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Executive Summary

This report describes and interprets the findings of the independent research evaluation of the large scale
piloting of the Manuela Programme that was rolled out in four regions across Ireland from 2018 to 2020. The
research team was led by Dr PadraigMaaNl a and Ms Maureen DO6Eath at th
Galway. It was commissioned by the Tusla Child & Family Agency programme on Domestic, Sexual and
GenderBased Violence following a tendering process. The research was an integral part of the Manue

Project cefunded by the Rights, Equality and Citizenship Programme of the European Wpi@sents an

analysis of the effectiveness, acceptability, and sustainability of the Manuela Programme using a mixed
methods quantitative and qualitative resbatesign.

The programme is relevant to a number of important developments in Irish society and educational provision
that have come to the fore in recent years. There has been a growing recognition of gender equality and
sexuality, coming not simply froqositive developments in equalitglated legislation and policy making

but also from extensive media coverage of high profile trials, increased public awareness of sexual violence

and harassment.

The National Council for Curriculum and Assessment reiéRelationship and Sexuality Education (RSE)

in primary and posprimary schools involved extensive consultation of students, parents, teachers, and
stakeholder organisations. It is set to transform the coverage in RSE of topics such as consent and sexual
violence, and to shift the focus to outcomes such as empowermesaissatfion, peer support, and personal
confidence in negotiating relationships and intimacy. Initiatives such as the Manuela Programme therefore
have the potential to contribute to aemtified gap in provision, although a number of questions arise in
relation to resourcing, sustainability, the involvement of teachers, provision of training, and partnerships

with statutory agencies and NGOs.
The Manuela Programme

The Manuela Programme hamed to honour Ms Manuela Riedd,7 year old Swiss student who was raped

and murdered in Galway City in October 2007. The programme is the culminating action of the Manuela

Ri edo Foundation Ireland, which waagary lfivamneddoatdn i n Ga
programme delivered over 12 hours that focuses on attitudes, awareness, critical thinking, and skills relevant
to sexual violence prevention and the promotion of active consent among 15 to 17 year olds. It is designed to
be deliverd in six twahour group sessions. It is predominantly delivered in traditional school settings, but is

also suitable for alternative and other commubged settings.

This report focuses on its delivery in secondary schools within timetabled teachiisg Time manual
promotes a delivery style based on empowering, fa
understanding of negative and positive aspects of sexual health, and to promote confidence and practical
skills in exercising agency over intimacihe theoretical basis to the programme is derived from the Theory

of Reasoned Action (Ajzen, 2014), social norms (Berkowitz, 2002) and scripting theory (Simon & Gagnon,



2002). The content builds on the teaching and education resources developed biidtage@tre
education programmes across Ireland. The programme theory, content, and delivery strategies were
consolidated in 2016 through a collaboration of the Manuela Riedo Foundation Ireland, the 16 Rape Crisis

Centres, and Rape Crisis Network Irelafadilitated by Dr Sue Redmond.
Extended Pilot RolDut

In 2016, Tusl ads Domestic, Sexwual, and Gender Bas
funding to conduct an extended pilot rolit and evaluation of the Manuela Programiiie overallaim of

the Manuela Project was to target students in Transition Year in Irish post primary schools and in some out

of school settings to assess the evidence for programme impact and to support capacity in the education
sector for this work. The Project paers comprised Tusla and four Rape Crisis Centres. Galway Rape Crisis
Centre was a beneficial partner with Dublin, Kerry and Wexford Rape Crisis Centres as associate partners.

Four project workers were recruited on a Haife basis to support the pilogjnhosted by the Rape Crisis

Centres in Galway, Dublin, Kerry and Wexford. Coordination was provided by the Galway Rape Crisis

Centre. The project workers engaged with schools and with alternative education settings to recruit students
to participate in tB programme. The project manager for the programme was based in Tusla. The

programme plan was to involve teachers directly in delivery in order to build capacity within schools,

thereby enhancing the sustainability of the programme beyond the pilot Phaskers were supported to
co-facilitate the Manuela Programme initially to build their skill in independent programme facilitation. This
was complemented by facilitator training on the content, facilitation skills, and receiving disclosures. The

pilot prgect commenced in September 2017 and concluded in March 2020. During this time the Manuela
Programme was delivered to 2,701 young people in 63 schools and 8 alternative education settings across 10

counties.

The Manuela Programme was advised by a groleyfstakeholders drawn from Tusla, HSE, Rape Crisis
Centres, Rape Crisis Network Ireland, the Department of Education and Skills, and the Department of Justice
and Equality. It also contributed submissions to the Relationship and Sexuality Educatione{RSi)

facilitated by the National Council for Curriculum and Assessment (NCCA).
Research Team and Methodology

The evaluation team was | ed by Dr P8draig MacNeel
O6Higgi ns, Dr Chris, NaeodeMsDLaluboar @i eenByr k#&s DOE
delivery of the research evaluation strategy. Ethical approval was granted by Tusla Research Ethics
Committee. The independent evaluation was supported by a Research Steering Group and furttest suppo

by the key stakeholders on the Manuela Project Advisory Group.

The learning outcomes identified in the programme manual were developed into testable research questions
to focus the evaluation. The research strategies were used to assess if thenpeogasneffective in

reducing negative attitudes that contribute to a culture of perpetrating and tolerating sexual misconduct and
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violence, while increasing positive attitudes aligned with a respectful and mutual approach to engaging in
active consent fantimacy. The evaluation also sought to assess the acceptability and sustainability of the
programme by exploring the programme process and delivery systemgew of the RSE policy of ten
schools, five of which had participated in the Manuela Prograwaseconducted to provide further context

for the evaluation.

The research evaluation used a mixed methods research design comprising a quantitative Pre and Post

Programme survey based on standardised measurement tools concerning:

Sexual consent selffficacy and attitudes.

Behavioural intentions for using verbal and passive consent.

Rape myths.

Beliefs about heterosexual scripts, and

Attitudes to pornography and sexting.
A total of 707 of the students who patrticipated in the Manuela Programme were dhicltkde research
evaluation (52% male, 47% female, 1% #wonary gender identification; over 90% agedl¥byears).
These students were recruited from 40 schools and one alternative education setting. All the students
completed the Pre and Post Progransoneey, before the first session and at the end of the sixth and final
session. A waitlist control design was employed to compare the effects of the intervention, with 626 students
taking part in the Manuela Programme between the two surveys and 81sindenbntrol group which
received the Manuela Programme after completion of the Post Programme survey. Qualitative research
strategies were used to follow up on the experience of taking part in the programme, and also to explore the
views of stakeholdemrawn from subject experts and teachers. A total of 134 students took part in one of
thirteen participatory focus groups, including one with a Youthreach group. Eleven teachers, one chaplain,
and one school principal were interviewed for the evaluatidariews and focus groups were held with

project workers and members of the Project Advisory Group.
Pre and Post Programme Survey Findings

The analysis of Pre and Post Programme quantitative survey responses revealed significant positive changes
that werespecific to the Manuela Programme participants. While control group responses did not change

over the six week period, there were significant changes in the scores of programme participants on almost
all of the measures used. The greatest changes wesasent preparedness (which relates toefélfacy

and peer perceptions regarding consent) and rape myth endorsement, which relate to the enhancement of

positive development and reduction in negative beliefs addressed in the programme objectives.

The chages noted in the programme participants are illustrated below and also serve to provide a useful
baseline figure on the attitudes, beliefs, and confidence of young people more generally. For example, self
appraisal of seléfficacy in consent began ateatively low baseline. The figures below demonstrate the
percentage of programme participants who O6strongl

and after the intervention:
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Female Male
Pre Post Pre Post
| have all skills to deal witeexual 14 58 26 57
consent
| am well informed about consent 22 80 24 67

While rising to percentages ranging from&™6 on these items after the programme, the baseline prior to

intervention was only 226%, suggesting relatively low confidencer@tation to knowledge and skills.

Responses to other sections of the questionnaire corroborate this finding, with only 31% of females and 32%

of

mal es

Omoderately [/

strongly

agreeingé

on t he

consenfrom a new partner. This figure rose by 16% for females in the Post Programme survey, but only by

5% for males. Itertevel changes on intentions to engage in verbal consent were more notable for female

participants than for males, as illustrated inthepemt ages of partici pants
items below:
Female Male
Pre Post Pre Post

_I would asl_< my part.ner_nc 'thy are 24 46 44 49

interested in engaging in intimacy

| would talk about it with my 40 53 a1 44

partner
Therewers ubstanti al increases in femal esbd

strategies, but again the Pre Programme percentages were rather-#8%{24 he changes in male

wh o

agreement

responses were less evident. Overall, while there was a small hifitaigt increase in intentions to engage

in verbal consent, there was no significant decline in the intention to use passive consent strategies.

Traditional heterosexual scripts help to perpetuate gendered roles in relationships such as male entitlement

and inequality. There was a significant decrease in endorsement of these attitudes for programme

participants, as illustrated in the percentage of
items below:
Female Male
Pre Post Pre Post

ltdéds only natur

advances on someone who he fin 41 27 44 35

attractive

Most guys do no 18 13 32 20

friendso with a
In each case the percentage endorsing these sentiments dropped by bdi##éeaftdr the programme. The
small est reduction can be seen in femalesd belief

agreed with this idea before the interventiblowever almost onthird of male students agreed with this

idea before taking part in the programme, and over four in ten agreed with the belief that it is natural for guys

to make advances on girls they find attractive.
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Consistent changes in respongethe rape myth items were observed for programme participants,
particularly in relation to beliefs that girls have done something to invite rape, that guys do not intend to
commit rape, and that some acts of rape are not really so. These are illlslateth the percentage of

programme participants who chose 6agree |/ strongl

Female Male

Pre Post Pre Post

When girls go to parties wearing slut

clothes, they are asking for trouble 15 1 25 13

If a girl initiates kissing ohooking up,
she should not be surprised if a guy 17 8 42 22
assume she wants to have sex

When guys rape, it is usually becaus

of their strong desire for sex 37 22 50 37
A lot of times, girls who say they wer;
raped agreed to have sex and then 11 9 41 24

regrettedt

Preprogramme responses to items on rape myths indicate that beliefs clearly tolerant of assault still have a
disturbingly high level of acceptance in a relatively large sample of young people, particularly among
teenage boys. For instanower 40% of the male programme participants agreed that guys can rape because
of their sex drive, some girls claim rape after regretting having taken part in sex, and that guys can assume a
girl wants sex because she took part in other forms of intinkamjorsement of these beliefs by males

declined by 1322% after the programme. The percentage of males who endorsed myths fell back to an
improved but still unacceptable level. Acceptance of rape myths, in combination with heterosexual scripts,
are a foundion for sexual and gender violence. Fewer females agreed with these myths before the
progr amme, but stild]l declined afterwards. Many st
highlighting the continuing and most likely systematic approssded to counter these false narratives.

This may indicate that rape myth beliefs are established by the time of engagement with the programme in

Transition Year, and points toward the importance of delivering the programme earlier in secondary school.

The normalisation of pornography was addressed in the Manuela Programme and was reflected in the
emergence of more critical perspectives on porn after the intervention. For instance, about half of the Pre
Programme patrticipants disagreed with the ideagbatography portrays realistic sex, rising afterwards to
over 80% for females and 65% for males. There was less evidence of a change of views on sexting. The
percentage of males who disagreed with the idea that sexting is harmless remaining morechdesed

(12%), while the percentage of females who disagreed with this idea increasing, but only to 29%.



Female Male
Pre Post Pre Post
Porn portrays realistic sex 57 83 49 65
Sexting is relatively harmless 18 29 12 15

All six sessions of the Manuela Programme were rated moderately or strongly positively by at least 70% of
the students, with the fAPreventionodo (76% of stude
sessions garnering the most positive raing relation to the programme delivery components, participants

rated the programme facilitators most positively, with 87% rating them moderately or strongly positively.

Lower ratings were given to the use of scenarios in the programme (62%) and thetehg programme

sessions (61%).

Ratings of the programme impact suggest that approximately three quarters of the male participants and four
fifths of females identified with having experienced several positive outcomes as a result of taking part. For
instance, nearly 80% of students said the programme had a significant or very significant impact on their
respect for personal boundaries, how healthy relationships differ from unhealthy ones, and their

understanding of what is meant by sexual violence.

There were gender differences in ratings of the programme sessions, delivery components, and impact, with
males consistently providing less positive feedback. The difference in appraisals of the sessions was
relatively small, but was somewhat larger in rgsilof some of the delivery components (e.g., a 22% gender
difference in the acceptability of scenarios, 15% difference in acceptability of session activities). The gender
difference in percentage of students attributing a significant impact to the M&magtamme was generally

5-10%, depending on the outcome.
Qualitative Findings

Follow up qualitative research with stakeholders and students showed that the programme delivery process
was successful in many respects. The findings were nuanced in thatseixerassed a preference for

external subject matter experts to facilitate the programme, whereas there was some evidence that teachers
felt their professional peers would be acceptable to students in providing facilitation. While generally
supportive othe programme delivery and materials, male students who took part in the programme
expressed less positive evaluations of particular components within the programme and were sometimes
described in the focus groups and other sources as less engagedogitamme process compared with

female students. The following examples from the focus groups with young people illustrate the experiences

young people had in taking part in the Manuela Programme:



Awareness of It h igooH foripeoplesto know that you are allowed to change your
consent and after you initiate sex or just s

sexual violence | Because a lot of people feel manipulated by their partner.

For it actually to be said, you know this is yaight, you can do this if you
are in a certain situation, t hat
(SFG10)

Some people might think that they are weak or whatever or some people
think that they were at fault sometimes for what they wear or \Wwagtdo.
And the more you do the programm
fault if they get attacked like even if they are too drunk to do anything wh
they get attacked or situations like tH&FG2)

I think, you r eal iysueactiomseYowekiosy if goo areg
on a night out Ilike and youdre |
itds just itds not |ike, you can

people need to know thg@FG10)
Critical thinkihng |Somet i mes peopl e, l i ke, raise id
and discasion might make you move to the other 8EG10)

| liked arguing and sometimes changing my mind about different topics

(SFG1)
Interactive, | liked how interactive thelca s ses were. We weren
engaging the whole timéSFG5)

|l tds better than just sitting in

was done | ike that, no one (S¥G1I) d
Uncovering | learned a lot during the programme, some things | had no knowledge o}
knowledge | feel well educated on the topic n¢8FG5)

Learning about topics that (8FGEhOS
External You wonoét see twemdar bendhagaiembp
facilitation They donot know you(SEBGYd you donbé

They dondét know you an3FGkhey can
He knew what he was talking abou

true (SFG9)
Concern with Welll i ke, you dondt want people to
standing out standing out on the other side o

so itdés kinda har d(@ale) (Sk&EOwal ki ng

While agreeing on the value of the programmeignditility in the emerging space in Irish education for

innovative programmes of this nature, stakeholders expressed a range of views on future sustainability. Some
stakeholders took a pragmatic approach, describing challenges in secugimig@finandal support,

uncertainty in the scope for establishing a sustainable strategy for facilitating the programme, and a need to
review the scope and length of the programme. The stakeholders were responsive to the opportunities that

present in the Irish secoay school system for a programme of this type, suggesting that, with curriculum
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revisions and timing to be considered, there is an argument to move the programme forward to the Junior

Cycle and identify how it can be an-gning, age appropriate offerimxtending into the Senior Cycle.

The Manuela Programme is grounded in expertise and sectoral commitment across education, child welfare,
and sexual violence, the extensive network that has developed around it, and the evidence that has emerged
for its effectiveness. With these strengths, it can play an important role in the rapidly changing niche for
sexual health education in Irish secondary school education. Identifying how the programme can develop in
its contribution to the emerging ethos of consenication will be important, given the scope to

accommodate both growtiriented aspects of sexual health along with harm avoidance and preventative

dimensions of sexual health.

The remainder of the Executive Summary provides a synthesis of the learningsitaken place through
this evaluation, identifying key recommendations that will assist in future decision making and directions for
the programme.

Programme Opportunities

There are a number of opportunities that could be engaged in to senstai@ability of a programme that
has a demonstrated evidence base, clear articulation of programme learning, and which has the potential for

accommodating developmental changes arising from this evaluation.

The Wellbeing and SPHE curriculum is curreriiBing developed extensively in the Junior Cycle. This

suggests an opportunity to adapt the Manuela Programme content and delivery, placing the programme in the
Junior Cycle or at least staging the delivery to begin in the Junior Cycle. The Pre Prograstioaaire

identified levels of rape myth and heterosexual script endorsement that suggests a need to engage with
students at a younger age. The Pre Programme survey findings have value as a baseline survey of young
peopl eds attit ud gpeopleWhoeupgort anterablaaadmisinfprmed wiews on sexual
violence and gender roles, as well as those who lack confidence and agency with regard to assertive, active

consent.

The NCCA review of the provision of RSE promises a long term structureitiatives such as the Manuela
Programme. The programme is strongly positioned given its credibility in the sector through association with
the Rape Crisis Centres, Tusla, and a high level of research evaluation. Clearly articulating the niche of the
progamme and how it could articulate with other components of a holistic sexual health curriculum will be
important to enable this opportunity to be maximised.

The professionalisation of teachers in terms of SPHE teaching is beginning through the provision of
specialist training and programmes. therefore, it will be important to see this as an opportunity to set out
teacher training in programme facilitation and indeed to link it to a broader level of preparation in sexual
health education delivery for teachers

There is clearly an opportunity to mobilise the teacher resource that exists already in the educational system.

Many teachers feel strongly about the need to engage young people on sexual health, including sexual
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violence and consent. They see resousces as the Manuela Programme as important tools in achieving

the goal of better preparing students in the future. Clearer signposting and recognition of supportive roles for
teachers will be important to take advantage of this opportunity. This spahksneed to identify a whole

of school approach to supporting sexual health and wellness in schools, to formally acknowledging the role
of teachers who contribute to RSE, and in offering them professional support, training, and advancement

associated witlthis route.

The partnership that has been developed between Tusla and Rape Crisis Centres has been important to the
delivery of the Manuela Programme. The complementarity of these groups provides links to national policy
and decision making, along with theach and recognition that Rape Crisis Centres have in local

communities. Continuing to develop partnerships between agencies will be an important part of the future
development that could take place to ensure the Manuela Programme is a conduit fiehimtieeveen

statutory agencies, education providers, the voluntary sector, researchers, and policy makers.
Programme Threats

The Manuela Programme pilot project had an ambitious agenda to develop an engaging and informative
curriculum, to provide for pdt implementation across four regions, and to develop teachers as an ongoing
resource for future delivery. These goals were largely delivered on, but there are several threats to building

on these achievements in the next stages of programme development.

Maintaining fidelity to a manualised programme is critical to ensuring quality and minimising risks to
participants. Making the programme available for schools to implement independently represents a threat to
fidelity. There should therefore be a cleaat#gy to maintaining fidelity and quality assurance, potentially

by shortening or simplifying the programme itself to ensure there are fewer components, and having a
strategy to monitor ongoing delivery and outcomes. Teachers could find it challengiogeaama

facilitation mode of engaging with students, and therefore require access to training and ongoing support.

It could be said that all the topics covered in the Manuela Programme are highly sensitive. However certain
topics have an especially hitghvel of sensitivity. Covering topics such as pornography use and sexual
assault could be most difficult for teachers, requiring a high level of skill, with a clear need to identify how

best to support delivery of topics that could benefit from exterrgdrége and innovative approaches.

The clear threat to sustainability is accessing resources and the implementation model to be used in the
future. This threat could be addressed by developing a model of partnership between programme supporters
across diférent sectors in the community, welfare, education, policy and academic sectors. The Department
of Education and Skills traditionally does not have a role in promoting particular programmes. Therefore
there is a risk posed to the sustainability of the yamgne if a clear funding and support strategy is not

agreed. Identifying the goals of the Manuela Programme within the framework of the Brighter Futures,

Better Outcomes strategy for supporting youth (Department of Children & Youth Affairs, 2018) would

promote interagency partnership in establishing a network of support.

Xiii



The possibility of moving at least part of the Manuela Programme curriculum to the Junior Cycle (with
adaptation) is an opportunity. Yet there is an associated threat in moving frons#idmayvear delivery

model to one based in the Junior Cyick® potentially compete for space in timetables and carry out the
development work required to adapt content and strategies to the Junior Cycle. There is also a high level of
uncertainty in theector given the review of RSE by the Department of Education and Skills informed by the
NCCA. Reviewing the programme delivery model and revising programme materials will be essential steps
in ensuring that these threats can be responded to in an effeativer.

Key Recommendations

Recommendations can be suggested in key aresasg from the evaluation findings and implications for
programme strengths, weaknesses, opportunities, and threats. It is recommended that the key strategies
outlined below areupported by a stakeholder advisory process that ensures there is continued development
of the key partnerships that have initiated the Manuela Programme, along with input from key agencies and
Government departments that can ensure the programme istigelbaed with funding and collaboration

opportunities.
Content

The programme content is largely supported by the findings of the evaluation, with the recommendation to
enhance consent skills programming and practical skills with relation to negosidtiations that pose a

risk for sexual violence.

The content should be reviewed and updated where relevant, particularly in light of more recent research
evidence and with input from young people to ensure that scenariosvaidibmaterials and actiidts are

current, credible, and refreshed on a regular basis.
Format

The engagement and learning strategies used in the sessions were generally supported. A high level of
positive feedback was provided that suggests the programme is distinctive and tgapbscibe students.

However a review in light of student feedback on certain strategies should be undertaken concurrently with a
review of content. Sustainability and acceptability are threatened through the use of a 12 hour format
delivered in twehour €ssions. With expert input, the core elements of the content should be reviewed to
reduce the overall amount of programming, thereby reducing the number of sessions or hours of delivery. A
more modular format could be explored, with core and optional resdibat would provide maximum

flexibility while mindful of coherent programme learning outcomes.
Delivery Model

The involvement of project workers was a distinct advantage in the model of delivery, and should be
continued as a source of expertise and aarg&l aid to planning, mentoring, and delivery. Nevertheless,
this resourcing model involves significant amounts of funding. Clearly the involvement of teaching staff will

also be required to scale up the programme. The evaluation did not include exaingéeheonly
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delivery of the programme, but there are risks in this approach without sufficient training and ongoing
support. This was apparent from the studentsd neg
system that relies on teacheltss recommended that the delivery model retains an appropriate level of input
from specialists and experts, at least in a mentoring role. A further recommendation is to support teachers to
collaborate between schools as a shared resource to couldaaakered delivery more feasible, and

contribute to a community of practice among teachers.
Delivery Window

The Junior Cycle represents a key opportunity for securing a sustainable future for the Manuela Programme
that could better address the entrenametdre of negative rape myths and traditional sexual scripting at an
earlier stage. Nevertheless, moving to the Junior Cycle delivery window would require extensive adaptation

of the programme over and above the revisions to content and format neet®difared Senior Cycle

delivery. Moreover, given that many students are becoming sexually activéupast Cert, it would be
critical to ensure there is O0top upd and progress
model of delivery is remmmended, whereby adaptation is made for age appropriate materials. Planning for

a developmental approach to engaging with adolescents on consent and sexual violence could draw on

sexual health promotion as a guiding framework.
Training and Education

Theconcerns that students voiced, combined with the perception of some teachers that they will not be able
to deliver to the same quality as project workers, calls for a considerable development in the training and
education that teachers will receive. Tramtitilly, schools have relied on external delivery of sex education,

but more direct involvement will be required if it becomes a mainstream aspect of student experience.
Moreover, ongoing top up training and CPD would be required for teachers once theyphmpleted initial
training as a facilitator. It is recommended that the training and education programme for teachers is
therefore expanded and manualised, with the potential to seek further educational partners and accrediting

organisations.

It is further recommended that the whole of school approach is supported by making available an appropriate
level of awareness raising education for other staff in schools and in relevant organisations. Consideration
should be given to devising an outreach progratmanable parents to support the learning outcomes of the
programme. The adoption of a more ecological approach would require additional resourcing, and involve
awareness raising among all teachers with principals providing leadership on ensuringdhehaigprell

integrated and sustained.
Monitoring and Evaluation

The pilot programme was relatively well supported by specialised project workers. Even with continued
support for equivalent posts in the future, the intense nature of support to datediffich# to sustain if
the goal of greater levels of take up is to be achieved. Therefore, it is important to have a fidelity monitoring

system to ensure that the programme delivery continues to be of high and consistent quality. This links with
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the reconmendation of ensuring there is a midtiel training programme. The ongoing evaluation of the

Manuela Programme will be essential for continued funding applications and for outcomes assessment. The
research survey instrument is too long and complexofart i ne use. A 6écore indicat
instrument is required along with the development of innovative ongoing student feedback strategies.
Moreover, with the recommendation to expand the scope of the programme to address key stakeholders,

ongdng evaluation of any novel strategies such as enhanced training and outreach would also be required.
Conclusion

The research evaluation of the Manuela Programme involved over 700 students, approximditelgt ohe

the total number of students who toakipin the extended pilot rediut of the programme overall through
partnership between Tusla, Rape Crisis Centres, and schools. The quantitative findings demonstrated that
participating in the programme led to significant improvements in relation toveosiinsent attitudes and
confidence, and lower levels of rape myths and negative gender stereotypes. Nevertheless, this was in the
context of baseline attitudes and beliefs that suggested worrying trends for Irish adolescents of Transition
Year age. Quatative research with students and stakeholders underscored the value of the programme,
supporting the idea that the programme leads to positive changes and has a delivery process that is engaging
and youthappropriate. This is a promising result givenrevance of supporting confidence consent and
personal agency alongside tackling the ongoing problem of sexual violence. The conclusion of the pilot
phase of the programme provided the scope for reflection on the next steps to support the sustdinability o
the programme. Opportunities for future development can be identified arising from national policy changes
in RSE, yet navigating these opportunities and associated challenges will required concerted focus and
partnership. The promising redlut positiors the Manuela Programme as a potential core offering in relation

to consent and sexual violence for schools in Ireland, which is clearly much needed and timely.
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Background

The Manuela Programme iscamprehensive, evidence informed education programme delivered

over 12 hours. It focuses on sexual violence prevention and the promotion of negotiated consent in
healthy relationships. The programme targets 15 to 17 year olds and is typically delisexea/or

hour sessions. The Manuela Programme was developed in 2016 through a collaboration between the
Manuela Riedo Foundation Ireland and the Rape Crisis Centres, facilitated by Dr Sue Redmond.

Funding awarded to the Tu®8dsaeddwlenbeqDSSBW) Pragramniee x u a |
by the European Justice Commission supported the rollout of a pilot initiative of the Manuela

Programme with an evaluation as an integral part of the delivery.

Four project workers were recruited on a Haife basis to syport the pilot roll out. These workers
were based in the Rape Crisis Centres in Galway, Dublin, Wexford, and Kerry, with coordination
provided by the Galway Rape Crisis Centre. The project workers engaged with schools and with
alternative education settisgo recruit students to participate in the programme. The Manuela
Programme was designed to involve teachers directly in delivery in order to build capacity within
schools, thereby enhancing the sustainability of the programme beyond the pilot phdsersheae
supported to cdacilitate the Manuela Programme initially to build their skill in independent
programme facilitation. The pilot project commenced in October 2017 and finished in March 2020.
The Manuela Programme was delivered to 2,701 yound@&op3 schools and 8 alternative

education settings across 10 counties.

The pilot initiative of the Manuela Programme was supported by an advisory panel drawn from Tusla,

Rape Crisis Centres, Rape Crisis Network Ireland, and statutory agencies. feadwe research

evaluation of the programme described in this report was commissioned through a tendering process

and commenced in October 2018. It included 707 young people from 40 schools and one alternative
education setting. The evaluation was ledipyPadraig MacNeela and a research team at the School

of Psychology, NUI Gal way, comprising Maureen D&
Dr Lorraine Bur ke, and Laura Tierney. Ms DO6Eat h
evaluation stitegy. The independent evaluation of the programme was supported by a Tusla Research
Steering Group and further supported by the Manuela Programme Advisory Group that comprised key

stakeholders.

This report on the independent research evaluation preseatsalysis of the acceptability,
sustainability, and effectiveness of the Manuela Programme based on a mixed methods research
design. It is structured by chapters. Chapter 1 sets out a review of relevant literature, Chapter 2
describes the methods usedhe evaluation, Chapters 3 and 4 present the research findings, and

Chapter 5 presents the conclusions and discussion of findings.



Chapter 1: Literature Review

This chapter explores the context in which the Manuela Programme was developed and delivered.
reviews the literature on sexual consent promotion and sexual violence prevention in education
settings, and the provision of relationship and sexuality education in Ireland. The chapter also
contains an analysis of the Relationship and Sexuality Edagq@®SE) policies of ten Irish secondary
schools in order to further situate the Manuela Programme in the current environment of sexuality

education.

Background
The World Health Organization (2006) defines sexual health as:
A state of physical, emotional, mental and social-weihg related to sexuality; it is not
merely the absence of disease ... Sexual health requires a positive and respectful approach to
sexuality and the possibility of having pleasurable and safe sexpatiences, free of
coercion, discrimination and violence. For sexual health to be maintained, the sexual rights

of all persons must be respected, protected, and fulfjief).

This definition signals a departure from a traditional understandingofadx heal t h as fit he
di seaseo, towards a framework inclusi veaendtoef t he b
right to pleasurable experiences founded on positive relationships and mutual respect (Harden, 2014).
Accordingly, internatioal health authorities have come to recognise the importance of providing
high-quality, schoclbased sexuality education that supports young people to attain positive sexual
health. In line with current understandings of positive sexual health, the agruadlity education as
defined by UNFPA is to empower young people through a comprehensive curriculum to develop the
capacity to:

Realise their health, webeing and dignity; develop respectful ... relationships; consider how

their choices affect their awwellbeing and that of others; and ... ensure the protection of

their rights throughout their liveQJNFPA, 2018, p16).

This understanding of sexual education identifie
values that keep them safe fromrhaas well as being empowered to develop healthy, equitable, and
respectful relationship&urther, in light of the growing body of evidence in support of sexuality

education programmes that incorporate these aims, best practice amongst educatorg i®wenda

more holistic sexuality education approaches, illustrated in the principles set out by UNESCO

(Haberland & Rogow, 201%)NESCO, 2016).

Despite these developments, current sexuality education practices are characterised by a lack of
development in adequately addressing the topic of sexual consent. Information on sexual consent is
required in order for young people to fulfil their basic laummmight to high quality sexuality education

(IPPF, 2010; UNFPA, 2018). Education on sexual consent is endorsed as important for young



peopleds development into autonomous individual

in relationships markebly active communication, equality, and sexual fulfilment (UNFPA, 2018).
Arising from these observations, the primary objectives of this targeted literature review are to:
1. Provide an introduction to youth sexual violence prevalence.
2. Identify relevanhealth and behaviour change frameworks.
3. Examine the meaning of sexual consent anfhitters that influence consent negotiation.

4. Describe the main approaches to sexuality education and the features of effective sexuality

education.

6. Examineschoolbased sexual violence prevention and sexual consent initiatives.
7. Provide an overview of RSE standards in Irish-pashary schools.

8. Assess current third level and second level consent training practices.

The review provides context for teealuation of the Manuela Programme, an Irish schaskd
sexuality education programme centred on sexual consent and violence prevention, with the aim of

examining how the Programme sits alongside current international sexuality education standards.

Basal on the headings above, the review sets out key concepts, best practice statements, and relevant
research evidence. The review accommodates the literature on sexual violence and sexual consent,
although it should be noted that the research on these impglistinct. Studies of sexual violence

typically do not accommodate assess positive, active consent as well. Similarly, studies of consent do
not integrate sexual violence. It should also be noted that research on sexuality education is
developing in redtion to consent in particular and is largely limited to studies of young adults in

college settings.
Sexual Violence Prevalence

Sexual violence is a serious public health issue. Young people are particularly vulnerable, with U.S.
research indicating thapproximately one in five women and one in ten men will be sexually

assaulted during the period that they attend finish college, with assaults most often committed by a
male acquaintance (Muehlenhard, Peterson, Humphreys, & Jozkowski, 2017; RennispriA 2002

recent Department of Education and Skills report defines sexual misconduct as unwelcome behaviour

of a sexual nature, which includes but is not limited to:

Crimes of sexual violence, sexual cyberbullying of any kind includingomasensual taking
and/or sharing of intimate images, creating, accessing, viewing or distributing child
pornography material online or offline, stalking behaviours whether online or offline in a

sexual context, and any verbal or physical harassment in a sexual @WEXtD19, p. 14).

S

Femal es6 heightened ri sk of sadoescante, vatessnanyést t ypi

half of sexual assaults being committed against girls under the ageRI&&R ét al., 2011; Breiding

et al., 2013 Male adolescents aabso at risk with research indicating that approximately 7% ao$ boy
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under the age of 18 may be subjected to some form of sexual vigiRinbeiro, 2006). LGBTQ
students are an-aisk group, with one study finding that 15% of LGBTQ students experiencing n
consensual penetration since enrolling in university (Cantor et al., Zakf)er, a recent crime
report published by the Irish Central Statistics Office (2019) serves to highlight the magnitude of
adolescent sexual violence on a national level, fiittings indicating that 83% of all victims of

historic sexual violence crimes reported in 2018 were under 18 years old at the time of the offence.

The consequences of sexual violence can be devastating, affecting the physical, psychological and
sexual halth of the survivor, as well as the larger social commultyICEF, 2014) Adolescents

who experience sexual assault are less likely to progress to uni@/gggn & Widom, 2010) and

are at a heightened risk of developing mental health disorderasaixiety, panic disorder, eating
disorders, substance abuse disorders, and posttraumatic stress difdi@&H, 2014. Other

potential consequences include academic underachievement, social withdrawal, unwanted pregnancy,
selfharm, and selétigmatistion (Mason & Lodrick, 2012). These personal outcomes can leave
survivors at an economic disadvantage. Adults who experience sexual assault during adolescence
have a lower income according to one U.S. study published in 2000, with a lifetime incontentiefici
approximatey $241,600 (MacMillan, 2000).

Recent years have seen greater prioritisation of sexual violence prevention measures internationally.

This was reflected in the 2014 White House initiative on sexual consent and sexual violence in third

level education in the U.S., with similar initiatives by UK and Australian university governance

associations. In Ireland, the Department of Education & Skills published guidance for Irish higher
education institutions i n Apkrbéi,l w2h0 1cSh tihsr oduegshi gtnhee
violence and harassment. However, less sectoral coherence is apparent in policy strategies to address

the equivalent risks experienced by younger adolescents and the critical need for effective primary
prevention measas that target second level students (Willis, Jozkowski, & Read, 2018). Efforts to

address this are underway, with the publication by the National Council for Curriculum and

Assessment of a review of Relationships and Sexuality Education (RSE) in 2018,,(RTC®).
Behaviour Change Frameworks

Researchers recommend that higlality sexuality education programmes are theoretically grounded
and evidencénformed, focusing on psychosocial and sexual variables believed to have an influence
on behaviour (KirbylLarris & Rolleri, 2006). Several frameworks are available to help design
programmes, many of which draw on concepts such asféekicy, attitudes, and social norms. The
Theory of Planned Behaviour (TPB) (Ajzen, 1985) is awsthblished psychosoci&igory of

behaviour change, extending the earlier Theory of Reasoned Action (TRA) through the addition of
Perceived Behavioural Control (PBC) to account for-molitional behaviour. PBC is defined as the
belief that one has the skills and resources ty @arra behaviour and is closely aligned with

perceivedsele f f i cacy. The TPB identifies the strength



their commitment to perform a behaviour) and their perceived behavioural control as the key
determinants obehaviour. In turn, behavioural intentions are formed through attitude and subjective
norms around the particular behaviour. Subjectiv

judgments held by others.

The TPB has been applied successfullgredict and influence a variety of problem behaviours in
young people, including substance abuse (McMillan & Conner, 2003), contraception use (Gredig,
Nideroest, & ParpaBlaser, 2006; Malcolm et al., 2013; Turchik & Gidycz, 2012), and sexual risk
behavious (Boer & Mashamba, 2005; Hutchinson & Wood, 2007). It has also been used as the basis
for one of the key measures of attitudes to sexual consent among young adults (Humphreys &
Brousseau, 2010). The TPB has been critiqued in health psychology, focénstaialation to its

focus on rational, conscious processes as opposed to implicit, unconscious processes, and as many
applications of the TPB reveal a limited relationship between intentions and actual behaviour.
Nevertheless, it continues to be foundfusin many contexts and its use continues as a basic

framework to help predict social behaviour (Ajzen, 2014).

The role of social norms in the behaviour change process has been further analysed using the Theory

of Normative Social Behaviour (TNB) (Berkaw, 2013) This framework considers how perceptions

of the sociecultural environment influences individual attitudes and behaviours. According to social
norms theory, a personds decision to perfeorm a b
behaviour among their social group (Berkowitz, 2002). Individuals often uodeverestimate the

frequency of behaviours in their peer groups or in society generally. The belief that peers would not
intervene in the case of a potential assault wolilidjate against the individual taking action, even

through they personally believe it is right to intervene. Typically, the goal of a social norms
intervention is to close the 6gapbd between perce

students wh knowledge regarding the actual norm.

There is a large body of research supporting social norms interventions as a useful mechanism to
support behaviour change. For example, bystander interventions on sexual violence that integrate the
TNB into their prgramming have been found to promote greateredttfacy and attitude change in
university students (Berkowitz, 2013). Given that peers are very prominent as social referents for
adolescent sexual behaviour (Brogkann & Furstenberg, 1989; Whitaker & Nit, 2000), social

norms theory is highly relevant to the development of programming targeting young people in

adolescence or young adulthood.
Defining Sexual Consent

As the focus for this review, it is necessary to define and describe sexual consent. In doing so, it is
important to note that the research literature on sexual consent is largely based on studies conducted at
third level institutions with college studerfddacNeela et al., 2018). There is not an equivalent

development of research for second level education settings. Sexual consent is defined by Hickman



and Muehlenhard (1999) as the freely given, verbal orveobal communication of a feeling of

willingness to engage in sexual activity. This definition describes consent as involving both the

internal desire to engage in intimacy (a feeling of willingness) as well as the external act of
communicating oneds coabalsignals. Vetbara naperbal mavicurs or  n o
range from direct, affirmative behaviour (e.qg., talking to a partner about intimacy, asking for consent)

to indirect behaviours such as touching the other person or removing clothing, and passive behaviours
(e.g., notresistingte ot her 6s personds advances). Passive ¢
a person who is in fear or an intoxicated state may not resist yet not intend to communicate the desire

to have intimacy.

That consent is O6fr eaeldw adidwe rs@mallimgisdred damifastoreotn an i
that constrain the ability to make autonomous sexual choices. Barriers to freely given consent include
social, interpersonal, and contextual constraints such as alcohol consumption, physical or emotional
coercion, deception, perceived social norms and obligations, and dersael inequities

(Muehlenhard, Humphreys, Jozkowski & Peterson, 2016). Consent can also be defined in temporal

terms because consent is an ongoing process. Understanding consentragroagns that an

agreement to perform one sexual act does not imply consent for further acts and that consent can be
retracted at any stage. Some early research suggests that men are more likely to view consent as a
discrete event while women are moiely to regard it as an ongoing process (Humphreys, 2004;

Humphreys & Herald, 2007).

Factors that Influence Sexual Consent Negotiation
Communication Norms

Studies show that direct verbal communication is endorsed by third level students as the most

effective mode of consent communication, yet sexual scripts based on social expectations often

prioritise tacit, indirect signals in which consent is +venbal or assumed (Beres, Herald, & Maitland,

2004; Hickman & Muehlenhard, 1999; Humphreys, 2004; JozkowsketRrson, 2013; Muehlenhard

et al., 2016). Samsex couples may be more likely than heterosexual couples to communicate consent
verbally, but indirect, nowerbal consent signals are nonetheless more common overall, regardless of

an individuahttatisexu@Bewmes et al ., 2004, Fant asi
consent communication has been attributed to the widespread perception that direct consent is

awkward, unnatural, and disruptive to the flow of sexual events (Humphreys, 2088tedhard et

al. 2016). Young adultsd consent negotiations ar
are performing, with research indicating that +venbal and indirect cues are most often adopted for

activities such as kissing and gehftandling, while more direct, explicit forms of consent are used

for sexual intercourse (Hall, 1998; Hickman & Muehlenhard, 1999). MacNeela et al. (2018) have

described Irish university students as typically endorsing a range of consent communicaigiestra

from verbal to norverbal consent, and from initiating, assertive forms of consent communication to



passive strategies. They found that male students described using passive consent behaviours to a

greater extent than female students.
Genderedsexual Scripts

According to the Office of the Childrends Commi s
understandings of consent are distinctly gendered. These gendered understmadmgsded on

culturally prescribed gender norms defined by attengstenfile dominance over females. This

unequal power dynamic is best represented through sexual script theory (Simon & Gagnon, 1986), a

model used extensively in sexuality research. Sexual script theory describes heterosexual consent
encounters as being geid by gendered sexual narratives which characterise the male seeking sexual
activity through a dominant, sexual initiator role and the female in the role of limit setter or sexual
fgatekeepero (Jozkowski & Peter s asp&Reeed2084). Jozkov
The normativesexual script positionsien as motivated by a powerful sex drive and therefore always

in pursuit of sex, while portraying women as having a lower desire for sex and as being desired

objects that men pursue. This definitgupports cultural endorsement of sexual double standards,

whereby women are judged more harshly for engaging in sexual intimacy than men would be in the

same situation (Jozkowski, Marcantonio, & Hunt, 2017)

These sexual standards impose an expectatiomdmen not to appear enthusiastic or assertive in

their consent negotiations, for fear of making themselves too sexually available or motivated due to
negative soci al repercussions such as being | abe
dri ved as a s e x oaabeseehinsexial scyippseas afjustificatioreon explanation for
perpetration of sexual violence (i.e., arising f
Rapley, & Hansen, 2006Kitzinger and Firth (199%rgue that gendered conversation norms defined

by female humility create an expectation for women to articulate their sexual refusals indirectly

through the use of gentle, palliative remarks. This normative gender expectation can discourage

women from cofidently asserting their sexual desirédl. of these factors are described by

researchers as fostering an unequal sexual environment defined by heterosexual male sexual

entitlement and female compliance.

Rape Myths
Rape myt hs «c¢an s hdarptandingsofisexyal goresenpancetite siccaptability of

sexual violence. Rape myths are false narratives about rape that seek to divert responsibility for

violence from a perpetrator towards the victim (Lonsway & Fitzgerald, 1994). Common rape myths

include the belief that the perpetrator Adid not me
noo and so the situation cannot be identified as
sexual scripts and roles. Measures of rape myth acmEptessess the degree to which these beliefs

are endorsed by individuals. Rape myth beliefs are associated with perceptions that rape can be the
outcome of miscommunication, and that it is a Vi

sexual deses.



There is some support for Amiscommuoonsensualtséxon t hec

For instance, research has found that in certain instances such as those involving alcohol

consumption, men may ovVer esMenmagdlse praceethwiththesr si gn al
sexual advances foll owing the womanés iinitial re
itoken resistanceo (i .e., resisting so as not to

However, there is growing body of research that miscommunication is an unlikely cause as both

men and women are typically adept at interpretin
use miscommunication as an excuse for more intentional sexual violence gBafEBeres, Senn,

& McCaw, 2013; OO6Byrne, Hansen, & Radley, 2008;
assumption or mistaken belief that a partner wants to engage in intimacy can be checked and

discussed rather than being simply acted on.

Relationship Length

Anot her factor found to influence consent commun
Research suggests that, compared to newer couples, more established couples tend to perceive consent
negotiation as less relevant teithrelationship and make more use of implicit cues (Humphreys,

2007; Willis & Jozkowski, 2019). Caswual, -one off
ups6) can also set expectations that tethaft |l uence s
beliefs about hockips tend to follow a generic social script characterised by implied consent,

intoxication, and an expectation of proceeding to sexual intimacy. These factors can contribute to the
occurrence of unwanted and coerced sexual exyperse For instance, in one study, 80% of unwanted

sexual episodes reported by female students were found to occur in the context efip frbadk,

Daubman, Caron, Asadori an, & DOAurel i, 2007

Taken together, the consent research literature has delsadtiee consent as supportive of positive
sexual development. The research also highlights factors which can serve as barriers to effective
consent communication and can contribute to sexual violence and misconduct. Although there has
been limited develapent of consent education interventions, sexual education programmes have a
potentially important role in supporting young people to balance a norm of affirmative consent
communication with the capacity to challenge the sexual script norms and powetiesdupked to

non-consenting behaviour.
Approaches to Sexuality Education

This section examines international research trends concerning the main approaches to sexuality
education at second level. Traditionally, the two predominant sexuality educatieisrhade been
Abstinence and Comprehensive Sexuality Education (CSE). In more recent years, Holistic Sexuality
Education (HSE) has emerged to include a greater emphasis-pasitvity and pleasure discourses.
Although positive developments in global sality education trends have materialised over the past

decade, programmatic approaches still vary extensively across nations and between regions. Factors



such as religious and political ideologies supportive of sexual abstinence, adequate resource
provision, school ethos, and limited access to high quality teacher preparation haviditas

barriers to the adoption of effective sexuality education approaches (Wellings & Parker, 2006).
Abstinence Education

Abstinence programmes adopt a-segativeframework to sexual health, endorsing the view that
young people should refrain from engaging in sexual behaviour until marriage. The main goal of
abstinence education is thus to delay the onset of sexual intercourse, and is grounded in the
assumption thadolescents will willingly comply with the notion of abstinence until marriage.
Accordingly, abstinence programmes do not provide information on contraception, pregnancy or
STIs, and may teach scientifically inaccurate informati®engelli et al., 2017).

These methods have been viewed by sexuality education experts as ethically problematic, given the
principle that students have a basic right to accurate scientific information on contraception, sexual
reproduction, and freedom from sexual harm. Thesesvaaw supported by extensive evidence that
abstinence programmes are largely ineffective at delaying the initiation of sexual activity, while
having no effect on rates of sexually transmitted infections, HIV or pregriBi€gnso, Guyatt,

Willan, & Griffit h, 2002).In the U.S., where the practice of abstinence education is prevalent, rates of
sexually transmitted diseases and unwanted pregnancy are higher than in most other western
industrialised nations, including European nations where abstinence edistiss common.

Although abstinence advocates argue that education on contraception increases the incidence of
sexual behaviour, there is little evidence to support this @enso et al., 2002; Haberland &

Rogow, 2015).

Comprehensive Sexual Healthugdtion (CSE)

Comprehensive sexual ity eappnopriate, cuttunallyiredlevante c ogni :
approach to teaching about sexuality and relationships by providing scientifically accurate,
realistic, norjudgmental informatioUNESCO, 2015, pl).

CSE challenges the principles of abstinence education in its acknowledgement that some young
people will engage in sexual activity. Consequen
accurate, scientifically sound information on topics suatoagraception, safe sex, and unwanted

pregnancy (UNESCO, 2015; UNFPA, 2014). In positioning the concepts of empowerment,

knowledge, respect, and dignity alongside those of biology and disease, CSE better reflects the

sexuality education standards setloypthe UNFPA (2018). The use of CSE as a mode of sexuality

education is supported by evidence that demonsteéftxstiveness in both delaying sexual initiation

and in supporting young people to engage in safer sexual behaviours (UNESCO, 2009). Accordingly

CSE has received backing from UNESCO in a report of CSE practices (UNESCO, 2015).



Holistic Sexuality Education (HSE)

Holistic sexuality education (HSE) is recognised as an extension of CSE to include a greater emphasis

on theprinciples of sexpositivity, pl easure, and the view of sex as
(Ketting & Winkleman, 2013). The adoption of a geositive approach to sexuality education has

received extensive support from various health professionals and students alike (Hirst,PB13; IP

2010; Pound et al., 2017; WHO, 2010). For instance, a qualitative synthesis of adolescent views on
sexuality education found that UK adolescents desire more information on plbasackaspects of

sexuality (Pound et al., 2017). Similarly, the UK Depeent of Education has emphasised the

importance of incorporating pleasure discourses into sexuality education programmes (Blake,

Emerson, Lees, & Hayman, 2014)

Holistic education differs from other approaches in its emphasis on ongoing as opfdwsefd to

interventions. This resonates with recommendations from international agencies which state that sex
education should be administered from early childhood onward through regular, compulsory class
lessonsPound et al., 2017; UNESCO, 2015; WHO, 20H5E is also distinct in its rejection of
customary fAdeficito concept umakingsTais defeihperspective a d ol e s
is substituted for the view of young people as autonomous sexual beings capable of-dedisign

and with a dese for growth and sexual agend¢ySE has received ongoing support from the World

Health Organization and is practiced in countries such as Sweden, Norway, the Netherlands, and

Belgium, where rates of teen pregnancy are especially low (Wellings & P0Rké), 2

Delivering Effective Sexuality Education
This section describes the key features identified by researchers and health authorities as contributing

to the delivery of effective sexuality education programmes.
Age of Commencement

Researchers recommend that sexuality education should be provided on an ongoing basis and
commence as early as possible (Pound et al., 2017). Ensuring that the course content is age
appropriate is also of key importance for optimising effectiveness (Rt UNESCO, 2015).
Accordingly, tailoring curricula in accordance with the developmental needs of the respective age
group has been endorsed by various health professionals (UNFPA, 2018, WHO, 2010).

Locating Sexuality Education in the Curriculum
Health experts have come to advocate for the use of awbladal approach to sexuality education

in which the values and messages included in the programming are integrated across various levels of
the school environment (Pound et al., 2017; Smith, Btig) Duffy, & Burke, 2013; UNFPA, 2018).
Related strategies include poster campaigns, talks, and the appointment of peer ambassadors. Other
health professionals have expanded upon this recommendation to advocate for the implementation of
sociaecologicalor wholecommunity approaches to sexuality education that extend beyond the

school environment. Sociecological or multicomponent approaches influence behaviour by
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targeting the various |l evels of soci atend nfl uence
outward from the young personbés i mmediate interpyp
towards the community level (neighbourhood, town), and should be supported by public policy

(sexuality education policies, consent policies, low tolezdoc sexual violence) (Dills, Fowler, &

Payne, 2016). Although it is clearly more challenging to research and assess the impact of multi

component and ecological interventions, several researchers describe this approach as important in

producing sustainesbcial change (Scher, Maynard, & Stagner. 2006).

Healthy Learning Environment
Having a safe, healthy learning environment that is conducive to active, open communication is also

identified as being instrumentiawhichyoungpeopladara ng a p
comfortable sharing their thoughts and opinions. This can be achieved by ensuring that class groups

are small, that rooms are not overcrowded, and that the facilitator is capable of fostering a warm, non
judgmental classroom emgnment (Haberland & Rogow, 2015; Kirby, Laris & Rolleri, 2006; Pound

et al., 2017; UNFPA, 2014)

Course Facilitation
A central area of contention in the administration of sexuality education relates to the choice of

programme facilitator (Haberland & Rog, 2015). This is widely recognised as a determining factor
affectingthee f f i cacy of sexuality education delivery, i
willingness to engage with the programme, and the quality of the programme itself (Sahith et

2013; WHO, 2017). Sexuality education experts have therefore come to recognise the importance of
having skilled, weltrained facilitators to optimise programme delivery (Pound et al., 2017; Wellings

& Parker, 2006).

Sexuality education programmeseasustomarily delivered by either a class teacher, a special
designated teacher, an external facilitator, or a combination of Wathir{gs & Parker, 2006).

Studies examining student preferences for sexuality education providers have found that studlents t

to express a preference for facilitation by a virelined external provider over their own teachers
Pound et al.dé6s (2017) qualitative synthesis of a
middle income countries reported that most young people felt uncomfortable receiving sex education
from teachers as they believed it compromised thdit tigconfidentiality. Teachers were also

perceived as expressing discomfort and embarrassment around the subject, as well as being
judgmental and lacking in the necessary training and expertise. Accordimglynthesis concluded

that it was often prefable to support recruitment of external providers to administer sexuality
education programmes. Overall, students believed that sexuality education should be administered by
knowledgeable, approachable, trustworthy, and hityiaiywed experts who valueustent autonomy

and approach them as equals (Pound et al., 2017).
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Structure for Autonomy and Lifgkills Development
Given that the desire for autonomy is of particular importance during adolescence, it has emerged as

crucial that adolescent sexuality edudaon | essons are structured to
and engage with their desire for agency (Pound et al., 2017). The developmenefiicaely is also
identified by UNFPA (2018) as being of particular importance for adolescents. This recdatioe

is in line with the focus of the Theory of Planned Behaviour which identifiegf8iacy as a key

predictor of behaviour change. Interactive, leawcetred sexuality education formats that

personalise information are advocated as an apprepniatiium to foster these qualities (Kirby et al.

2006; Pound et al., 2017; UNFPA, 2014). Researchers have come to advocate for the adoption of a

il skell sd approach to sexuality education that

thinking, confidence, assertiveness, setirth, and decisiomaking (Haberland & Rogow, 2015;
Wellings & Parker, 2006; UNFPA, 2014).

Key Subject Areas
The areas afender inequality, rights, and power have been identified by multiple international

agenciess forming critical reference points for successful sexuality education programming
(UNFPA, 2018; WHO, 2010). This comes in light of research that indicates that sexuality education

f

<

programmes that adopt a fAgendemrsofSdssunwadtedar e mor e

pregnancy, and sexual violence than programmes that do not target these issues (HaBextpvg

2015). Addressing these areas is therefore considered imperative in challenging the root causes of
sexual violence perpetration. Some llieprofessionals endorse the application of feminist and

Freirean frameworks as potentially appropriate for delivering on these issues. Feminist theory
challenges gender inequities by drawing attention to the socially constructed nature of gender and its
central role in upholding a culture of sexual violence, while Frierien frameworks facilitate critical

thinking and questioning of uncontested norms (HabedaRdgow, 2015).
Sexual Violence Prevention Initiatives

To date, research on adolescent sexuatitycation has examined consent as an aspect of violence
prevention, rather than a knowledge or skills base concerned with achievement of positive outcomes.
Much of the research in this area is U.S. based and is framed in terms of adolescent dating violence

This section will critically evaluate the current evidence for dating violence prevention programmes.

Intimate partner violence (IPV) is defined as the perpetration of assault or coercive acts (including
physical injury, sexual assault and emotionakcio®) by a person in an intimate relationship with
another person. Dating violence is a form of intimate partner violence that typically occurs in younger

people in a fidatingo relationship. Datirkg vi ol

to adolescents. These risks and harms include unwanted pregnancy and sexually transmitted infections

(Campbell, 2002; Exnetortens, Eckenrode, & Rothman, 2013), as well as mental health problems

such as anxiety, trauma, and dedirm.
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Adolescents whhave experienced dating violence are also at a heightened risk of becoming
perpetrators or victims of IPV as adul@hjodo et al., 2012 Further, research indicates that
approximately 20% of female adolescents may experience dating violence (Bergn2anahélhat

IPV incidence rates are higher in adolescents than adults, with females between the ages of 12 and 18
being at the greatest risk. Given the magnitude of this issue, researchers have stressed the need for

greater investment into effective pretien measures targeted at adolescent populations.

There is some evidence that schbated dating violence initiatives may be effective in promoting
positive attitude and knowledge changes in adolescents (see Table 1), nevertheless the findings are
incorsistent overall. In an international review of adolescent dating violence programmes in Europe
and North America, it was found that programmes that were of a sufficient duration and focused on
skills building were the most effective in promoting lelegmpositive changes (Leen et al., 2013).
Longterm intervention effectiveness was predicted by the inclusion of behavioural change methods
as opposed to attitude and knowledge change alone. Similar findings emerged from another review of
61 IPV interventionswhich found that longeterm programmes that took place in a variety of

settings had a greater impact on IPV and attitudes than single awareness campaigns or discussions
(Lundgren & Amin, 2015).

A review conducted bpe Koker, Mathews, Zuch, Bastien, and Magoneg2014) analysed the
effectiveness of eight dating violence interventions in the U.S. and Canada. Interventions identified as
producing positive changes in IPV perpetration included Safe Dates (Foshe2@2%), Skills for

Youth Relationships (Wolfe et al., 2009), and Shifting Boundaries (Taylor, Stein, Mumford, &

Woods, 2013). Common features of successful interventions included the use of comprehensive,
multi-setting delivery formats, and lessons datienship skillsbuilding. For example, the U-S.

based Safe Dates programme is comprised of a class curriculum, a student theatre production, and a
poster contest, augmented by community activities (Foshee et al., 2005). By contrast, interventions
that wae not successful in changing adolescent IPV (Ending Violence, Coaching Boys) were

typically shorter in duration and confined to one setting. Overall, the authors recommend that

i nterventions are interactive, usangkilsbuilding of suf fi

opportunities that rehearse positive behaviour change (De Koker et al., 2014).

Although promising, these outcomes should be considered in light of the finding that many
interventions failed to produce positive changes in primary ougscsuch as overall violence

perpetration rates. Further, many intervention studies were found to contain methodological issues in
their research designs, as well as a lack of-tengn follow up outcomes or use of validated outcome
measures (Lundgren & Am, 2014). Therefore, the effectiveness of violence prevention programmes
in producing meaningful changes, including reduced rates of sexual violence perpetration, cannot be
ascertained with certainty (Fellmeth, Heffernan, Nurse, Habibula & Sethi, 20d8gian & Amin,

2014).
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These empirical shortcomings were highlighted in a raatdysis by Fellmeth et al. (2015) which
analysed 38 randomised control trials of U.S. adolescent/young adult sexual violence interventions.
Fellmeth et al. (2015) did not detexty significant positive changes in student behaviour, attitudes,
skills, or in overall rates of sexual violence following exposure to the interventions. Arising from

these findings, the authors highlight the need for more rigorous, randomised cat aiftri

programme outcomes, utilising validated measures as a basis for assessing programme effectiveness

in producing meaningful behaviour change outcomes (Fellmeth et al., 2015).

Overall, these findings signal a need for novel approaches to sexual giplewention, including the
development of more comprehensive curricula that focus not only on reducing negative outcomes but
also on supporting young people with practical skille Koker et al., 2014; Lundgren & Amin,
2014),including positive communi¢en and consent negotiation skills. Further, given the promising
findings in the area of sexual consent and CSE (examined below), it may help to expand the scope of
the course content to include a focus on positive facets of sexual health, tietisng the

capacity of sexual violence prevention programmes to produce meaningfalefombehavioural

outcomes.
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Table 1: Adolescent Sexual Violence / Dating Violence Prevention Progenkmee( et al., 2014

Programme

Description of Intervention

Outcome Measures

Findings

Safe Dates
(Foshee et al., 2005)
Design: Randomised
control trial

Country: US
Duration: 5 months

Theory: Feminist and Social Learning
Teaching approach: Activithased
Topics Dating violence norms; Gender
norms; Conflict management; Perceptio

Harassment and SDV
victimisation /
perpetration
Behavioural intentions
DV and harassment
knowledge

Marginal effects on sexual victimisation
Effects on severe physical pereion
moderated by prior involvement in such
violence.

Primary and secondary prevention effeq
found, programme equally effective
across genders and races.

Programme effects influenced by chang
in dating violence and gendssle norms,
awareness of comunity services.

Stepping Stones
(Jewkes et al., 2006)
Design: Clustered
Randomised Control
Trial

Sample: 1,360 males an|
1,416 females aged 15
26 year

Country: South Africa
Duration: 50 hours; 6 to 8 weeks

Theory: Different behaviour change
theories

Teaching approach: Participatory
Topics: Sex; Contraception; Pregnancy;
safe sex and condoms; communication;
STls and HIV.

Incidence of HIV.
Incidence of HSV2,
Unwanted pregnancy,
Reported sexual
practices,

Depression
Substance misuse

No loweredincidence of HIV.

Reduction in HSV2.

Significant reduction in male perpetratig
of IPV, transactional sex, and problem
drinking at 12 months.

No significant behaviour change in
women. More transactional sex at 12
months.

The Fourth R
Skills for Youth
Rdationships
(Wolfe et al., 2009)

Design: Randomised
control trial

Sample: 1.722 students
aged 1415 from 20
public schools

Country: Canada.
Duration: 21 classes & community
activities.

Theory: Skillsbased.

Teaching approach: Didactic. Single sex
classes

Topics: Personal Safety Healthy growth
and sexuality dating violence. Substanc
abuse. IPV.

Sexual decision making and assertivene

Selfreported PDV.
Physical peer violence
Substance use, and
condom use

Reduced PDV.

Increased condom use 2.5 yelatsr.
Teaching of healthy relationships
enhanced effectiveness.

Shifting Boundaries
(Taylor et al., 2013)
Sample:117 sixth and
seventh grade classes
(over 2,500 students).
Design: multilevel
experimental design
Survey at

(i) baseline

(i) post intervetion
(iii) 6 months post
intervention.

Country: US.
Duration: 610 weeks.

Theory: Theory of Reasoned Action
Teaching approach: Participatory
Curriculum:

Classroom Intervention6-session
curriculum

Dating violence, sexual harassment
consequences for pafpators

Gender constructs

Healthy relationships.

Building-based interventionRestraining
orders, Security in unsafe locations.
Awareness posters.

Topics: Legal consequences of assault.
Gender roles. Healthy relationships.
Bystander skills.

Sexual vicimisation/
perpetration
Behavioural
intentions.

Dating violence &
sexual harassment
knowledge

Students received either classroom, a
building, a combined, or neither
intervention

Building-only & combined interventions
reduced sexual violence victimisation
(post 6 months)

Reduction in sexual violence perpetrati
by peers in the buildirgnly
intervention.

Coaching Boys Into Men
(Miller et al., 2012).
Sample: 973 male
athletes (ages 114,
grades 68)

Design:
Clusterrandomised
schootbased controlled
trial Surveys completed
Baseline (T1), Six weekg
and 12 months after
baseline.

Country: US
Duration:12 weeks

Theoretical Approach: Social Norms
Theory, Theory of Reasoned Action,
Program: Didactic. Athletic coaeh
delivered

Topics:

1) Healthy relationsp behaviours,

2) expose myths of male sexual
aggression. Gender equality

3) Male bystander intervention.

Positive bystander
behaviours
Recognition of what
constitutes abusive
behaviour,

Intentions to intervene
Gender equitable
attitudes

Reduction in sexal
violence perpetration

Significant increase in intervention
athletes intentions to intervene and in
positive bystander intervention self
reports relative to control subjects.

No significant changes in gender
equitable attitudes, recognition of abusi
behaviours and DV perpetration.

More positive outcomes for intense
intervention group.
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Relationships and Sexuality Education (RSE) kP Rwostry Irish Schools

A number of stus have been conducted recently to research Relationship and Sexuality Education
(RSE) in Irish Primary and PeBrimary schools (Keating, Morgan, & Collins, 2018; Nolan, 2018;
NCCA, 2019). This work has been prompted by a growing demand from Irish &edltfovernment
bodies for a reform of the current RSE curriculum, given that it has not been extensively reviewed
since its introduction into the Irish school curriculum in 1995. A scoping assessment of RSE in
Ireland published by the Oireachtas addresisedheed for the RSE curriculum to attend to
contemporary subjects such as cyberbullying, consent, sexting, and LGBTQ issues (Nolan, 2018). The
report also identified the importance of ongoing consultation with the views of young people in the
process oturriculum development. Arising from their analysis, the authors recommended the
adoption of a wholeschool based approach to RSE that is grounded inpasdtive, holistic

framework.

A further background report of current RSE standards was conduckeehking et al. (2018) to

provide the context for a landmark NC&&d review of student and educator experiences of RSE.
The preliminary report identified teacher confidence and competence as central challenges in the
existing provision of quality RSE. Keshortcomings were identified in pservice and ircareer
professional development opportunities, adequate resource support, and the priority of RSE in the
school curriculum. A significant variation was noted in the quality and delivery of RSE (Department
of Education & Skills, 2009, 2013), which was attributed to the flexibility of the RSE curriculum and

the consequent tendency for teachers to avoid highly sensitive subject areas within the curriculum.

The Catholic ethos maintained by the majority agHrpostprimary schools has been identified as a

challenge in the provision of comprehensive RSE programming. Researchers have raised concerns

that a religious ethos could adversely impact the decision to teach certain RSE subject areas deemed

to conflictwith the ethos (Keating et al., 2018). The ambiguity surrounding this issue has been

described by some teachers as creating uncertainty around appropriate teaching materials. Further,
although the school 6s RSE polsioctheissug of schaplethas,ed f or
many teachers have expressed dissatisfaction with the documentation available to support RSE policy
development (NCCA, 2019). Accordingly, experts have come to identify the implementation of clear,
supportive RSE policy guélines as a priority, developed in consultation with the wholeol

community.

A comprehensive report on Relationship and Sexual Health Education was released by the NCCA in
2019. It represented the culmination of an extensive consultation processectbr, exploring the

RSE experiences of thousands of Irish students, teachers, parents, and stakeholders. The report has a
primary focus on the areas of RSE planning, programme delivery, support materials and resources,
and pathways for professional @édspment. Overall, the findings of the review were consistent with
international literature and prior national studies (Mayock, Kitching, & Morgan, 2007), with strong

agreement across cohorts regarding the instrumental role of teacher competency ivettyeodiel
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effective RSE. Students specifically endorsed teacher opennegadgemental attitudes, and

confidence as imperative to the success of programme delivery.

Teachers and stakeholders were critical ofgaerice and irservice professional desment
opportunities, which were considered to | imit te
competencies. Some feedback advocated for the development of a professional masters qualification

in RSE as a means of enhancing teacher confidence padis& and enhancing the status of RSE as

a subject discipline. Students expressed a similar interest in programme facilitation by a teacher with
specialist knowledge in the area of sexuality. Respondents also criticised inconsistencies in

programme prowion and quality, consistent with the findings cited in prior studies internationally.

Student responses clearly point to the conclusion that RSE has not adequately met their expressed
developmental needs for life skills and relational knowledge. Studetitssed the perceived focus

on biology and risk prevention, at the expense of the positive and emotional facets of sexual
development including healthy relationships and consent. These views echo earlier Irish studies in
which a majority of students de#hed their RSE education as being overly influenced by biological
perspectives (Alliance Review, 1999).

In light of the findings, the authors advocate for the adoption of a velobieol approach to RSE that

is holistic, developmentally appropriate, ingike, and student centred. In order to meet these

standards, the authors endorse the development of clear curriculum guidelines, ongoing opportunities
for professional development and interagency collaboration, as well as the priority of a revised,

accredied SPHE curriculum developed in consultation with parents and young people.

Sexual Consent Education in Third Level Institutions

Given the lack of empirical literature directed towards the area of sbhsell consent programming,
this section providea critical analysis of collegeased sexual consent programming. Findings in this
area offer insights on the development and evaluation of effective dud®ed consent training
programmesPersistently high rates of sexual violence recorded in U.S. college student research over
a period of decades prompted a growing demand by student advocacy groups, health officials, and
government bodies for effective, evidedzased sexual violence prew®m measures appropriate for
student populations (ACHA, 2016; Campus SaVE Act, 20b&; White House2014; NCCA, 2019;

UUK, 2016).As a consequence, there has been a surge in affirmative consent policies and-activism
based sexual consent programming ollege campuses. Campaigns suclassent is Sexiwills

& Duncan, 2018)Pefine Your LingOrtiz & Schafer, 2018), anldHeart Consen{NUS Women)

have embraced the principles of affirmative consent to address high rates of sexual violence and

support yaing people to express their sexuality in a way that fosters respectful relationships.

Affirmative consent interventions are intended to empower students who engage in consensual sex by
promoting clear, assertive consent communication, usually basedbah steategies. These

principles are encapsulated in the fAiyes means Vye
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familiar presence on university campuses over the past decade (MRiche2016). However,

campus consent campaigns that focus excllysore promoting clearer communication have been
criticised as overly simplistic, in light of evidence that sexual violence is rarely a result of
miscommunication (Burkett & Hamilton, 2012; Beres, 2010; Beres et al., 2013). Another criticism
made of the eXjzit communication approach as the sole solution to sexual violence is that it is overly
narrow and does not adequately address contextual factors such as gendered sexual norms, sexual
scripts, drug use, and alcohol use, all of which complicate or disegy given consent (Burkett &
Hamilton, 2012; Johnson & Hoover, 2015).

Consequently, in a review of current sexual consent education on U.S. college campuses, Jozkowski

and Humphreys (2014xvocated form sociocultural approach to consent that addscgwe

underlying determinants of sexual violence, including power, gevad inequities, rape myths,

and social normg€Ensuring that interventions address both genders as equally responsible parties in

the consent process is believed to be instrumémtatervention success (Jozkowski & Humphreys,

2014). In this way, the reinforcement of gendered sexual norms defined by female gatekeeping could

be avoided. In terms of consent intervention delivery, researchers advocate for ongoing initiatives that
extend across multiple levels of the campus ecology (Jozkowski & Humphreys, 2014). This echoes

the 6whole institutiondé approach identified in r
recent Department of Edufcrmdimmeworknmd tSkat |lenyi29d®9
facing initiatives, policy development, and organisational culture change in how consent and sexual
violence prevention is approached. Nevertheless, while the conceptualisation of consent among

college students isell developed, there is limited evidence on specific consent interventions.

There is some evidence that sexual consent interventions can produce positive changes in student
understandings of consent. For instance, one randomised control study exarhighgexual

consent presentation compared three groups of students on consent knowledge and attitudes following
exposure to either one or two 15 minute interventions (Borges, Banyard, & Moynihan, 2008). The
findings revealed that that both interventiongrs displayed positive changes in knowledge and

attitudes towards sexual consent compared to a control group who received no intervention, with the
30 minute intervention producing the greatest outcomes (Borges et al., 2008). Relatedly, another study
exanining the influence of an interactive, participatory student sexual consent workshop produced
significant positive changes in student consent preparedness and positive attitudes to consent
(MacNeela et al., 2018).

Although preliminary, these findings dratention to the potential of sexual consent programming as

a strategy for promoting positive changes in student sexual attitudes and knowledge. In light of these
findings, there has been extensive advocacy for the extension of consent programmingpttéeseto
school populations. Providing adolescents with consent education at an earlier life stage, ideally
before they are sexually active, is identified as crucial to shift the focus from risk reduction towards

primary prevention of sexual violence (@ffe of t he Chi | dr e WBKs20IB mmi ssi o
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Sexual Consent Education At Second Level

Situating Consent in Sex Education
A report published by the U.Kased End Violence Against Women Coalition (2011) states:

Consent should be the bedrock for all sexual health education. Without this foundation it is
impossible to ensure that every student is safe in their school environment or to effectively

tackle attitudes that condone and normalise violence against wordegir&(p. 16

In recent years, numerous health authorities have come to identify sexual consent as forming a central
feature of effective, comprehensive sexuality education programming (HM Government, 2014; Pound

et al., 2017; UNFPA, 2014). Sexual cortseducation is viewed as essential, not only in safeguarding

young people from harm but also in affording adolescents with the requisite skills and values with

which to cultivate positive, pleasurable sexual relationships built on the principles ofyegndlit

mut ual respect. Educating adol escents on respect
means of fostering shared societal values that support young people to exercise their sexual autonomy
without fear of shame or judgment from others (IPRE; UNFPA, 2018).

Notwithstanding these recommendations, there is a limited evidence base with regard tbaszuol
sexuality education programmes that directly address positive sexual consent skills (WHO, 2010). For
instance, in a recent review of sttihg sexuality education programmes in the U.S., it was revealed

that although many sexuality education programmes address areas related to sexual consent such as
building healthy relationships and exercising boundaries, consent is rarely mentioneXlecan

subject area in the curricula (Willis et al., 2018).

Sexual Consent Education Programmes

A report published by the UK Department of Education on sexuality education standards states that
relevant programmes should include lessons on sernaknt law, positive consent communication,
consent negotiation skills, and relationship equality (Blake et al., 2014). The report reaffirms the

i mportance of delivering consent training that
2014, p9). A morecomprehensive guide on schdiaised sexual consent training was recently
developed by the Uased Personal, Social, Health & Economic Association (PSHE, 2015). This
programme situates consent in the context of healthy relationships defineduay regpect and

reciprocity. A spiral curriculum is adopted, in which lessons progress from the areas of sexual consent
in the law, towards more specific, skiblased areas including how to avoid making assumptions

about consent, how to withdraw conseuminsent in relation to the media, and victim blaming. The
programme aims to foster life skills such as communication strategies and ways of identifying and
challenging unfounded social norms perceptidtaberiand & Rogow, 2015; Wellings & Parker,

2006; Paind et al., 2017; UNFPA, 2014).

UNFPA (2018) have developed three evidebased comprehensive sexuality education curricula
tailored for specific age groups. Although these are guidelines rather than implementation packages,

they advocate for integratirgpnsent content into mainstream programming. For instance, the
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curriculum developed for 157 year olds includes an assessment of sexual consent and bodily
autonomy as part of Topic 4 on fAViolenceodo. Topic
examination of the components that constitute effective consent communication, and Topic 2
(AValueso) includes information on the age of co
complemented by other topic areas that explore sexual violencanpioevand gendelbased violence

awareness. Overall, thetérnationallTechnicalGuidanceon SexualityEducation(ITGS) curriculum

situates sexual consent across various dimensions of sexual health, both positive and negative. In this

way, the curriculum icorporates consent into holistic sexuality education programmes by identifying

how the coverage of standard topics can be enhanced with reference to consent.

There is a small number of empirically evaluated sexuality education initiatives that incorporate

sexual consent education into their programming methods. These analyses, given their largely positive
outcomes, provide preliminary support for the inclusion of consent as part of a comprehensive
sexuality education package. For example, the Sexualitgefida Initiative (SEI) Contantine et al.,

2015)is an American rightbased sexuality education initiative that includes a lesson on sexual

choice and coercion in whidonsent communication and boundaries are addrdssedtudy

assessing the impadtthe programme on nintgrade students at 10 high schools (N=1,750), the

findings revealed that the intervention group displayed more positive attitudes about their sexual
relationship rights, better sexual communication and better relationships witispasewell as

increased seléfficacy postintervention compared to the control group. However, no significant

differences were detected in communication with sexual partners and intentions to use condoms.

A malefocused Kenyan sexuality education pagme includes an4idepth lesson on sexual

consent which focuses on defining consent, consent communication skills, and its relationship with

gender normgKeller, Mboya, Sinclair, Githua, & Muling&015) A study examining programme

effectiveness on makedolescent attitudes towards women, their rape myth acceptance levels, and

selffr eported behaviour detected a significant 1incr
towards women and in their active bystander behaviour relative to the amoupl These findings

were maintained at multiple follow ups.
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Table 2Empirically Evaluated Sexuality Education Programmes That Address Consent.

Initiative (SEI)
(Contantine et
al., 2015)

Sample: Ninth
grade students
at 10 high
schools.

1,750 students
(N=934
intervention, N =
816 control).

Theory: Rightdased approach. Multi
component (curriculum; parent education
workshops; peer advocate program, sexual
health services).

Didactic approach: Interactive, group based.

Goal: Improve sexual and reproductive health o

low-income, primarily Hispanic and African
American adolescents in LA higithools.

Topics: Socialred Media Messages. Gender Ang

Identity. Relationships. Sexuality. Sexual and
Reproductive Anatomy. Pregnancy. STls and
Safer Sex. Contraception. Sexual Choice and
Coercion y Ot @ / 2yasSydy
responsibility to ask Decisioamaking.

i K

Programme Description of Intervention Outcome Measures Findings
The Sexuality Country: U.S. Attitudes about rights in Intervention group showed greater
Education Duration: 12sessions. sexual relationships. knowledge about sexual health and sexua|

Communication about
relationships, rights, and
sexuality with parents and
partners

Sexual health knowledge
Sexual Selefficacy

Condom use intentions
Sexual health information
Awareness of sexual and
reproductive health services

health services, more positive attitudes
about sexual relationship rights, better
sexual communication and better
relationships with parents, increaseself-
efficacy posttest (compared to control).
No significant differences between
intervention and control in (i)
communication with sexual partners, and
(ii) intentions to use condoms.

Your Moment of
Truth (YMOT)
(Keller et al.,
2015).

Design:
Intervention and
control group.
Assessed at
baseline and 9
month follow

up.

Sample: 1,543
adolescents

Country: Nairobi, Kenya.

Duration: Six 2hr sessions.

Theory: Bystander & feminist theory.
Didactic Approach: Skilbased. Participatory.

Goal: Reduce ratesf gender based violence via
FGGA G

AYLNRGAY3 YSyQa
increasing proactive bystander behaviour.

Topics: Skills building. Bystander theory and
skills. Empathy buildingConsent: define and

understand sexual consent, rape myths, conse!

communication skills Role play to reinforces
skills.

Attitudes Toward women.
Endorsement of rape
myths.

Intervention behaviour
(Post intervention).

Intervention group showed a significant
increase in positive attitudes towards
women and in bystander beawiour
relative to control.

Sustained at multiple follow ups.

Table 3. Model Sexuality Education Curricula that Incorporate Sexual Consent.

Programme

Details

Curriculum Topics

Itos Al

International Sexuality Group (2011).

Audience:Lateadolescents 187

One

sessions.

Centred

Country:Tailored for a global audience
Duration Each activity=One/two 40 minute

Theory:Rightsbased. Freirean Pedagogy.
Didactic approachParticipatory. Learner

Goal: Increase decision making ability, abilit
to exercise human rights, critical thinking,
seltefficacy, agency, sexual wellbeing.
Reduce sexual violence, unwanted pregnan
STls, unintended pregnancy.

rights.

Sexual health and wellleing require human

Gender.
Sexuality.

Interpersonal relationshipactivity number
25: the matter of consent.

Communication and decision making.
The body puberty and reproduction.
Sexual and reproductive health.

Advocating for sexual health, rights and
gender equality.

UNESCO CSE
UNFPA, 2018.

Audience

Adolescents 187.

explore.

Country:Globally applicable.
Duration:Not specified.

Theory Rightsbased.
Didactic ApproachLearnercentred.

Curriculum:Spirakcurriculum approach.
Knowledge, attitude, and skills building
activities integrated into each lesson.

Goal: Provideinformation about various
aspects of sexuality. Allow young people to

Relationships.

Values, rights, culture and sexualijge of
conseny

Understanding gender.

Violence and staying saf&énefits of
consent. consent & gender).

Consent communidtian.
Factors that impede effective consent.

Skills for health and welbeing Consent
communicatioh
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The human body and development.
Sexuality and sexual behaviour.

Sexual and reproductive health.

Taken together, these findings give credence to the view that sexuality education programmes which
explicitly relate to consent may enhance positive outcomes in student attitudes and overall sexual
wellbeing. However, no definitive conclusions can be drgivan their preliminary nature.

Accordingly, more targeted empirical evaluations that directly examine the area of sexual consent are
required in order to establish the key components and approaches that constitute effective consent
education.

Conclusion

In summary, sexual consent has been identified by sexual health researchers and policy makers as an
area that has not been adequately addressed in dxsma sex education to date (Blake et al., 2014;

HM Government2014; Wellings & Parker, 2006; Pouatal., 2017; UNFPA, 2014; Willis et al.,

2018) The findings from this review reveal that the sex education programming research is still

firmly rooted in the area of violence prevention. Sexual consent programming is endorsed by health
professionals as@otential vehicle for enhancing the effectiveness of sexuality education

programmes, given its dual role in the development of healthy, pleasurable relationships defined by
mutual respect and in safeguarding potentially vulnerable individuals from haitiis @/al., 2018).
Moreover, while existing consent programme outcomes appear promising, these evaluations are
largely confined to camptsased interventions with only a handful of studies investigating consent

programming in school settings (Contantéteal., 2015Keller et al., 2015).

Furthermore, given that adolescents are at a heightened risk of experiencing sexual violence and that
high-quality sexual consent education can function as an effective primary prevention tool, health
professionals haveome to highlight the potential benefit from engaging young people with sexual
consent training during adolescence (Mulford & BlachiBamner, 2013; UUK, 2016; Willis,

Jozkowski & Read, 2018). More empirical research is needed to address a lack of rigogousy
monitoring of programme outcomes in schbaked consent training and dearth of eviddrased

sexual consent interventions tailored for adolescent school populations (Muehlenhard et al., 2016;
WHO, 2018; Willis et al., 2018).

The Irish NationalCouncil on Curriculum and Assessment (NCCA, 2019) identified the area of

sexual consent as a key priority in the provision of gjghlity relationships and sexuality education

in their recent review, whil e atdrestonreedivipdhblistg ht i ng
RSE that moves beyond biological approaches. This evaluation study aligns with these interests by
assessing both positive and negative aspects of sexual health as topics covered in the Manuela
Programme. Iencompassing bottopitive and preventative facets of sexual health, the Manuela

Programme is consistent with international best standards which advocate for a holistic sexuality
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education framework. This evaluation will help support the emergence of a more comprehensive

understanding of effective schebhsed sexuality education programming.

Chapter 2: Methods

Design

The independent research evaluation of the Manuela Programme employed a mixed methods
approach, with the aims of assessing the programme impact quantitatided§ studying the

processes and sustainability of the programme using qualitative strategies. Two questionnaires were
compl eted by students to assess changes i n young
Programme questionnaire prior to thregramme and a Post Programme questionnaire at the end of
the programme. The key variables in the questionnaire included the endorsement of particular sexual
consent communication strategies, attitudes to consent, perceptions of rape myths, pornography and
sexting, and skills for negotiating agreement / boundaries. A waitlist control design was employed to
compare the effects of the intervention with a group of students who did not receive the Manuela
Programme between completing the pre and post questiesinBhe control group received the

Manuela Programme after completion of the second questionnaire.

The gualitative component of the evaluation captured the perspectives of students, project workers,
teachers and other stakeholders on aspects of the MdPmagramme. These were facilitated through

focus groups, participatory workshops, and individual interviews. Further qualitative data was

gathered using text boxes in the Post Programme questionnaire completed by the students. Fidelity
records were kepiy the project workers in respect of the implementation of the Manuela Programme
curriculum with each class of students participating in the evaluation. Fidelity record forms provided
information about the extent of amendments or deviation from the prograiihe context of

programme implementation was further assessed through an analysis of a sample of school policies on

sexual health education.

The Manuela Programme comprised 6 x 2 hour sessions with learning activities specified for each

session. Thesare outlined in Table 4 below.
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Table 4. Manuela Programme Content and Learning Activities.

Session

Learning Activities

Session 1: Consent

Introductions & Contract
Hopes and Fears
Shake Hands

What is Consent?
Walking Debate
Scenarios

Session 2: Sexualiolence

= =A|=A=A=a=a-8=8

Defining Sexual Violence

Why Do People Commit Sexual
Violence?

Impact of Sexual Violence
Responding to a Disclosure
Why Do We Have Sex?

Session 3: Healthy & Unhealthy Relationship

Lucydés House Part
Healthy vs. Unhealthy Relationships
Optional: Case study

Session 4: The World You Live In

Influences in My World

Gender Stereotypes and Positive
Masculinity

Take My Picture

Sexting

Session 5: Healthy Boundaries

Pornography
Boundaries

Feeling No, Feeling Yes
Now Me, Future Me

Sessior: Prevention & Integration

A=A A=A =2 =4 =2 ===

Consequences

Positive Powerand Prevention
Walking Debate (optional)
Wrap it Up

Caring for Me

Evaluation

The programme was designed to be facilitated rather than taught. Facilitators were expected to
position themselves axtively engaging with the students to explore the key concepts rather than

presenting didactically on a curriculum to be learned. The key pillars of programme facilitation were

documented as awareness, consent, respect, and safe boundaries. Proglisemne/aelto be

underpinned by the values of:

1 Respect.

Dignity.

Right to be different.
Social justice.

Personal safety.

=A =4 =4 4 -4 =

The right to opt out.

Right to healthy relationships and positive sexual health.
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Recruitment and Participants
Project workers securedjyreement from schools in the first instance to recruit students to the

evaluation. Schools were provided with an information sheet outlining the purpose of the evaluation
and what it would involve for the school and for the pupils. Schools who agreaditipate gave an
information and consent form to the students who would be participating in the Manuela Programme.

The project workers collected the consent forms prior to distributing the questionnaires at the start of
the first session of the ManueleoBramme. Only students who returned a consent form signed by
themselves and a parent were permitted to complete the questionnaires. This did not prevent students
receiving the Programme. Students in the intervention group completed the Pre Programme
guesionnaire during the first session of the Manuela Programme and the Post Programme
guestionnaire during the last session. Students in the control group completed the Pre Programme
guestionnaire during school time and the Pre Programme questionnairebagaialks later. They
commenced the Manuela programme subsequent to completing both questionnaires. The Post
Programme questionnaire comprised the same questions as the Pre Programme questionnaire but with
additional items to assess satisfaction with tlogamme overall and each element of the

programme. In addition, items were included to explicitly assess the impact of participation with
reference to each of the programme objectives.

The project workers negotiated permission from a school to run adooug on a specified date. The
project workers distributed the focus group information sheets and consent forms during the third
week of the programme and encouraged the students to participate. The focus group went ahead as
scheduled if a minimum of eigbhbnsent forms signed by both a parent and the student were returned

to the teacher or the project worker by the fifth week of the programme.

Project workers were asked to complete a fidelity record in respect of each class participating in the
evaluationor to request a facilitating teacher to complete the form. These fidelity forms provide

information about the extent of amendments to the programme or deviation from it.

Student Participatory Focus Groups
The purpose of these workshsgyle focus groups &s to use small group and consensus exercises to

explore: 1) What the Manuela Programme means for young people in the context of growing up in
Ireland, 2) How the Manuela Programme could impact the lives of young people, 3) Student views on
the content anthcilitation of the Manuela Programme, and 4) Suggestions for future implementation
and development of the Manuela Programme. Students were also consulted for their views through

the inclusion of text boxes in the Pre and Post Programme questionnaires.

Thirteen participatory focus groups were held in schools across the country. A total of 134 students
took part in them, with numbers in each group ranging from 8 to 24. The workshops took between 40
and 60 minutes to complete. The group process was desigtheah emphasis on small group,

consensudased tasks in line with the principles of participation, equity and empowerment.
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The focus groups comprised three stages. The fir
programme and sought their @k for its further development. Each student was given colourful Post

It notes and was asked to write down what they t
Manuela Programme. They were asked to write one comment per Post It and to use as nitany Post

notes as they needed. When they had finished writing their comments they put the Post It notes onto
oneoftwoflipc hart pages which were stuck onto the wall
about the Manuela Programmedoandoogeowas flaadwor
facilitators used these comments to frame a discussion with the students asking them to elaborate and

discuss the comments made.

In the second stage of the focus groups students were given small pieces of coloured castidad ask

write one idea per card corresponding to a potential impact that the Manuela Programme could have

on young people. The facilitators collected the cards, organised the students into groups of four to five
and distributed the cards randomly betweergtioeips. Working in their small groups, students

collated the cards which they had been given into groups of similar ideas and labelled these groups.
Thus, each group devised themes based on the cards they had been given. Card responses that
studentscould ot f it i nto any of their chosen themes we
by the facilitators. Each group was then given a sheet of flip chart paper with a matrix or web drawn

on it. This was introduced nalkgroaps,Stidents werd askedite a s 0 .
choose the theme which they considered to represent the most important impact, and to place the

cards comprising this in the centre of the Web. Through discussion in the groups students worked
outward from the centre tfie Web to note down the ways in which the Manuela Programme could

bring about this impact and how this could be supported. Each group presented their Web to the

whole group.

Students were then invited to help themselves to refreshments provided kyjlifa¢ois and to

return to their seats. The refreshments included cookies and water and drgkitgstion. During

this third stage of the workshops the facilitators encouraged to students to further discuss aspects of
the Manuela Programme which thegnted to elaborate on or which had not been previously covered
and to give advice about the future of the programme. Audio recordings were made of group
discussions. The findings from these participatory consultations are presented under four themes

(facilitation, content, activities and structure, impact and recommendations for the future).

Quantitative Data and Data Analysis
The results chapter sets out descriptive and inferential statistical analysis of the Pre Programme and

Post Programme data collecittoss the Manuela Programme and waitlist control group participants.
The descriptive analysis is used to familiarise readers with the main characteristics of responses to
each standardised measure included in the questionnaire, along with a break dewddnand

group, and an illustration of data trends through the use of individual items. The inferential analysis is

used to test the hypotheses that participants in the Manuela Programme would report higher levels of
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positive, active sexual consent doder levels of negative endorsement of rape myths and gender
stereotypes, relative to the control group. The inferential analysis was performed using General Linear
Model univariate analysis of variance (ANOVA) on Post Programme responses to eachafithe m

study variables, controlling for Pre Programme scores and gender.

Qualitative Data and Data Analysis

The qualitative interviews were conducted by an experienced qualitative researcher and digitally
recorded. The teacher and stakeholder interviews tnaarscribed verbatim by a professional
transcription company. The researcher who conducted the interviews transcribed the student focus
groups. All interview transcripts were anonymised. The data was analysed thematically according to
the guidelines of Bran and Clarke (2006). After thorough familiarisation with the data, initial codes
were generated and these codes were collated into higher order themes through an iterative process.
The rigour and quality of the analysis was enhanced by discussion bétdagemembers during the

analysis phase and through rtaking within the research team.

Ethical Issues

Ethical approval for the study was granted by the Tusla Child and Family Agency Research Ethics
Committee. Written, informed consent was given by treipts of the students and written assent was
given by the students themselves prior to the st
gualitative aspects of the evaluation. Signed consent was given by all individuals who participated in
faceto-face qualitative interviews. Consent to participate and to aedirding was recorded at the

start of telephone interviews. Electronic data was stored on a password protected computer. Paper

based data was kept in a locked filing cabinet. Interview r@ugsdvere sent to the transcriber under

encryption and the transcripts were returned as encrypted files.

Questionnaires

The guestionnaire was developed to reflect the distinct aspects of the Manuela Programme including
the meaning of sexual consent, sexualence, skills for negotiating agreement and boundaries and
pornography and sexting. A mapping exercise was undertaken to ensure that the programme
objectives were represented in the questionnaire by use of established measures that have been tested
in the academic literature. The questionnaire was piloted with 37 students in a school who had
completed the Manuela Programme in the previous academic year. In response to their feedback, two
of the measurement scales were removed from the survey andghadann a number of the

guestions was simplified. We concluded that this represented the best compromise between having a

comprehensive measure while ensuring that completion of the measure was feasible.

The decision was made not to ask about sexualtatien in case privacy of responses was
compromised during questionnaire completion in the classroom environment. Participants were

further protected by not including items on experiences of sexual intimacy or sexual misconduct.
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Besides demographic itema gender and age, the common measures across the Pre and Post

Programme questionnaires comprised:

The Sexual Consent ScalRevised (SCSR; Humphreys & Brousseau, 2010which measures an
individual 6s beliefs, atti tsexdatconsenteshodidbdeandsyvi our s
negotiated between sexual partners. Twostdles were included, on perceived behavioural control

(which largely focuses on perceived barriers to active consent) and on awareness and discussion.

These were selected to asseether potential barriers to engaging in active consent would be

impacted by the programme and if perceptions of peer acceptability and discussion would increase.

The Consent Preparedness scale (MacNeela et al., 2008} originally designed to assélse
impact of the SMART Consent workshop for third level studentoritains six items based on
perceptions of sekfficacy and personal ability to talk about sexual consent.

The Consent To Sex Scale (adapted, Jozkowski & Peterson, 20ihich assessest udent sd cue.
for indicating consent to sexual intimacy. It contains-scidiles that reflect distinct forms of consent
communication. Respondents indicate their agreement or disagreement that they would use each form

of communication if they intended tmnsent to sex. The verbal and passive behavioural intention

subscales were used to present a form of consent communication that should increase through the

Manuela Programme (verbal consent) and a form that should decrease (passive).

The Measure of the Heterosexual Script and Its Relation to Television Consumptiofadapted,
(Seabrook et al., 2016which measures levels of endorsement of the heterosexual script including
the sexual double standard, courtship strategies and commitment strategies. Taeatesuwkere
used to assess whether programme participants would show evidence of reduced endorsement of

heteronormative scripts.

The Updated lIllinois Rape Myth Acceptance Scale. (McMahon, 2010)hich aims to understand
attitudes and beliefs around sexassault and can be used to assess general rape myth acceptance.
The scale contains a number of dales and was used to assess whether endorsement of false

gendered beliefs about rape would decrease following the programme.

Porn & Sexting Items (Dawson,2019)\whi ch ai med t o expl ore student s
perceived realism of mainstream porn. These items assess whether students believe that pornography

content reflects intimacy as it actually takes place and the acceptability of sexting.

FidelityRecords
Project workers were asked to complete a dfideld]

the fidelity record was firstly to assess if the programme was delivered as intended, and secondly to
enable project workers to document studesponses to the modules and note any difficulties which
arose during the programme delivery. Fidelity records from tBirtylass groups were returned,

containing varying levels of information in addition to the content covered.

28



The group sizes rangéem 15 to 28 students. Two hours per session were allocated in most schools
to the Manuela Programme; however in five instances the allocated time was 90 minutes, in five
instances it was 80 minutes, and in one instance 75 minutes were allocated ger ®essgroup

was scheduled to receive the programme in one hour sessions oweeakl@eriod.

Figure 1 below shows the extent to which the content of Session 1 and 2 were fully or partially

covered. On many occasions the project workers reportechtéhahad made timing adjustments to

the sessions. If students were particularly engaged with a module the project workers would let it

continue longer than the allotted number of minutes and, if necessary, return to other modules in later
sessions. Likewisesome modules were completed in less than the allocated number of minutes and
appropriate adjustment s wesexting debaleavert an muchlengast her n
and 6t ake my p) RFoGthewappse of this repoft, medulesweére included as

completed if they were covered at any point during the programme. Modules were also included in

this calculation if they were partially completed according to the fidelity record.

The Pre Programmguestionnaire for the evaluation was completed by the students in the first session

and the project workers noted that this restricted the time that they had to cover all the material in the

first session. Only a few classes used the scenarios and justatithe classes did a walking debate

in Session 1. Three of the five modules in Session 2 were covered in all the classes and a fourth was
covered by al most al | the cl asses. However, t he
than half the grops. One project worker did not deliver this module to any group and explained that

they ran out of time on each occasion.

Project workers included a number of comments ab
one that stated that the students felatt t h e mabityungpalf owads h@m. Ot her <co
this modubeemanhctodédniish withRhngdlee®ertshismmg df unt ffcerl

Figure 1: Content Covered in Sessions 1 and 2

Session 1: Content Covered SeSSion 2: Content Covered

Scenarios [l 19% Why do people commit sexua
violence

|

100%

walking debates | 56%

Impact of sexual violenc 100%

What is consent [ NG 94%
Shake hands | 047

Responding to a disclosur 100%

Hopes & Fears [N 89%

Why do we have se 42%

Introduction & Contract ||| N S 100%

N
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Figure 2 presents the coverage dateéSession 3 and 4. The two key modules in Session 3 were
covered in all classes and the option module was covered in more than half the classes. The project
workers included many comments about Lucydés Hous
feltt hat the informati on waysaheadobthisl. atHo wawveé rt, hdthet loe
comments were very positive about this module, for example:
Engagedwith film, great to see female perpetrator
Found Lucyds House pandteg towhatadolescenissamal |y ef f e
experience socially. The video clip was really good and showed different scenarios which
would be beneficial to the whole group. Loved Red Flags and had questions for first time
In particular, project workers noted that thdeo prompted much discussibrand some argument,
which some project workers used to introduce other parts of the Manuela Programme:
I'n Lucybés House Party discussion 2 boys insi:
innocent when the other studestsd obviously Simon raped Lucgood discussions and
very manageable in small group but also because it is so small the two strongest personalities
- one boy, one girl, tried to turn parts into a boy vs girl type discussion. So we talked a bit
about gendr stereotypes in the session as well
fiHeal thy vs Unhealthy Rel ati onshirpaygetimtas achals cr i b
one that results in a lot of learning for the students
In Session 4, one module was covered in all the classah@apther three were covered in most
classes. The fidelity records demonstrate the diversity of responses of the students to different
components of the programme and the extent to which the project workers were required to exercise
flexibility and to talor each component to different classes:
We discussed jsexting],t hey di dndét want to do wal king det
multiple talks on it before so we talked about the important pieces
A number of comments were included about the gestdeeotypes module, some of which noted that
the students engaged with the topic but others which indicated some resistance or disinterest in this
topic on the part of the students:

Gender piece was somewhat flat. We covered it but very little interdiciiorthe class

No interest in the gender stereotypeso st f el t it was not an issue
it
Really hard sell on the gender stereotypes and positive masculinity. Seems to go over the

majority of the lads
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Figure 2: Content Coveredsassions 2 and 4.

Session 3: Content covered Session 4: Content covered

. sexing [N o+
Optional case study- 56% g i

Taking my picture [N 89%
Healthy vs Unhealthy_ .
relationships 100%

Gender stereotypes & 0
positive masculinity - 89%

Lucy's House Party_ 100% Influences in my world ||| 100%

Figure 3 presents the extent to which the programme content was covered in Sessions 5 and 6. The
postquestionnaire was completed in the sixth session and it impinged on the time available for the
programme in the same way that the-guestionnaire impinged on the first session. All classes

receive the module on Pornography and most classes covered Boundaries. A few comments were
made about t he Por noBnhgaga twvell withavalking debaie,rseeinad dearyn g : f
knowledgeable aot unr eal i st iao dtheyddlta little jaded re goetr inbed of it 6
everywleereepPplroject wor ker nadffeuttopidfa teachers togaong r ap hy
out outside of the workshopo.

Most students received the PositRewer & Prevention module and the Consequences module. Less
than one third of students received the AWrap it
noted about it i ncl uAyverygoodfihishsothe sessiorfbe vorapitup t eac her

exercise was fun and reflective for student so.

Figure 3: Content covered in Sessions 5 and 6.

Session 5: content covered Session 6: content covered

i I
Now me, future me [l 11% Caring for me 54%

Wrap itup I 31%
Feeling no, feeling yesii I 75%

Optional walking debate [N 22%

Boundaries |GG 94% o .
Positive power & prevention I 94 %
Pornography | 100% Consequences N 9%

Insights from the Fidelity Records
The fidelity records provided information on the practicalities, challenges, and high points of

delivering the Manuela Programme. The group sizes varied considerably, with 18 of the groups
comprising more than 20 students. The number in one group incteé@®avhen extra students
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attended particular sessions. A number of references were made in the fidelity records to the

advant ricg smalbcfassés and one pr o] esntalengmupkfeet safertodghe e t hat
studentd6 . T he si zcefluctubted patweenpessioasi dge to participation in other transition

year, sports, and school activities. The scheduling of sessions was also subject to change due to
unforeseeable events including bad weather and events within the school or wider itgrmmun

some instances1&cheduling of classes was not possible and the programme was abridged:
We scheduled 12 one hour sessions and 2 were cancelled so we did 10 sessions

When sessions are rescheduled, the flow of the programme may be affectedgAftef anany

weeks between Session 5 and Session 6, one project worker reported:
Tough sell on this session. Really felt like we lost momentum

The dayto-day business of the school also impeded the delivery of the programme in some instances
with interruptons from staff members collecting forms, giving reminders about upcoming forms to be

returned, and forthcoming events within the school.

Of the 36 classes for which fidelity records were completed, 19 noted that teachers or other personnel
facilitated or o-facilitated some or part of the programme. Three fidelity records were completed by
teachers. Cdacilitation was recorded as a very positive experience in a number of the records:

Very talkative class, responded great to teachefacilitating

Teacherco-facilitated each session and she did brilliant, students responded well
However, the presence of a teacher in the «c¢cl assr
participation:

Teacher i n the r ooimasdtoldmeéfter hisao lefkthewoerh | t her e
Teachers were also referred to in the fidelity records for their role in supporting standards of
behaviour in the class and removing disruptive students from the sessions. The records suggest that
behaviour problems are not commonly ex@eced but when they arise they can be extremely
disruptive for the class and the project workers:

Three boys a bit disruptiviereally tried to turn the whole consent conversation to talking

about animals having sex

| had to repeatedly ask them to stolkilag when | was talking and stop throwing things,

hitting each other etc.
The fidelity records also indicate that programme facilitators were flexible and adaptable in
optimising the programme to individual groups and sessions. Some groups interacteithvesith
other and the programme and a number of comments specified that females might engage more when
they are in an alirls group:

Very educated crew, more talkative with no males in the group
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The project workers adapted the session and placedantess emphasis on aspects of the
programme according to the needs and wants of the groups. Students had different levels of previous

knowledge and some felt that the Manuela Programme was not giving them new information:
Students said that they wereréd because they had covered all of this before

Likewise, students had different levels of comfort in discussing some of the topics or engaging with

some of the activities and project workers reported making adaptations to support their engagement:

Changedwvalking debate to a more private and personal space, had them take paper and
respond privately on paper and then went over more complex questions. This was a very quiet

class.

Conclusion
Taking into account the impact that the completion of the evalugtiestionnaire had on the first and

last session of the programme, the fidelity records indicate that the Manuela Programme was largely
delivered as designed. Most modul es were deliver
future meod wans jdueslti voeweer 11% of groups and AWhy
less than half the groups. This may undermine thcititation model used in the pilot project of the

Manuela Programme to enable teachers to learn how to facilitate independérre teachers have

not experienced the dacilitation of a particular module they may be less inclined to deliver it

themselves or could infer that it is not an important programme component. The length of the sessions

did not have an apparent impact the coverage of content was covered, with the full session

delivered to some groups in 90 minutes or less.

The fidelity records highlight the vulnerability of a programme delivered in schools ovewaesikx

period to a myriad of interruptions and digtions. Some of these disruptions may impact all years

within a school. However transition year may be particularly susceptible to interruptions it typically
includes optional and external activities. The views of the project workers, as expressditl@lithe

records, suggest a divergence of opinion about whether single sex or mixed groups are more receptive
to the programme. However, it is clear that some groups are more amenable than others and that
groups may have very different dynamics. Thus itatdrs are required to have both skill and

confidence in being responsive to the subtleties of each group and flexible in their delivery.
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Chapter 3: Quantitative Results

The intervention arm of the evaluation study comprised 626 stlidé@& in mixedgender schools,

24% in boys schools, and 9% in girls schools. These students took part in the Manuela Programme
and completed a Pre Programme and Post Programme questionnaire. A total of 81 students took part
in the waitlist control arm of the study65%of these students were in mixed gender schools, 27% in

girls schools, and 8% in boys schools. These students completed the Pre Programme questionnaire on
two occasions six weeks apart but did not take part in the Programme during that period.

The percentagof boys and girls was approximately even in the intervention group (53% male, 46%
female, 1% other) and in the control group (48% male, 51% female, 1% other). One student identified
their gender as other than binary in the control group and nine didis® intervention group. The

data from the students who identified their gender as other was included in the statistical analysis,
however where the data is presented by gender identity this group was not included due to the small
number of students invedd.

Age

Over 90% of the students who took part in the intervention and control groups were between 15 and
16 years of age. A majority were 16 years of age in the intervention group (55%) and in the control
group (62%), followed by 15 year ol@stervention group: 43%, control group: 35%). A small

number were 17 years (intervention group: 3%, control group: 4%). There were three 14 year olds in

the intervention group.

Descriptive Quantitative Results

A descriptive analysis of the main scalesdusethe Pre and Post Programme questionnaires is
presented below. This section of the findings provides an orientation to the quantitative data and an
initial comparison between intervention and control groups illustrated by responses to representative
items. The control group Pre and Post Programme questionnaire responses were not significantly
different so the findings in relation to the intervention group are focused on in this description. The
lack of change in control group responses verified thahaoge occurred over the period and

bolsters the argument that the significant changes identified in the intervention group Pre and Post

Programme questionnaire responses were attributable to taking part in the Manuela Programme.
Consent Preparedness

The Consent Preparedness scale comprises six questions indicativestifcsely and peer

perceptions of approval for active consent. Each items is scored-brseale of agreement. Most

items are positively phrased. Once scores on negatively phtesedare reversed, the item scores

are summed. Higher summed scores indicate higher levels of agreement. The maximum score for the
scale is 30. In the intervention group, the mean score between questionnaires increased by 3.05 points

to 24.41 indicating Igh levels of consent preparedness. The mean score from the first questionnaire
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completed by the control group students was 21.64, decreasing slightly to 21.18 on the Post

Programme questionnaire.

Table 5: Consent Preparedness Scale Responses, Pre &iddPastme and by Group.

Pre Post Pre Post Pre Iltem| Post Item
Mean | Mean | Standard| Standard| Mean Mean
Deviation| Deviation
Intervention | 21.36 | 24.41 3.61 3.11 3.56 4.07
Control 21.64 | 21.18 3.67 4.10 3.61 3.53

In the intervention group the mean score for females increased to a greater extent (4.41) than did the
scores of the males (2.76). Changes in item responses among the intervention group are illustrated in
Table 6, which presents the percentages of studdrtsagreed with statements on the Consent
Preparedness scale (i.e., choosing 6agreed or 0s
students who agreed with the idea that they are well informed about sexual consent rose from 64% in

the Pre Rsgramme questionnaire to 95% on the Post Programme questionnaire. Rates of agreement

on the four positively phrased items changed substantially. The percentage of male students who

agreed with the negatively phrased items did not change at all and tertagecof female students

who agreed with these items changed only slightly. This left about one third of Post Programme males

and one fifth of females agreeing with the social norm peer perception that people their age think

talking about sexual consesti 6 o dd 6 .

¢FrofS cY tSNOSyidlFr3asS 2F {GdzRSyida 2K2 {StSO0G WwW! aNE
Items.

Pre Male| Post Male | Pre Female| Post Femalg
| feel well informed about sexual conser|  65.5 95.4 63.6 96.1
| have all the skills | need to deaith 62.1 91.4 507 94.2
sexual consent
My peers t_hlnk that sexual consent is ar, 64.4 777 742 88.4
important issue
| would be' confident talking about sexuz 49.2 729 55 3 816
consent with peers
People my age think talking about sexui 33.0 34.3 26.8 20.2
consent is odd
lod find it hard ti 55 21.0 20.0 14.1
consent with a partner

Consent to Sex Scale

Eighteen questions from the Consent to Sex Scale (Jozkowski & Peterson, 2014) were included in the
guestionnaire to assess the behavioural strategies that participants said they would use if they were to
let their partner know if they consent or agreerigagje in some form of intimacy. The four point

scale of agreement for each item invites students to choose from strongly disagree, disagree, agree and

strongly agree options. The 18 questions comprised eight statements referring to verbal consent
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strategis and 10 statements that describe passive consent strategies. The maximum overall score for

the verbal consent statements is 32 and 40 for the passive consent statements.

Table 7: Consent to Sex Scale Responses, Pre and Post Programme and by Group.

Pre Post Pre
Pre Post Post Item
Standard| Standard Iltem
Mean Mean e e Mean
Deviation| Deviation Mean

Interventioni

Passive 26.03 26.02 6.26 6.30 2.60 2.60
Interventioni Verbal | 24.08 26.16 3.92 4.15 3.01 3.27
Controli Passive 25.24 25.05 3.99 4.27 2.52 2.50
Controli Verbal 23.11 23.51 6.28 6.09 2.89 2.94

Verbal consent strategies were more endorsed by the Manuela Programme participants, as indicated
by the mean item score for the passive and verbal statements. However endorsement of the passive
statementsvas still at a relatively high level as it exceeds the scalegowiitt. The control group

scores on the two stdtales of the Consent to Sex measure suggest no change in endorsement of
behavioural intentions. The intervention group mean score on verlsgrd@statements changed by

2.08 points from 24.08 to 26.16, indicating that some change did occur, with a slightly greater
increase for female participants than for males. This is reflected in a change of 0.26 in mean item
scores for verbal statements,fr@.01 to 3.27. There was no indication of change in the passive

consent item scores for the intervention group.

Table 8 illustrates the descriptive findings on verbal items in the Consent to Sex scale for the

intervention group. Responses to these iterdicate general support among the students for verbal

consent strategies. For instance in the Pre Programme questionnaire 85% agreed they would indicate
consent by saying ités ok to engage in intimate
guestiomaire. For females, the largest change on an individual item was in the interiéthrhteir

partner what types of intimate behaviour they want to engaggkitheir partner (going from 79.7%

to 91.4%). The largest percentage change for male studeatsingle item on this stdzale was on

the item 61 would suggest being inti8mde to my
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Table 8: Percentage of Students Who Selected Agreement Options on Verbal Consent Strategy Items.

Disagree / Stronglpisagree Agree / Strongly Agree

Pre Post Pre Post
Il would say itdos ok to engage in intimate
Male 15.2 13.3 84.8 86.7
Female 14.0 51 86.0 94.9
| would ask my partner if they are interested in engaging in intimacy
Male 15.9 8.2 84.1 91.8
Female 26.9 18.0 73.1 82.0
| would tell my partner what types of intimate behaviour | want to engage in
Male 17.8 13.7 82.2 86.3
Female 20.4 8.6 79.7 91.4
| would tell my partner that | am interested in being intimate
Male 16.2 9.1 83.8 90.9
Female 23.2 16.5 76.8 83.5
| would talk about it with my partner
Male 14.1 7.9 86.0 92.1
Female 13.6 7.2 86.4 89.8
| would give verbal permission to be intimate with me
Male 18.1 10.6 81.9 89.3
Female 18.8 111 81.3 88.9
| would suggest being intimate oy partner
Male 23.5 14.7 76.4 85.3
Female 36.7 26.8 63.3 73.2
I would verbally communicate I &m intereste
Male 19.6 11.8 80.4 88.2
Female 18.7 14.2 81.3 85.9

The programme objective was for endorsement of passive consent stiategie®sase. lthough

there was a decrease in the percentage of intervention group students endorsing several passive
strategies in the Post Programme questionnaire responses, more than 80% of the students still agreed

or strongly agreed that they wouldmamunicate their consent to engage in intimacy by letting the

inti macy progress (81%), by continuing with the
attempts for sexual intimacy (59%).

The percentage of students endorsing passive consent strategies in the Pre and Post Programme
guestionnaire show higher agreement with passive consent communication statements among males.
Following the intervention, the majority of males still endorsedtrobthe strategies as

communication options that they would intend to use. On the Post Programme questionnaire the most

common passive communication strategies for both males and females included communicating
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consent by letting the intimacy progress l@sa87.2%; females: 75.5%) and continuing with

intimacy (males: 84.1%; females: 71.8%).

Table 9: Percentage of Students Who Selected Agreement Options on Passive Consent Strategy ltems.

Disagree / Strongly Disagrg Agree / Strongly Agree

Pre Post Pre Post
I would not resist my partnerds attempt
Male 24.6 35.9 75.4 64.1
Female 49.6 46.0 504 54.0
| would let my partner be intimate with me
Male 10.1 8.5 89.9 91.4
Female 21.7 15.2 78.3 84.8
I would let the sexual intimagyrogress
Male 12.6 12.7 87.4 87.2
Female 30.5 24.5 69.4 75.5
| would not push my partner away
Male 28.2 32.4 71.8 67.6
Female 53.6 50.5 46.4 49.5
| would continue with sexual intimag
Male 21.0 16.0 79.0 84.1
Female 36.9 28.3 63.1 71.8
| would let my partner go as far as they wanted
Male 51.5 57.4 48.4 42.5
Female 86.3 84.8 13.7 15.2
| would not say no
Male 52.3 55.3 47.7 44.6
Female 78.7 73.7 21.3 26.3
| would let my partner touch wherever they wanted on my body
Male 45.5 514 54.5 48.6
Female 78.4 79.9 21.6 20.2
I would not stop my partner6és advances
Male 39.9 48.0 60.1 51.9
Female 76.3 70.4 23.7 29.6
I would let my partner start sexual intimacy and not tell them to stop
Male 43.9 49.2 56.1 50.7
Female 78.0 73.8 22.1 26.2

The least frequently endorsed strategy was an item that conveys complete lack of personal control
letting their partner go as far as they wanted (males: 42.5%; females: 15.2%). There was an increase
in the percentage of male students who agreed witlpassive items on the Post Programme
guestionnaire, but a decrease on remaining items. By contrast, the percentage of female students

expressing agreement increased on nine of the passive items. While most increases were of a small
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scale (less than 5%), andcurred in the context of higher male agreement at baseline, this pattern

suggests different appraisals of passive consent strategies.

Sexual Consent Scale
The Sexual Consent ScaRevised (SCER) (Humphreys & Brousseau, 2010) comprises five sub

scales that measure different facets of an indiyv
with respect to sexual consent, perceived norms for commuoricatid negotiation between sexual

partners. The scales map on the Theory of Planned Behaviour framework described earlier in the

report. The Manuela Programme evaluation questionnaire included 10 questions from the subscale on
perceived behavioural control Thi s subscale is titled A(lack of)
to challenges and impediments to achieving positive, active consent. Three items from the shorter

subscale on Aawareness and discussiono were al soc

Respondents give threagreement to each item using-@ &cale. Three items were positively worded

and the scores for these items were reversed bef
control d a high score indicat e otiatad consegtaThaser e at t i t
scores should decrease following an intervention designed to support active consent. By contrast, in

the Aawareness and discussiono subscal e, hi gh sc

involvement in discussions almosexual consent.

Table 10: Sexual Consent Scale Responses, Pre and Post Programme and by Group.

Pre Post Pre Post Pre Item | Post Item
Standard| Standard
Mean Mean . e Mean Mean
Deviation | Deviation
Interventioni Perceived| o, g5 | 5904 | 1231 | 13.29 3.29 2.90
behavioural control
Interventioni = | 1577 | 1378 | 432 4.43 4.24 4.59
Awareness & discussio
Controlf Perceived 3073 | 3160 | 1231 | 13.29 3.07 3.16
behavioural control
Controli Awareness & | 1519 | 1561 4.64 4.47 4.40 4.20
discussion
The intervention groupbés mean score for the A(I &

32.93 to 29.04. This was reflected in a decline in the mean item score from 3.29 to 2.90. Given that a
neutral score on an item is 4.0, any mean item dzsloev 4.0 is positive in that it indicates that the
barrier identified in the item is not endorsed. The females recorded greater change in mean item
scores on this subscale (female: 0.48 change in mean item score; male: 0.33 change in mean item

score).

The percentage of students who moderately / strongly disagreed with the items typically rose by
approximately 10% (e.g., the percentage of female students who disagreed with the idea that they

would have difficulty asking for consent because it would speilnhood went from 40.1% to 51.8%).
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The percentage scores also illustrate greater changes in femalée dooliestance the percentage of
females who moderately / strongly agreed with the positively worded item that they feel confident
they could ask foconsent from a partner rose by almost 20% whereas the equivalent for males was
6%.

The figures also illustrate that, while some positive change was achieved, there is further scope for
students to feel comfortable and confident about active consenisTtie percentage of students

who moderately / strongly disagreed with consent barriers typically ranged fr60%40eaving

many more students yet to reach that level of disagreement.
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Behavioural Control ltems.

Stronggi/slal\g/lrcglerately Strongly / Moderately Agreq
Pre ‘ Post Pre ‘ Post
I would have difficulty asking for consent because it would spoil the mood
Male 25.2 34.4 17.0 11.6
Female 40.1 51.8 5.7 7.2

I would be worried a partner could think
starting any intimacy

Male 31.0 38.0 19.5 11.0
Female 41.6 52.2 14.0 6.5

I would have difficulty aski withhdwdliketeengageenn
sexual intimacy.

Male 33.7 45.7 11.9 6.1
Female 50.0 58.1 7.2 5.0
| would worry that other people would think | was weird or strange if they knew | asked for s¢
consent before intimacy.

Male 41.3 51.1 13.7 6.1
Female 50.9 59.8 10.7 6.4
| think that verbally asking for sexual consent is awkward.

Male 30.7 36.4 18.2 13.7
Female 36.6 48.4 12.9 7.5
| believe that verbally asking for sexual consent reduces the pleasure of the encounter.
Male 33.0 42.6 11.0 8.5
Female 54.1 63.4 7.1 4.7
| would have a hard time talking about consent during intimacy because | am too shy.
Male 34.5 38.0 17.3 11.7
Female 36.9 49.1 15.8 8.3

I would not want to ask a partner for con
active.

Male 44.6 50.2 6.7 6.3
Female 54.0 68.3 6.2 4.0
| feel confident that | could ask for consent from a new partner.

Male 13.5 9.3 30.8 36.7
Female 15.8 7.9 31.6 46.4
| feel confident that | could ask for consent from a partner.

Male 10.4 5.9 40.8 47.2
Female 12.0 6.2 40.6 60.2

The groupdés mean score for the fAawareness and di
The mean item score increased from 4.24 to 5.59 indicating higher levels of awareness. As with the

Ai(l ack of) percei ved be hracorded agreater lecebchange thandid s u b s ¢ a
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the males (femal e: 1.16; mal e: 0.35) in the faws
one quarter of the Post Programme males and one half of the females strongly or moderately agreed

they had discused sexual consent issues with a friend or had heard it discussed by people their age.

This indicates that they did not relate their discussion of consent in the Manuela Programme to

discussion with friends or peers, or did not see it as discussion @ntoH®wever the percentage of

students who agreed they had not given much thought to consent dropped by the Post Programme
guestionnaire to approximately one in ten.

¢FoftS MHY tSNOSyiGl3IsS 2F {(dzRSyida AwaeenessdidSOG WwW{ G N
Discussion Items.

Strongly / Moderately Disagree|  Strongly / Moderately
Agree

Pre Post Pre Post
| have discussed sexual consent issues with a friend.
Male 38.3 25.5 23.2 25.5
Female 23.4 17.9 37.6 49.8
| have heard sexual consent isshieing discussed by other people my age.
Male 27.4 25.4 28.9 26.1
Female 19.7 14.0 43.3 48.9
| have not given much thought to the topic of sexual consent.
Male 25.0 36.5 23.8 12.3
Female 39.6 50.9 17.7 7.9

Heterosexual Script Scale

This scale measures the endorsement of the heterosexual script (Seabrook et al., 2016) using four sub
scale that assess courtship and commitment strat
valuing of womenos apvwomenisasexud limitsaln eachtcdseitidb el i ef t h
preferable if endorsement of these heteronormative beliefs reduces after an intervention programme.

The original scale was adapted and shortened to a set of 16 items included in the Manuela programme
evaluation gestionnaire. Students indicated their agreement with each statemeétsoalé of

agreement. The maximum score for the scale was 96. A high score indicated a high endorsement of

the heterosexual script. The control group scores did not change sulhgtoetieeen the Pre and

Post Programme questionnaire. The mean score of participants in the Manuela Programme reduced

from 52.53 (mean item score 3.28) to 48.22 (mean item score 3.01).
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Table 13: Heterosexual Script Scale Responses, Pre and PostrReamdry Group.

Pre Post Pre Post Pre Item | Post Item
Standard| Standard
Mean Mean . e Mean Mean
Deviation| Deviation

Total score: 5253 | 48.22 | 13.11 14.11 3.28 3.01
Intervention group
Total score: Control | o) o1 | 5091 | 14.47 12.27 3.23 3.18
group
SubscaleCommitment and courtship
Intervention 4.88 4.74 2.49 2.42 2.44 2.37
Control 4.89 4.83 2.41 2.05 2.45 2.42
Subscale: Men as powerful initiators
Intervention 14.73 13.80 3.85 4.01 3.69 3.45
Control 14.61 14.32 4.05 4.16 3.65 3.66
Subscale: Menvaluwso mends appearance
Intervention 18.02 16.72 4.86 5.01 3.61 3.34
Control 17.72 17.87 4.87 4.29 3.54 3.57
Subscale: Sex defines masculinity; women set sexual limits
Intervention 15.01 12.95 5.42 5.32 3.00 2.59
Control 15.08 14.12 5.77 4.70 3.01 2.82

The smallest level of change was apparent on the traditional courtship and commitment strategies sub
scale. Overall a majority of participants disagreed with these items. For instance, 72.2% of females

di s agr guaslliketdptay theffieldandshonldt be expected to stay wit
| onagangwith6 4. 1% of males. There was a gender diff el
t o guys wi t hioalyonathird obnfialessagegd dvith this statement compared with
threequarters of the females.

Table 14: Percentage of Students Who Chose Selected Agreement Options on Commitment and
Courtship Items.

Strongly / Somewhat Disagree Strongly / Somewhat Agree

Pre Post Pre Post
Guys I|like to pl ay expeaedto stay with ore paitnesfdr maldng n 6 t
Male 59.9 64.1 11.1 9.4
Female 72.6 72.2 8.6 9.0
Girls are attracted to guys with a lot of money
Male 36.4 35.0 24.3 18.4
Female 74.2 77.6 7.1 4.3

Both males and females were less likely, afteiritervention, to agree or strongly agree with all four

st at e me nmersas powerful migatod subscale of the Heterosexual
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were notable reductions in the percentage of female students who endorsed the idea that a guy should
defend his t he

increase in the percentage of both males and females who disagreed with the idea that guys should be

and bel i e

aways protect girl, and
the ones to ask girls out. Compared with males,g¢hwafes had a lower level of endorsement of these
items to begin with. Nevertheless, support for these beliefs declined among males by the end of the
programme.

Table 15: Percentage of Students who Chose Selected Response Options on the Men as Powerful
Initiators Subscale.

Strongly / Somewhat Disagree Strongly / Somewhat Agree
Pre Post Pre Post

A guy should always protect and defend his girl

Male 5.9 8.0 71.9 63.3
Female 7.6 134 67.9 545
Guys should be the ones to ask girls out and inigihysical contact

Male 35.6 37.5 18.6 13.1
Female 37.2 48.9 18.1 12.4

A girl wants a guy because she wants someone to protect her

Male 37.5 41.5 8.7 10.7
Female 48.2 51.3 14.4 12.6
Girls | ke to admir guy 6 s bavednusewar aachhdndsomeq
Male 14.3 14.3 42.7 37.5
Female 28.4 37.5 31.0 18.8
Five itemsmmadealbpettvem@andsbapaplear ahltke hi ghest r

these items after the programme occurred in ratings of the belief that beiranwitinactive partner
gives a guy prestige and that it is only natural for a guy to make advances on someone he finds
attractive. Some gender differences were also noted. For instance, there was a 13.2% difference
between males and females in agreeing witt h eit is nat@rahforfa guy to want to admire or

14. 2%
s lleiag wWéthmae atttactivelpather dives a guy presiige

check out other people even if he is dating someone and a
with the

di fference b
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Subscale.
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Strongly/ Somewhat Disagree

Strongly / Somewhat Agree

Pre Post Pre Post
Being with an attractive partner gives a guy prestige
Male 9.6 12.3 47.7 39.1
Female 18.6 24.5 30.3 24.9
Guys who are able to date a lot of people are considered cool
Male 35.8 34.1 22.2 20.1
Female 54.5 56.5 23.0 17.7

catch partners

In the dating game, guys frequently compete with each other for partners and girls try to lure

Male 20.8 28.4 22.0 19.2
Female 26.8 42.9 235 12.4
ltds only natural for a guy to make advan
Male 10.0 12.9 43.9 35.0
Female 17.5 24.8 40.7 26.9

It is natural for a guy to want to admire or check out other people ekierisfdating someone

Male 22.5 27.5 28.0 22.9
Female 43.0 48.7 13.2 9.7
There wer e al ssexdefineseascutingynveomen set dextud lomitss ubs cal e .

Endorsement of the items in this subscale was generally low, typically one quarter or less of the

participants agreed with the items. Participation in the Manuela Programme was linked to levels of

disagreement becoming stronger with these getygped beliefs on sexual relations. After the

programme, the percentage of males who disagreed with items increased by up to 15%. The

percentage of males who disagreed with stereotypes that girls are more into emotional relationships

and guys into physit@anes went from 31% to 38%, the percentage who disagreed with the idea that

girls should expect a bad reputation if they engage in intimacy went from 25% to 40%, while the

percentage who disagreed that guys are always ready for sex increased from @%86 to 6
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Strongly / Somewhat Disagree Strongly / Somewhat Agree

Pre Post Pre Post
Girls who play the field should expect a bagutation
Male 25.3 39.5 26.8 26.8
Female 43.7 50.4 25.8 20.1
Most guys donbét want to be Ajust friendsd
Male 29.0 38.9 31.8 19.8
Female 45.1 58.9 17.8 134

relationships

Guys are more interested in physical re

lationships and gir

Is are more int@énesteutional

Male 31.2 38.1 17.9 15.6
Female 26.9 43.2 26.1 16.9
Guys are always ready for sex

Male 44.2 59.6 18.8 10.1
Female 61.9 75.5 154 6.5
It is up to the girl to keep things from moving too fast sexually

Male 47.2 56.5 11.8 7.6
Female 61.9 76.6 7.9 4.0

Updated lllinois Rape Myth Acceptance Scale

(0p))

The lllinois Rape Myth Acceptance Scale is concerned with inaccurate and false beliefs about sexual

assaul t.

really rape |,

higher level of endorsement of the rape myths, so the objective of an intervention programme is for

these scores to decreage. | wa s

The
ahe lied i

23
Each

apparent

t hat

t he

i t e mb aigreement scaleeHigheo stores indicate a

intervent.i

reduced significantly. The total score decreased by an average of nearly 7 points, representing a

change from a mean item score of 2.31 in the Pre Programme questionnaire nnale88ast

Programme questionnaire. All mean subscale scores reduced over the course of the Manuela

Progr amme,

mean to .

wi t h

t he

hi ghest

meshalied t amel sdiod &t
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Table 18: Rape Myth Scale Responses, Pieamhdrogramme and by Group.

Pre Post Post
Pre Post Pre Item
Standard| Standard ltem
Mean Mean .. .. Mean
Deviation| Deviation Mean
Total score: Intervention grouj| 50.44 | 43.71 15.01 15.29 2.31 1.88
Total score: Control group 52.04 | 51.49 15.90 15.52 2.26 2.34
Subscale: She asked for it
Intervention 13.15 | 11.05 4.96 4.86 2.19 2.01
Control 13.91 | 13.57 5.42 5.22 2.32 2.26
Subscal e: He (¢
Intervention 15.50 | 13.81 4.49 5.02 2.58 2.30
Control 15.45 | 16.14 491 4.40 2.55 2.69
Subscale: ltwa s n 6 t r
rape
Intervention 8.62 7.35 3.59 3.42 1.72 1.48
Control 9.18 9.14 3.96 4.06 1.84 1.83
Subscale: She lied
Intervention 13.61 | 11.92 4.85 4.86 2.72 2.38
Control 13.14 | 12.72 4.93 4.81 2.63 2.54

Subscale: She Asked For It

This subscale contained six items that assess beliefs about females being somehow responsible for
acts of sexual violence committed against them. The mean scores on this subscale showed the greatest
reduction between Pre and Post Programme questionnairesRegbkeMyth subscales. Both males

and females were |l ess |likely to endorse the stat
scores declined more than female mean scores, but did begin and finish higher than the equivalent
female responses. The meaorscfor females on this subscale reduced by 1.67 (from 10.50 to 8.83)

while the mean score for males reduced by 2.48 (from 15.37 to 12.89). There were considerable
differences in rates of disagreement on these statements between the males and feawéabjmefl

20-30% gender differences in rates of disagreement on Figure 5. The closest convergence between
mal es and f emal e slifawia goesaaa rdorh @oneswitlaa gaymaearparty, it is her

own f aul t i lhthesPostPragmmergaegtiendaire, 72.8% of males disagreed with the

statement, compared with 86.8% of females.

Both males and females were least likely to disagree with the statdimerts a g i r | acts il
eventually she i s agdfiamidinittates kigsing or hooking uptsheshobld e o

not be surprised if a g¢Uleseaversalsmtbesstaterheatswhigmt s t o h
attracted the highest percentage of neutral (i.e-coommittal) responses. Just over 30% of males and

16% of femads gave a neutral response to the statefitleatgirl initiates kissing or hooking up, she

Sshould not be surprised i f Justoguoye qaastes of maesand he war
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18% of females gave a neutral response to the statéimerit rl acts Igké a slut, eventually she is
goi ng t o g eArelatively bigh parcentagel oefamales (16.7%) gave a neutral response to

the stWwWhemegtrhs go to parties wearing slutty cl
Figure 4: Percent&y 2F t I NIAOALI yia 2K2 DIF@S W5AalINBSQ 2N
GKS G{KS ' a1SR C2NJLGE¢ t2ad tNRBAINIYYS {dzoaldl Sz

m Male mFemale

86.8% 85.3%

82.0%

If a girl initiates  When girls get If a girl acts like alf a girl goes to aWhen girls go to If a girl is raped
kissing or hookingraped, it's often slut, eventually room alone with parties wearing  while she is
up, she should because the waghe is going to get guy at a party, it slutty clothes, drunk, she is at

not be surprised if they said "no"  into trouble is her own fault if they are asking least somewhat
a guy assumes was unclear she gets raped  for trouble responsible for
she wants to have letting things get
sex out of hand
Subscale: He Didndét Mean To

The subscadileéndt cmempni sed si x it emsintentionalityod xpl or e
male perpetrators of sexual violence. The mean female score on this subscale reduced by 1.67 (from

13.48 to 11.80), while the mean male score on this subscale reduced by 1.71 (from 17.20 to 15.49). A
higher percentage of males and fem#désng part in the Manuela Programme strongly disagreed or

disagreed with all the statements after the intervention. Nevertheless, after the intervention still less
than one quarter of mal es Whéngwgrape, & ¢ ushabecauger ongl vy
of their strong desireforséex and | ess than 20% str @Gnghky doindagr e
usually intend to force sex on a girl but sometimes they get too sexually carrigtl awayf hes e t wo
propositions were also those with which thenédes were least likely to disagree.

On the Post Programme questionnaire, both males and females most frequently disagreed with the

statemensbBodl dndét be considered rape ifo a guy is
(89.9% of females, 72.1% afal es) fabdth people ave(8AudBR bf can
females, 59. 0% of mal es) . However 25%lIfboth mal es (¢

people are dr wnK 10t 9¢&ammdt fleenad @3¢ . More than 30¢
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groups gave a neutral response to the stateinétty s dondét wusually intend t
someti mes they get (males: 34.8 fernales: $0.8%)aLikewise, choraathaa y o

20% of both males and females gave neutral responties statement8 When guys rape, it
usually because ofmahesr 24r b5%wp H#egupiddrunkiled 3. 8 %)
mi ght rape s ome dnmles: 304%;femades:21.18h al | y 0

CAIdzNBE pY t SNOSy Gl ISA 2IFI NS NG ADNILY {yii R ¥ Kize DI 6l IV
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® Male m Female

89.9%

When guys rape, Guys don't Rape happens If a guy is drunk, It shouldn't be If both people are
itis usually  usually intend towhen a guy's sex he might rape considered rapedrunk, it can't be

because of theirforce sex on a gidrive goes out of someone if a guy is drunk rape
strong desire for but sometimes control unintentionally and didn't realise
sex they get too what he was
sexually carried doing
away
Subscal e: It Wasndt Really Rape
The subscadendd cempryseapéive items stating bel

sexualassault. The mean score for males on this subscale reduced from the Pre to Post Programme
guestionnaire by 1.51 (from 9.87 to 8.36) while the mean score for females reduced by 1.03 (from

7.15 to 6.13). Poshtervention, more than 80% of the females rgjeddour of the five propositions,

while a smaller percentagel(f63a. %) |Ir djoecstnédd tsheg
clamitrap@y. Less than 5% of females gave a neutral r
subscale; 11.3% of feses gave a neutral response to the stateinéenf a gi r |l doesnbt s

cand6t claim rapeo.

A higher percentage of males disagreed with each of the propositions after the intervention, but again
disagreed to a lesser extent than the females. Mor@%rof males gave a neutral response to the
stat elniena gii r | doesndt 0s,ayanndo 1s5h.e2 % aonfd tmaclleasi ngy arvae

tothestatemerit | f a gi r | devenprotésting vewallyi st csaenxdt be consi de
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Thee was a c¢cl earer consensus on other it enfs, wi t h
the accused rapist doesndt hapPe8%randidapame Yyou I €
f

probably didnét happen i sae §90i5%)I doesndt have ar

CAIdzNBE cY t SNOSyidl3IS 2F t I NIAOALIydla 2K2 DIF@S W5
GKS aLlG 21FrayQid wSEHfte whkLiSé t280 t NEPAINI YYS { dzoacC

® Male mFemale

If a girl doesn't say  If the accused A rape probably If a girl doesn't fightIf a girl doesn't resist
"no", she can't claim'rapist" doesn't havedidn't happen if a girlback physically, yousex - even protesting
it's rape a weapn, you can't doesn't have any can't really call it rapeverbally - it can't be
really call it rape  bruises or marks considered rape

Subscale: She Lied

Thehefied subscal e c¢ompr ienseedplofe beliafs thattwenmas intenflohallys e i t
misstate what was happened to them and make untrue reports of assault or rape. The mean score for
males on the Pre Programme questionnaire (15.84) was higher than that of the females (10.89) and
remained so afteghe intervention (mean score of 13.82 for males, 9.61 for females). Nevertheless the
mean scores declined after the intervention and male scores reduced to a greater degree than female
scores. Following the intervention, a higher percentage of both aradeemales disagreed with each

of the statements and a smaller percentage agreed with them.

While relatively few of the Manuela Programme participants agreed with or endorsed the items, there

was a marked gender difference in responses. There wag dliffiegence in the percentages of males

and females who disagreed with the items. Approximately 60% of females disagreed with four of the

items. Less than 40% of females disagreed with the stateinént: | ot of ti mes girl s v
wereraped haveamt i on al Approxbmateyn38% of females gave a neutral response to the
state@®ents daught cheating on their boyfriend so

girls who say they were raped | Etithestghmewhgsay on and
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they were raped agr eed atnabirldieaugbt cheaing oratiiesl t hen regr

boyfriends sometimes claim it was rapeo.

By comparison, less than 30% of males disagreed or strongly disagreed with any of the items in the
s u b s s & k e.IMbre rdates returned a neutral response than disagreed with the items. More than
40% of mal es gave a n 6idstcaughtcheategan theirb@yfriands t he it en
sometimes claim it was r atheywereréipdd hbve emotoial t i mes gi

problemso, AA | ot of times, girls who sag they v
AA | ot of times, girls who say they were raped &
As an indicator of the acceptabilityf sheflied r ape myt hs for mal es, the n

on four of these items was more than 3.00 on the Pre Programme questionnaire (i.e., above the scale
neutral point). In addition, there was a mean item score of more than 3.00 for males ootivsheé h e i
askedforib r ape myt hs ahned doind ntdhtrr emge @onfmytttthes . A By compar
responses to the Post Programme questionnaire, there was no mean item score of 3.00 or more for

males. While the mean score on these itemsiremdabove 2.50, by the end of the intervention the

social norm had moved away from endorsement of faulty rape myth beliefs.

CAIdzNBE 1Y t SNOSyidalr3IS 2F tIFNIAOALIyida 2K2 DI @S W5
0KS a{KS [ ASRSubstakiiyGendd®2 I NI YYS

m Male m Female

0,
60.7% 60.4% 62.5% 60.4%

Girls caught cheatingA lot of times, girls A lot of times, girls Rape accusations aréA lot of times, girls
on their boyfriends who claim they were who say they were often used as a way who say they were
sometimes claim it raped have raped led the guy on of getting back at raped agreed to have

was rape emotional problemsand then had regrets guys sex and then regret it

Sexting and Pornography

The sexting and pornography scale is a six item measure developed to measure attitudes to
pornography and sexting. Two items measure attitudes toward the acceptability of sexting and four

items assess beliefs about pornography. Each item is rated opainsiagreement scale. The control
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group scores on these items did not change, whereas the mean scale score of the intervention group

reduced from 15.36 to 12.96. This was reflected in a reduction of the mean item score from 2.56 to

2.16. The mean scorerfthe two sexting statements reduced from 6.38 to 6.00 for the intervention

group, while the equivalent figure for pornography questions reduced from 8.95 to 7.01.

Table 19: Pornography and Sexting Scale Responses, Pre and Post Programme, and by Group.

Pre Post Pre Post Pre ltem| Post Item
Standard| Standard
Mean | Mean . . Mean Mean
Deviation | Deviation
Interventioni: Sexting /Porm 12 35| 1596 | 5.08 4.66 2.56 216
Total
Controli Sexting/Porn | 1650 | 1654 | 5.02 5.24 2.70 2.76
Total
Interventioni Sexting ltems| 6.38 6.00 2.40 2.42 3.20 3.00
Controli Sexting Items 6.14 6.29 2.32 2.33 3.07 3.15
Interventioni Porn ltems 8.95 7.01 3.80 3.22 2.24 1.75
Controli Porn ltems 10.06 | 10.16 4,22 4.25 2.52 2.54

Prior to participating in the Manuela Programme, over ¢faifie students strongly disagreed with the

propositions that sex in porn is like sex in real life and that porn portrays sex in a realistic way. This

proportion increased further in the Post Programme questionnaire. However this change was more

marked arong female participants, with a large gender gap opening up. Male participants were more

likely to strongly disagree with these statements after taking part in the programme, with an increase

of approximately 15% in the percentage of males strongly disiagrevith the idea that pornography

reflects sex in real life. The equivalent percentage change for females was an increase of over 25%.

Although they shared a change in attitude, there was a divergence between the males and female

responses in the impaat the intervention programming on pornography.

Relatively few students strongly disagreed with the idea that it is the norm to engage in sexting, with

no change in beliefs following the programme. More females did strongly disagree with the idea that

sexing is relatively harmless, rising to nearly 30% after the intervention, but there was little change in

the percentage of males who strongly disagreed with this idea.

Table 20t 2 NJ/ 2 A NI LK e
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Pre Post Pre Post
Male Male Female | Female
Sex in porn is like sex in real life 51.6 65.2 55.4 81.8
Porn portrays sex in a realistic way 48.9 64.7 57.0 82.9
People can get useful information about howdomunicate, 34.5 47.1 37.1 62.0
with a sexual partner from watching porn
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People can get useful information from watching porn aby 17.5 26.5 18.5 40.1
different types of sexual behaviour

It is the norm to engage in sexting 9.1 9.7 15.3 15.4
Sexting isrelatively harmless 11.9 15.3 17.5 29.3

Inferential Statistical Analysis of the Manuela Programme Effectiveness

The inferential analysis of the Pre and Post Programme questionnaire data was designed to identify
whether statistically significamlifferences occurred for programme participants, taking into account
control group and gender. A General Linear Model analysis was conducted using univariate ANOVA.
This is a statistical analysis that enables the relationship between a predicted or vatcaivie

(e.g., consent preparedness) and several independent predictor variables to be assessed
simultaneously. The strength of the effect of a predictor variable on the outcome variable is indicated
by the F statistic, which is further contextualisedhmy level of statistical significance, and the use of
Partial Eta Squared as a measure of effect size (allowing us to describe the effect of a variable as
small, medium, or large). Effect sizes between.d@®lare considered small, 0-0@®5 are medium,

and effect sizes over 0.25 are interpreted as indicative of a large effect.

The inferential analysis was used to test hypotheses arising from the Manuela Programme objectives.
Table 21 sets out the findings in relation to the Post Programme scores on pogsaredness,

attitudes, and behavioural intentions. In the first example, several variables are used to assess variance
in Post Programme consent preparedness scores.“Tigeifie indicates how much variance is

accounted for within the analysis modiel this case 25%). The Pre Programme consent preparedness
score was the strongest predictor by far of the Post Programme consent preparedriess seore

would expect, the strongest predictor of the Post Programme score is the equivalent score on the Pre
Programme measure. This is the case throughout all the GLM analyses, as the Pre Programme scores
are strongly correlated with their Post Programme scale equivalent. Through its inclusion in the
analysis, the Pre Programme score is controlled for andsattewimpact of the other variables to be
discerned more clearly. In the case of Post Programme consent preparedness, the group condition (i.e.,
intervention or control group status) was a significant predictor, indicating an experimental effect

arising flom taking part in the intervention. The impact of group condition has a Partial Eta Squared

coefficient of .119, suggesting a medium effect size.

Gender and the interaction of gender and condition (i.e., gender X condition) were included as
covariates. Tis meant that the analysis was able to identify any moderating or confounding effects
that might arise from these factors. A significant gender X condition interaction suggests that the
intervention effect was stronger for one gender only or even redtt@tene gender. In the case of
consent preparedness scores, gender was not a significant predictoriofgpeshtion scores, but

there was a significant interaction of gender and condition. Those female participants who had taken

part in the interventin had a significantly higher consent preparedness score than males who took
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part. While consent preparedness scores did not differ by gender as a whole, females in the

intervention group had a larger increase in preparedness than males.

Looking at the two forms of consent communication strategy that were assessed, there was a main
effect for verbal consent, indicating a significant increase in the endorsement of verbal consent
behaviour intentions for programme participants, but no gesfteat or gender X condition

interaction. The effect was not linked to gender. While there was a significant difference in verbal
consent intentions among those who took part in the intervention, the Partial Eta Squared figure
suggests a small effect siZeurning to passive consent intentions, there was no significant change in
passive consent scores for programme participants relative to the control group. There was a
significant albeit small effect for gender on passive consent scores overall, sugtedtmales

overall had significantly higher endorsement of passive consent communication strategies than
females. There was a significant main effect for participation in the Manuela Programme on Post
Programme scores on the consexiated measures oépreived behavioural control and awareness /
discussion. Although significant, the effect size was small in both cases. There was no effect for

gender or gender X condition for these factors.
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Table 21: Univariate ANOVA of Pre / Post Programme QueggoRraponses, Consent Scales.

F Significance | Partial Eta
Squared

Consent PreparednessR?=.25
Manuela Programme / Control Group Conditi 82.70 .000 119
Pre Programme scores 115.16 .000 .158
Gender 0.13 716 .000
Condition X Gender 5.48 .020 .009
Verbal Consent R’=.25
Manuela Programme / Control Group Conditi( 24.18 .000 .036
Pre Programme scores 176.96 .000 216
Gender 0.03 .863 .000
Condition X Gender 3.49 .062 .005
Passive ConsentR’=.41
Manuela Programme / Control Group Conditig 0.53 465 .001
Pre Programme scores 298.43 .000 .330
Gender 4.95 .026 .008
Condition X Gender 0.83 .362 .001
Perceived Behavioural Contro] R?=.37
Manuela Programme / Control Group Conditic 11.68 .001 .018
Pre Programme scores 343.39 .000 .352
Gender 0.81 .368 .001
Condition X Gender 2.23 .136 .004
Awareness and DiscussiarR?=.28
Manuela Programme / Control Group Conditi( 10.63 .001 .016
Pre Programme scores 202.19 .000 237
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Gender 2.55 11 .004

Condition X Gender 1.12 .290 .002

Theconclusion in relation to the inferential analysis of the impact of the Manuela Programme on the
consent variables is that there was a medium effect size on increases in consent preparedness, a small
effect size in relation to increased verbal consent comzation intention scores, awareness and
discussion, and a small effect size decrease in perceived barriers to engaging in active consent
(perceived behavioural control). All consent measures changed significantly among programme

participants compared withe control group, with the exception of passive consent.

Table 22: Univariate ANOVA of Pre / Post Programme Questionnaire Responses, Rape Myth Scales.

F Significance | Partial Eta
Squared

Rape Myths Total, R?>=.60
Manuela Programme / Control Gro@ondition 29.87 .000 .048
Pre Programme scores 513.75 .000 465
Gender 541 .002 .009
Condition X Gender 427 514 .001
She Asked For It R°=.48
Manuela Programme / Control Group Conditig 24.64 .000 .036
Pre Programme scores 361.50 .000 .355
Gender 9.97 .002 .015
Condition X Gender 0.58 449 .001
He DidnotRMMdan To
Manuela Programme / Control Group Conditi( 26.18 .000 .040
Pre Programme scores 271.71 .000 .300
Gender 6.59 .010 .010
Condition X Gender 0.06 .811 .000
Not Really Rape R?>=.34
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Manuela Programme / Control Group Conditig 20.40 .000 .031
Pre Programme scores 192.01 .000 .229
Gender 19.06 .000 .029
Condition X Gender 3.48 .062 .005
She Lied R*=.47

Manuela Programme / Control Group Conditi( 7.45 .000 011
Pre Programmscores 329.82 .007 .340
Gender 9.91 .002 .015
Condition X Gender 0.40 .526 .001

Table 22 sets out the same form of statistical analysis in relation to the rape myth total scores and
subscale scores. The overall trend was that there was a signifigact iom rape myth total scores

and all subscale scores from taking part in the Manuela Programme, resulting in a small effect size
statistically. There were no significant interactions of condition X gender, but there was a significant
main effect for gener for all scales, showing that females were significantly less supportive of rape
myths than males. Putting this in context, the effect size associated with participation in the Manuela
Programme was either greater than or equal to the effect size fmgedder. In conclusion,

participation in the Manuela Programme is supported as an effective method of reducing rape myth

endorsement.

Table 23 sets out the GLM analysis in relation to the heterosexual script scale total score and subscale
scores. ldemonstrates that there was a main effect for the group condition in the overall scale score

and in the scores for tmweon ovaltuhee wvsounbesnc@ssxkasgp € anr ar
defines masculinityw o me n s et .dnealk aases theffectsizetwas®mall. There was a
significant main effect for gemederv afloure aMolmetnhbes s
ap p e ari &emates generally had lower scores on endorsement of heterosexual script beliefs

compared with males. The eftesize for gender was small. There was one interaction gender X
condition, with females in the intmenvaueati on gr ovu

womenobés afigme.aranceo

Table 23 also includes the GLM analysis for the short scales conceaxitigg and perceptions of
pornography being a helpful guide and source of learning on sexual intimacy. There was a main effect
for Manuela Programme patrticipation on scores on both subscales indicating that the participants were
less accepting of sextirand trusting of pornography after taking part in the programme. The effect

size for participation in the programme on pornography scores was near the level of a medium effect.
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There was also a main effect for gender, with females having lower scoresalegnon both

subscales.

Table 23: Univariate ANOVA of Pre / Post Programme Questionnaire Responses, Heterosexual Script

Scales, Sexting and Pornography Scale.

F Significance Partial Eta
Squared

Heterosexual Scripts Tota) R?=.46
Group condition 6.14 .014 .010
Pre Programme scores 392.77 .000 404
Gender 4.77 .029 .008
Condition X Gender 1.48 224 .003
Courtship and Commitment, R?=.27
Group condition 0.69 .682 .000
Pre Programme scores 650.49 .000 193
Gender 24.98 .014 .009
Condition X Gender 0.51 476 .001
Men as Initiators, R?=.37
Group condition 2.27 132 .004
Pre Programme scores 332.64 .000 344
Gender 5.06 .025 .008
Condition X Gender 0.57 .450 .001
Men Val ue WomenB>s37Appearanc
Group condition 7.67 .006 .012
Pre Programmescores 285.74 .000 310
Gender 1.42 234 .002
Condition X Gender 7.49 .006 .012
Sex Defines Masculinity, Women Set Sexual Limit$?=.29
Group condition 4.66 .031 .007
Pre Programme scores 215.74 .000 .252
Gender 10.70 .001 .016
Condition X Gender 0.89 .346 .001
Sexting R?=.35
Group condition 4.05 .045 .006
Pre Programme scores 292.18 .000 313
Gender 5.17 .023 .008
Condition X Gender 0.29 .590 .000
Pornography, R>=.30
Group condition 52.53 .000 .080
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Pre Programme scores 158.15 .000 .208
Gender 10.06 .002 .016
Condition X Gender 0.54 461 .001
LYLX AOFOA2ya 2F tNB k t2aid tNRINIYYS

and Intentions

There is currently limited baseline information for adolescents in Ireland on the positimegative

{ dzNJ

dimensions of sexual health described in the literature review. The attitudes, intentions, and beliefs

that were assessed in the Pre and Post Programme questionnaires are potentially useful in addressing

this gap in our knowledge, especially calesing the sampling of participants from across the

country. Participation

i n

t he

Manuel

a

Progr amme

socialisation in social norms and potentially harmful beliefs. Thus, to begin with, only 14% of females

and 26% of males strongly agreed that they have all the skills they need to deal with sexual consent.

This rose to 58% of females and 57% of males after the programme. In addition, before taking part,

22% of females and 24% of males strongly agreed thawtkes well informed about sexual consent.

After taking part, these figures rose to 80% of females and 67% of males. While these figures suggest

an increase in perceptions of sefficacy and confidence, they also document a relatively low

baseline levebf confidence prior to taking part, which may be reflective of broader trends nationally

that the revised RSE programme will need to address.

Before taking part in the Manuela Programme, 24% of females and 44% of males strongly agreed

they would show theiconsent by asking their partner if they want to engage in intimacy. Reflective

of the relatively modest changes in consent communication intentions associated with the programme,

these percentages rose to 46% of females and 49% of males after the peadBafone the

programme, 40% of females and 41% of males strongly agreed they would talk about having intimacy

with their partner as a way of showing consent, compared with 53% of females and 44% of males

after the programme. These findings highlight anine a s e i

of checking, asserting, and ensuring that consent is present, with an increase in active consent

n

suppor't

for

6aski

intentions for females in particular and a smaller change for males. Taking part in the programme

appearedo narrow the baseline gender gap in this form of affirmative consent between females and

males, but suggests that this gap may still exist in the broader community.

Preparticipation, 13% of females and 18% of males moderately / strongly agreed thiy eetiag

for sex is awkward, falling to 8% of females and 14% of males after the programme. Before taking

part, 31% of females and 32% of males moderately / strongly agreed that they were confident they

could ask for consent from a new partner. This tosk6% of females and 37% of males after the

programme. These figures indicate that asking for consent is not seen as awkward by many young

people to start with, and the reduction in the percentage in this category is modest as a result. There

was a moreubstantial increase in feeling confident that they could ask for consent, at least for

females, moving from a relatively low base. It would be preferable if the figure who feel comfortable
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with asking were higher still. While attitudes to consent wereigdiy positive, there were still
indicators of lack of empowerment among the young people that suggests a conwitdmity

approach is called for.

In relation to heterosexual scripts, a total of 18% of females and 19% of males somewhat / strongly
agreed thiaguys should be the ones to ask girls out and initiate physical contact. These figures fell to
12% of females and 13% of males after the programme. 23% of females and 22% of males agreed
before the programme that i n withheach dthérddr paringrs,g a me 6 ,
falling to 12% of females and 19% of males after the programme. Relatively few young people
subscribed to these beliefs as components of a traditional heterosexual script before the programme,
and thus the rate of improvememas modest. There were higher levels of endorsement of other

indicators of heteronormative scripts. For instanceppogramme, 41% of females and 44% of

mal es somewhat / strongly agreed that o6éitds only
find attractive, which fell to 27% of females and 35% of males after the programme. Fewer females
(18%) and 32% of males somewhat / strongly agreed that guys do not want to be just friends with a

girl, falling to 13% of females and 20% of males after ttegpgamme. Here we can note that

traditional, scripted beliefs can be identified among young people, especially among males, but that

these can be addressed through participation in an intervention such as the Manuela Programme.

Before the programme, 15% fafmales and 25% of males agreed / strongly agreed that girls who go

to parties wearing 6slutty clothesdéd are asking f
13% of males afterwards. Ppeogramme, 17% of females and 42% of males agreeohigty agreed

that girls who initiate hooking up should not be surprised if the guy assume she wants sex. This items
attracted agreement from 8% of females and 22% of males after the programme. Before taking part,

37% of females and 50% of males agrestidngly agreed that when guys rape it is usually because

of their strong desire for sex. After taking part, these figures fell to 22% of females and 37% of males.
Preprogramme, 11% of females and 41% of males agreed / strongly agreed that girls wirapactre

agreed to have sex and then regretted it, falling to 9% of females and 24% of males afterwards.

Preprogramme responses to items on rape myths indicate that beliefs clearly tolerant of assault still

have a disturbingly high level of acceptance mlatively large sample of young people, particularly

among teenage boys. These beliefs, in combination with heterosexual scripts, are an important
foundation for ongoing acceptance of sexual and gender violence. While there was a significant rate

of chang in the acceptance of rape myths, in general males started from a higher baseline level of
acceptance. The resulting picture at group level is one where females are even less tolerant of rape
myths than they were to begin with, while the percentage afswatho endorse myths falls back to an

i mproved but stil/l unacceptable | evel. As noted
regard to rape myths, highlighting the continuing and most likely systematic approach needed to

counter these false natives.
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Summary of the Quantitative Analysis

The Pre and Post Programme questionnaire respons
intentions concerning important aspects of negative and positive components of sexual health

concerning consemnd sexual violence. The Pre Programme baseline helps to demonstrate the need

for a systematic approach to supporting both positive development and prevention of sexual

misconduct. Taken together, the GLM analyses supported the hypothesis that partidipthte

Manuela Programme has a significant impact on both positive understanding and intentions

concerning the achievement of sexual consent as well as on harmful beliefs concerning sexual

violence and related constructs, particularly the endorsememp@imyths. This is exemplified by the

following Manuela Programme participant mean score changes:

1 Increase in mean score in consent preparedness among females from 21.6 to 25.1, and from
21.2 to 23.8 for males.
1 Increase in mean score for verbal consehtalvioural intentions among females from 23.2 to
26.2, and from 24.8 to 26.2 for males.
1 Decrease in (lack of) perceived behavioural control among females from 31.4 to 26.6, and
from 34.6 to 31.0 for males.
9 Decrease in rape myth scores among females fromtd 36.2, and from 58.1 to 50.5 for
males.
9 Decrease in heterosexual script scores among females from 49.3 to 43.7, and from 55.7 to
52.2 for males.
Student Evaluation of the Manuela Programme
The Post Programme questionnaire included questions to pfeadttack on the content, structure,
and process of the Manuela Programme. Students were asked to share their opinions of each of the six
sessions that comprised the programme on a scale from 1 (very negative) to 7 (strongly positive). All
six sessions ohe Manuela Programme were rated moderately or strongly positively by at least 70%
of the student s, with the APreventiond (76% of s
AConsento (77%) sessions gar ner i nlgratedthe sessiorst posi
more positively than males. The percentage diffe

I ntegrationo sessions. Mal es were | east positive
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Figure 8: Percentage of Students Who RBtedramme Sessions Moderately or Strongly Positively, by

Gender.
81.5% 78.4%
IYi% 7i | I/m% i/O680/ 7i0/i(y I7(6 |
S1: Consent S2: Sexual S3:Lucy's S4:The 5: S6: Action &
Violence House Party World You Preventlon Integration
Live In

m Female m Male

Ratings of Manuela Programme Components

The feedback from participants was particularly positive with regard to the programme facilitators,

with 87.2% rating them moderately or strongly positively. The lowest ratings were given to the use of
scenarios in the programme (61.8%) and the lengthegbtogramme sessions (61.3%). A gender
divergence in the ratings was apparent and consistent between the males and females across all the
programme components. Male participants scored each component less favourably. The percentage
difference was greatesst relation to the scenarios, with a 22% difference between the rating of the

males and the females. A percentage difference of more than 10% between males and the females was
found in relation to setting, activities, the videos, the facilitators, ankingadlebates. The highest

gender convergence was on ratings of programme and session length, and use of discussions.

Figure 9: Percentage of Students Who Rated Programme Delivery Components Moderately or Strongly

Positively, by Gender.
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Personal Impact fothe Manuela Programme
During its development, the components of the Manuela Programme and its intended outcomes were

depicted via a logic model. Three of the intended outcomes werdédongutcomes and seven were
immediate outcomes. These intended ontes were presented in the Post Programme questionnaire
to students who had taken part in the intervention as a series of statements. They were asked to

C 0 n s WHat¢impadt, if any, did the Manuela Programme have for you pers@nally Re s pons e

optionsraged from15, wi th 1 representing fino i mpacto and
i mpact 0.
CA3IdzZNBE mMnyY tSNOSyidlFr3asS 2F {iGdzZRSyda wSLERNIAYy3I W{A-:

Programme, Recognition and Understanding Items.

85.3% 87.4% 9
79.90/256.30/0 i% 82.39 3 - i,/o 81.8%5 394, 72.8% 25 705
My ability to My recognition My respect for How | describe
think critically understandlng ofthat consent is amderstandlng of  personal sexual consent
about the media how healthy mutual what is meant by boundaries
that | encounter relationships agreement  sexual violence
differ from
unhealthy

relationships

m Female m Male

Figure 12: 8NDOSy G 3S 2F {GdzRSyida wSLRNIAYy3a WY AIYATFAOIY
Programme, Ability and Capability Items.
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Ratings of the programme impact suggest that approximately three quarters of the male participants

and four fifths of femads identified with having experienced several positive outcomes as a result of

taking part. The responses to the statements should be interpreted with caution as no information is
avail able about the student sd 9gomesitemsiretemto pri or t o
negative actions with which students may not have identified. For instance, a humber of students

added a comment within the questionnaire that they were unlikely to engage in sexual violence prior

to the programme, therefore the prognaenwould have had little impact in this respect.

Females were more likely than males to report significant or very significant impact with regard to
nearly all of the impact statements. The exceptions were the items that refer to perceptions of
knowledge m how to access support services for sexual violence and ability to have respectful
relationships. Almost 80% of female students felt that the Manuela Programme could have a
significant or very significant impact in reducing levels of sexual violenceradiallenging social
attitudes that tolerate sexual violence. By comparison, more than 70% of males responded that the
programme could have significant or very significant impact on the reduction of sexual violence, and
66% were similarly positive that tiogramme challenges social attitudes that tolerate sexual

violence.

Student Recommendations for Changes to the Manuela Programme
As part of the posintervention questionnaire, students were asked what changes they would make to

the Manuela programme, if anf.majority of respondents stated that they would not change anything
about the programme, with a greater proportion of nthkes females expressing this view. More

than onequarter of respondents expressed dissatisfaction with programme and session length, with
diverging views regarding the ideal duration overall. For instance, while more respondents advocated
for a lengtheningf the programme, some students nonetheless recommended a shortening of
programme duration. With respect to session duration, most students who expressed a view

recommended a shortening of sessions.

The third most frequent response to this question wiaeliade more interactive activities in the

programme. Specifically, a number of respondents advocated for the inclusion of additional games

and videos. However, with respect to group work, respondents expressed contrasting views with some
recommending adtional group work while a smaller number recommending less group work. Some
students proposed changes to programme content based on subject areas that they wanted included or
inadequately addressdebr instancea smallnumberof respondentglentified areasrelatingto sexual
violencethatwereeitheromitted,suchasfiwhat actually happens if you go to help centres and what it

is they do to help rape victids Ot h e mareinfoanatior®mibiologicalareaselatingto sex
andsexualintercourseStudentsalsoexpressea desirefor morerealisticstoriesandcasestudies,

with agreatemumberof femalescomparedo malesexpressinghis view.
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Conclusion

The fidelity records demonstrated that most of the students received most of the programme
components. A small number of the modules were only received by a minority of the students. This
has c¢clear implications for both the integrity
facilitationo appr oach liyefthe yaneeth Programmealfitex thecpdot t h e
project ends. The fidelity records also indicated the level of skill, flexibility and sensitivity required to

deliver the Manuela Programme alongside expertise, enthusiasm, and persistence.

Student feedback dhe content of the programme and the process of taking part were positive

overall, although useful feedback was given on future changes in delivery and content. The
participants provided evidence of identifying with positive outcomes arising from thexpnogy.

These suggest that the learning objectives and outcomes envisaged by the programmer developers
were addressed successfully. Nevertheless, there was scope to identify how the student feedback can
be used to further improve the impact of the progranpaicularly in relation to the experience of

males taking part.

The quantitative results demonstrate that the Manuela Programme had a statistically significant
impact on the student participants across most of the measures. Following participation in the
programme, students were more prepared and confident to negotiate sexual consent, had greater self
efficacy to verbally communicate in matters of sexual intimacy, and had a more positive attitude
towards negotiating consent. They were also less likedpndiorse heterosexual stereotypes or rape

myths, and had a less positive attitude towards pornography and sexting.

Nevertheless, the results demonstrated residual levels of rape myth endorsement, which was
particularly evident among the male students. Altffostudents were less likely to agree with many

of the rape myths their responses did not move into disagreement but into the neutral response. This
may indicate that rape myth beliefs are established by the time of engagement with the programme in
Transtion Year, and points toward the importance of delivering the programme earlier in secondary

school.

The changes in the studentsé responses to the
behavioural intentions in relation to consent communication atelicrelatively little change.

Endorsement of passive communication strategies did not change significantly for programme
participants. This suggests the need to review the programme content to ensure it is appropriately
balanced between highlighting neigatissues such as rape myths and positive behavioural intentions

such as verbal consent.

There were gender differences in many of the questionnaire responses. Males were more likely to
express negative attitudes. In addition, feedback on the programmesteated that the males were

less positive about all aspects of the Manuela Programme. It may be that by the age of 16 or 17 the
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views of the males had become entrenched or there may be elements of the programme or its delivery

that are less acceptablenales.

Chapter 4: Qualitative Results

Thirteen participatory focus groups were conducted with a total of 134 participating students. The
focus groups were scheduled to fit in with each
minutes. Eleven teaers, one chaplain, and one school principal were interviewed for the evaluation.
The teachers who took part were sampled on a regional basis and on because of an existing
involvement in the Manuela Programme. They were invited to take part by the resedgthlsome
recommended by the project workers who identified teachers felt to be a rich source of information

for the evaluation. These teachers were interviewed on the day on which the student focus groups took
place in the schools. Other stakeholdeesaninvited, by personal invitation, to take part in either a

oneto one interview or a focus group. Two stakeholder focus groups were conducted. One focus

group comprised the four project workers on the pilot project and the other comprised the members of
the advisory group for the pilot project. Each focus group lasted approximately 60 minutes. Individual
interviews were held with six key informants, three of whom were educators at third level institutions,
two worked in the Rape Crisis sector, and one fxa@m Tusla. Three interviews wereperson and

three were via telephone. Interview times ranged from 30 to 50 minutes.

Figure 12: Qualitative model of the Manuela Programme process.

Context Process Future

Students
Experiencing Core Values and Content

Parents
Refreshing

Teachers Delivery

Linking and Placing
Schools

M i d Leadi
Systems anaging and Leading Systems

The findings from the qualitative research for the evaluation is depicted above as a three part model of
progression from the pi#anuela Programme status of schools and students, to the process of
delivering the programme, and decision points that widirm future development following the pilot

roll-out. In terms of context, the national educational systems to support comprehensive sex education
are based on a system developed several decades ago. This system is currently in a reform phase, and
seems tdoe open to incorporating the ethos of positive rights and freedom from harm that the
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Manuela Programme offers. Yet as it stands, the programme was being delivered into a school system
that has not traditionally had systematic, evidemased approachestteese topics. Many students

leave school with the sense that their sex education has been inadequate or limited. In terms of
schools and teachers, the SPHE and RSE teaching role is not a specialisation in the sense that other
subjects tend to be, with asulting tendency to rely on highly motivated, committed teachers to

champion the introduction of the programme.

School policies concerning RSE are typically not inclusive of a wiieéehool strategy with regard

to sexual health and violence preventiootributing further to the positioning of the Manuela
Programme as an 6éadd ond dependent on the config
local supporters. The school ethos was not raised as a significant barrier to implementation but has
traditionally placed sex education in the context of a Catholic ethos that has not promoted sex positive
or progressive practice. Parental attitudes were not raised as a barrier to the implementation of the
Manuela Programme. Students were seen by stakehdtdbe immersed in a culture outside school

that helps to perpetuate the sexualisation and gender roles, which in turn threatens the ethos of active
consent and values supportive of mutual respect. The quantitative research findings demonstrate that
therewas an acceptance of rape myths and gendered stereotypes among a number of pupils,
particularly among males. Thus, by the time they have entered transition year, the influences they are
exposed to, including peer culture, have resulted in the issugkehdanuela Programme is intended

to address. The cultural beliefs and attitudes of students are particularly relevant to the programme as

these are the areas that the learning outcomes focus on.

The process of the Manuela Programme that was observedhhtmiqualitative research has three
component$ one relating to the students who experienced it, the next to the teachers and project
workers who delivered it, and the last to the management and leadership responsible for introducing
the programme intechools and managing the rollit. The context depicted above is important to
consider here, as the programme is engaging with students who are moving into late adolescence

without having had significant prior education on issues of consent and sexaateiol

While some schools may have had prior partnership with external providers and Rape Crisis Centres,

the Manuela Programme was a novel introduction of a systematic, manualised, and intensive approach
to tackling these issues. The programme had to batktstudents and schools where they were in

terms of their level of knowledge, skills, and preparedness to engage fully with the topics addressed.

I n that context, the studentsdé experiences were
having sucessfully engaged them using a facilitating and-juslgemental mode of delivery. There

were nuances to this experience, as the examples facilitators and teachers raised about less successful
engagement tended to be linked to boys as opposed to girlss Tinise expected, given the findings

revealed through surveys that many boys had less supportive attitudes to begin with. Nevertheless, it
demonstrates the need to continue to find ways to engage with those who are less receptive to the

message of the pgoamme and the techniques currently used in working with the young people. Some
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students were able to identify situations where they did not feel supported within the programme, and
this was principally attributed to teachers who were less skilled inethgliVhis underscores the need

for adequate preparation and support for teachers on an ongoing basis.

In terms of delivery, the manualised, structured approach was appropriate and provided a secure
structure that allowed the project workers and teachersgportunity to respond to the dynamics and
nuances of the classes they worked with. There was limited opportunity in the evaluation to capture
the full hand over of the delivery to teachers themselves, and while the teachers we spoke to were
enthused ahd their engagement in the programme, there was also nervousness about performing as
well as the project workers and lack of confidence in delivering certain elements of the programme.
The need for an emerging community of practice between teachers, abfgaross schools and
regions, was clearly evident. The focus of the discussion of delivery was how the prograraue roll
took place within the classroom, and the wider impact on school culture and buy in of school

management merits further research.

Project workers described some schools as not open to the programme, opening the possibility of
schools who will incorporate the programme and those who will not. At the level of the pHoatoll
organisation and leadership, the approach of having pwefg&ers as the key proponents for the
programme was successful. They had credibility with schools, teachers, and students, and led the way
finding opportunities for the programme to be taken on by schools, supporting the teachers in the
schools to delivesessions and grow in confidence, and contribute to the knowledge and teaching that

is critical to programme sustainability.

It is important to highlight the future as a critical part of reflection on the pilebublbf the
programme. In keeping withegh pr ogr amme ai ms, the studentso ope
significant impact from the programme in terms of learning about consent and sexual violence. This

shows the scope the programme has for supporting students to positively engage witloestine

when they engage in intimacy, as well as their raised awareness about the impact of violence, how to
recognise negative situations, and the underlying gdmaked influences are underpin many of these

situations.

The programme does not teach adgfic behavioural model for engaging with violence should it

occur, bystander interventions skills or specific skill sets in other areas such as managing pornography
use. The knowledge webs designed by the students suggest that the core content btibeoisttd

support personal development, awareness, and sensitivity to others, through critical reflection on
scenarios, other engaging materials, and on our cultural assumptions and practices. It does this using a
complementary facilitation style that designed to partner with students in an exploration of the
behaviours, scripts, and expectations that are associated with sexual expression. It highlights the risk
and consequences of sexual violence as a key motivating factor, thereby enlisting thg,qrepa

support, and values of young people.
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While there was much consensus on the value of the programme between all stakeholders, including
the students, there was variation among the adult stakeholders in identifying the best way forward for
the progamme. It would be possible to take the key contribution as outlined above and deliver it in a
different modality, and at this early stage of reflection among the stakeholders these are still being
discussed and teased out. The existing programme couiichibeed down in terms of content, hours

of delivery, and length of sessions to make it more feasible, trainable, and replicable. This runs the
risk of reducing the potential impact of the programme, yet set against concerns among some students

of repetitionand session length should be investigated.

The programme could also be split up and delivered at different points in the secondary school
curriculum, including the Junior Cycle, where new opportunities are apparent through the Wellbeing
curriculum. Thiswould also help address the issue of engaging with students earlier to offset the

finding that some students already endorse rape myths and lack confidence in consent knowledge at
the Transition Year stage. Responding effectively to the opportunity teviihlcurriculum changes,

other sexual health education programmes, new teacher training and professional development
programmes can help ensure that the programme is placed in the right point and in an appropriate way

in the student stdward alwromay, persanal deveJopment, ana gritical thinking.

Yet to navigate these opportunities and potential challenges, it will be important to be attuned to the
opportunities that arise. The programme stakeholders comprised a strong team of sujopadinier

programme, who are able to draw on a range of professional backgrounds, expertise, contacts and
networking capacity. This is an important resource that should be developed further, as programme
re-design and scaling up of delivery could be aaristve undertaking requiring strong support from

statutory as well as NGO stakeholders. Finally, and underscoring the need for the stakeholders to
review the programme content, the studentsd feed

audiovisual materials and scenarios used as learning materials and prompts for discussion.
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Educators

The data from the educators interviews is presented under the themes of sexual consent and sexual
violence prevention, reflections on experiences oMhauela Programme, strengths and weaknesses
of the Manuela Programme, and opportunities and challenges to further implementation of the

Manuela Programme.
Sexual Consent and Sexual Violence Prevention Among Young People

A number of the educators expressedcern that students increasingly lack a concept of what
constitutes a healthy relationship and many do not have good role models in their lives. Teachers and
principals expressed serious concerns about the influences which young people are exposed to and
their lack of preparedness to meet the challenges arising from this exposure:
Il &m | i stening to young people saying whatods
struggle with boundaries and appropriateness and they are not being taughtdt iofa
cases at home. And they are certainly not getting any role models on TV, on soaps. In the

media itbés t(fBeg tot al opposite

Particular concern was raised about the amount and type of pornography that young boys were
watching and the violence intest in some video games. As a consequence of exposure to these
media some students, especially the more vulnerable ones, were thought to struggle to distinguish

fantasy from reality:

I know that there is a lot of violent video games out there and thegaeasing in violence

and they are very, very real ¢é And then thos:¢
are out in the real world they are not able to decipher between what is real and what is in a
game. €é And then you reagseindexual vinlibngg2)we have an i1

Increasing numbers of young people were thought to lack an understanding of what is meant by
appropriate behaviour and expectations. Of equal concern was the perception that some young people
do not possess information and tleeabulary to communicate with intimate partners in a respectful

and empowering way.

Although important and welcome, programmes such as the Manuela Programme were said to provide
only a small counterbalance to the messages that young people were redkilimgjme from very
many sources. Teachersdé hopes for the Manuel a Pr

students would feel empowered to develop healthy and safe personal relationships:

That the girls and the boys would be more confiderdyimg no and the importance of

asking for consent and the realisation of seeing their partners being a person of equal needs
as themselves. And hoping that, | suppose really an awareness of the sexual violence that is
out there and that is wrong. And inaengly in the last couple of years | would be hoping

that the likes of this programme would be highlighting to them that, first of all to seek consent
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and that the girls and the boys as well would have the confidence to say no and just to be

comfortable jist how far they want to @ ?2)
Reflections on the Manuela Programme

Teachers who were interviewed as part of the evaluation had a range of experience with the Manuela
Programme. Some were Transition Yeaiotdinators and others were teachers who haith sat or
co-facilitated Manuela Programme sessions. Some hdigcdidated a whole rolbut of the

programme and two had experience of leading aondlwith a project worker ctacilitating. As such

they are among the best prepared teachers curreititlyagard to programme delivery.

Training

A small number of the teachers had undertaken the facilitator training, all but one after they had
facilitated or cefacilitated the Manuela Programme in their schools. Those who had attended the
training were higly positive about it. One teacher described it as the best professional training that
she had experienced and another spoke of how the
teachers had not attended the training but had learnedflagittating the programme with the

project workers. Cdacilitation supported them to gradually take over more of the programme

delivery and develop their confidence:

Now | ast year she did most of it because | h «
rooled on | was ok to do a Ilittle bit more, sc¢
in the conten{T3)

Training,cof aci | i t ati on, and familiarity with the Mani
confidence to deliver the programme. Neakieless, several teachers identified that they felt that they

would never be as accomplished as the project workers at facilitating the Manuela Programme. The

project workers were perceived to have professional expertise and a way of relating the ypleng peo

that was different to those of teachers.
Confidence

The teachers reported different levels of confidence and willingness to engage with the topics. Some
believed that there were certain constraints to the teacher/student relationship timetcessary and
appropriate; others reported that watching the project workers engage with the students caused them
to consider adjusting their own teaching styles. Several teachers welcomed the opportunity to open up
discussions with their students aboguiss that they would never have previously covered:
Even the last topic | did now was the pornography. | would never have the depth or the
discussion, it was brilliant. The walking debate, | would never have gone into that kind of
detail with them beforelust even those questions to get them to talk about it, | would never
have done that befo@9)
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The project workersodéd expertise on gender and sexX

programme, one which teachers felt they could not ratelic

The person delivering it needs to be someone
have the best i mpact on the student. And i f
area, i f they have someb dilthatpetrsandsshe éxpert.t her e, i

would be delivering it very much from a cognitive perspective, from knowing the content but

Il 6m not t ftoddraggy domsd sdayy 6m (APt seeing the vict

For some of them, | ookiarbgpuat treti tathd Iwihlag MWl
(T4)

Some teachers were uncomfortable with the prospect of taking on programme delivery and felt that it

would make it difficult for themselves and the students to interact in other school contexts. Other

teachers felttsongly that there a high level of involvement from within the school was appropriate

because of the depth of the knowledge the teachers have about the students. Teachers therefore are in

a position to see beyond a fagade that a student might put ontiwétis and could assist with follew

up support if required:

I 6 m n o tfif yauare somingen from the outsidelh at youdére actually s
group. We can all put on a performance for two hours and be absolutely interactive in
walking debatesah r unni ng debates and every sort of t

A

here you go noW) thatds that done

An educator in a Youth Reach setting was particularly comfortable with the Manuela Programme. The
pedagogical approach within this altemmateducation setting was closer to that of the Manuela
Programme than the more didactic approach they associated with secondary school teaching.
Student Response to the Programme

Across the interviews, many teachers emphasised the importance of thecdyitam each group.

The atmosphere within the groups was variously described as relaxed, as stridently challenging, and

as respectfully challenging:
Very adversarial, Il i ke. And i f someone was C (

tobeafighe .. | dondt know whether it was spillini

tension within the groufr9)

What was lovely is the environment within the group was safe enough to challenge each
other, which they did, in a very respectful way. Bechtis@k they learned from each other

because of the makeup of the gr¢ug)

Group work and seating the students with those with whom they felt confident was seen as important

in another school. Small group work facilitated the students to comfortabtadéhtith each other:

But in the small groups they were discussing, they were talking, they were finding it at their

own | evel . Theredd be, t hereds three or four
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on but they chose to sit together at bléaso they were communicating on their level on the
topic. So it allows for that. And for the ones that were uncomfortable about discussing it, if
they are sitting in their group with their p:
anything(T4)
Mindful of the possibility that the issues might trigger difficult emotional responses in pupils, teachers
made provision for the eventuality. Some schools organised that students could go to an alternative
room if they were distressed or uncomfortable, itied worked prior to the sessions with
vulnerable students to agree a sign they could use to indicate that they needed to leave the session.
Some teachers spoke of being proactive about the possibility of negative responses being triggered in
students tfough their participation in the programme. Students in these schools were permitted to

stay away from sessions that they would rather not attend:

They knew they were vulnerable and they didni
situation.Nowwoul d have said that at the start of t
arises for anybody that have areas of discomfort, say it to us beforehand so that we know, that

you donét have to get up i(M)the middle of a

Age Profie

A range of opinions were expressed about the optimum age for students to receive the Manuela
Programme. Many were convinced that younger and perhaps even much younger students need the

learning and protection that they could derive from participatidgharprogramme:

They frighten me with what they are up to, they frighten me. | know that they know a lot more
about things than | do in first year. And t he
What sApp and Snapchat. Iheed 63 &y bwe IgETHX @ oisckaa

However some argued that although younger students might need the benefits that accrue from the
programme, they were concerned that they were not mature enough to engage with either the content

or the process:

My fear wold be their lack of maturity and their lack of being able to engage. Like with the
Leaving Certs you could sit around in a circl
it | 6m doing RSE with my second ayetar s at t he
something as simple as saying brgd@$t)

Chronological age was not seen by teachers to be a key indicator of level of maturity. Teachers

identified that the level of maturity in any year group varied from year to year and that there was also

a speatum of maturity within each class in each year. Although the overwhelming majority of

students were either 16 or 17 years of age, several teachers spoke of the varying levels of maturity and

experience of the students. They felt that some students engglgelde information in a way that

suggested that it was of particular relevance to them:
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Sometimes you know the ones that are sexually active, you know the way that they are
|l i stening or asking questions, tdiffergnblevel cont r i
to somebody that és not

Other students may not have found the information of immediate relevance, but it was suggested that
they will benefit in the future from having received it. Students in alternative education settings may
have mssed out on some key stages of their education, therefore they may benefit from the Manuela
Programme at a different chronological age than students in conventional school settings.

Impact

The formal and informal feedback which the teachers had recemadlfie students about the

Manuela Programme was very positive. One teacher reported that her Transition Year students listed

the programme alongside the musical and the school tour as one of the highlights of the year. The
Manuela Programme was seentoegivst udent s information and fia voi
previously lacking the vocabulary that would enable them to articulate their needs and boundaries.

Their learning from the programme was thought to give them a language and a confidagice to s

This isndédt who | am and | have a right to be
and my own valueg 3)

It became apparent to some of the teachers during the programme that both male and female students
had never considered that conssgmbuld be an issue in established relationships. Girls were seen as

particularly disempowered in this respect:
Then one girl said dAwell a wife must be avail
(T4)
You have here in 2019 where the young womertwilli nk A we | | I have to dc
man hdT8py o0

While acknowledging that it may have been a coincidence, a teacher reported that two boys had
approached her for advice following the Manuela Programme about how to deal with unwanted
physical attenon from girls. One teacher expressed the hope that, once empowered, the students will

be able to transmit that to others:

So if we can empower them to empower their nieces, their nephews, just to get the word out, |

think wedve done(T8onders. Completely
Strengths and Weaknesses of the Manuela Programme
Credibility of the Programme

For teachers and principals a key strength of the Manuela Programme was its grounding in the Rape
Crisis movement, with the additional and important bonus that it was free of cost to the schools.
Teachers spoke of being inundated with requests and offessises which individuals and

organisations were keen to run in their schools. A number of the schools haeixéspng
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relationship with their local rape crisis centre and/or the project worker through the Rape Crisis

Centre:

It needs to be by the bloand it needs to be with a reputable agency that you think they know
what theyodére doing. é . ltds very sensitiveé
thought yeah this will b€r'7)

Structured Programme

Teachers liked that the Manuela Prognaenwas manualised and reported that it was consistent with
the way that teachers prepared their own lessons and was therefore familiar to them. The structure of
the programme was considered to be supportive of the teachers building their own confiddsice lev

and providing a framework to support them to provide sexuality education:

I stick to the book 100% because | do go hom
have said thato. Or if someone asks .mel @bout
need to be really well scaffolded, wefiat-word and how to deal with questiofisL0)

The teachers love step by step, week 1, week 2. Definitely having a set programme, a plan, a
scheme of wor k. Teachers are aswae ko whati g

done in week 2. The(Tay itds done is very gof

The structure was also described as supportive ¢
knowledge and enabling skills development. However, for many teachers the gimcfoptheir
confidence was studentl fguédetriedrsi mgreard mmmemme i tr I
just der ai |l (TD.a&heatilitytodeallwghsmpmmpdu questions was a key anxiety

identified by several teachers. Some weargsaus that they might give the wrong response,

particularly when they are new to the programme. Many teachers spoke admiringly about the project

workersé6é skill at dealing with the unpredictable

I t 6 s a lherewould be théfear factor and there is still the fear factor because the

knowl edge she has on the area, | havenot got.
that came up during the course of twmat cl ass ¢
mi ght come up or might be said for the | augh

fear is really(T4)

Teachers very much valued the bagksupport that they received from the project workers,

particularly support in respondingtotheste nt s6 questions. Some spoke o
guestions to the project workers who advised them about the answers which the teachers then covered

in the next session. For some teachers, the relationship between the school and local Rape Crisis

Centre was patrticularly important, with several receiving reassurances from the project workers that

they will always be available to the school if they can at alll.
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Weaknesses

The key weakness of the Manuela programme identified by the educators wasttinefli¢ng
sessions. It was suggested that two hour sessions require a good variety of activities and a break in

order to maintain student engagement:

I would make it more interactive. |l 6d put i

easier whenhey are interested and interactif/Es)

Timetabling issues forced some schools to reduce the length of the sessions to 80 minutes and
teachers tended to report that they felt that that was long enough for the students.

Opportunities / Challenges to Furthemplementation of Manuela Programme

Parental Support / Opposition

Parental opposition was not seen as a challenge to the implementation of the Manuela Programme.
Most teachers considered that parents generally trusted the school to provide apgepriate

education or were relieved that the school was providing this service. Nevertheless, a few teachers had
experience of parents not wanting their son or daughter to participate in the Manuela Programme or

other sex education programmes:

| t hi nkr & hoaft 6as wnod e r i ssue for the whole scho

had to do with this programme per se but they were uncomfortable and | think it was

significant that(Th))t wasnodét someone 1| rish
Transition Year
The Manuela Programme wadidered to Transition Year students in most of the schools that
participated in the evaluation. A number of teachers did had experience of running the programme in
Leaving Certificate year. They highlighted some difficulties including the pressure tistiidests
were under in this exam year and their perception that some scenarios were pitched at a younger age
group. Transition Year was seen as offering a number of advantages for the provision of the Manuela
Programme, including having a less constraiimadtable and greater flexibility to run a six week
programme. However, a number of disadvantages to locating the programme in Transition Year were
identified. In many schools Transition Year is optional and students can choose to bypass the year.
Teaches suggested that many of the pupils who choose not to do Transition Year are pupils who
might benefit from the Manuela Programme. Those students who opt into Transition Year may have a
range of activities to choose from and therefore the Manuela progreanumapeting with

alternatives:

Bear in mind that we roll it out as part of the TY activities programme so they have other
things competing with it. So it wasnot that
were choosing it as one option outodfiers(T3)

Within most of the participating schools the Manuela Programme was not available to all the

Transition Year students. Although some had plans to expand its reach within the school, it was
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reported that resources such as time or space hadtezsthie number of students who could avail of

the programme:

And itdés only half the TYs have done it. I m
and going fiwhen are we going to do that, whesl
out on it,missed out on somethiGg4)

We only had the allocation for one class a wi
classes we picked a random four out of each class. Next year now the intention is to roll it out
to the 92 students that we haiid)

Boys were considered less likely than girls to choose to take part in the Manuela Programme. In
addition, many boys were considered to be less able to articulate their emotions and less confident in
their opinions. One t e a dnoogporétestherthersep foomsheManuelat hi s i

Programme into RSE lessons:

And thatdés why I dm bringing bits of the genel
the only way to get the conversation happertir)

Boys were also said to engage less in a chotass than did the girls. In one such school a teacher
suggested that although some boys were overtly dismissive of the programme and others were not
actively participating, she felt that they were nevertheless absorbing the information. It was thought

that boys may feel vulnerable when they participate in programmes like Manuela:

I think that in programme like this, that often the boys are concerned that they are just gonna
be portrayed as predators so thebhwederthat rel uct al
might happer{T9)

One of the four project workers was male. Several of the female teachers-felodided the

programme with him referred to gender balance and the value of the boys receiving the programme

messages from a male:

Becauseealiltydsporwer ful to come from a man to sa
right, this isnot anot her o. Thereds a | ot of
|l ot of women doing SPHE so it s omedtoinndets dsoo u n ¢

t h gT50
Several teachers made the point that every group of students is different and experienced facilitators
or teachers with knowledge of the programme will be able to make slight adjustments to
accommaodate the dynamics in the differenugio Particular considerations may arise in settings
outside mainstream secondary school. Some of the language used in the Manuela Programme was
thought to be inaccessible for students in an alternative school setting, some of whom may have
missed out ones/eral years of education. The presence of a teacher who knows the young people was

seen as very important to identify when they were struggling and to rephrase or reiterate information

77



in a supportive manner. The content was described as important aodening and therefore it was

important to include them in the programme.
The Future

All the teachers interviewed for the evaluation believed that the Manuela Programme was impactful

and important for their students. Some schools are already incorpgrattagf the Manuela

Programme into RSE and SPHE classes. The Manuela Programme was seen as a vehicle for opening a
discussion about important topics:

I think itdéds just brilliant. The kids need if
communicateath t al Kk about these i ssues | think. So
therebs &M9Yneed for it

Schools, it was argued, varied in their commitment to sexuality, wellbeing and relationship education
and, in many instances, the level of commitment ferd@ned by the teachers assigned to teach

SPHE. It was reported that teachers may be allocated to SPHE or RSE as a consequence of
timetabling rather than because of an interest in teaching the subjects. Although many teachers
envisaged that the most sustble future for the programme was to be incorporated into SPHE and

RSE, the teachers were unanimous that not everyone could teach the Manuela Programme and several

commented that it could be damaging if delivered badly.

The preferred option for most tife teachers was to have external experts either fully deliver
programme or as in a support role, but there was an acknowledgement that this presented economic

difficulties:

Whil e someone from the outside i shlesforthatng her «
class as well. So that teacher, in effect is free if you like. In other words, the Department are

paying two, paying on the double for something that hopefully could be built into senior cycle
RSE(T2)

Better funded schools and schools thatéha chaplain as a staff member were said to have
advantages compared to other secondary schools. Chaplains were described as a key person within a
school in having interaction with the students on a personal level as a primary responsibility and some

flexibility in their timetables for programme delivery.

A teacher suggested that if such education was valued by the Department of Education and Skills,
then they would be willing to resource them properly, to be delivered by experts rather than handing it

over to teachers:

I f we want to create a society thatés going
€. | think giving it to teachers, thatos all
€ theydre not thinks ngr odgr a&rme ,b etsht e yi rpea ctt hiorf k

get in delivered cheaplif 3)
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However, others argued strongly that the imperative was for the Department to support the upskilling
of teachers involved with SPHE and RSE.

Stakeholders

The data from the interwes with the stakeholders is presented under the themes of process,

outcomes and impact, and the future. A number oftseimes are included within the themes of

process and future.

Process

The four project workers were highly commended by the other stialezbhdor their dedication,

enthusiasm and commitment to delivering the programme. A key uncertainty prior to the role out of

the Manuela Programme pilot was whether schools would be amenable to the programme. The level

of access achieved was describedasdi r ect result of the project wo

Ités incredible you know, it has really been.
buy into it or would the teachers buy into it, would the schools allow it, would they be afraid

of it. ®&eOhemuthan | ever thought. But | do
I think they had that skill you know to go in and not antagonise. They had the skill to go in

and they were respectf($1)

The project workers themselves reported that motsteo§chools that they approached were open to
the Manuela Programme. In the case of schools that chose not to take part, the reason given was
scheduling difficulties, however project workers suspected that some principals may have been

resistanttotaking ar t 0

Scheduling theyo6l Il tell you, but then you wil
absolute baloney. If somebody wants the programme scheduling is not an option and it most
definitely isnét a hindranceey 6Whe ngitvhee yyborue, iyno
the for mal l ine oh itds scheduling. é And it
is coming from the principal. And itds reall\
are tied(PW1)

One project worker recoted that the programme did not run in one school because too few students

were given permission and returning parental permission forms to participate:

She said she could only get seven back and sl
knowwhyh ey 6 r e not returning them, I have no ide
because every other school |l 6ve been to Ilike

decided not to participate, everyone else has. So that was a real ¢RWN&)

Co-Facilitation
Cofacilitation between the project workers and teachers was a key strategy to ensure that the

Manuela Programme would be sustainable beyond the duration of the pilot study. The project

wor ker s 6 e xaeillitation wecedasgelyopbsitec When the cdacilitation worked well,
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the partnership was des cr iBdnead ant Robimfar¢he gixrweekse ct  wo r
However, project workers also had experiences of theiadititator spending the class marking

homework, cefacilitators who had clearly not read the manual prior to the class, diadittators

who, they believed, had a personal agenda different from that of the Manuela Programme. One project

worker provided a vivid picture of the highs and lows ofaxilitation:

And sometimes the synergies are | ovely betwe:
theydor-mi sdelli ke me, how could someone el se bc¢
bounce off them and the young pegplagbodéohce ¢
mot her of God | &m working with a corpsed. é |
[the students oi ng déoh wel | i f you dondét | iven up th
l' i ke O0okay, jazz hands! 6 dSeobiilti tcaatni nbge abtr itlhle :
So it can be really tough. Sometimes with the
6oh my God I 6m absolutely wreckedd. And if st
debrief with the agaédché€heyorsayusshregyoiuf oénc
sure youdre okayd é So itods really like youdl
keep your plates going and youdre |ike 060oh m
minding the kidsandéhn youdve to try and mind yourself.
i f the synergies ardalcoveltynt@wd itt Desy @reeadd yni

Although the project workers felt that most of the teachers who hfatitwated with them were

commited to the programme and to the values and the integrity of the programme, they had all

encountered teachers who were clearly not interested or not suited to deliver the programme. One

project worker described that she would not entrust the Manuela Progremteachers that she does

not have confidence in:

I would just not hand the programme over to

€ and they agreed then, youbre (AW3) comfortabl

The level of comfort a teacher haith the programme and the relationship they have with the
students was also seen as key to the successful transition of the Manuela Programme to the teachers.
The presence of a particular teacher in the class was described as having a huge posititigeor neg

impact on how the students experience and participate in the session.

The cofacilitation model used in the Manuela Programme pilot project was designed to build
capacity within schools to maximise its sustainability. The progression from projdantoiteacher
was seen as a cruci al aspect of embedding the pr

evidence that demonstrates that the best person to teach SPHE is the classroom teacher:

At second level it is beneficial to have thatclassf anot her subject. Becau
built up a relationship with them, you know

name particularly in a subject like SPHE2)
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However others were less convinced that teachers are always and ilgdbsdaest people to

deliver sensitive topics to students. A project worker described how they read a class differently than
teachers do and another considered that not having prior knowledge of the students was actually an
advantage rather than a disadtage:

We dondét know their backstory so weodore all ol
everybody comes in, youore all the very same
our group contract so youore cagaxYodknowgyouwhat a
say | isten youodore all the sam@&Where. So yeah
Class Dynamic
The project workers agreed that, as a general rule, a group size of no more than 20 was ideal. They
found that smaller group sizes led to mang better discussions whereas, generally, big groups
generated | ess engagement. The project workerso
boysormixees e x school s were varied. One found that ir
andfeminist engagement with the issues that was not as evident from the girls in a mixed school. And
whereas one project worker experienceealls schools as more difficult, another project worker
found the boys in alboys schools to be receptive and emggglt was also suggested that the
dynamic differs, not just between schools but between classes and year groups within a school. It may

be greatly influenced by a small number of students:

Therebs one school t ha tgilslséheok Sameteanheri Amd therer e et |
was one year where the students were very hesitant. | mean they barely said a word. But there
was a whole vibe of 16d say there was a | ot
anything becaus merabla. tike anythingusgifor bding targeted. So they
were so hesitant to participate é One or two
theydébre in another session you actually see |
dynamic in a grougPw4)

Transition Year

Most of the classes included in the pilot programme involved Transition Year students in mainstream

secondary or vocational schools. However, it was also delivered to a number of Leaving Certificate

classes and in some ramainstreaneducation settings. Transition Year was seen as having many

advantages as a setting for the Manuela Programme, including greater freedom within the timetable:

At the end of the day we have 42 teaching pel

compule ry, whatodés curricular and (83hwen what youbd

One stakeholder described the decision to recruit transition years helped to establish a precedence for

Rape Crisis Centres delivering education in schools with which they had notusitgwimrked:

The whole point of this was that thereds a ni

job was to crack open this hatd-crack open piece for us which is transition yéa#)
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Running the programme in Transition Year was also considetealve distinct disadvantages, not

least because not all students take Transition Year and not all schools offer Transition Year. Concerns
were also raised that singlepic programmes such as the Manuela Programme may serve to
minimise the importanceofhe t opi ¢ and give the i mpression th:
hours. It was argued that issues concerning consent and sexual violence should be embedded in

curricula throughout the education system:

There needs to be a high level national apgtotaken, consensus taken about the
i mportance of this and how it needs to be eml
through postprimary school into third leve|S5)

Until the education system is transformed and while there is still a need foaprogs such as the

Manuela programme, many stakeholders suggested that it should be delivered to students at a younger
age. The project workers agreed that Second Year imppiasary school would be the optimal stage

for the students; they suggested #athe topics covered in the programme should still be covered

but that the language and some of the activities should be appropriately modified.

The Future
Future of Sex Education

Some stakeholders expressed a sense of cautious optimism about thef fegxcelity in Ireland

although none felt that progress would be fast. The recent NCCA review of SPHE was seen to
indicate a momentum within the Department of Education and Skills which was partly driven by
recent Ministers. A number of criminal courtses, the MeToo movement and tfHeA8nendment
referendum were also implicated in the perceived impetus. However, it was also noted that interest in
SPHE and RSErelated issues have been the focus of attention in the past but this attention had
dissipatedvithout significant reform.

Stakeholders who identified the optimal model for the effective delivery of sexuality education
envisaged schools that had a whedhool approach. All teachers would have some knowledge and
skills in SPHE, and specialised thacs who had chosen to teach the subject and received a high level
of training were accredited. These teachers would be part of a team within the school supported by a
committed principal. Alternatively, a number of stakeholders suggested that schoipigisisbould

be relieved of the responsibility for wellbeing, including SPHE, and there should be a promotional
post within schools. It was argued that it was essential that schools develop dedicated small teams to
deliver SPHE rather than have classesapracross a large number of teachers each of whom teach
one or two classes. SPHE teaching was thought to suffer from a low status in a school system which is
very examafocused. The turnover of SPHE teachers was said to be high in many schools because
manyteachers taught when timetabled to do so rather than because of a commitment to or interest in
the subject. Lack of accreditation was identified as contributing to the perceived devalued status of

SPHE teaching and to the standard of teaching providsoihne instances. Full and equal
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professionalisation of the SPHE was identified as an imperative, with teacher training as the route to

achieving this goal.
Teacher Training

Teaching SPHE was described as qualitatively different to teaching other subjesttsulects are

taught didactically whereas SPHE requires a different style of teaching:

So all the information in an SPHE <cl ass co0me:
so skilled. The teacher has to know how to draw that information out,chpredess it, how
to generalise it and then how(S2o apply it. St

SPHE teaching was described as very complex work with a potential for causing harm if it is done

badly. It was distinguished from other subjects that eatabght from a book without the teacher

having a specific interest in the subject:
It isnét good enough just to take up that pai
do exactly what it says é you haanckyothavee mbody
to believe in it ... You can learn chemistry just to take it as an example, you can learn how to
teach it even i f you dondét want to. But SPHE,
going to do a good jot52)

Effective teacher traing for SPHE, it was argued, would require teachers putting the time and energy

into their own personal development:

So that they know their own attitudes and values and some of their trégggansl they would
know their vulnerabilities and they have sama¢ion of boundaries and their boundaries and
the young peopleds boundaries and all those t
They would be in a much better position to facilitate a more organic or emerging programme
(S2)
Student teachers arepmted to be interested in teaching SPHE. A86r elective module offered in
one teacher training college was oversubscribed and an evaluation of the module concluded that the
students who took the course were more prepared, more confident and knolledgeat SPHE
than were other student teachers. The module was based on experiential learning and, importantly
according to the stakeholder, it modelled the type of interactions that would take place in the

classroom:

It was an experiential type of learning experience. Mainly a lot of engagement, activities,
talking about things, getting comfortable saying, particularly, you know using the language
even, modelling what they would be doing in the class(&f

The revied Junior Cycle curriculum includes a mandatory requirement for 400 hours in wellbeing. It

was suggested that this will bring a new focus and profile to the area and allow schools additional
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time to explore SPHE topics. However, the concern was also sggrtsat students will experience

fiemotional obesity and wi | | become bored and desensitised

Theyol | have it over the three years. Theyor
know theyodére actual |y ¢aodtgoiggtdengagewtude(@®t) of f c ol

Impact and Outcomes

The project workers described overwhelmingly positive feedback from students and teachers about
the Manuela Programme. Some benefits of participating in the programme were immediately

apparent:

I think itds a really excellent emotional an
how the classes interact. | 6ve had principal:
in terms of how they are with each otlieW3)

Establishing that iivas possible to address the issue of sexual violence with school children was
identified as an i mp oshoawiagthatyoucdnadimss thedowet disexuaglr oj e c
vi ol ence in a saf eSGwSstydentstheéntselvgsexpreagatiudedqthee 0

project workers at the opportunity to discuss and be informed about sexual violence, as these were

topics they had never learned from other sources:

Therebs so l|little opportunity to tactinkAabout
lot of them say to you | never even thought about what would be consequence for a
perpetrator. Theybdbve never even thought of 1t
programmes do but theydll just payt 6anhtdds apleyv
kind of brushed aside. Therebdés a nod to it b
in a safe way. So I 6m really thankful that w¢
dondét get it any wh etinscheol. Wecareaeally genuinéysabletetalk ai n |
about that(PW1)

It was suggested that the experiences of the Manuela Programme could provide learning for the

mainstream and reassurance about the acceptability of the topics and materials covered:

Ithink t he wi der application is in whatoés the |
we are developing the resource and learning activities for junior cycle or later on maybe for
senior cycle, how may that be HrogrAnome.riyeud by wh :
know, the type of topics, the type of appr oacd
fallen in(S8)

Project workers were confident that the young people who had participated in the programme were
empowered to enjoy respectful and pgsiintimate relationships as they navigate their way towards
adulthood:

84



And there is a confidence that young people have then about how they ask for consent and

how they can either give or not give consent. That they have an understanding of that

dynamicwhen they are in sexual romantic relationships that they can be comfortable talking

about and be confident talking about it and that it breaks down that kind of barrier about

di scussing this with their frienahsmpacnd with

think that young people would derive fronjRW2)

A number of benefits were identified as accruing to the Rape Crisis Centres as a result of the Manuela
project. The experiences of the project workers in delivering the programme to scitidméssivared,
benefiting all centres. Rape Crisis Centres have been involved in the delivery of education to classes
in schools on previous occasions, with centres having delivered a variety of programmes. The
collaborative development of the Manuela Pamgme has consolidated the educational resources into

a cohesive programme:

Now all the centres have a programme, they d
wasnot there before, some centres had a progi
programme that every centre can (&&51)

A further important outcome for the Rape Crisis Centres was raising their profile with young people,

part of a demographic at particular risk of sexual violence:

It has got that age group aware about the centres, atheuservices that are available, about
the help they can gég1)

The pilot project was also said to provide important evidence about the willingness of teachers to

teach the Manuela Programme and to be trained in delivering it:

How much training teacherseed and how much they are willing to receive and how much

they have benefite@BGhHrom when theydve got it

An intended outcome of the pilot project was to influence the Department of Education and Skills and
to influence practice in schools around finevision of education on gender violence. The Steering
Committee proposed that the project has been successful in achieving this through the project

workersoé involvement with the review of RSE.
Future of the Manuela Programme

The views of the stakeholdeabout the future of the Manuela Programme were diverse. Some

believed that it was not feasible to continue to deliver the programme as per the pilot, some believed it
would be inequitable to do so, and others that it could and should be deliverecpaiatesl number

of schools nationwide. Pessimism about the future was mainly focussed on achieving ongoing funding
for the programme, the length of the programme, and its characterisation as a niche, narrowly focused

topic.
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The cost of running the Manueladgramme, as delivered in the pilot project, was considered by

some stakeholders as unsustainably high. While acknowledging that the faimbgifoject

workers recruited and delivered the programme to a large number of schools, it was not thought
feasble to scale up the model to national coverage. Some stakeholders argued that it was inequitable
to offer the programme to some schools and not others. Conversely, other stakeholders argued that the
pilot project had identified that that the delivery mogtak not an expensive one, that it provided

excellent value for money and that it was suitable for national scaling up. Some frustration was
expressed about the perceived futility of providing funding to assess the effectiveness of a programme
without thefinances being available to ensure that an effective programme could continue. Likewise,

a comparison was drawn between the amount of funding dedicated to addressing the consequences of

sexual violence and the lower amount of funding available for prewveatid education.

A number of suggestions were made about reducing programme delivery costs such as shortening it to
four sessions or restructuring it into a one or two day programme. The lack of ongoing funding was
associated, according to some stakehalds , with an absence of an ident
programme without which it lacks a sponsor and a funding stream. The vision that the Department of
Education and Skills might assume responsibility for ensuring the future of the programme was
dismissediy some stakeholders who pointed out that the Department offers resources but does not

offer programmes and, at present, there is no national recognition of programmes. Others insisted that

the natural home of the Manuela Programme was vested in the Rsiged€éntres. One stakeholder

from a Rape Crisis Centre expressed determination to continue to deliver the programme to schools in

the future and was aware of others seeking funding to do the same:

So sheds |l ooking for funding somewhere as wel
borrowing, itos ridiculous ¢é& Al wedre missi l
blinking moneyS1)

Other stakeholders also foresaw a need for ongoingsiufppm the Rape Crisis Centres to the

schools although the centres do not receive core funding to provide education:

They need ongoing support you know. And | suj
missing when Manuela ends. But the individualrapei si s centres might pe
something that we might look at actually formalising that the individual rape crisis centres
would volunteer to continue to offer that. Bt
and young people come forwasth they need that ongoifg§G1)
The possibility of a regional structure to support and train teachers to deliver the programme was also
mooted. The hope was expressed that in schools that had demonstrated a commitment to the Manuela
Programme and wheredlprogramme has been successfulljyamlitated, it would continue to be

delivered to the students. However, it was suggested that all programmes end up being personalised to
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the facilitator to an extent and that dilution was inevitable and one projeatmemvisioned how this

would happen:

It wi I be diluted. And ybadérkiganed gbool kat
actually hate the pornography part and | 06m nc¢
thatdéds pr obabilmp omtea rotf d rhes .mo&Wel | t hey wonot
really Ilike the sexual rights, I 61l just gi v

that. You need to unpack that and go down deeper with it. You always have to drill back dow

and see whatodés going on. So | would be concel
6l i sten we canét give the three classes but \
theydéll just say O6ah wedld. jTumsdat domo mt icnd wistsy hi

so | think yeah it will be diluted a little KRW1)

Other stakeholders were more optimistic and looked forward to the future in which SPHE will be
taught by a highly skilled, professionalised, accredited SPHE workfdroem¥ have the skills and
confidence to cover all topics with all students.

It was also acknowledged that there will be ongoing costs associated with keeping the Manuela
Programme current and relevant. Session 4 was reported to need updditthg videos and

materials involving advertisements, music and film were thought to have a short shelf life and require

regular refreshing to remain current. Some concern was expressed about the inclusion of programmes

which focus on specific topics in the absenteomprehensive sex education. A number of

stakehol ders argued for integrated, incremental

education, whereby the Manuela Programme and other single focus programmes supplementing this

core provision. Othevise, it was said, these single focus programmes can act as:

A neat fix for people who dondét know what

know, neat and quicfs8)
It was suggested that single focus programmes should be provided by sdnmblawe the capacity

or opportunity to focus on specific topics:

And then for those schools that have the time or the particular interest or have the luxury of

having the resource of the facilitators, then they can do the additional (88e

Student Condgtation

The views of the students about their experience of the Manuela Programme are presented below.
These findings were collected through participatory focus groups and free text writing in the Post
Programme questionnaire. The data is ordered undé¢hdéimes of facilitation, content, activities and
structure, impact, and recommendations for the future.

Facilitation

Having an external facilitator was identified

of the Manuela Programme. Whilense negative assessments were made (e.g., boring or repetitive

87

t

(0]

a S



facilitation), a large majority of the students spoke of the facilitators delivering the programme in an
accessible, coherent, and deterearth manner. This resulted in a safe and comfortahtaihg
environment. The facilitators were described using words such as friendly, approachable, fun, kind,
lovely, enthusiastic, engaging, open and positive. Their ability to engage with potentially

embarrassing and awkward topics, often using humourygrgsmuch appreciated:
Di dndét make sensitive topics awkward
The more awkward classes were done well
Students also valued that they were provided with a choice in their level of participation:
We didnoét al ways have toetheandbwi®FG4) our answer,

The most highly valued characteristic of the facilitators was that they were external and did not have
an ongoing relationship with the students outside the class. This externality was reported to give

students security and comfort indlog trust in the confidentiality of the learning environment:
You wondt see them around again, so wonoét be
They dondt know you(SBEGHd you donét know t hem

Li kewise, the facilitatorsdé | aats«reporfedtplveiaor knowl e
advantage due to their lack of preconceptions about the students:

They dondt know you an3FGhHhhey candt really j u
They[teachershave an opinion of you already and a judgen{&RG1)

And i f they know your family, you know what |
one of the things youob6re afraid of, if you gi
will try and do something about(iEFG10)

The facilitators were peeived by the students to have an expertise which brought great credibility to

their message:
He knew what he was talking about (SEG9Because

A number of groups talked about the discomfort that they felt when teavherpresent in the room
during the Manuela Programme classes. One group described teachers walking around reading what
the students were writing. Most groups described the prospect of having the Manuela Programme
delivered by one of their teachersfasvier dnd / ol a w k w &Studkidts in one rural school were
concerned about confidentiality in a locality where everyone was said to know everyone else and

~

fiy oudéd -oneassvell likea

Content, Activities and Structure
Length
The most commonly citeegative comments about the Manuela Programme referred to the length of

the programme sessions. Students were unused to classes of two hour duration and most students
reported that they did not have any breaks during that period. Thus, students désonipdess
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engaged towards the end of the sessions, having difficulty maintaining focus and losing the ability to
take in new information. A midession break was frequently recommended as the solution to this
issue although a few students suggested theat @ith a break the sessions were too long. Differing
views were expressed as to whether the solution to this should be condensing the programme or
expanding the duration of the programme beyond six weeks. A small number of students felt that the
progranme should be longer in any case allowing more time to be devoted to each topic and more
time for reflection.

Activities

In contrast to those who advocated for more time to be spent on the topics, others endorsed the view

that the programme was repetitive:
Saying the same thing over and over again

It was al ways going back to the same thing ¢&
just looking at a different videg®&FG7)
In particular some students argued that there was arrelaance on the walking ates rendering
them boring:
Like there was one class where we did full de
And they were all the same questions on every single story wéSEGQ)
Every class you just talk, walking debate, talk, walkincgatetsFG)
Nevertheless the walking debates were also the most frequently cited favourite activities of the
programme. Particularly given the length of the sessions, the students very much liked that they were
out of their chairs and moving around. Studeaf®rted that they enjoyed the opportunity to voice
their opinions and hear the opinions of others and that the debates encouraged them to engage in
critical thinking and reflection:
Someti mes people, Iike, rai s eatmdhtraakeyouh at you
move to the other sid&FG10)
I liked arguing and sometimes changing my mind about different t{(§#¢31)
Conversely, students also reported being reluctant to express their views if they thought that those
views might be receiveldadly by others on the group. The exchange presented below is from a
workshop in a mixed school:
I know that there was some topics, actually gender and equality, where the boys felt they

coul dndét walk to one si de b eacbauusseed .t hBeuyt tshuorueg |

actually on them if they feel they((Femaedt st al

I'tés harder because you are slFemaleng everyone
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We | | |l i ke, you donbét waacartain\pag loysthndingtout ontthe i n k a b «
other side of the room and, you know I i ke, it
eggshell{Male) (SFG10)

The pressure described above was from within the peer group. However, students from the same

schoolbut who had a teachelelivered programme spoke of perceived pressure from the teacher to

change their views:
Shedédd make you feel bad for, just because it
Shedd point to you and say di mprove on your
Orevenifyoudid,yadud be shut down ¢é

Like there was a right answer and i f you didi

you
It felt like it was wrong to disagree

Sometimes it was hard to explain why you were on a certain side, you know, but the teacher
wouldalwaydr e questioning, questioning saying fAbut
people against you. And shedéd be kinda going
So, I i ke, theydd have a | ot more argument so
(SFG10)

However, another group discussed lack of moderation of the discussion during the walking debate and
said that this left unacceptable opinions unchallenged. The students reported that they, themselves,
were reluctant to challenge the student makimgghe s t abecauseitrsdusds like everyone is
against themo:
Like a lot of times it would come up in the walking debates and stuff that someone would have
areallymessed p opinion and, I|ike, therebds no way o
teacher, iftherewasfollomp t o deal with that an@Gsay || i ke
Students valued the interactive and participatory components of the programme and considered that

these promoted positive learning outcomes:

| liked howinterack e t he c¢cl asses were. We werendt just
(SFG5)

I f you had someone that was just reading off
(SFG5)

I tds better than just sittinglfitwasdomedkec!| assr o«
t hat , no one would | i(SHGElp to it, itdéd be real

In general, the videos and scenarios were a highly praised aspect of the programme except when the
students perceived that, as with the walking debates, they were ovédngegroup proposed what

they thought was a more interesting way of working with the scenarios:
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I f we could act out ¢é actwually solving the s
there reading therSFG7)

Thewellk nown 6 Cup of @neprofed o bedparticulaslyhmemaraile and students felt
it delivered its message well. The students were clear about their requirement that the videos, like the
scenarios, were credible in their perwgsectives.
derided in a number of the workshops as one of the actors was perceived to be too old for his role:

The one with the 40 year old man acting there in the middlg ®F&10)

It was unrealistic, like it was 30 year olds if(8FG2)
Impact
St u d epmibns 6n the impact of the Manuela Programme were identified through the use of the
AWebso and through discussion in the workshops.
consent, healthy and unhealthy relationship, education/sex education, awarahbslgeeking
knowledge. These topics correspond closely to the primary learning objectives underpinning the
Manuela programme. The students were unanimous in their opinions that the programme provided

them with important and necessary new knowledge:

| learned a lot during the programme, some things | had not knowledge on and | feel well

educated on the topic ndBFG5)

It felt like it was more based on us and leading into our actual experiences, that it was kind

of, kind of more persong6FG10)
Theknowledge gained from the programme was variously describedtasdagpe, appropriate,
essential, key, val uabl e, usef ul and hel pful. Th
of pre-existing knowledge:

Even alot of that stuff,ithad neMere en t al ked about in school or

about if with your parents, so it never really comeg$pG10)

Made me more aware of topics they donét teacl
Learning about topics that (8FGEno6t tal ked abol

Learning about healthy relationships was supported by concomitant learning about the warning signs

of unhealthy relationships. Recognpetautnha t hese wa
relationshipfastabs and wunder st andiidtohelpstutleath h @awnes hmprse wape 15 a
di scusasdicma& e bet t mtheirdetatonskipsoStudeats reported feeling empowered

by the knowledge that they now had about consent and healthy relationships:

I think itdés go o douére@aloweddoocphahge youranindafteryout hat vy

initiate sex or just say that you candt say

Because a lot of people feel manipulated by their partner
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For it actually to be said, you know this is your right, you can do this iiyein a certain

situation, thatoés real (SFGlIO)mportant for every(

During the workshops, a number of students said that they thought that too much programme time

was spent on the topic of consent and that the consent material was repétitertheless,

knowledge about consent was identified as a key impact. Students reported that the programme could
provide participants with greater confidence in discussing consent with others, communicating

consent verbally and understanding the constrginole of alcohol on consent negotiations. Many
students expressed surprise that ammmserctl awd g yroe o
about consent was identified as a programme impact. Knowing about consent was identified as

helping students ou nid er st and i f tardéognédroei nggo isnogmettoh ifnagr 6 napp
They also identified having gained a greater understanding of the law concerning consent, sexual

assault and rape and a new understanding, in many instances, that matetheandiim of sexual

assault. This topic was of great interest to the students, some of whom asked for more emphasis on it

in the programme. Students reported having a better understanding of rape, and the serious impact it

has:
Educate kids on how seris rape is

Make young people be aware about sexual violence and what they could do to prevent it from

happening in the future

Alongside a better understanding of what constitutes sexual assault, students reported feeling
empowered to seek assistance éytlhecame victims of a sexual assault themselves and better

equipped to assist others:
How to help others going through that situation

In one group, students suggested that developing empathy for victims might deter potential

perpetrators from committingssaults.

A small number of potentially negative impacts which might occur as a result of participation in the

Manuela Programme were identified. Students identified that the programme content might make
student s s aodldgvethammsegativee f | & ct i o Two commeants refpriecto .
negative i mpacts on youn glahinktsey aradt@ydursg toweiarh dboub n e wa
the stuff we talk about such as porlitwasguggepddy , cor
by one groupthal s o me peopl e mi gahdtakihggpartevoudde a nagatewe e st 0
experiencefwoul d have a bad i mpact) on people who had
Recommendations for the Future

In each workshop, the students were asked to make recommendatitesfuture of the Manuela

Programme including any changes they would make to it. While not unanimous, there was

widespread agreement across the workshops that the programme should be compulsory-in second
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level education. Some students believed thattrstudents would not choose to take part in a

voluntary programme:
Not a lot of people would pick it like, if it was an option

It 6s, I i ke, because theyéd think itbés becaus:
already know(SFG2)

Stucknts spoke about the inadequacy of the sex education in schools in general and the importance of
the topic:

Ités not a topic that @gFGll)ot ever tal ked about
Most students also considered that parental consent should not be required:

I dbhdbbohk that parents should have a say becal
stage so it kinda applies to everyone no matter what your mother or fath@@r=ag)

There was less consensus about the appropriate age at which students should parthuépate
programme. Most students thought that for reasons of exam pressure, it should not be taught in the
Leaving Certificate year. Some thought that it was both useful and practical for timetabling purposes
to locate it in Transition Year. Others argubdttTransition year was too late to provide optimal

benefit:

A lot of us had had a lot of experience already and it could have helped a lot of people if it
had happened at an earlier tifi8FG10)

I think at this age, you know, some of the damage has already been done. So then when you
are talking about it itds, I think it impact
happened like, you know, you think | wish | has known that whenl16ése, you know
(SFG10)
Likewise, some students felt that the topics covered in the Manuela Programme would not be suitable
for younger students, yet others argued that the adaptations could be made for younger pupils to
ensure that they received thenbéts of the programme in a timely way:
I f theydbre younger then you could bring it d
mean and you can explain it to them in a way that they get it because it can happen to young
kids as well, more sothanem youb6r e an adul t . And when it h
know what 64SF@18)i ng on so
A number of students were positive about the prospect of teachers delivering the Manuela programme

in the future:
If they were trained then it would probablysk grand, like(SFG2)

However, most viewed the prospect with horror and reported that it would inhibit their participation in

the sessions:

Youdd be scar ¢S#G2) o say anything
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They did not like that they would have an ongoing relationship with tichdea

You wouldnét get so involved if youdbdve got a
the corridor (SFGMmatds too weird

You couldnét take a teach(BFGBseriously next ti
It was suggested that the impact of the programmadivbe diminished:

To have an external person coming in, itds |

And, | ike, youdd respect it more ($FG6)t her e wa:

Some argued that the topics covered in the programme were not ones that teaddeziveo be

knowledgeable about or comfortable teaching:
A teacher would seem more forced to do it

Li ke it woul d be awkward for them as wel |, y
about it in the waythe project workerjvould

Plus, like, the tachers you have for the rest of the year[pubject worker]is only in for a

couple of weeks
Youbre |l ocked in with a teach¢FG3dpecause youbob(

|l 6d say that theyéd want to get oclastovexas much
much as you d(5FG2)

One group who had patrticipated in a teaahedivered programme reported that, apart from the

walking debates, the sessions were much like any other lesson:
Your one was at the top of the room reading stuf{f®bG7)

Students in another school who also had a teadbirered programme agreed with each other that

the teachero6s religious beliefs were apparent:

Iltés not that they canét be Catholic, itds |
kinda made it have a place. Just because you are Catholic and abide by Catholic rules that

doesndt mean thatdéds ho®FGpst of wus are | iving

One bcus group recommended that students should be allowed to sit in groups with other students of
their own choosing. They spoke of being uncomfortable talking about sensitive subjects with

classmates with whom they do not normally mix, and were concernledlbout judging people and

being judged:
If we were able to pick our friends that we were used to for ages for talking to, that would be
good. But | tell you that i1ités really wuncomf
(SFG7)
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In two groupghe students recommended that there should be an increased emphasis on the
conseqguences of sexual assault. Although they described that the topic was touched upon, they were
interested in more specific information:
I f youdbd get into trouble for it, 1ike
Like the consequences about how much jail time you would get. And what that would do to
your life
And what happens after jail as well, when you are out
| think that we mentioned that once, maybe,
be registered as a sex offender and things |
after that(SFG10)
This group also referred to the consequences &vitlims of sexual assault and agreed with the

comment by one student that the outcome described was too negative:

1

It would be good just to inject a little mor

like, your life is over, like, forever and yate never going to have it like. Like we did this
board thing and itds |i ke you will be, 1ike,

horrible things, Ilike. Itodos |ike a | ot of pe:

full recovery andstuff (SFG10)

Text Box Responses
The views of the students were also sought by way of text boxes in therpgstmme questionnaire.

The pie charts bel ow pr es &hatwas theemostimpoetagthing s es t o
thatyou learned frompat i ci pating i n t e diafiwas thd naost Burpdsgng a mme 0
thing you learned from the Manuela Programme?

Most Important Learning

Comments were made by 253 females and 282 males on what they thought was the most important
thing that they leard. The responses related to three main themes, with sexual consent accounting

for over 70% of the responses.
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Most Important Learning

9% Sexual Consent:
Communication;

Importance; Laws

20% ;
Sexual Violence: Suppor

& help seeking; Victim
blaming

71% Healthy Relationships

Sexual Consent

Most frequently, comments about sexual consent centred on communication, including the importance

of asking for consent, legasues including the age of consent, the effect of alcohol on consent
communication, with the importance of domséns t opi C
iseverything. Ot her responses within t hertvengshwithe addr e
greater proportion of females responses compared to male responses addressing this topic. Common
responses pertaining to sexual assertiveness included statements on the acceptability of asserting
oneds sexuéhipreffeooavmpnds dto do ¢ eandthaiiportascecfual t hi
bei ng abl e yooshsuldplwaysdeel(freetogsaygnd dion' t be afraid to s
you don't want to ruin the mood or make it awkvéajd .

Sexual violence

Females were somewtaore likely than males to refer to sexual violence when commenting on the

most important thing that they learned from participating in the Manuela Programme (30% of

females, 19% of males). Most responses referred to the causes and impact of sexaal Vibthn

respect to causes, responses ranged from the view that alcohol contributes to rape and that most
rapists dondt watch porn t opowdraclevewh i Soimes st @ sl e @t
from the same c| astatisiudthad &8 % mdc onad &tse cd mmi t 1
number of students emphasised the seriousness of rape, which was described using terms such as

fibadd ,seriiu® amogokei whi | e ot hers described the negatiyv

perpetrates.

Other common responses pertaining to sexual violence included statements regareiegkie{p
and support services, with many students expressing an enhanced awareness of the range of support

services available to victims, and greater confidentanuling disclosures. Students also mentioned
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the i mportance and accept abushould ngverkdep itvtd yourselins s e e k
and always talk to someone abodt)t . St at ements were madedsnneveti
thevictmé s of.auA tsmal |l er percentage of respondents id

different forms of sexual violence and how to prevent it from happening.
Relationships

As with comments about sexual violence, females more frequently included a doatimen
relationships (25% of females, 11% of males). The comments frequently focused on knowing the
differences between a healthy and unhealthy relationship, including recodnisimgd thdt a g s 0
distinguish an unhealthy relationship. Some students dieaistics of a healthy relationship, such as
the importance of consent, respect for boundaries in relationships, and the needbastdst

communication;

| think the most important thing | learned from the programme was the importance of consent
, respect and boundaries. These three things are the foundation of any good relationship and

also communication

Most Surprising Learning
In total, 494 students (238 females, 256 males) indicated the most surprising thing that they learned

from the Manueld@rogramme. The three dominant themes were sexual violence (56% of responses),

media and porn (21% of responses), and sexual consent (21% of responses).

Most Surprising Learning

Sexual Consent: Laws,

21% Relationships &
Communication
Media & Porn,
particularly the % of
0 children watching porn
56% 29%

Sexual Violence:
Prevalence, Facts, Rap
Myths
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Sexual Violence
Most comments in response to this question referred to issues relating to sexnakiole

particular, a number of students referred to sexual violence prevalence rates in their responses, with

many directly citing the 6one in fourdé preval enc

accusations and sexual violence factsergenerally. Some students commented on facts relating to
men, such as the high percentage of male perpetrators, and that men can be raped. Other frequent
responses pertaining to sexual violence included responses concerning rape myths with students

comnonly referring to victim blaming and false accusations.

Sexual Consent

Statements relating to consent featured prominen

included comments addressing the legalities of consent including the age of cadsanbhol.

Other responses addressed consent communication with students asserting the importance of asking

for consent as wel/l as tyoehave o &ekp abkibgand erdhoisiastioot t o

Pornography and the Media
Pornography anthe media featured frequently in the comments of the students. Most responses
addressed beliefs around pornogr aphy thatpan t he

affects porn starsin anegativeveay Ot her f r e que nhemeiechigedthosee s wi t hi

pertaining to the number of children that have watched pornography, negative impacts associated with
pornographyandr esponses r el ati ng t othdtihyeutdkenude pietures i n d
ischildporrb) . Some raddpormsud ed a negative i mpact on
experiences to pornography use. Other responses addressed media representation and music with a
focus on the inaccurate portrayal of women and their objectification in the media as Badropli

t he ¢ o mmé¢ha amounteof ags/compdinies that manipulate the idea of women as sexual objects

to try and get people to feel they need a pradlyct.
Irish PostPrimary School RSE PoliciésBrief Review

In accordance with circular M/95, afish postprimary schools are required to have an RSE policy
document in place (Government of Ireland, 1995). A review of the RSE policy of ten schools was
conducted to provide further context to inform the evaluation of the Manuela Programme. The ten
schals were chosen to represent a broad esestion of settings and were selected on a convenience

basis. Five of the schools had participated in the Manuela Programme and the policies were provided

via the project workers. Policies of five additional stha> wer e downl oaded fr om

websites. The schools included in the review were from urban and rural settings, seven were Catholic
faith schools, half the schools wereeatucational, two were all boys and three were all girls schools.

For the purpsee of this review, each school was given an identification code.
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Table 24: Pogerimary Codes and Demographics

School Type Gender Type Location

Code
1 | UlC Non-denominational | Co-educational | Urban
2 |u2C Catholic Co-educational | Urban
3 |U3C Non-denominational | Co-educational | Urban
4 | U4G Catholic All -girls Urban
5 | U5G Catholic All-girls Urban
6 | UG Catholic All-boys Urban
7 | U7B Catholic All-boys Urban
8 | R8G Catholic All-girls Rural
9 |ROC Catholic Co-educational | Rural
10 | R10C Non-denominational | Co-educational | Rural

NCCA RSE Policy Development Guidelines
Guideline Summary

The purpose of a school RSE policy is to provide information and guidance on how RSE is
implemented in the school. In 1997 the Department of Education and ScienceRstatazhships

and Sexuality Education Policy Guidelintesassist schools with the process of developing a local

policy. The 1996 Department of Education guidelines advise that schools set up an advisory group
compised of teachers, management staff, and parents to discuss core issues that require consideration
in the process of policy development. Such issues would include an evaluation of the current

provision of RSE in light of the policy guidelines andthesthéos r especti ve needs.
implementation of RSE should also be established, with attention to the areas-oficriossar

overlap, training and staffing requirements, and programme objectives.

The guidelines required that a draft policy stadat be devised. The policy typically begins with an
introductory statement outlining the purpose of the RSE policy, the policy development process and
who contributed to it. The document should al so
spirit and ethos with a clear statement on how the policy reflects the respective school ethos. A

definition of RSE and a list of RSE programme aims should be included, with consideration to the

RSE aims and objectives listed in the NCCA curriculum guideliadls®, the policy must identify the
relationship between RSE and SPHE, as well as specifying what the school currently provides, with

direct reference to relevant programmes and ecasscular overlap.

School policies should identify a process for the management and organisation of RSE. The NCCA
policy instructions advise that areas such as programme timetabling, teacher allocation, parental

involvement and withdrawing pupils from RSE are addressedsrséietion. The instructions also
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highlight negotiating key ethical issues in the provision of RSE such as confidentiality, offering
advice to pupils, child protection laws, pupils with special needs, and the protocol for visiting
speakers. The final seoti should specify teacher training opportunities and relevant programme

resources, as well as outlining the process for programme review including the next review date.

The guidelines are reflective of a Catholic ethos. The aims and objectives of R ip@moting

knowledge and respect for reproduction, the promotidaraily values, and appreciation of the

responsibilities of parenthoo8everal religious textbooks are included in the recommended

curriculum resources. Included in the sample statesneithin the guidelines is the description of
homosexuality as fa |ifestyleo and the primary r
curriculum as being to avoid homophobic bullying. The guidelines do not address other sexual

orientations andaender identities.
School Policy Analysis

Similarity To Sample Policy Document Located On Department Of Education& Skills Webpage

Many of the policy documents of the ten schools (especially ULC and R9C) were predominantly

modelled on the sample RSE pgliocated on the DOE website (Department of Education and Skills,

n.d). One policy copied the majority of its content directly from the sample template without any
adaptations to accommodate its respective context (ULC). The most frequently copied ctsrgionen

the RSE sample policy included the RSE aims and
review practices. It would appear that some schools do not tailor their RSE policy with consideration

to their specific school context, and that their potieyelopment process did not entail meaningful

consultation with the larger school community.
School Ethos and Ethics

Many of the Catholic school policies emerged as vague and contradictory with respect to their
statements regarding the influence of schabbs on RSE programme provision (U6G, U7B, R8G).
For instance, although certain Catholic schools stated that they were committed to delivering
education on all aspects of sexuality (including those that conflict with Catholic teachings such as
sexual orentation and contraception), this was often qualified by the subsequent assertion that they
intended to do so in a way that was consistent with their Catholic school ethos (U7B, U4G), for

example:

Schools are required to deliver on all aspects of the R@fcalum, including those related
to the RSE curriculum, including those in relation to sexual orientation, contraception,
sexually transmitted infections etc. €é this \

the programme is informed by the soshio 6 s (UZB) h o s

A number of schools made reference to the Equal Status Act (2000) in their statements regarding
sexual orientation (U4G, U6G), while equally emphasising a commitment to teaching on such

subjects in a way that is consistent with their Catholic school dthaggpears that some Catholic
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schools transposed components of their statements on homosexuality and contraception from the
Department of Educationbs sample policy statemen
referral to these areas (U7B, U3C, U245G). Similarly a number of the policies from Catholic

schools included statements around family planning, contraception, and reproduction that foreground

a Catholic ethos, including the following:

Thepreciousness of humanéfea s t h e st aall areasafthepRSE proagranfime.r

The qift of a childs not available to all individuals and so before the issue of contraception is

dealt with the issue of assisted fertility is addressed with all senior stutE&tids

To support young people with helpdaguidance in preparing theto live their lives as

members of a Christian fami(iR9)

This topic(contraceptionyill be dealt with in an age appropriate, sensitive way aittin
the ethos of the schoahd guided by the DES, RSE curriculum guideliiub$G)

One school was distinct in its integration of additional important terminology into the ethics portion of
their policy including definitions for transgender, gender transition, and abortion (U1C).

What Schools Currently Provide

Most schools providededail on their current provision of RSE. Some referred referring explicitly to
Circulars M11/03 and 0037/201 which establish the requirement for all schools to timetable a weekly
SPHE class and the need for senior cycle students to receive RSE. Senistujehts were stated to
receive RSE either through Religious Education (R10C, U7B), by designating dedicated RSE time
blocks throughout the year (U2C, U5G, R8G), or through modules such as Personal Development
(UBG) or Wellbeing (U4G).

With respect to @asscurricular links with RSE, most schools responded with similar statements,
directly citing the RSE curriculum overlap presented by subjects such as Geography, Science,
English, HomeEconomics, Art, Religion, and SPHE. Other schools went beyond thightight
initiatives unigue to their school setting, for
participation in a Law module that included a course component on sexual consent in the context of
the law. Other schools also identifie@ timformal role played by a supportive and respectful school
climate in RSE (R9C, U1C). This resonates with the NCCA RSE policy guidelines which affirm the
importance of policies reflecting a whedehool approach to RSE.

Confidentiality, Offering Adviceand Child Abuse

School RSE policies are expected to provide clear instruction on the area of confidentiality including
its limits, as well as the related areas of offering advice and child protection. Four schools made direct
reference to the limits of &aeherstudent confidentiality, including the importance of teachers

informing a student when a conversation can no longer be kept confidential; that is, if the child

discloses that they are engaging in underage sex, or if the child is regarded asriskng at
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Nonetheless, three of the analysed policies lacked detail on the issue of confidentiality (U3C, U2C,

R8G), while a further three policies did not make any reference to this issue (R9C, U7B, U5G).

Six of the ten schools made explicit referencetbahi pr ot ecti on gui del i nes
consequent responsibility to report abuse cases to the relevant authorities (U1C, U2C, U3C, U4G,
U7B, R10C). Best practice guidelines also guide schools to include instruction on giving advice to
students and angring explicit questions in their RSE policy. Most of the policies of the schools
included in this review took similar positions on this issue; stating that teachers are not to offer
individual advice to students, and that class conversations shoulah rgemairal and situated within

the framework of the course curriculum. Some schools also advised that teachers apply their
professional judgment (R10C, U2C) when answering explicit or sensitive questions and to refer
students to relevant health professigribieemed necessary. Three schools did not include guidance
on this issue (U5G, U3C; U7B).

Informing and Involving Parents Including Withdrawing Students

All ten of the analysed documents designated a section of their policy to issues around parental
invol vement in RSE, including a parentods right
of parental inclusion in the policy development process. However, policies differed in terms of the
level of detail provided on parental involvement. Schootxidieed keeping parents informed by
making their RSE syllabus and / or their RSE policy available on the school website (U7B, U2C).
Schools also stated that they inform parents prior to programme commencement either by notifying
them through an RSE inforriian letter (U2C, R10C, U3C), by phoning parents individually (U2C),

or by providing parents with hard copies of the RSE policy (U5G, U6G, U7B).

Some policies stated that parents could voice any concerns around RSE provision at parent teacher
meetings anéhformation sessions (R10C, U3C), with one policy specifying the requirement for
parents to sign a consent letter prior to enrolling their child in RSE (U4G). Two policy documents
(R9C, R8G) were not specific in their statements regarding parental imerweNeither provided
examples of specific measures to demonstrate how parents are kept informed. Some schools also
identified a designated liaison person (either the SPHE coordinator or the principal) that parents could

consult if they had any queriesayncerns around RSE provision (R10C, R9C).

With respect to withdrawing students from RSE,
remove their child from the module, with many providing a detailed overview of the standard protocol
for this pracess (R10C, U4G). Some schools specified the requirement for parents to discuss their
concerns with the principal or SPHE teacher prior to confirming their decision to withdraw their child
(R10C, U2C, U7B) while others asserted that parents would notbieee to provide any reason for
withdrawal (U1C, U4G).
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Teacher Training, Support, and Resources

Policies in nine of the schools addressed the issuessefuice staff development opportunities and
teacher allocation. Specifically, a number of schools described their allocation of a SPHE coordinator
tasked with the responsibility of coordinating R&GBC, R9C, U6G). Other policies cited their

school 6s formation of a RSE / SPHE team consi sti
areas such as counselling, religion, sexuality studies, and health. Some schools further elaborated on
the gportunity for RSE teachers to train one another in their respective areas of expertise (U2C,

R10C, U1C). However, with respect to formais@rvice training opportunities, only one policy

(U1C) referenced a specific training course, stating that teagblkrsring senior cycle RSE are

trained to deliver TRUST (The Talking Relationships, Understanding Sexuality teaching resource).

By contrast, other policies did not provide examples of training opportunities, with some reiterating

t he sampl e icpesponseon this issge(ange, R10C, R8G).

Regarding the issue of programme resources and content, a number of schools provided a detailed list
of available resources and online supports for RSE teachers (R10C, U3C, U2C) with one referring
specificallyto the Department of Education and Skills, SPHE / Wellbeing Support Service, other HSE
initiatives and local Education Centre (U4G, U3C). One school reproduced the list of textual

resources from the lesson guidelines which predominantly consists ajusligixtbooks.

Review and Evaluation Procedures

The guidelines advise that the final section of
evaluation and monitoring procedures as well as
were $milar in their proposed evaluation methods. Feedback from the various members of the school
community (pupils, staff and parents, Board of Management) represented the most common method

of assessing the programme (U4G, U1C, R10C, U2C, U7B). Some pul@iesnore specific,

referring to particular evaluative methodologies such as committee meetings (R9C), teacher

reflection, reviews (U4G) and written feedback forms (U3C). Others added that their revisions would

take into account changing guidelines, legtisih and information (U6G, R8G). Most policies stated

their intention of conducting annual or biennial revisions of their RSE policy (U6G). However, none

of the analysed school policies appeared to have

reviewo specified (e.g., the date of next revieuvw

Teble 25: RSE Policy Revision Dates.

Frequency of Last updated Date given for Next
Reviews Review
1 | R10C Not specified February 2015 No date for next review
2 | u2C Annual November 2018 November 2019
3 |U7B Not specified Not specified September 2019
4 | ROC Annual November 2015 November 2016
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5 | UG Not specified December 2015 November 2017

6 | UlC Not specified December 2015 December 2017

7 | R8G Biannually May 2017 May 2019

8 | USG Not specified Not specified Not specified

9 | U4G Not specified Not specified Not specified

10 | U3C Not specified May 2017 Not specified
Conclusion

A wide range of perspectives were canvassed in the course of the evaluation of the Manuela

Programme. Across the perspectives there were key commonalities of opinion and some divergences

of opinion. The Manuela Programme was widely perceived as a valuable, sitidateéd education

resource. Its association with Rape Crisis Centres was ssehit@part from other programmes and

offer an important credibility to the message being delivered. The project workers were a tangible

symbol of that association. Both students and teachers largely considered that the project workers had

an expertise @t was key to the success of the programme. Their independence from the school was

described by the students as very important. Most reported that the programme could not be delivered

as effectively by teachers. Teachers themselves varied in confidgmogiamme delivery,

particularly on modules that covered sexual or gender violence and pornography.

It was clear from the review of a sample of scHewkl policies that there is variability in how RSE
programming is planned, documented, and developdtnatie school community. All schools had

engaged with the Department of Education & Skills requirement to have a policy, but the level of

engagement

ranged

from a

6copy

and

pastebd

approa

contextualising thethos and goals of RSE to the school environment. The length of time since the

guidance was issued by the Department was reflected in the currency of thdesafiqmblicies. It is

difficult to innovative and establish a dynamic, continuous engagemdntheiissues when the

framework itself has not been renewed for some time. The matter of school ethos and its compatibility

with a progressive approach to sexual health education was apparent in much of the documentation

reviewed. Finally, there was a needdevelop a more contemporary, inclusive language and

vocabulary that reflects the Ireland of 2020.

It was generally, but not unanimously, felt that students should receive the Manuela Programme at a

younger age. Students in particular were inclinegigeébthat the information was coming too late at

the point where they were in Transition Year and that they would have benefitted from being

equipped with the knowledge at an earlier age. There was considerable consensus that the programme

would require mdification to make it appropriate for younger students. Transition Year, it was

suggested, also had other disadvantages. It was not available in all schools, and not all students may

avail of the year even where it was available. Most Transition Yeargmoges were described as

offering a range of activities for the students, some of which may appeal more to the students than the

Manuela Programme.
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A key advantage of Transition Year was that it offered a flexibility that can accommodatearl2
programmeWhether the duration of the programme should continue unchanged was itself a subject

of discussion in many of the qualitative consultations. The most frequent complaint from the students
about the programme was the length of the sessions; some alstecetshat the programme itself

could be condensed. Other stakeholders identified a number of advantages to reducing the number and
length of the sessions. It might then be better assimilated into school timetables and it would be less
resource intensiveé shortened, and resource use could be critical if there was continued involvement

from external facilitators.

It was widely agreed that the pilot project had generated valuable information about the acceptability
of a sexual consent and gender violenay@ntion programme, both to school management and to
students. It has had the impact of introducing an evidbased, comprehensive programme. Yet it

was not obvious which next steps to take to secure the programme for the future. Programme
sustainabiliy was a significant topic of discussion, and whilestudent stakeholders recognised the
critical importance of having a model to guide ongoing development and delivery of the Manuela
Programme, there was no consensus on how this could be achievedeAfrapinions and

suggestions were offered about how it could be sustained. The view was expressed that it should not
continue in its current form as it represented an inequitable provision of important sexuality

education.
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Chapter 5: Conclusion angsBussion

The strengths of the Manuela Programme and associated challenges are highlighted in this section
followed by recommendations for the future. The evaluation research has established that it is an
effective programme, resulting in statisticallyrsigcant changes in the knowledge, attitudes, and
behavioural intentions of young people who part in relation to sexual violence and consent. In
addition, the qualitative data identified a high level of positivity towards the programme across the
range ofperspectives included in this evaluation. The Pre Programme questionnaire provided an
insight into the baseline tolerance of rape myths and lack of confidence around sexual consent that
may exist among teenagers in Ireland as a whole. The Manuela Prognamrdelivered in the

context of limited provision of education in relationships and sexuality in the second level education

sector as a whole, and the scaling up of the programme would require extensive resource allocation.
Strengths

The research evaluati has documented a number of strengths of the Manuela Programme. Students,
educators, and other stakeholders agreed that the issues covered in the programme were topical and
addressed issues that are pertinent to the lives of the young people. Mods stiederenthusiastic

about the interactive pedagogical approach used in programme delivery which prioritised independent
thinking, activities, and ped¢o peer discussions. This finding resonates with the preferences of young
people recently articulated rish research (NCCA, 2019) and corresponds with international best
practice guidelineas well Kirby et al., 2006; Pound et al., 2017; UNFPA, 2014).

The student ratings of the programme components indicate a highly positive response. Female
students irparticular tended to say they would not make significant changes to the programme, for the
most part it was aligned to their needs. While also positive, ratings made by male students were
consistently lower than those of the females. The largest genderiiacies were in the scoring of

the scenarios and the videos as engagement strategies, which may suggest that the current format
resonates less strongly with male students. This warrants further attention to protect the student
centred interactive approa of the Manuela programme identified by the students more generally as a

key strength of the programme.

The programme learning objectives reflect the WHO (2006) +durtensional nature of human

sexuality, which incorporates positive development andrezgtaskills alongside freedom from

harm, intimidation, and violence. In reviewing the evidence provided by the evaluation, it is clear that
that objective of addressing attitudes and beliefs concerning sexual violence was addressed. In terms
of seltefficacy about knowledge and skills concerning active consent, consent preparedness scores
suggest a stronger sense of personal agency following the programme. However the findings were less
striking with regard to increased behavioural intentions to implenabal/consent and reduce

passive consent communication.
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From the studentsé perspective the involvement
the success of the programme. The external facilitator was perceivedjasigemental and lacking

in the preconceptions that some teachers were thought to hold about some pupils, contributing to a
valuable and distinctiviearning space. This supported critical thinking and the freedom to explore

views without judgment. A further strength of the entdrfacilitators was their links with the Rape

Crisis Centres which brought significant credibility. The association of the Manuela Programme with
the Rape Crisis Centres was also described as an important factor in school decisions to support the
programne. Some schools had pe&isting involvement with their local Rape Crisis Centres and in

other instances the Manuela Programme constituted an important first link or partnership between the
two organisations. A number of teachers expressed the hopeabalitikages will endure into the

future.

The pilot phase of the Manuela Programme has provided useful evidence about the feasibility and
acceptability of the traithe-trainer model of building capacity within the teaching profession to

deliver sexualityand relationship education. The Manuela Programme training was highly regarded

by those who did it but most teachers developed their confidence about delivering the programme
through cefacilitation and mentored facilitation. A more extensive or strudttnaning and ongoing
support programme could build on this strength. Potential accreditation or assimilation with an
accredited module offered or supported by an educational institution could be explored as a means to
enhance this aspect of the progranmand potential impact on the professional culture within schools.

The gualitative data from the students on topics such as rape myths, false accusations, gendered
expectations, and the causes of sexual violence suggests that the programme made progress in
achieving the objective of students thinking critically about social norms that are tolerant of sexual
violence, as well as empowering them to challenge victim blaming culture. They also demonstrated
engagement with ideas relating to the different formseafial violence and its negative

conseguences for victims and perpetrators. This outcome is consistent with the learning objective of

helping students to acquire an enhanced knowledge of what constitutes sexual violence and its impact.
Weaknesses

The Manela Programme as delivered in the pilot project is highly resource intensive. It required the
project workers to attend each school on six occasions in addition to visits to negotiate access to each
school. As a pilot project, it was acceptable to confirgramme delivery to four areas of the

country, however equity would require that the programme is available to more widely and in all areas
if the programme is to become an established part of sexuality education provision in Ireland. There
was limited ®idence collected on delivery of the programme in-traditional educational sites or
alternative settings, but the focus group carried out with a Youthreach group suggested the
programme has valuable potential across these settings as well. Diffeventweee expressed by

stakeholders as to whether an expansion of the current model of delivery is economically viable and
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whether the expense of this approach would be justifiable in the context of existing inadequate

provision of other aspects of sexuak#yucation across the country.

Training the teachers to take over the delivery of the Manuela Programme was a key strategy to
ensure the sustainability of the programme beyond the pilot phase. The teachers who were
interviewed as part of this evaluatioere extremely positive about the programme and committed to
the continuation of the Manuela Programme in their school. However, differing levels of confidence
was expressed about facilitating certain aspects of the programme, most specifically the@essions
pornography and gender violence. Similar to the views of the students, teachers felt that the
background of the project workers in the Rape Crisis Centres lent a weight and a credibility to the
message that the teachers could not replicate. Most teanticated that they would need or
appreciate ongoing support from the project workers. Unlike the students, many teachers considered
that teachers were acceptable programme facilitators in the eyes of the students. Some teachers
considered that teachekgre the preferred providers of sexuality education. Interestingly a number of
students suggested that teachers might find delivering sexuality education to their students as

embarrassing as students found it.

Most students found the twwoour sessions flicult. They are unused to spending this amount of time
in one class without a break. The evidence from the fidelity records indicate that the project workers
were able to cover the material in classes of 90 minutes. Although this still representsrsligatl

than a double period for the students, it may be more acceptable thash@utvwaession.

There were limitations in the evaluation research design itself that need to be considered when
interpreting the findings and identifying future research i For instance, the Post Programme
guestionnaire was delivered immediately after the end of Session 6. This means that the learning,
attitude change, and change in behavioural intentions associated with programme participation are not
assessed in thraonths after the programme was completed. Further follow up research was not
possible within the project resources but is an important next step in future research. The inclusion of
a control group helped to ensure the robustness of the study desigmasigatind that changes in
guestionnaire responses did not occur for the control group. This lends more weight to the conclusion
around real change having occurred for programme participants. However, the number of students
included in the control group wanot balanced with the numbers in the Manuela Programme

intervention group. This has a bearing on the interpretability of the statistical analysis to a degree.

The questionnaire itself was designed using existing high quality and standardised meaisares th
frequently used in the research literature. However, given the limited development of measurement in
relation to adolescents, the research team had to adapt measures that are more typically used with
young adults in a college context. Piloting of tjuestionnaire helped to ensure that the questionnaire
was acceptable, but consistent feedback was received from project workers that the questionnaire was

quite onerous in practice. It was not utilised in the Youthreach setting to reduce participant burd
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For the purposes of the intensive research evaluation, the measurement tools that were included
mapped on to the learning objectives for the programme, but in the long term a shortened and more

accessible measurement tool should be used to assessgranpne impact on an ongoing basis.

The questionnaire contained measures of attitudes, beliefs, and behavioural intentions. We purposely
did not seek for behavioural data on studentso S
posed a risk in termsf privacy and intrusiveness. Nor did we seek information on sexual orientation

in the demographic items. As a result, there is limited scope to assess how attitudes and beliefs may
have |inked to studentsd di r erossdifferentsxua a l experi e
orientations. Future research could expend the appropriate level of support and resources to address

these issues, to deepen our understanding of the direct experiences that young people are having in

Irish society, and to assess hthese impact on engagement with programmes such as this one.

For the qualitative component of the study, there is a risk that students, teachers, and stakeholders
self-selected to take part in the evaluation on the basis of a particular interestlanslasm for the
programme, or indeed if they were particularly dissatisfied with it. We feel that this risk is offset by

the large number of students who took part in focus groups across the country and the qualitative
remarks included as free text omegtionnaires. It is possible that the teachers we spoke to are not
representative of the teaching community in general when it comes to implementation of sexual
education programming. However, recent NCCA research demonstrates a high level of interest and
engagement among teachers on this subject. If the teachers who took part were particularly interested
in the topic or encouraged by their experience, it can be argued that this is a valid representation of
those teachers who would in the front line aareichampions and supporters of the programme. We

did not have the opportunity to include teachers who led the facilitation of the programme
independently, and as this experience base develops it should be studied further. Further coverage of
views from stool principals, Boards of Management, teachers who are not currently involved in
sexual health education, and parents would help to provide more context on the cultural context of the

Manuela Programme in future iterations.
Opportunities

In more recent times a new momentum has emerged to expand, develop, and modernise the provision

of sexuality education in Ireland. Alongside this the Department of Education and Skills issued

Circular No. 0043/2018 which asserts, inter alia, that wellbgingrammes delivered in schools and

the outcomes of such programmes should fAhave beece
research and evidenceo (p. 6). -bassdandhasbédéanuel a Pr
independently evaluated, it il positioned as a programme of choice in schools and other

educational settings.

As the pilot project ends, there is now a cohort of teachers who have facilitated anddalitated

the Manuela Programme with one of the project workers. Proje&evwsoreported a strong demand

109



from schools to host, or continue to host, the Manuela Programme in the future. A strong structure
exists in the four pilot areas and a team of four experienced Manuela Programme project workers.
These are strong foundatiomsftirther develop and expand the Manuela Programme. Yet flexibility

will be required to meet the challenges of sustainability as well as the opportunities opening up
through policy changes. The NCCA (2019) report shows that students want to be supparted on
positive and ongoing curriculum that foregrounds consent, a context that the Manuela Programme will

need to respond to in the future.

Many of the stakeholders interviewed for this evaluation pointed out that SPHE and RSE are the only
subjects taught aecond level by teachers who have not specialised in the subjects. This could result
in variable quality of delivery and devalue the importance of the subject. The views expressed by the
stakeholders were consistent with the findings in recent revievexoékity education in Ireland both

of which highlighted the inadequacy of ggervice and irservice professional development of SHPE
teachers. However, some stakeholders considered that the momentum to professionalise the teaching
of sexuality educatiorsiunarguable and will be implemented in the near future. A cohort of

specialised teachers of sexuality education could provide important partnership opportunities between

schools and stakeholders to sustain the Manuela Programme into the future.

Most teabers, students and other stakeholders were of the opinion that young people needed the

Manuela Programme at an earlier age. The pilot project targeted transition year as it is less time
constraints than other years, particularly the Senior Cycle. Howevigions to the Junior Cycle

may open up opportunities to position the Manuel
schooling. The pedagogical approach within the Junior Cycle is more akin to that used in the Manuela
Programme with increased emphasisinclusive learnecentred education rather than the more

examfocused approach of the Senior Cycle years. The introduction of 400 hours of wellbeing

education in the Junior Cycle was also seen by stakeholders to offer opportunities to adapt and

developthe Manuela Programme into an agepropriate programme delivered in a phased approach

to younger students. A short refresher programme could also be designed for Senior Cycle students.
Threats

Preserving the integrity of the programme is a key concearfuture delivery model. The Manuela
Programme is lengthy and complex and includes some topics that are particularly challenging to
deliver. The fidelity records showed that some sessions were delivered less frequently than others.
Teachers who have notdhéhe opportunity to observe or-tacilitate a session covering more

difficult topics may be less likely to have the skill or the confidence to deliver such sessions
themselves. This threat to the integrity of the programme may intensify as the trditdaghers
becomes further removed from-taxilitation with project workers, for instance if teachers

themselves become trainers of facilitators within local networks. Likewise, the length of the
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programme may prove too burdensome for teachers or tacuttitb accommodate into the school

timetable, leading individual teachers to adapt the programme.

The integrity of the programme may also be threatened by the conscious or unconscious biases of the
teachers who are delivering it. Students in one foocospyspoke feeling pressure to conform to their
teacherso opinions to the point of disengaging s
groupoOs experience it highlights the potential f
Programmaevere largely considered credible by the students and their suggestions for the

incorporation of additional interactive activities into the programme highlights a general preference

for interactive pedagogies that prioritise independent thinking, ganegearo-peer discussion.

This finding echoes views expressed by students in the previous literature (NCCA, 2019) and

international best practice guidelines which advocate for interactive pedagogies over instructive,

teacherled methodsKirby et al., 208; Pound et al., 2017; UNFPA, 201Another common

recommendation put forward by students was the inclusion of additional realistic stories and case
studies in the programme. This finding is | argel
interest in sex education that is directly relatable to their own experiences and focused on pertinent

skills (Haberland & Rogow, 2015; Pound et al., 2017)jnstances where a resource did not resonate

with the students it could undermine the impact of thesages. The resources used in the programme

will therefore require regular review and updating if the programme is to continue to be relevant to the
students. Such review and updating will require a significant ongoing attention and a level of

financing. Ondeacher suggested a greater use of cartoon graphics as she believed these may have a

longer life span.

Most students were adamant that the Manuela Programme should be compulsory. This view was
based on the importance they attributed to the programméaindbelief that many students will not

opt into the programme voluntarily. Teachers and stakeholders expressed mixed views about
compulsion with some arguing that it goes against the prevailing ethos of education and others
suggesting that students wheeddhe programme most are the ones least likely to opt into it.
Positioning the Manuela programme in Transition Year has advantages, however it also risks
recruitment to the programme being sporadic and unpredictable. Transition Year is optional in many
sdhools and activities within the year are also chdiased, thereby restricting the potential reach of

the programme.
Conclusion

The research evaluation of the Manuela Programme supports the programme as a methodology to
engage adolescents on importampide that affect the achievement of positive sexual health and the
avoidance of harm. Feedback on the experience of the programme and on the process used to engage
with programme recipients suggests that it is consistent with international guidancearhseakt

education, emerging national standards, and the preferences expressed by young people. As the
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evaluation of a pilot roll out of the programme, it is timely to offer suggestions intended to support its
sustainability and scaling up to a natiorealdl. In support of these aims, feedback received through

the evaluation highlights the need to ensure the programme is continually updated and monitored, that
the content and delivery process is reviewed to consider positioning it earlier in the comriculu
potentially streamlined to ensure scalability and fidelity, and that strategy on programme development
benefits from intersectoral input from stakeholders with a background in policy, practice, and

research.
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Appendix 1: Post Programme Questionnaire

Section 1: Information About You

What is your age

What is your gender (male, female, or another gender identity)

What is the name of the school or setting where you are taking part in the Manuela Program
Section 2: Consent to Different Typedmifmacy and Sex

You might find some survey items refer to types of sexual intimacy you have not experience
Please answer these items anyway, based on your attitude or intention now if you were to h{
those experiences

Section 2A: These items are ab&atwv you personally feel about sexual consent.

W{ SEdzl t O 2tifedréely Given, Yetbal gr@onverbal communication of a feeling of
willingness to engage in sexual intimacyé W& SEdz2l f Ay idAYlI O&Q 48§
touching, masturbation,exual intercourse, oral sex, or penetration.

Please CIRCLE A NUMBER FROM 1 TO 5 to say how much you agree with each item
1=Strongly Disagree; 2=Disagree; 3=Neutral; 4= Agree; 5=Strongly Agree

I have all the skills | need to deal with sexual consent.

My peers think that sexual consent is an important issue.

| feel well informed about sexual consent.

| would be confident talking about sexual consent with my peers.

People my age think that talking about sexual consent with a partner is odd.

L QR difficyltRo talkiabout sexual consent with a romantic partner.

2B: If you were willing to take part in sexual intimacy, how would you let your partner know tk
you were willing to consent?
@ WasSEdzadt AyidaAYIOeQs 6S YSIy FOGA2ya fA]
oral sex, or penetration.
Please circle a number from 1 to 4 to say how much you agree with each item
1=Strongly Disagree; 2=Disagree; 3=Agree; 4=Stronghg Agr
| would say it is okay to engage in intimate behaviour.
L g2dzZ R y2G NBaiAad Y& LINIySNRa FddSyLiia ¥F2NJ
| would ask my partner if they are interested in engaging in intimacy.
| would let my partner be intimate with me.
I would tell mypartner what types of intimate behaviour | want to engage in.
| would let the sexual intimacy progress.
| would tell my partner that | am interested in engaging in being intimate.
| would not push my partner away.
I would talk about it with my partner
| would continue with sexual intimacy.
| would let my partner go as far as they wanted.
| would give verbal permission to be intimate with me.
| would not say no.
| would let my partner touch wherever they wanted on my body.
Iwould verballyO2 YYdzy AOF 4GS LQY AYiGSNBaAaGSR Ay o0SAy3a Ay
L g2dzf R y20 ad2L) Y& LI NIYySNRa | RGlIyOSaod
| would suggest being intimate to my partner.
| would let my partner start sexual intimacy and not tell them to stop.

| 2C: These are items about your persaattitudes to sexual consent during intimacy. |

113



We mean intimacy like intimate touching, masturbation, sexual intercourse, oral sex, or
penetration.

Please CIRCLE A NUMBER FROM 1 to 7 to say how much you agree with each item.
1=Strongly Disagre@~=Moderately Disagree; 3=Slightly Disagree; 4=Neither Agree nor Disag
5=Slightly Agree; 6=Moderately Agree; 7=Strongly Agree

| would have difficulty asking for consent because it would spoil the mood.

L ¢2dZ R 0S 62NNRSR I dadstidye/ifS dkke® Brazéxial conkehntybéforels@riing
any intimacy.

L ¢2dxZ R KI &3S RAFTFAOdZ G& FalAy3a F2N) O2yasSyid oS
intimacy.

| would worry that other people would think | was weirdstrange if they knew | asked for sexual consen
before intimacy.

| think that verbally asking for sexual consent is awkward.

| believe that verbally asking for sexual consent reduces the pleasure of the encounter.

I would have a hard time talking aboecnsent during intimacy because | am too shy.

| feel confident that | could ask for consent from a new partner.

L ¢2dA R y2G ¢lyd G2 Fal | LINIYSN F2N O02yaSyi

| feel confident that | could ask feonsent from a partner.

| have discussed sexual consent issues with a friend.

| have heard sexual consent issues being discussed by other people my age.

I have not given much thought to the topic of sexual consent.
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Section 3: Your Attitudes Arigkliefs
Please read the instructions for each of the following sets of questions

3A: There are lots of beliefs about how dating and relationships work for girls and guys. We w|
know what you think. Please rate how much YOU agree with the follonatgnseénts

Please CIRCLE A NUMBER FROM 1 TO 6 to say how much you agree with each item.

1 = Strongly Disagree; 2 = Somewhat Disagree; 3 = Slightly Disagree; 4 = Slightly Agree; 5=
Agree; 6 = Strongly Agree.

Guys like to play the fieldard K 2 dzf Ry Qi 6 S SELISOGSR G2 adleée o6AGK

Girls are attracted most to a guy with a lot of money.

A guy should always protect and defend his girl.

Guys should be the ones to ask girls out and initiate physical contact.

A girl wants gyuy because she wants someone to protect her.

DANX¥ & tA1S (G2 FTRYANB 3Idz2Qa 062RASa yR FNB FdGN

Being with an attractive partner gives a guy prestige.

Guys who are able to date a lot of people (players)caresidered cool.

In the dating game, guys frequently compete with each other for partners, and girls try to lure or catch
partners.

LGiQa 2yfe ylFrddz2NFf F2NJ I 3Id2 G2 YIFI1S FR@GlIyOSa 2

It is natural for a guy to want to admire oheck out other people, even if he is dating someone.

Guys are always ready for sex.

az2zal 3dz2a R2y QO g¢lyld G2 0SS wwedzald FTNASYRAQQ 4A

Guys are more interested in physical relationships and girls are more interested in emotional relationsh

It is up to the girl to keep things from moving too fast sexually.

Girls who play the field should expect a bad reputation.
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