFED
International, 2006).

* For young women lacking formal education, busi-
ness management, internships, seed money. For
women teachers, training and student teaching.

72 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

73 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

74 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

75 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

76 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

126



SOURCES OF
INFORMATION

77 Response to questionnaires from International
Rescue Committee. January 14, 2009.

78 The Academy for Educational Development, Girls
Secondary Education in Guinea and Tanzania Project.
(Washington, DC: The Academy for Educational
Development). http://cge.aed.org/Projects/SSAfrica/
Copy-of-girlssecondary_guinea.cfm, (Consulted 9
March 2009).

79 The Academy for Educational Development,
“Improving Girls’ Primary Education in Three
Countries.” (Washington, DC: The Academy for
Educational Development) http://cge.aed.org/
Projects/SSAfrica/c_guinea_girlsprimary.cfm
(Consulted 9 March 2009).

* Scholarships in the form of educational materials
to all students; tutoring to girl students.

80 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/guinea.htm (Consulted 13
March 2009).

81 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

* Instruction in polytechnics is included in the curricu-
lum as a job-related skill.

82 Response to questionnaire from World Vision
employee. March 2006.

83 Maasai Girls Education Fund. http://www.maa-
saigirlseducation.org/about/index.html (Consulted 10
March 2009).

84 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

127

85 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

86 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

87 Academy for Educational Development. Ambassa-
dors Girls Scholarship Program (AGSP). (Washington,
DC: Academy for Educational Development). http://
www.aed.org/Projects/AGSP_Africa.cfm.

88 Educational Quality Improvement Program,
“Education Support for Children of Marginalized
Populations (EMACK), Kenya,” http://www.equip123.
net/webarticles/anmviewer.asp?a=3488&z=16 (Con-
sulted 10 March 2009).

89 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

90 Eruklar, Annabelle, Judith Bruce, Erica Chong,
Aleke Dondo, Jennefer Sebstad, James Matheka, Arj-
mand Banu Khan, Anne Gathuku, Tap and Reposition
Youth (TRY): Providing social Support, microcredit
and savings opportunities for young women in areas
with high HIV prevalence. (New York: The Population
Council, 2007).

91 The Norwegian Refugee Council, 2008. NRC Core
Activity Education, Youth Education Pack in Brief,
Background, Concept, Evaluations, and Development
Plans. (Oslo: The Norwegian Refugee Council).



92 Christian Children’s Fund, “Turning Child Brides
into Scholars” http://www.christianchildrensfund.org/
content.aspx?id=792 (Consulted 2 May 2009).

93 The Center for Development and Population
Activities, “Where We Work - South Africa”
(Washington, DC: The Center for Development
and Population Activities). http://www.cedpa.org/
section/wherewework/southafrica (Consulted 10
March 2009); CEDPA, Reaching out to Young Girls
in Southern Africa: Towards a Better Future.
(Washington, DC: The Center for Development
and Population Activities, 2008).

94 Winrock International. “Scholarships for African
Girls and Boys.” (Little Rock: Winrock International).
www.winrock.org/fact/facts.ask?CC=5544&bu=
(Consulted 13 March 2009).

95 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

96 Responses to questionnaire by UNGEI
employee. 2008.

97 Response to questionnaires from International
Rescue Committee. January 14, 2009.

98 USAID, Africa Education Initiative: Ambassador’s
Girls’ Scholarship Program Replaces Child Labor with
Homework in Liberia, 21 December 2007. http://www.
usaid.gov/locations/sub-saharan_africa/features/
aei_liberia.html (Consulted 13 March 2009).

99 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

100 The Norwegian Refugee Council, 2008. NRC
Core Activity Education, Youth Education Pack in
Brief, Background, Concept, Evaluations, and Devel-

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

opment Plans. (Oslo: The Norwegian
Refugee Council).

101 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

102 Winrock International. “Scholarships for

African Girls and Boys.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=55448&bu=9056 (Consulted 13 March 2009).

103 CARE, Literacy and Livelihoods Empowering
Adolescents Project. (Atlanta: CARE). http://www.
care.org/careswork/projects/MWI029.asp (Consulted
April 2009).

104 Swann, Celia, Malawi: Nonformal education.
Country Profile Prepared for the Education for All
Global Monitoring Report, Education for All: will we
make it by 2015. (Paris: UNESCO, 2007).

105 Save the Children, Annual Report to Nike
Foundation: “Strengthening Adolescent Girls’ Voices”
Project in Malawi, June 2006-May 2007, Revised
October 2007.”

106 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

107 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

108 Forum for African Women Educationalists. FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi: Forum for African Women Educationalists).

128



SOURCES OF
INFORMATION

109 Response to questionnaire from World Vision
employee. March 2006.

110 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

111 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

112 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

113 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

114 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

115 Response to questionnaire from World Vision
employee. March 2006.

116 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

129

117 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/mali.htm (Consulted 13
March 2009).

118 CARE. 2008 Basic Girls Education Project Briefs.

(Atlanta: CARE, 2008). Interview with CARE employee,
January 23, 2009. Bamako, Mali. Interview with CARE
employees and partners, January 27, 2009. Barasara

Commune, Mali.

119 Interview, Institut pour ’Education Populaire
employees and partners. February 6, 2009.
Bamako, Mali.

120 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

121 USAID, Africa Education Initiative, Ambas-
sadors’ Girls’ Scholarship Program. (Washington,
DC: USAID) http://agsp.worlded.org/mauritania.htm
(Consulted 13 March 2009) Response to question-
naire from United States Peace Corps employee,
March 18, 2009.

122 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

123 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

124 Response to questionnaire from World Vision
employee. March 2006.



125 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

126 Forum for African Women Educationalists. FAWE:
15 Years of advancing girls’ education in Africa. (Nai-
robi: Forum for African Women Educationalists).

127 UNESCO. 2007. Education for All by 2015: Will
we make it? (Paris: UNESCO).

128 Winrock International. “Scholarships for African
Girls and Boys.” (Little Rock: Winrock International).
www.winrock.org/fact/facts.ask?CC=5544&bu= (Con-
sulted 13 March 2009).

129 Christian Children’s Fund, 2006. “CCF is Bring-
ing New Life to Village Schools in Mozambique.”
(Richmond: Christian Children’s Fund). http://www.
christianchildrensfund.org/content.aspx?id=3831
(Consulted 2 May 2009) .

130 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

131 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

132 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

133 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

134 Winrock International. “Scholarships for

African Girls and Boys.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=5544&bu=9056 (Consulted 13 March 2009).

135 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

136 Academy for Educational Development.
Ambassadors Girls Scholarship Program (AGSP).
(Washington, DC: Academy for Educational Develop-
ment). http://www.aed.org/Projects/AGSP_Africa.cfm.

* The majority of scholarships are for girls. Some of
the skill training described is relevant for livelihoods or
vocational training, e.g. leatherwork.

137 The World Bank, 2003. Project Appraisal
Document on a Proposed Development Credit in the
amount of SDR 4.1 million (USD 5.2 million equivalent)
and a development grant in the amount of SDR 17.7
million (USD 24.38 million equivalent) to the Republic
of Niger for a Basic Education Project, June 2003.
(Washington, DC: The World Bank, 2003). http://www-
wds.worldbank.org/external/default/main?pagePK=64
1930278&piPK=64187937&theSitePK=523679&menuP
K=64187510&searchMenuPK=64187283&siteName=
WDS&entitylD=000112742_20030626162228.

138 Responses to questionnaire by UNGEI
employee. 2008.

139 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/nigeria.htm (Consulted 13
March 2009).

140 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

141 The Academy for Educational Development,
“Nigeria Schools of Excellence Project.” (Washington,

130



SOURCES OF
INFORMATION

DC: The Academy for Educational Development.)
http://cge.aed.org/Projects/SSAfrica/nigeria_excel-
lence.cfm (Consulted 10 March 2009).

142 The Centre for Education and Development
Popluation Activities, 2008. Building Healthy Futures
for Nigerian Youth. (Washington, DC: The Center

for Education and Development Population Activi-
ties) http://www.cedpa.org/content/publication/
detail/20583.

143 EMpower, Girls Power Initiative. (New York:
EMpower). http://www.empowerweb.org/grantees/
girls-power-initiative-gpi (Consulted April 2009).

144 Creative Associates International. Nigeria/Com-
munity Participation for Action in the Social Sectors
(COMPASS). (Washington, DC: Creative Associates
International) http://www.caii-dc.com/ (Consulted
April 2009).

145 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

146 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

147 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

148 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE

131

employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

149 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

150 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

151 Academy for Educational Development, Ambas-
sadors’ Girls’ Scholarship Program, Rwanda.
(Washington, DC: Academy for Educational Devel-
opment). http://cge.aed.org/Projects/SSAfrica/
AGSP_Rwanda.cfm (Consulted 12 March 2009).

152 Winrock International. “Scholarships for African
Girls and Boys.” (Little Rock: Winrock International).
www.winrock.org/fact/facts.ask?CC=5544&bu= (Con-
sulted 13 March 2009).

153 USAID Senegal and Academy for Educational
Development, EQUIP 1-2-3. 2008. Annual Report
USAID Projet d’Appui a I’lEnsengement Moyen.

154 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

155 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

156 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

157 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.



(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

* This training program targets teachers; students are
long-term beneficiaries.

158 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/senegal.htm (Consulted 13
March 2009).

159 Responses to questionnaire by UNGEI
employee. 2008.

160 Forum for African Women Educationalists,
FAWE: 15 Years of advancing girls’ education in
Africa. (Nairobi, Forum for African Women Educa-
tionalists); Responses to questionnaire completed
by FAWE employee. November 26, 2008; Interview
with FAWE employees. March 26, 2009; E-mail from
FAWE employees, March 31, 2009.

161 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program. (Washington, DC: USAID)
http://agsp.worlded.org/sierra-leone.htm (Consulted
13 March 2009).

162 Forum for African Women Educationalists, FAWE:

15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

163 Response to questionnaires from International
Rescue Committee. January 14, 2009.

164 Response to questionnaires from International
Rescue Committee. January 14, 2009.

165 Response to questionnaire from World Vision
employee. March 2006.

166 Responses to questionnaire by UNGEI
employee. 2008.

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

167 CARE, “Somalia: Strengthening Capacity for
Teacher Training.” (Atlanta: CARE). http://www.care.
org/careswork/projects/SOMO075.asp. (Consulted 10
March 2009).

* The activity in this program is to train teachers,
especially women, and thereby improve the quality of
education for primary students.

168 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

169 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

170 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

171 Norwegian Refugee Council, 2008. “Soma-
lia: Girls Pave the Way in Somaliland,. (Oslow:
The Norwegian Refugee Council). http://www.nrc.
no/?did=9283955 (Consulted 10 March 2009).

172 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

173 Academy for Educational Development,
Ambassadors’ Girls’ Scholarship Program, Somalia
(Washington, DC: Academy for Educational Devel-
opment). http://cge.aed.org/Projects/SSAfrica/
AGSP_Somalia.cfm (Consulted 12 March 2009).

174 The Academy for Educational Development,
“Improving Girls’ Primary Education in Three Coun-
tries.” (Washington, DC: The Academy for Educational
Development) http://cge.aed.org/Projects/SSAfrica/c_
guinea_girlsprimary.cfm (Consulted 9 March 2009).

175 The Centre for Development and Popuation
Activities, “South Africa.” (Washington, DC: The Cen-
tre for Development and Popluation Activities). http://
www.cedpa.org/section/wherewework/southafrica
(Consulted 10 March 2009); CEDPA, 2008. Reach-
ing out to Young Girls in Southern Africa: Towards a

132



SOURCES OF
INFORMATION

Better Future (Washington, DC: The Centre for Devel-
opment and Population Activities).

176 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.
org/programs/girls_education.html (Consulted
March 2009).

* According to a general description of this program,
transportation for students is provided when needed
in the country contexts in which this program is
implemented.

177 Winrock International. “Scholarships for

African Girls and Boys.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=55448&bu=9056 (Consulted 13 March 2009).

178 The Oprah Winfrey Leadership Foundation,
“Building a Dream: More about the Academy” (Chi-
cago: The Oprah Winfrey Leadership Foundation)

http://oprahwinfreyleadershipacademy.o-philanthropy.

org/site/PageServer?pagename=owla_about (Con-
sulted 10 March 2009).

179 Hallman, Kelly; Kasthuri Govender, Eva Roca,
Rob Pattman, Emmanuel Mbatha, Deevia Bhana,
Enhancing Literacy, HIV/AIDS Skills, and Safe Social
Spaces among Vulnerable South African Youth. The
Population Council, 2007; Responses to question-
naire from Population Council employees, May 2009.

180 Winrock International, “Gender Equity through
Education Fact Sheet.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=5791&bu=9056 (Consulted 3 April 2009).

* “Livelihoods or vocational training” refers only to the
component of this program which supports teacher
training institutes.

181 Academy for Educational Development,
Ambassadors’ Girls’ Scholarship Program, Sudan
(Washington, DC: Academy for Educational Devel-
opment). http://cge.aed.org/Projects/SSAfrica/
AGSP_Sudan.cfm (Consulted 12 March 2009).

182 The Norwegian Refugee Council, NRC Core
Activity Education, Youth Education Pack in Brief,

133

Background, Concept, Evaluations, and Develop-
ment Plans. (Oslo, Sweden: The Norwegian Refugee
Council, 2008).

183 Responses to questionnaire by UNGEI
employee. 2008. UNICEF, Schools as Centers
of Care and Support, Swaziland. (Mbabane:
UNICEF-Swaziland).

184 Forum for African Women Educationalists. FAWE:
15 Years of advancing girls’ education in Africa. (Nai-
robi: Forum for African Women Educationalists).

185 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

186 Response to questionnaire from World Vision
employee. March 2006.

187 The Centre for Development and Popuation
Activities, “Swaziland.” (Washington, DC: The Centre
for Development and Popluation Activities). http://
www.cedpa.org/section/wherewework/southafrica
(Consulted 10 March 2009); CEDPA, 2008. Reach-
ing out to Young Girls in Southern Africa: Towards a
Better Future (Washington, DC: The Centre for Devel-
opment and Population Activities).

188 CARE, “Projects: Learning and Advocacy for
Education Rights Initiative (LEADER).” (Atlanta:
CARE). http://www.care.org/careswork/projects/
TZA042.asp (Consulted May 2009).

189 Academy for Educational Development,
Ambassadors’ Girls’ Scholarship Program, Tan-
zania (Washington, DC: Academy for Educational
Development). http://cge.aed.org/Projects/SSAfrica/
AGSP_Tanzania.cfm (Consulted 12 March 2009).

190 CAMFED, Tanzania: CAMFED’s response.
http://us.camfed.org/where/tanzania/response.html.
(Consulted 10 March 2009); CAMFED International,
CAMEFED International Strategic Plan 2006 - 2010
(Cambridge: CAMFED International, 2006).



* “Livelihoods or vocational training” refers to a compo-
nent of the program which offers teacher training only
to secondary school drop-outs and young women.

191 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

192 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

193 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

194 The Academy for Educational Development,
“Girls Secondary Education in Guinea and Tanzania
Project.” (Washington, DC: The Academy for Edu-
cational Development). http://cge.aed.org/Projects/
SSAfrica/Copy-of-girlssecondary_guinea.cfm, (Con-
sulted 9 March 2009).

195 The Academy for Educational Development,
“Improving Girls’ Primary Education in Three
Countries.” (Washington, DC: TH Academy for
Educational Development). http://cge.aed.org/
Projects/SSAfrica/c_guinea_girlsprimary.cfm
(Consulted 9 March 2009).

196 Responses to questionnaire by UNGEI
employee. 2008.

197 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE

NEW LESSONS: THE POWER OF
EDUCATING ADOLESCENT GIRLS

employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

198 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

199 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

200 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

201 USAID, Africa Education Initiative, Ambassadors’
Girls’ Scholarship Program, http://agsp.worlded.org/
togo.htm (Consulted 13 March 2009).

202 Academy for Educational Development,
Ambassadors’ Girls’ Scholarship Program, Uganda
(Washington, DC: Academy for Educational Devel-
opment). http://cge.aed.org/Projects/SSAfrica/
AGSP_Uganda.cfm (Consulted 12 March 2009).
Responses to questionnaire completed by FAWE
employee. November 26, 2008. Interview with FAWE
employee. March 26, 2009.

203 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

204 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.

134



SOURCES OF
INFORMATION

(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

205 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

206 Response to questionnaires from International
Rescue Committee e-mail. January 14, 2009.

207 BRAC 2009. 2008 Year in Review. (Dhaka: BRAC)
http://www.brac.net/index.php?nid=76.

208 UNICEF Eastern and Southern Africa Regional
Office, Education Section, United Nations Girls’
Education Initiative Making UNGEI Work. Lessons
from Four African Countries. September 2007, Nai-
robi, Kenya; Responses to questionnaire by UNGEI
employee. 2008.

209 The Norwegian Refugee Council, 2008. NRC
Core Activity Education, Youth Education Pack

in Brief, Background, Concept, Evaluations, and
Development Plans. (Oslo, Sweden: The Norwegian
Refugee Council).

210 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.
org/programs/girls_education.html| (Consulted
March 2009).

* According to the general description of this program
for all countries, transportation is provided when
needed in specific contexts.

211 Winrock International, “Gender Equity through
Education Fact Sheet.” (Little Rock: Winrock
International). http://www.winrock.org/fact/facts.
asp?CC=5791&bu=9056 (Consulted 3 April 2009).

212 US Agency for International Development,

Improved Quality of Education for More School-aged
Children. Development Opportunities.” (Washington,
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DC: USAID). http://www.usaid.gov/zm/education/
ed.htm (Consulted 10 March 2009).

213 CAMFED, “CAMFED’s response.” http://
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(Consulted 10 March 2009); CAMFED International,
CAMFED International Strategic Plan 2006 - 2010
(Cambridge: CAMFED International, 2006).
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to the nonformal track of this program only.
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(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
employees, March 31, 2009.

215 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
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employees, March 31, 2009.

216 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
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Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
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employees, March 31, 2009.

222 Forum for African Women Educationalists, FAWE:
15 Years of advancing girls’ education in Africa.
(Nairobi, Forum for African Women Educationalists);
Responses to questionnaire completed by FAWE
employee. November 26, 2008; Interview with FAWE
employees. March 26, 2009; E-mail from FAWE
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(San Francisco: Room to Read). www.roomtoread.org/
programs/girls_education.html (Consulted March 2009).
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tion / PCTFT.” (Atlanta: CARE). http://www.care.org/
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(San Francisco: Room to Read). www.roomtoread.org/
programs/girls_education.html (Consulted March 2009).

137

* According to the general description of this program
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242 Response to questionnaire from World Vision
employee. March 2006.

243 American Assistance for Cambodia/Japan
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of Prevention: Eradicating Trafficking of Girls in
Cambodia.” (Tokyo: American Assistance for
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(San Francisco: Room to Read). www.roomtoread.org/
programs/girls_education.html (Consulted March 2009).
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253 Investing in the Next Generation; CEDPA’s
Youth Development Program. (Washington, DC:
The Center for Populiation and Development,
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258 Educate Girls Globally, 2006. “Uttarakhand,
India.” (Sausalito: Educate Girls Globally) http://www.
educategirls.org/uttaranchal1.htm (Consulted 12
March 2009).

* “Livelihoods and vocational training” refers only
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259 Educate Girls Globally, 2006. “Uttarakhand,
India.” (Sausalito: Educate Girls Globally) http://www.
educategirls.org/uttaranchal1.htm (Consulted 12
March 2009).
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262 Haberland, Nicole, Supporting Married Girls:
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267 Response to questionnaire from World Vision
employee. March 2006.

268 Response to questionnaire from World Vision
employee. March 2006.

269 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.
org/programs/girls_education.html| (Consulted
March 2009).

* According to the general description of this program
for all countries, transportation is provided when
needed in specific contexts.

270 Abdul Latif Jameel Poverty Action Lab,
Massachusetts Institute of Technology.
Menstruation and Education in Nepal: Project
Overview. (Cambridge: Abdul Latif Jameel
Poverty Action Lab, Massachusetts Institute of
Technology). http://www.povertyactionlab.org/
projects/project.php?pid=99 (Consulted 12
March 2009).
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271 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.org/
programs/girls_education.html (Consulted March 2009).

* According to the general description of this program
for all countries, transportation is provided when
needed in specific contexts.

272 The World Bank, 2004. Project Appraisal
Document on a Proposed Credit in the Amount of
SDR 34.5 million (USD 50 million equivalent) to the
Kingdom of Nepal for an Education for All Project.
(Washington, DC: The World Bank).

273 The Center for Population and Development Activi-
ties, 2007. Investing in the Next Generation; CEDPA’s
Youth Development Program. (Washington, DC: The
Center for Population and Development Activities.)
http://www.cedpa.org/content/publication/detail/2047>.

* Based on the available description, this program is
structured as an alternative to formal education, but
it is noted that parents are more likely to send their
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basic literacy skills.

274 Response to questionnaire from World Vision
employee. March 2006.

* Program includes training of women and community
leaders to advocate for educational opportunities for
girls, and includes convening National Congresses for
Girls Education.

275 The Central Asia Institute. “Programs.” (Boze-
man: The Central Asia Institute). https://www.ikat.org/
projects/cai-programs/. Consulted April 2009.

276 The World Bank, 2006. Project Appraisal Docu-
ment on a Proposed Credit in the amount of SDR
15.1 million (USD 22 million equivalent) to the Islamic
Republic of Pakistan for a Balochistan Education
Support Project. (Washington, DC: The World Bank).

* The “girl-friendly features” indicate areas of activity
that are likely underway based on program descrip-
tions. It appears, but is not explicitly stated in the
programme descriptions that the new schools
established will be for girls only. However, this project
focuses on establishing schools in rural communi-
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ties in which there are no schools for girls, and in a
region in which gender segregated schools are the
norm, and builds off an earlier project which enabled
girls’ attendance at girls-only private schools. Other
activities include recruitment and training of teachers
and engaging community management committees in
school monitoring and management.

277 Response to questionnaires from International
Rescue Committee e-mail. January 14, 2009.

278 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.

* One core activity of this organizational is to promote
a curriculum relevant for girls’ learning for a global
workforce; emphasis on language competence and
computers are an example of this.

279 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.

* One core activity of this organizational is to promote
a curriculum relevant for girls’ learning for a global
workforce; emphasis on language competence and
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280 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.

* One core activity of this organizational is to promote
a curriculum relevant for girls’ learning for a global
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281 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
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workforce; emphasis on language competence and
computers are an example of this.

282 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.
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283 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.

* One core activity of this organizational is to promote
a curriculum relevant for girls’ learning for a global
workforce; emphasis on language competence and
computers are an example of this.

284 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008).

* It appears, but is not stated explicitly, that some of
the schools built in this transitional environment are
for girls only, given the tradition of gender-segregated
schooling in this region.

285 Response to questionnaires from International
Rescue Committee e-mail. January 14, 2009.

286 Developments in Literacy, Annual Report 2007.
(Garden Grove, CA: Developments in Literacy, 2008).
http://www.dil.org/resources.html.

* One core activity of this organizational is to promote
a curriculum relevant for girls’ learning for a global
workforce; emphasis on language competence and
computers are an example of this.

287 Response to questionnaire from World Vision
employee. March 2006.

288 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.
org/programs/girls_education.html (Consulted
March 2009).

* According to the general description of this program
for all countries, transportation is provided when
needed in specific contexts.

289 Response to questionnaires from International
Rescue Committee e-mail. January 14, 2009.
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291 Empower, 2008. “Women’s Education for
Advancement & Empowerment (WEAVE).” (New York:
EMpower). http://www.empowerweb.org/grantees/
women039s-education-advancement-amp-empower-
ment-weave.

292 Empower, 2008. “Development and Educa-

tion Programme for Daughters and Communities
(DEPDC).” (New York: Empower). http://www.empow-
erweb.org/grantees/depdc.

293 The Norwegian Refugee Council, 2008. NRC
Core Activity Education, Youth Education Pack

in Brief, Background, Concept, Evaluations, and
Development Plans. (Oslo, Sweden: The Norwegian
Refugee Council).

294 Room to Read, Girls Education: The Challenge.
(San Francisco: Room to Read). www.roomtoread.
org/programs/girls_education.html (Consulted
March 2009).

* According to the general description of this program
for all countries, transportation is provided when
needed in specific contexts.

295 The World Bank, 2005. Project Appraisal
Document on a Proposed Credit in the amount
of SDR 33 Million (USD $50 million equivalent) to
the Socialist Republic of Vietnam for a Targeted
Budget Support for a National Education for All
Plan Implementation Program. (Washington, DC:
The World Bank).

* Project documents note that the teaching force in
this context is predominantly female.

296 The World Bank, 2003. Project Appraisal Docu-
ment on a Proposed Credit in the amount of SDR
101.4 Milion (US $138.76 Million Equivalent) to the
Socialist Republic of Vietnam for a Primary Education
for Disadvantaged Children Project. (Washington, DC:
The World Bank).

297 CARE. 2008 Basic Girls Education Project Briefs.
(Atlanta: CARE, 2008); CARE, “Education and Leader-
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CARE). http://www.care.org/careswork/projects/
BOL081.asp (Consulted April 2009).

298 Response to questionnaire from employee
at Escuela Nueva Foundation. January 2009.

299 Response to questionnaire from employee
at Escuela Nueva Foundation. January 2009.

300 Response to questionnaire from employee
at Escuela Nueva Foundation. January 2009.

301 Response to questionnaire from employee
at Escuela Nueva Foundation. January 2009.

302 CARE, “Lead Together.” (Atlanta: CARE). http://
www.care.org/careswork/projects/ECU104.asp
(Consulted April 2009).

303 Response to questionnaire from World Vision
employee. March 2006.

304 Response to questionnaire from World Vision
employee. March 2006.

305 CARE, “Educate Me with Equity.” (Atlanta:
CARE). http://www.care.org/careswork/projects/
SLV067.asp (Consulted April 2009).

306 CARE, “EDUBASICO: Mobile School for Mayan
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org/careswork/projects/GTM090.asp (Consulted
April 2009).
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(Atlanta: CARE, 2008).
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309 Hallman, Kelly, Eva Roca, Marta Julia Ruiz, Jen-
nifer Catino, Alejandra Colom, and Sandra Contreras
Aprile, For Mayan Girls, Safe Spaces Lead to Social

Gains. (New York: The Population Council, 2007).

310 CARE, “PROHACE- Hondurans in Partnership

for Quality Education Phase | and 2.” (Atlanta: CARE)
http://www.care.org/careswork/projects/HNDQ57.
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try profile prepared for the Education for All Global
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Joseph, Ash Hartwell, David Balwanz and Audrey
Moore, Effective Schools for Disadvantaged and
Underserved Populations. Paris: Association for the
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to questionnaire by UNGEI employee. 2008.

312 The Center for Population and Development
Activities, 2007. Investing in the Next Generation;
CEDPA’s Youth Development Program. (Washington,
DC: The Center for Population and Development
Activities.) http://www.cedpa.org/content/publication/
detail/2047>.

* It appears, but is not stated explicitly, that the clubs
in this program function outside schools. The program
description refers to scholarships but not clear if all
beneficiaries are in school.

313 Aisha Sabri, Egypt: Non-formal education. Coun-
try profile prepared for the Education for All Global
Monitoring report 2009. (Paris: UNESCO, 2007).

* As the program was established by government
decree it appears that the government is also the
donor.

314 American Institutes for Research, “Educa-

tion Reform Program - Egypt.” (Washington, DC:
American Institutes for Research). http://www.air.org/
projects/idp_egypt.aspx (Consulted 9 March 2009).

315 The Population Council, Ishraqg: Safe Spaces for
Girls to Learn, Play, and Grow. (New York: The Popu-
lation Council). http://www.popcouncil.org/projects/

TA_Egyptlshrag.html (Consulted April 2009).

316 UNESCO. 2007. Education for All by 2015: Will
we make it? (Paris: UNESCO).

317 Academy for Educational Development, Center
for Gender Equity, “Middle East and North Africa:
ALEF Report Shows High Success Rate of Women'’s
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Educational Development, 2008). http://cge.aed.org/
Highlights.cfm#MENA. (Consulted 10 March 2009).

318 Thomas Jr., Landon, “A New Breed of Bil-
lionnaire,” The New York Times, 14 December
2007. (http://www.nytimes.com/2007/12/14/
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319 EMpower, “Mother Child Education Foundation
(ACEV).” (New York: Empower, 2009). http://www.
empowerweb.org/grantees/mother-child-education-
foundation-acev (Consulted April 2009).

320 UNESCO. 2007. Education for All by 2015:
Will we make it? (Paris: UNESCO).

321 CARE. 2008 Basic Girls Education Project Briefs.

(Atlanta: CARE, 2008).

322 The World Bank, 2009, Project Appraisal
Document on a Proposed Credit in the amount of
SDR 12.76 million (USD 20.0 million equivalent) to
the Republic of Yemen for a Secondary Education
Development and Girls Access Project. (Washington,
DC: The World Bank).
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business purposes.”
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