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Introduction

Gender disparity can take very different forms as a function of social, cultural, historical
and economic conditions of societies. In Latin America and the Caribbean, where there has
been a significant increase in the availability of schooling, nearly all children have access to
primary education. This region is unique in that girls are not just equal to boys, but some-
times they are even in a more advantageous position than boys in terms of school education.

At the regional level, there are more girls than boys attending primary school, and in
many countries, drop-out and repetition are higher among boys than among girls. However,
it appears that gender stereotyping, discrimination based on gender and gender bias are still
evident, especially in rural and remote areas. Boys and girls are expected to play certain
roles in accordance with the traditional, conventional norms and views, which are instilled
in the minds of boys and girls through socialization both in the home and outside the home,
including the school and the surrounding environment.

The status of women and their expected roles in family and society, therefore, remain
largely the same, and discrimination based on gender has not vanished from the society,
despite the success achieved by girls at school.

In the process of preparing UNESCO’s Strategy Framework on Gender Equality in
Basic Education, this special feature of gender equality and equity in Latin America and the
Caribbean has attracted attention of the experts concerned, as the increase of educational
participation of girls does not necessarily correspond with the advancement of their social/
economic status.

Furthermore, similar phenomena, i.e., more girls than boys in school and increasing
of male drop out, have been seen sporadically and in a smaller scale in different parts of the
world in the recent past. This has given rise to new concerns, and opened another dimension
towards the gender equality in basic education.

In the light of the above, it was decided to prepare state-of-the-art papers on Gender
Equality in Basic Education in Latin America and the Caribbean, shedding light on the
specific feature of the region, based on the existing data, information and materials. The
papers were also meant to complement UNESCO’s Working Document: Gender Equality in
Basic Education: Strategic Framework.

The Working Document emphasizes the integration of gender perspectives in the
overall context of life-long learning for all with a view to attaining gender equality in an all-
inclusive learning and social system, and to mainstreaming girls and women in education
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systems. Education for gender equality aims to transform gender relations, so that both
women and men enjoy the same opportunities to realize their full potential, and to create
new partnerships between the genders, based on mutual respect, dialogue, and the sharing
of public and private roles and responsibilities in all-inclusive social as well as education
systems.

The state-of-the-art papers on gender equality in basic education in Latin America and
in the Caribbean were conceived and prepared by the two experts, Dr Hyacinth Evans for the
Caribbean and Graciela Messina for Latin American following the general framework pre-
pared by UNESCO. The papers were presented at the Seventh Meeting of the Intergovern-
mental Regional Committee for the Major Project in the Field of Education in Latin America
and the Caribbean (PROMEDLAC VII, Cochabamba, Bolivia, 5-7 March 2001).

Although the scope of discussion in the two papers was determined largely by the
availability of data and materials, the authors covered, to the extent possible, the following
issues and structure suggested by UNESCO:

- General review and analysis of the situation of basic education with special reference
to gender disparities, 1991-2000;

- Policy responses and national programmes and activities towards the gender dispari-
ties; and

- Suggestions for strategies and co-operation to ensure gender equality in basic educa-
tion.

In conclusion, while the gender balance in the region in the field of education is quite
different from other parts of the world, the two papers consider that it is important to intro-
duce the “gender perspective” in basic education, both formal and non-formal. The gender
perspective needs to be shared and supported widely by all those involved in basic educa-
tion — not only teachers and educators but also the governments and the civil society at
large. In addition, the papers emphasize the need for more targeted approach to specific
population groups and suggested special programmes focussing on boys. Teacher training
inculcating the gender perspective, and more accurate and gender disaggregated statistical
data are among the possible future activities to be considered in the region.

The authors also underlined the need for more in-depth analysis of case studies on
and research into the root causes of the gender inequality and disparities beyond the usual
educational or pedagogical domains “why certain children go to school while others don’t.”
A pertinent question for Latin America and the Caribbean, or one common denominator for
the disparities in educational opportunities between boys and girls, relates to the “poverty”
issue. It is irrelevant, boys or girls, who do best in school, in a situation of extreme it is those
who can bring in cash income to the family immediately and who can provide free labour
for the family, who are often for the sake of family not sent to schools. The costs of educa-
tion, and immediate and perceived economic returns prevent many parents of poor families
from sending their boys and girls to school.

The two papers contained in this study are based on available existing data and mate-
rials. As such, their findings and conclusions are considered indicative of trends and an
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overview of the gender disparities in the region today. Further close investigations and re-
search into the unique regional situation are needed, and good practices and successful
cases should be widely disseminated and shared by all those concerned, in order to achieve
the gender equality in basic education, and to attain the ultimate objective of Education for
All

AicHA BaH DiaLLo
Deputy Assistant Director General for Education
UNESCO



I
An overview of current thinking on gender equality
in Basic Education in Latin America
(1990-2000)

Graciela Messina®

The purpose of this document is to report on gender equality within basic education in Latin
America.! Treating equality necessarily involves making reference to gender inequalities,
as well as their links with social class, demographic (urban-rural), age, ethnic, and cultural
discrimination as well.

The text has been defined by UNESCO as a contribution, from a regional perspective,
toward a “Strategic Framework on gender equality in basic education” which the organiza-
tion is currently preparing. This framework complements the “United Nations Ten-Year
Program for the Education of Girls”, launched in Dakar as part of the follow-up of “Educa-
tion For All”.2 Within this background in mind, “Education For All” is both a referent and
the field within which that document may be classified.

Two themes are developed herein, referring to specific fields of knowledge:

- basic education, which includes compulsory schooling, public education, and the
role of the State in education; and

- the question of gender, which includes the attributions societies apply to males and
females, and involving relations of power and inequality. This overview encompasses
reciprocal relations between basic education and gender, using specific examples.
We conclude by outlining proposals for fostering inclusive basic education for the
school-age population as well as for young people and adults. These proposals bring
together gender equality and respect for diversity.

This study is based on research of secondary sources, and is presented as an overview
of current thinking on the subject. This overview on current thinking has been limited by the

Graciela Messina. Sociologist, researcher.

19 countries, including all Spanish-speaking countries, Brazil, and Haiti.

The United Nations Ten-Year Program for the Education of Girls is an inter-agency initiative of the United
Nations aimed at improving the quality of education and access opportunities for girls. Coordinated by
UNICEEF, and defined as a “permanent campaign”, it includes the participation of UNESCO and of the
World Bank, and establishes cooperative relations between different organizations within and outside the
United Nations System.

(S
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lack of both up-to-date and systematic regional information regarding policies aimed at
fostering gender equality, of statistics desegregated by gender, and of a critical mass of
research on gender and education.

Within this framework, two questions are paramount:

- How is gender equality expressed within the field of basic education “for all” (girls,
boys, young people, and adults)?, and,

- What is the role of basic education in the production, reproduction, or change in
gender relations?

Five themes have been developed within the text:

- gender, basic education, and gender equality;

- the gender question within basic education in Latin America;

- the response of governments and NGOs in terms of policies, strategies, and pro-
grams;

- objectives and strategies defined in Dakar in regard to gender equality in basic educa-
tion and in light of the background of this question; and

- thoughts and recommendations based on the above.

GENDER EQUALITY AND BASIC EDUCATION: BASIC CATEGORIES

“Basic education” is defined as the level or stage of an education system that includes early-
childhood education, primary education, and the first phase of secondary education.? Un-
doubtedly, basic education has witnessed changes in both structure of the education system,
and in the extension of the number of years of compulsory education.

“Basic education” is a category that has emerged in order to establish a distinction
from primary education. The former term involves the right to an education that offers both
meaningful learning and that acquired within society and the workplace. The debate over
the meaning of “basic education” and how to differentiate it from elementary, or minimal
instruction continues within the region.

The idea of a broadened basic education, present since the beginning of the Major
Project in the Field of Education, and reinforced in Jomtien, refers to basic learning needs.
Currently, there is agreement on the need for make basic education available “to all”, in-
cluding boys, girls, young people, and adults, and offered in both formal and non-formal

UNESCO requested that the diagnosis of basic education include early childhood education, primary
education, and the first phase of secondary education. However, only 10 of 19 Latin American countries
have established one or more years of early childhood education as part of compulsory education (see:
Report on the Assessment of PROMEDLAC VII).
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modalities. While in some countries, the institutionalization of basic education in unfin-
ished, precarious, and not subject to assessment, other countries are involved with project-
ing and extending compulsory secondary education as a whole. The construction of a “broad-
ened” form of basic education continues to be an incomplete and relevant task; one that
make it possible to change the education system within a perspective of on-going, perma-
nent instruction that goes beyond modalities that are compensatory and segregated. It is
from this perspective that we will here analyze gender equality in Latin America.

“Gender” describes a social construct that transforms differences between the sexes
into social, economic, and political inequalities. The concept of gender designates not only
those things which societies attribute to each sex. It also implies a criticism of this cultural
conversion of sex differences into inequalities (Cobo, 1995:55).

Legitimization of the concept of gender has contributed to clarifying relations of
power (Celiberti, 1996), even when the term runs the risk of falling into the common usage
that associates “gender” with women, rather than with gender-related social relations. Think-
ing about gender refers to the relations between men and women and to the social constructs
of femininity and masculinity. Gender attributions are place demands upon and oppress
both men and women, although it is women that have played subordinate roles. Conse-
quently, gender is both a relational and a political category. “Gender is the primary field
within which, or through which, power is articulated” (Scott, 1990, cited by Celiberti).

Construction of the category of gender, which is at the heart of feminist theory, was
an achievement of women’s movements. Closely related to this beginning, gender has been
considered offensive and extraneous by many people. In education as well, gender has been
considered to be a subject apart, even by gender specialists. Many have referred to the fact
that awareness of gender itself coincides with instances of changes of domicile which pro-
duce disruptions in family life. A task for education is to foster awareness of the fact that
gender questions are of everyone’s interest, through reflection of personal experience. The
first priority is to achieve this awareness in teachers and school administrators.

Equality is based on the principles of justice and freedom. Inequality, for its part, is
associated with privilege and discrimination. Equality and inequality are not, however, sepa-
rate and apart. They do not form a dichotomy (A and not A, or A and B). Rather, they are
part of the same whole that determines how one lives. Equality, and in this case, gender
equality is, as we have stated, a relational category. We subscribe here to a definition of
gender equality as “equality between”, and not “equality of”” people.* Gender equality is an
equivalence relation; a parameter that allows us to treat different subjects as equal, as having
the same value. In contrast, the patriarchal view replaces humanity and equality with mas-
culinity. (Jiménez Perona, 1995: 143-144).

From the standpoint of this characterization of gender, we can recognize the impor-
tance of questioning the idea that gender in education may be reduced to necessary curricu-
lar content, to a technical option, to something that can be added to an already-defined

4 While “equality-based” feminism speaks of “equality to”, “difference-based” feminism speaks of “equality

between” (Jiménez Perona, 1995:144).
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structure. Given that gender inequality endangers the entire set of educational tasks, learn-
ing relations, institutional relations, pedagogical practice, school management, and curricu-
lum, our focus must necessarily be holistic. The thesis defended by international organiza-
tions is that education is a key factor for fostering gender equality. International organiza-
tions such as ECLAC have turned their interests from the integration of women into devel-
opment to the integration of a gender-based perspective into development. In accordance
with this position, the Human Development Index, developed by the UNDP, includes an
index in regard to gender (and not an index in regard to women), in which education indica-
tors play a preponderant role.’

This thesis of the present paper is that gender equality, defined as treating those who
are different as equals, coincides with the aspiration of basic education to be an area for that
which is public and which is equal — of education for all. It follows that gender equality can
offer a path for basic education to accomplish the mission that society has assigned to it.

THE QUESTION OF GENDER IN BASIC EDUCATION IN LATIN AMERICA
INTRODUCTION

The purpose of this first part is to treat gender differences in basic education — differences
that refute the hypothesis about equality. Inequalities persist, but are hidden behind over-all
averages.

Basic education was institutionalised during the 1990s. This was followed by a pro-
cess of formal expansion of compulsory schooling. The extension of compulsory schooling
was among the central strategies of education reforms during the decade.

In the current decade, basic education and compulsory schooling are just as linked as
they have been in the past. Nevertheless, basic education is not limited to the expansion of
legally required schooling. The concept of basic learning needs comes before curricular
content. The major difference, however, is in the democratizing influence of basic educa-
tion, known after the Jomtien Conference in 1990 as “education for all”, applying to chil-
dren, young people, and adults, and to both formal and non-formal learning modalities.

Since the year 2000, basic education is a level that has been in the process of institution-
alization, but with very generalized coverage to which the majority of the school-age popula-
tion in most countries has access. It is interesting to note that basic education continues and
builds upon the expansion of primary education during the 1960s and 1970s. Moreover, for
most countries in the region, massive expansion of coverage of primary education during the
1960s and 1970s gave way to a gradual process of the institutionalization of basic education.
Not enough time has passed for us to be able to assess the impact that the new structure of
education systems —and the extension of compulsory schooling— have had on schooling levels

3 The development index relative to gender consists of life expectancy, GDP per capita, and two education

indicators: the illiteracy rate and the gross enrollment rate, combining primary, secondary, and higher education.
(Cfr. Development index in regard to gender in the Report on Human Development, UNDP, 2000: 161-164).
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of the adult population. Moreover, in some countries, teacher unions have denounced the
effects of “primarization” and of lower grade promotion rates of more vulnerable groups.

EQUALITY/INEQUALITY IN THE BASIC EDUCATION OF CHILDREN

Indicators of levels of schooling® show that in most Latin America countries during the
1990s, girls participated in basic education at levels near similar to, or even slightly higher
than boys. Moreover, these figures show that gender differences have been reduced in recent
decades. Only in countries with high illiteracy rates and/or the significant presence of indig-
enous communities do we see inequalities of access. These vary by 4% to 8%.

For example, in Bolivia, for 1990, the gross enrollment rates in primary and second-
ary education were smaller for girls (for boys they were 81% vs. 73% for girls). In Colom-
bia, Venezuela, and Nicaragua, gross rates for boys were lower than those for girls (differ-
ences that varied from 8% to 5% in 1990, and by 4% to 5% for 1995). According to informa-
tion provided by ECLAC (1994, Table 6), for the 6-11 year-old group, Guatemala and Bra-
zil also showed differences of up to 5% in 1990 to the detriment of girls.” These trends are
derived from incomplete information, since schooling indicators desegregated by gender
are available for only some countries and some years.®

Considering the enormous expansion of the coverage of primary education, followed
by continual growth of basic education, one may put forward the hypothesis that “gender
equality” in access to basic education is the result of this process, as well as of specific
policies toward underprivileged groups (in terms of ethnicity, geographic location, and socio-
economic status). Furthermore, the equitable participation of girls is part of social changes,
new perspectives regarding the roles of women and of their rights, and of the high value
assigned by families to education for both boys and girls, due to its contribution to social
mobility. In short, relative gender equality in access to education may be explained more by
policies aimed at expanding primary and/or basic education than by specific policies to
foster gender equality.

It should be pointed out that, if we look at the participation of boys and girls in basic
education by socio-economic strata, we can see some slight inequalities — even in countries
with high rates of coverage of basic education. Furthermore, in some countries, such as
Honduras, El Salvador, and the Dominican Republic (1997), for urban dwellers in the 7-12
year-old group in the first income quintile, a higher percentage of girls in attend school than
do boys.? At the regional level, we see that differences in enrollment in basic education are

6 National gross and net enrollment rates (PROMEDLAC VII Report, UNESCO/OREALC, 2000) and national
school attendance percentages by age group and income quintile for urban dwellers, obtained by household
surveys (UNESCO estimates, based on ECLAC information).

7 Cfr. Tables VI and VII, Assessment Report, PROMEDLAC VII, UNESCO 2000, and information from

ECLAC/CELADE household surveys, 1997, Table 1 in Annex.

Gross schooling rates are desegregated by gender for all countries; net rates are desegregated by gender for

only 11 countries in 1990 and for 8 countries in 1996. PROMEDLAC VII Report, op. cit.

Quintile 1 corresponds to the poorest sector of the population. Quintile 5 corresponds to the wealthiest sector.
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greater by income than by gender. Furthermore, the slight differences in gender for enroll-
ment in basic education only apply to boys and girls from poor households. At the middle
and upper household income levels, we do not observe gender differences for children from
7-12 years of age.'”

Gender differences are greater, however, when we consider age groups that corre-
spond to secondary and higher education, although here, too, differences by income are
always greater than differences by gender.!! Consequently, we can state that gender differ-
ences become more apparent and generate greater disadvantages after basic education has
been completed, especially in the case of higher education, and when combined with in-
come levels. For 16 countries, in 7 “favorable” income equality (Quintile V- the wealthiest),
females participated less than males in higher education. Only in 3 countries do females
from Quintile V have a greater participation than males, while in the others the percentages
are equal. Furthermore, in higher education, for the wealthier groups, the gender differences
have increased compared to basic education, and vary by 5% to 15%. Differences in school
attendance by income level are significantly higher than differences by gender. For most
countries, the proportion of women from Quintile I who are enrolled in higher education is
30% and more than for women in Quintile V.'? Only in 2 countries do we see a “different”
trend, perhaps “democratizing” trend for both gender and income, in which more women
from Quintile I and Quintile III are enrolled in higher education than are men from these
quintiles, while for Quintile V, women participate equally or to a lesser degree than men
from the same income groups (Argentina and Panama). In short, all of the above confirms
the fact that, since basic education is a level at which attendance is free and compulsory,
“all” participate —even most children from poor households — with minimal gender inequali-
ties. These inequalities increase in secondary and higher education, and are more associated
with income level than with gender.

Indigenous girls and women have been cited as particularly affected by gender in-
equality. In countries such as Guatemala, where the percentage of native people is high,
indigenous girls have an average of 0.9 years of schooling, and indigenous boys 1.8 years.
For indigenous women between 20 and 24 years of age, 7 of 10 have no schooling (UNDP,
Human Development Report, 1998, cited by Rivero, 2000:117).13 According to the study of

In 16 countries for which information is available, in Quintile 1, 93% of boys and 94% of girls from 7-12
years of age attend school. For Quintile V, 99% of girls and boys in this age group attend school (UNESCO
2000 estimates). See Table 2.

For Quintile I, 94% of children from 7-12 years of age attend school, with a slight difference in favor of girls.
For the same quintile, only 66% of those from 13-19 years of age attend school, with the percentage falling
to 16% for the 20-24 year-old group, with the same slight gender differences prevailing. In Quintile V, 99%
of children from 7-12 years of age attend school, with no gender differences in this figure; 84% of those
from 13-19 years of age, and 48% of those from 20-24 years of age attend school, with gender differences of
approximately 3% (UNESCO, 2000 estimates).

= In 12 of 16 countries, the differences vary from 46% to 12%. In Argentina, 14% of women from Quintile I
are enrolled in higher education, while 61% of women from Quintile V are enrolled. In Chile, the corresponding
figures are 12% and 47%; in Uruguay, they are 11% and 54%, respectively. Cfr. Table I.

Rivero, José. “Reforma y desigualdad educativa en América Latina”, in Revista Iberoamericana de Educacion,
No. 23, May-August 2001.
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Valdés and Gomariz (cited by ECLAC, 1994), during the 1980s, between half and almost all
indigenous women in four countries had no schooling (Bolivia, 95%; Guatemala, 74%;
Panama, 53%; Paraguay, 75%). Furthermore, in these countries, the proportion of women
with no schooling is greater than that of men by 9% to 27%. Different studies on the subject
identify the main obstacle to schooling for indigenous people as curricula and schools that
are outside of their cultural reality. In the case of girls and women, this is combined with the
presence of norms that define the community as the principal locale for socialization and
life skills development.

Gender equality in access to basic education, considering the school population as a
whole, without specifying sub-groups, co-exists together with a set of “in-process” inequalities
that alter the original relationship. In effect, we note that girls leave school earlier in rural
areas. In some countries, this phenomenon is most marked among girls from 10-14 years of
age and among children living in poor urban areas of one country (Brazil). We also note a
greater tendency of boys to repeat grades and, consequently, to require more years to move
through basic education. Given this situation, we may conjecture that children living in
poverty are more obliged than girls to seek employment that is not compatible with the
school calendar, nor with the regular hours of attendance and study that school requires.
These processes, for their part, result in high drop-out rates and in a “grade repetition cul-
ture” that is harmful to both girls and to boys — especially in poor, rural, and/or indigenous
areas.'* Worth mentioning is the lack of regional information regarding gender differences
in terms of school drop-out and grade repetition. This makes it difficult to identify inequali-
ties, and even more difficult to treat them specifically.

There are gender differences in academic achievement in Latin America. A UNESCO-
OREALC study', as well as an OECD study'® note that girls exhibit better results in lan-
guage, and boys do better in mathematics. The UNESCO-OREALC study permits us to
specify these differences, showing that, in the cases of girls, the average regional scores in
language were 6.04 points higher than for boys. In mathematics, the difference in favor of
boys was only 1.79 points. Moreover, girls performed better in language in 8 of 11 coun-
tries, while boys performed better in mathematics in only 4 countries. Given the fact that the
past tendency has been for boys to do better in mathematics, this latter information suggests
that hypothesis that there has been a decline in the achievement of boys in mathematics.!”

4 For 1995, for the 14 countries in which information is available, only half show ‘““school completion rates” to

the 6% grade of primary school of 83% or better, while in two other countries, less than half of all students
complete the 6 grade. In another five countries, for every 3 or one of ever 4 children do not complete the 6™
grade. In regard to grade repetition rates, in 1995, for 15 countries for which information is available, only 3
have less than a 5% rate. In 6 countries the rate varies between 5% and 10%. In six others, the repetition rate
is between 10% and 15%. Cfr. Report of the PROMEDLAC VII assessment, Tables XI and XIII.
15 UNESCO Study, op. cit.
16 OECD study, 1998, cited by Alvaro Marchesi, “Un sistema de indicadores de desigualdad educativa” in
Revista Iberoamericana de Educacion, No. 23, May-August 2000.
First International Comparative Study of Language, Mathematics, and Associated Factors for Students in
the Third and Fourth Grades of Basic Education. Latin American Laboratory for Assessment of Quality in
Education. UNESCO. Santiago, Chile 2000.
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On the other hand, some studies have shown that boys are more stimulated and have more
opportunities than girls in the classroom. Moreover, girls, who tend more to obey norms, are
perceived as less creative by teachers, or teachers often guide their students toward tasks
that “are compatible with their gender”.'® Other studies reach even more emphatic conclu-
sions, saying, “although they may have high repetition and drop-out rates, in poor urban and
rural areas, females exhibit better academic achievement than males in all countries in which
figures desegregated by gender are available” (Valdés and Gomariz, 1992 and 1993, cited
by ECLAC, 1994).

Finally, available information does not allow us to draw conclusions regarding gen-
der differences in regard to the student population that enters basic education and does not
continue into secondary education. A significant part of the total school population remains
outside of school at this transition point'?, varying from 50% to 30% in 3 of the 7 countries
for which information is available. Assuming the most favorable hypothesis that males and
females are distributed equally in this transition, a similar percentage of females would
suffer discrimination by level of entry, urban-rural location, and pertinence in indigenous
communities, thus constituting a “bottle-neck” in terms of equity.?°

In regard to initial schooling, there are no differences in terms of access by gender,
since girls participate equally or slightly less than boys. Early childhood education has be-
come compulsory in half of the countries in the region. From 1980 to date, coverage has
tripled (from 16% in 1980, to 36% in 1990, and to 46% in 1997-3 to 5 years-olds in Latin
America and the Caribbean).2! Nevertheless, less than half of all children are enrolled in
this modality. The differences are particularly striking when we compare rural and urban
areas, public and private schools, and socio-economic levels. Gender differences appear
when this factor is combined with socio-economic level. For example, in Chile (1998), 24%
of girls in household income Quintile I are enrolled in such programs, compared with 45.7%
of girls in Quintile V. If we look at the totals of boys and girls only, gender differences do not
appear (SERNAM, 2000).2> Here again we lack the information necessary to be able to
consider education indicators by gender and socio-economic level for all countries.

The degree of confidence that poorer women attribute to early childhood education is
a matter of debate. While some research shows that they have greater confidence in the
ability of schools to educate their children than in their own ability, other studies identify
cultural resistance in regard to sending their under 5 year-old children to day centers. Ethno-

18 Studies of Rosetti, 1988 and 1992 in Chile. Study by Rico, 1994, in Ecuador, cited by ECLAC, 1994.

See the transition rate from primary to secondary education in the PROMEDLAC VII assessment report,

UNESCO 2000, Table XII.

ECLAC has disseminated this term in the region, and has developed studies of equity in secondary education.

In the case of Chile, an urban country with a relatively small percentage of indigenous communities, the

high percentage of students who do not enter secondary education (47%) confirms the fact that social class

is the principal factor of discrimination.

2l PROMEDLAC VII Assessment Report, pp. 95-100.

22 Previous rescarch on the same decade shows trend toward income differences in early childhood education
enrollment (UNICEF/MIDEPLAN, 1993, cited by ECLAC, 1994).
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graphic studies point out that women have confidence in schools, even for very young chil-
dren. At the same time, they exhibit a proto-pedagogical, or intuitive knowledge regarding
the education of their children that leads these women to value their own roles as informal
educators and to not accept schools where their children are subject to physical or symbolic
punishment, or where services are more social service-based than pedagogical in nature.??

In short, global figures on access of the school-age population to early childhood
education do not reveal the differences that we observe when enrollment by gender is com-
bined with geographic location, ethnic pertinence, and/or social class. Thus, enrollment
statistics alone do not reveal the gender inequalities that occur at the levels of early child-
hood and basic education, and which become more evident in higher education, especially
in terms of career choices made by women. Moreover, such differences occur “after” entry
into the education system in the schooling of females and in unequal participation in the
workplace in terms of salaries and types of work. To these inequalities are added differences
in the treatment of boys and girls within the classroom and in the transmission of sexist
stereotypes through programs of study, school texts, and in interactions that are only re-
vealed by some types of research and through direct observation. Sexist stereotypes within
school, transmitted through school texts, have been identified as one of the most difficult
obstacles to achieving gender equality during the 1990s. Various investigations carried out
in a number of countries in the region show this trend. (ECLAC, 1994: 23-24),

It is important to note that these gender relations occur in basic education for the
school-age population within education systems that:

- have not achieved generalized access at this level. Although it is true that there has
been an expansion of the supply of basic education services and of compulsory school-
ing, in 6 countries within the region, the net enrollment rate for primary education
was less than 80% in 1996 (Bolivia, Colombia, Ecuador, El Salvador, Haiti, and Nica-
ragua).’* Moreover, access inequalities and problems of late age entry persist for the
poor children living in urban, rural, and indigenous areas;

- the quality of learning is unequally distributed, following socially discriminatory lines;

- social class continues to be the greatest source of inequalities in education. This is the
case for most countries, with great differences in coverage between basic and higher
education, which are even greater when income level is added as a explanatory factor.

- Moreover, gender equality in access to basic education, as indicated in global statis-
tics, occurs within societies in which gender inequalities persist in the workplace,
social and political participation, and in the distribution of income.

The situation of students who become pregnant is a clear indicator of discrimination.
Pregnancy is “solved” in most countries in the region through formal expulsion from school,

23 Batalldn, et al., 1998 and 1999.
2 In Bolivia and in El Salvador, the net total enrollment rate (girls and boys) for primary education was
approximately 60% in 1996. See PROMEDLAC VII, Table VII.
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or through informal punishment mechanisms that lead to the individual dropping out of
regular education. In some countries, the regulations that authorize expulsion have been
withdrawn, but this continues to be an option for school principals. In other countries, there
are regulations that prohibit expulsion, but these are not always followed. In still others, no
legislation exists to protect the right to education for pregnant girls.

Women teachers predominate in Latin American schools, both at the level of early
childhood and basic education. The figure varies from 97% to 77% (1990 and 1997).> The
same is true for basic education for adults (Messina, 1993). Teaching is widely considered
to be among the “woman’s professions”, in which care-giving tasks are extensions of mater-
nal roles. To this fact may be added the problems of unsatisfactory working conditions and
salaries of teachers which hinder the autonomous production of knowledge. Taken as a
whole, this set of situation is in itself a manifestation of gender inequality. In the distribution
of teaching tasks, gender is a classifying criterion. We note that as the level of specialization
in the transmission of knowledge increases, the participation of women decreases. The less
prestigious and lower paying teaching posts are occupied by women. Women participate
more as well in early childhood and basic education in activities designed for parents (meet-
ings, parent workshops, etc.).

In view of the above, we present the hypothesis that for the school-age population,
basic education is presented “as if ” it were gender-equal, as being the level of education in
which all participate. The fact that most children attend basic education, independently of
their family income implies that this level has fulfilled a democratizing and “homogeniz-
ing” role. Basic education has been , since its origins as “primary instruction” an eminently
public institution, in which the principle of equality is in evidence. Nevertheless, basic edu-
cation is also that place in which gender differences and other types of inequalities may be
hidden. In regard to gender, basic education is a place in which equality of access has coex-
isted with more subtle forms of inequality. The overwhelming presence of female instruc-
tors and mothers results in the school being a “feminine” institution that maintains in the
imagination of children continuity relations with the home. Public schools, created to dif-
ferentiate itself from the domestic environment, carries out this break while at the same time
establishing a relations of continuity with the family.?® Consequently, the school not only
reproduces the social inequalities that gender inequality carries with it but questions the
public school offer itself.

INEQUALITIES IN THE BASIC EDUCATION OF YOUNG
PEOPLE AND ADULTS

Here we understand the term “basic education” in a broad sense. Thus, it is of interest to
consider illiteracy and the participation of young and adult women in basic education. In the

25 UUNESCO, Institute of Statistics, statistics on-line, 2001.
26 The school as a “second home” and the teacher as a “second mother” — or “aunt” that is the name given in
Chile to the early childhood education teacher.

20



Gender Equality in Basic Education in Latin America and the Caribbean (State of the art)

1980s, the regional average for illiteracy among the population 15 years of age and older
showed slight differences when considered from the perspective of gender. These differ-
ences still remained a decade later.?” Furthermore, the difference between percentages of
female and male illiteracy decreased from 5% to 3% from 1980-1995.28 Moreover, a num-
ber of countries have percentages for female illiteracy that are considerably higher than the
regional average ((Guatemala, 48%:; Bolivia, 28%; Paraguay, 24%) and/or with differences
of 10% to 15% compared to the figures for males (Peru and Guatemala with differences of
13%, Bolivia with 15%) (Valdés and Gomariz, cited in ECLAC, 1994). A common charac-
teristic of the above countries is a higher percentage of indigenous people. In terms of abso-
Iute numbers, in 1990, the number of illiterate females was approximately 24,000,000, rep-
resenting 56% of all non-literates in the region. This number is falling slightly. The number
of non-literate women in 2005 is estimated to be 21,500,000 — or 54% of the total number of
non-literates in the region.?

At the national level, differences in illiteracy by gender increase when the figures for
age, rural sector, poverty, and/or ethnic origin are considered together. Under some of these
conditions or combination of conditions, some studies assert that female illiteracy is signifi-
cant even in countries with low over-all literacy rates.’® Women residing in rural areas,
indigenous women, rural and indigenous women, and in particular, women over 50 years of
age are the most affected by illiteracy.?! At the beginning of the 1980s, rural women as a
group had one of the highest illiteracy rates, reaching 50% or more, often twice as high as
national averages.>? Furthermore, between 1980 and 1990, illiteracy among rural women
decreased to a lesser degree than total female illiteracy.>? For 1990-2000, information is not
available on illiteracy trends for rural women. Similarly, in the rural sector, not only are

27 The regional average for illiteracy was 20% in 1980, 22% for women and 17% for men. In the 1990s,

illiteracy in the region was 14%, with 12% of men illiterate and 15% of women. The number of non-literates

was estimated to be approximately 40 million in the year 2000 (UNESCO-OREALC, 2000).
2 Source: UNESCO-OREALC, 2000, utilizing the 1999 ECLAC/CELADE data base.
2% UNESCO Institute of Statistics. Statistics on-line, 2001.
39 A study on female illiteracy in Chile concludes that, in that country, which is considered to have a low rate
of illiteracy, with an over-all figure of 5.7% (according to the 1992 census, which was the reference used by
the study in question), illiteracy is hidden and over-estimated. The study asserts that the number of non-
literates grows within contexts of poverty, especially in areas that are both rural and indigenous. Among
women in these areas, illiteracy is even higher. For example, in the rural area of Temuco, where there are
large numbers of Mapuche people, the illiteracy rate is 19.5%; 25.9% for women, and 13.6% for men.
(Letelier, 1996: 49-66).
For 1998, in Brazil, illiteracy among the female population 60 years of age and older was 35%, and 18% for
women between 45 and 59 years of age. In Bolivia, 62% of women 60 years of age and older are illiterate.
The figure is 39% for women between 45 and 59 years of age. In Honduras, half of the female population 60
years of age and older is illiterate (ECLAC/CELADE, 1999).
At the beginning of the 1980s, 60% of rural women in Brazil were illiterate. Corresponding figures were:
Bolivia: 50.9%; Venezuela: 48%; Honduras: 47%; Panama: 35% (UNESCO Statistical Yearbook, 1999);
Peru: 56% (ECLAC, 1994). At the beginning of the 1990s, 46% of rural women in Peru, 50% in Bolivia, and
60% in Guatemala were illiterate (ECLAC, 1994).
33 Valdés and Gomariz, 1994, cited in ECLAC, 1994.
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these rates higher; the differences between female and male illiteracy increase as well. For
example, at the beginning of the 1990s, male illiteracy was lower than female illiteracy by
35% in Peru, 26% in Bolivia, and 25% in Guatemala.>*It is important to understand that the
distribution of illiteracy is manifested in a number of ways:

- although female rural illiteracy is high, gender —based illiteracy differences are less
than urban/rural and generation differences;

- illiteracy increases in a greater degree when we consider specific populations, and
when various characteristics are considered together. For example, in Bolivia, illit-
eracy among rural women 50 years of age and over was 86% in 1990%;

- in countries with indigenous traditions, illiteracy rates among urban women are sig-
nificantly different from male illiteracy rates (by 11% in Bolivia and in Guatemala).3®

Furthermore, women make up a broad contingent of young people and adults who
have not completed primary school in Latin America (estimated in 110 million in 1990 and
1998, UNESCO/OREALCQC). Thus, even in countries with low illiteracy rates, the percent-
age of the population with incomplete primary schooling is on the order of 40% (Infante,
2000). At least one-half of this group of people with incomplete primary schooling, is made
up of women — a group of about 55 million. If we add together women who state that they
are illiterate to those with an incomplete primary education, we have an estimated number
that reaches 76 million. This group makes up the “silent” (or potential) female demand for
basic adult education.

It we consider illiteracy to include “functional illiteracy””’ we may conclude that a
much larger proportion of women than those who are self-declared “illiterates” do not mas-
ter writing nor have the skills required in order to participate in the workplace and in social
life. In effect, half of those interviewed in the regional study on “functional illiteracy”, and
who have 7 years of schooling or less, have “low” skills in terms of mastery of language and
mathematics (placed in levels 1 and 2 in 50% of the cases). In regard to gender differences,
the study on functional literacy notes that women are more limited in terms of being able to
continue studying and to receive training.’®

A regional study carried out at the beginning of the 1990s notes that women partici-
pate in a lesser degree in formal basic adult education. This means that as adults, they have
fewer possibilities to begin or to continue their primary or basic education. Furthermore, on

2937

34 Tn the rural sector of Bolivia, female illiteracy was 50%, while male illiteracy was 23%; in Guatemala, the

corresponding figures were 60% and 46%, and in Peru 46% and 10% (Valdés and Gomariz, cited in ECLAC,
1994).
35 ECLAC, 1994,
36 ECLAC, 1994.
37 Functional illiteracy: a definition based on the skills required for personal development in society and in the
workplace, in which written code is predominant. While the traditional notion of illiterate establishes a
simple division between literates and non-literates, the concept of functional illiteracy involves different
levels of mastery of writing.
Regional study on functional literacy in 7 countries in the region. See: Infante, 2000, and Final Assessment
Report, PROMEDLAC, UNESCO, 2000.
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an average, women enter basic adult education courses at a “later age” than men. Women
have less previous schooling, and exhibit longer periods of “inactivity” in education (under-
stood as the time that passes between leaving regular study and entry into adult education
programs). In basic adult education, women show better academic performance and lower
repetition rates than men. At the same time, women remain longer in basic education. This
reaffirms that they enter with less previous schooling and/or enter and exit adult programs,
alternating periods of “good performance” with other periods outside of the system, in a
permanence modality simultaneously discontinuous and prolonged that redefines “efficiency”
in terms of timely achievement. We also note that women students work for longer periods
without receiving remuneration, or earn in a sporadic fashion, and that their gainful employ-
ment is more conditioned by nearness to urban areas and by domestic tasks. In short, for
adult women, the major obstacle is access to basic education. Although they face a series of
discriminatory factors, women have increased their participation in primary or basic educa-
tion in past decades, especially in community-based programs as well as adult education in
general (Messina, 1993%).

Furthermore, women participate to a greater degree in literacy training programs
(INEA, 1989, cited by Messina) or in home-based or community education programs (Pieck,
1996), while men participate more in basic adult education programs. Basic education pro-
grams organized by companies and which include young people and adults also have less
participation of women. In literacy training programs, the participation of women has been
hindered by the dual work/domestic role to which they are subject, and by lack of their self-
confidence in their ability to learn. Although women participate to a greater degree than
men in literacy training programs, they tend to drop out more frequently and to not con-
tinue in such programs.* Women also participate less than men in “emergency” occupa-
tional training programs for young people of both sexes (for example, the Young Chile
Program) and in small business programs with managerial or marketing training (for ex-
ample, the “Start Your Own Business” program of the Peruvian NGO CID). Similarly,
women are a minority in occupational training programs of national training institutes or
those associated with public institutions or private companies, especially women who are
in less-skilled positions.*! On the other hand, there are some programs of different kinds
have been designed exclusively for women: a) programs occupational training that focus
on high-risk women (for example, women heads of households), organized generally by
government entities to aid women; b) gender-focused occupational training programs orga-
nized by NGOs.

In short, participation of women in basic education programs for young people and
adults, and in other education programs for the adult population is evidence of the presence
of gender inequalities, since women participate to a greater degree in “protected” programs
—which are less valued socially— than in programs for all age groups, and in programs that
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Regional investigation on basic adult education in 13 countries in the region, including field studies.
Guzmdn, Virginia, op. cit., 1999.

For example, in Chile in 1997, women made up 28% of the total of workers trained by the National
Employment Service. However, the difference in the proportion of men and women decreased in only 3
years. The percentage of women in these programs in 1994 was 19% (SERNAM, 2000: 29).
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link them to the informal sector of the economy and with literacy training, but not in the
continuation of formal studies. It thus is necessary to continue implementing measures de-
signed to guarantee the access of women to basic education. When they do overcome access
barriers, women require special conditions to allow them to continue their studies — for
example, the schools must be near their domiciles. In some cases, women themselves adapt
to the conditions by entering and exiting programs in order to complete their programs of
study over a longer period of time.

Finally, the distribution of schooling levels for young and adult women is another
indicator of inequalities. Although women have increased their presence at all levels of
education, and although they undoubtedly have more education opportunities and partici-
pate more than in the past, inequalities still persist in the distribution of schooling by gender.
These inequalities do not appear when we look at the almost similar distribution in primary
education by gender for adults 25 years of age and over. Inequalities appear in the rural
sector, where women possess the lowest levels of completed primary schooling (especially
in countries such as Bolivia, Brazil, and Guatemala).*?> Differences in schooling levels by
gender increase slightly for the same age group (25 years of age and over) for secondary and
post-secondary education.*® Furthermore, one notes differences between young and adult
women. Young women tend to have more schooling and to be more autonomous. Still,
generation gaps are smaller than cultural and urban-rural differences.** Schooling levels of
women have an important influence in terms of learning of their children, their reproductive
health, and their employment opportunities.*>

The facts noted above point toward the fact that poor young and adult women have
been “separated” from education, with the resulting unfavorable consequences in terms of
isolation and feelings of low social worth. The State guarantees equal access to basic educa-
tion for the school-age population, while passing over education for other age groups. Mem-
bers of the middle and upper classes continue their education using their own funds. This
results in a restriction of full public access to education. Rural women have historically
been subject to the invisibility of private life and of violence (Bonfil: 1999: 127-129). Middle
and upper-class women have been able to claim for themselves the rights defended by the
women’s’ movement. Women who are members of at-risk groups continue to be kept out-
side the realm of education. This opens the way for a mobilizing role organizations of these
women within civil society.

Schooling levels of the population 25 years of age and over, by gender and geographic location. Such cross-
comparisons are only possible for some countries. UNESCO, Statistical Yearbook, 1999.

Schooling levels of the population 25 years of age and over, by gender and geographic location. Such cross-
comparisons are only possible for some countries. UNESCO, Statistical Yearbook, 1999.

Guzmadn, Virginia, op. cit., 1999.

ECLAC has developed indicators for the relation between the schooling levels of women and the number of
live births. A number of studies confirm the relationship between schooling levels of mothers and the learning
of their children. A pioneer study in this field was the ECLAC Montevideo study, coordinated by Germdn
Rama at the beginning of the 1990s. There is also a growing body of information regarding lower participation
of women in the economically active population and their participation in “under-employment” and “multi-
employment”.

43

44
45

24



Gender Equality in Basic Education in Latin America and the Caribbean (State of the art)

If we bring together gender differences in the school and adult populations, as the
UNDP has done with its gender-related development index*®, we see that:

- in almost all countries in the region, there are gender differences that negatively af-
fect girls and women (according to the UNDP, Uruguay is an exception), and;

- the lowest scores on the index are those of countries that have high rates of female
illiteracy and/or a high proportion of indigenous communities.

In summary, basic education is fragmented in terms of gender equality:

- in basic education for the school-age population, equality of access does not apply
for low income and rural or indigenous children; furthermore, there are other in-
equalities in terms of drop-out, grade repetition, school achievement, and relations
within the classroom;

- for basic education and for illiteracy levels for young people and adults, gender dif-
ferences also follow lines of social discrimination, but involve a larger number of
people (some 76 million adult women are illiterate or have not completed primary
school) and a more radical separation in terms of education and that which is public.
This information is relevant because it confirms that there is a need to find solutions
for girls and women alike.

It is important to emphasize that education statistics available from ministries of edu-
cation are not sufficiently desegregated by sex. It is therefore necessary to make use of
information from household surveys that are carried out periodically by national statistical
institutes or by universities, of education or social science research on the rural sector, of
poor sectors or indigenous communities. It is striking how inequalities reveal themselves
when one makes use of research on the theme, and how such inequalities remain hidden
when we consider only global education indicators, constructed from information derived
from the education systems themselves.

GOVERNMENT GENDER AWARENESS POLICIES

The question of gender has been incorporated into education policies. One the one hand,
reforms seek improvements in quality and in equity of education for all. Consequently, girls
and women have been benefited by these policies. On the other, governments have initiated
specific policies to promote the principle of gender equality. In several countries that have
created quality broadly based improvement policies, gender equality has been adopted as a
specific objective. However, understood as policies intended to encourage diversity, the
gender perspective conflicts with the tendency of reforms to homogenize, re-centralize, and
conserve the attributions of centrally-based decision makers.

46 Note that this index is comprised of life expectancy, GDP per capita, the illiteracy rate for women, and the
female enrollment rate, combining the levels of primary, secondary, and higher education.
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Within countries in the region, the gender perspective has been incorporated into
educational processes under different modalities. Some of these have been:

- In curricula, and in the fundamental objectives and minimum contents of basic and
secondary education;

- In different areas of the curriculum, specifying the contributions of women in cultural
and social development, and in their historical role. Specifically, manuals have been
developed for the production of non-sexist materials;

- In teaching materials;

- In sex education. In this area, non-sexist perspectives have been developed. In some
countries, this has included the creation of multi-disciplinary commissions for the
prevention of teenage pregnancy, the design of programs for students in secondary
education and/or the last cycle of basic education in order to foster sex education, the
development of materials, and training workshops;

- In on-going education programs for teachers, in order to identify sexist practices in
language, attitudes, and interactions within the classroom. This has included work-
shops for teachers and their supervisors, as well as the production of support materials.

Policies to promote gender equality may be classified according to whether they seek
to improve educational access, processes, or completion (Guzmdén and Irigoin, 2000). In
regard to access to basic education, programs have been developed to assure that under-
privileged girls enter school. There have also been awareness promotion programs for mothers
in order to bring them into the school community. These measures seek to eliminate selec-
tion and discrimination. The measures related to this process are undoubtedly the most
frequent, and include everything from incorporation of the gender perspective in the cur-
riculum, the production of textbooks, and teacher training, to protecting pregnant students
and making it possible for mothers to free themselves in part from domestic tasks in order to
begin or continue their studies. Programs have also been developed that seek to aid young
people and adults in continuing their studies beyond the level of basic education.

It should be pointed out that policies for fostering gender equality many originate
within ministries of education, working together with national offices for the promotion of
the rights of women. Within ministries of education, such programs come from different
areas: basic, or primary education, inter-cultural bilingual education, rural education, teacher
training, and others. Even when commissions are created with education ministries aimed at
fostering dialogue among different sectors, coordination problems persist. In some coun-
tries, comprehensive programs have been developed to promote the equality of females in
education. These include, for example, curricular and teacher training changes at all levels,
research, and the strengthening of the role of women the cultural sphere (e.g., the PRIOM
program in Argentina, 1991-1995, Morgade, 1999:33). It should be noted that, in some
countries, gender equality promotion policies have been questioned by the more conserva-
tive sectors of society.*’

47 The PRIOM program was discontinued due to the opposition of conservative groups (Morgade, op. cit.).

26



Gender Equality in Basic Education in Latin America and the Caribbean (State of the art)

Gender equality policies in education seek to confront the inequalities we have iden-
tified here. A government, faced with an inequality, creates a program to “eliminate” it. This
mentality results in a set of measures that are mutually unarticulated. To this situation is
added the fact that gender policies are not integrated with others policies related to respect-
ing diversity. The most predominant activities treat curricula more than they do teaching
practices. Although “gender pedagogy” has been developed in Latin America, its impact
has been felt more in universities and NGOs than within governments. This pedagogy is
part of a broader theoretical movement that is expressed in gender studies and in research on
the theme in post-graduate programs. Begun in Mexico and Argentina, these multiplied
during the 1990s in universities in various countries. In all cases, gender studies involve a
reconstruction of the experiences of women and men in order to deconstruct socially as-
signed roles. Women’s studies have been followed by others dealing with masculinity. Un-
doubtedly, gender studies not only create new categories; they also have brought into ques-
tion social science paradigms (Cobo, 1995:61). However, gender concepts are little applied
in the classroom, or are when so applied are done so through individual initiative (Morgade,
1999:32-33).

The incorporation of all girls and women in education continues to be an unfinished
task of the first priority (Subirats, 1998: 18-19). Within this framework, some countries
have carried out campaigns to give more attention to the question. Infrastructure improve-
ments, a generalized strategy within reforms, more linked to equity than to gender, have
contributed to improving access of girls to education. At the same time, co-education has
become the rule, and is seen in most countries as a democratizing measure. Gender special-
ists, however, recommend the separate education of girls and boys at certain times and
under certain circumstances as a way to create awareness and affirm the desire of girls to
learn (Morgade, 1999:32). Moreover, among the more radical theorists, incorporating the
gender perspective cannot be accomplished through “new content”; but rather through ex-
perience: emphasizing gender awareness. Working with families and defining norms pro-
tecting the right to education of pregnant adolescent girls are themes that have been treated
in various countries. In practice, however, pregnant girls continue to be expelled from school.

According to some educators, the decentralization of curricula is a path toward inclu-
sion and respect for diversity. Given the fact that fostering gender equality is a democratiz-
ing measure, decentralization and the gender perspective are “two possibilities that together,
can help promote underprivileged groups” (Aylwin, 1997:55). Given this fact, we must look
at the type of decentralization and differentiate between different styles, those which are
more and those which are less linked to the participation of the entire education community.
The incorporation of the gender focus in plans of study has also been much debated. While
some defend a multidisciplinary approach, others argue that this is devoid of gender con-
tent. The integration between the discipline “content” and gender is also an inconclusive
theme.

For one country (Colombia) an assessment of how to incorporate the gender perspec-
tive into basic and secondary education concludes that school texts continue to transmit
sexist stereotypes and to employ masculine language. Furthermore, when content regarding
women is included, it is often anecdotal or spotty. In this area, the gender of the author of
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texts appears to matter little. Thus, it is important that a gender perspective be created among
men and women teachers alike (Reveco and Rodas, 1997).

Sex education programs exist in most countries. There is debate, however, regarding
whether the gender perspective is explicit, or whether it simply emerges in the process of
dialogue with students. Furthermore, students in basic education participate little in these
programs, which have been designed for the secondary level. It should be added that in
some countries, sex education programs have been opposed by conservative groups.

Incorporation of the gender perspective in initial teacher education is limited to some
isolated cases, in some academic fields. On-going teacher training programs that contain a
gender perspective are rare as well. In some countries, teacher training programs containing
a gender perspective have been developed which are dependent upon universities or on
organizations that promote women’s questions. NGOs and universities have developed sig-
nificant theoretical studies on the gender question. The activities of these institutions have
been directed toward research and to the development of non-formal education programs
for women that contain a gender perspective in fields such as literacy training, leadership,
job training and others.

EXAMPLES OF “GOOD PRACTICES”

1. Female leadership teacher training program

A secondary school teacher training program to develop female leadership (Chile, 1998-2000),

sponsored by SERNAM (the National Women’s Service), that trained both teachers who car-

ried out pilot workshops in schools, and coordinators of freely chosen curricular activities.

The training program is part of a program to foster student leadership in secondary schools,

and includes didactic materials. The workshop allowed teachers to:

a) reflect upon the rights and duties of men and women in public life and in the family,
questioning their roles as mothers;

b) understand that their communication with girls is based only upon norms, and not on a
basis that would permit teachers to know their female students according to their personal
limitations and potential;

c) reflect upon their own lives and that of their families;

d) appreciate the difference between that which one intends and that which one does; and

e) recognize that it is necessary to work on the subject based more on affect than on content
or cognitive skills.

Suggestions resulting from the assessment:

a) the purpose of such meetings should be clear and precise, given the fact that some teachers
did not know the purpose, or were obliged to attend,;

b) such a workshop should not be held against the will of teachers;

c) time and space should be provided for other themes, such as sexuality and the family;

d) it is important to strengthen teacher self-esteem;

e) such training should be practical, and teachers should participate in a workshop similar to
that which they are going to coordinate;
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f) training should be provided in active methodologies, fostering the development of cre-
ative teachers who do not restrict themselves only to the methodologies or techniques
presented;

g) finally, it is important to provide training in the areas of gender, difference, citizenship,
and participation.

Female leadership workshops (program with a gender perspective for basic and sec-

ondary education)

Women’s Leadership Workshops (Chile, 1998-2000): a pilot program aimed at fostering
leadership skills among secondary school students. In practice, the program included students
from the 7™ grade of primary school to the 4™ year of secondary school.

The program was assessed in 1999 in a sampling of schools (12 in 3 regions of the country,
including the Santiago area, interviews were carried out in each school with the teacher in
charge of the workshops, the principal, and with students).

The workshops provided forums for thinking about women’s identity. They included the
use of materials for students, which were judged to be useful. The workshops are part of
“elective” curricular activities chosen by schools within the framework of a more flexible
curriculum. The student participants stated that one of the most important points was the
personal journal they kept, as well as the opportunity to analyze their relationships with the
male members of their families. It was noted in the workshops that female activities are stig-
matized; gender stereotypes were identified as well. The workshops improved the partici-
pants’ creativity and self-esteem, as well as strengthening their self-confidence. They had the
opportunity to question the role that women play in family life and to better relate to fellow
students and to their teachers, identify themselves more with their schools, and express and
defend ideas related to their condition as females.

Limitation:

a) in some schools, the workshop was not considered to be an elective subject, was held
outside regular hours, or during orientation periods;

b) teachers “were not prepared’;

¢) the workshop was known within in school only by the principal and by some teachers;

d) there is a need to emphasize preventive measures related to sexuality;

e) in some cases, the subject of leadership had a secondary role;

f) in some cases, personal development and self-esteem were emphasized more than the
gender perspective.

Suggestions resulting from the assessment: create awareness among principals; see to it that
the workshop is known to all teachers; plan the workshops as part of school activities and
determine beforehand to what curricular area they should belong; incorporate mothers and
male students into the workshops; provide school learning resource centers with materials on
the subject; create a support network, based in the Ministry of Education; strengthen activities
associated with self-esteem and autonomy.
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All of these actions are part of the process of institutionalization of gender equality
within the countries in the region. At the beginning of the 1990s, governments had com-
pleted the process of creating national mechanisms to foster women’s’ development (ECLAC,
1998). The demands of women were a necessary condition for reforms within States. Na-
tional Women’s Departments of Women’s’ Affairs increased within countries, albeit with
operational limitations and facing cultural resistance to a more equitable participation of
women.

By the end of the 1990s, the subject of gender had become institutionalized as a
cross-cutting activity within different areas of government, without being limited to Na-
tional Department of Women’s’ Affairs. According to ECLAC (1998:13), this process in-
creased by some 60% within countries of the region. This development, however, has taken
place within the central administration more than in more decentralized areas of govern-
ment. Furthermore, a typology regarding national mechanisms designed to foster gender
equality developed by ECLAC (ECLAC, 1998: 17-19), mentions only 4 countries out of 39
include by the study have achieved a “formal” level of legitimacy (Argentina, Chile, Costa
Rica, and Paraguay), in which the authority of the organization has been established by
constitutional mandate and where means are available to exercise power (ECLAC, 1998:18).
Toward the end of the 1990s, the accumulated power of the government apparatus in regard
to the fostering of gender equality was still limited, and was concentrated in areas regulated
by national authorities. (ECLAC, 1998:20).

THE GENDER DEBATE: THINKING SINCE DAKAR

Beginning in the 1970s, the situation of women was seen from the viewpoint of integration
and development. The celebration of the International Year of Women (1975) and organiza-
tion of the 1% International Conference for Women (1975) are indication of this new per-
spective (ECLAC, 1983). Gender equality became a growing issue as a developmental value
and goal (Guzman and Irigoin, 2000:231). Since the 1970s, a number of regional and na-
tional action plans have been guided by the principle of gender equality. This orientation has
been based on social processes, and particularly on the growing participation of women in
public life, which increased significantly during the entire century. The feminist movement
legitimated women’s’ rights by making gender discrimination visible and by making gender
equality a public demand. Governments have begun to incorporate the gender dimension
into government policies in a number of areas. Nevertheless, inequalities persist. Such in-
equalities are part of the context of social exclusion and the “feminization” of poverty.
Empowerment of women has co-existed with inequality during the last 20 years. Although
progress has been made since the 1980s, structural inequalities persist.*

48 An in-house ECLAC document on the legal situation of women in Latin America and the Caribbean at the

beginning of the 1980s presents a diagnosis that, with some variations, is still valid. The report points out that
“even recognizing the achievements obtained with the United Nations Decade for Women, females are still
objects and subjects of discrimination”. It goes on to state that deal with the predominance of women in the
informal sectors of the economy and in low paying assembly-line work (“maquiladoras”), with unfavorable
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Since the 1970s, the idea of “eliminating” all discrimination related to women has
become a part of public debate and has been carried out in practice. The Convention for the
elimination of all discrimination against women, coming from the United Nations (1979) is
a global mandate that represents one of the landmarks in this process. During the following
years, world conferences for women and world conferences and forums on education have
reaffirmed the principle of gender equality in all areas of social life and/or in the specific
field of education. At the same time, strategies and actions have been proposed aimed at
guaranteeing gender equality. These have gradually entered all fields of education. The search
for equality has taken place within contexts in which differences have persisted, while being
combined with social class and cultural differences as well.

The XX century came to a close with the World Forum of Education (EFA, Dakar,
2000)*°, which re-affirmed commitments of education for all, as well as the agreements
adopted by the international community. Among these were the IV World Conference for
Women (1995). Dakar represented a continuation in regard to the goals defined in Jomtien.
Within the World Framework of Action, goals were reconfirmed to generalize access to
education, to emphasize equality and in learning outcomes, and to the principle of increas-
ing the scope of basic education. At the same time, there was a recognition that the right to
education continues to be denied to millions of people, and that one of the multiple causes is
the “lack of will to overcome inequalities between the sexes” (op. cit., page 12). Further-
more, it was declared that, “in spite of international attention that has been given to the
problem, girls comprise 60% of the child population without access to primary education”
(op. cit., page 13). Thus, one of the lessons learned is the importance of integrating the
principle of gender equality into sector-based policies and strategies (op. cit., page 13).

Gender equality is one of the six objectives established in Dakar. It is an ambitious
proposal, given that it refers to “overcoming gender disparities in primary and secondary
education by the year 2005, and, by 2015, achieving gender equality in education, particu-
larly in guaranteeing to girls full and equal access to high-quality basic education and good
use of the same”. It is said that gender inequalities continue to be among the greatest ob-
stacles to the right to education. It is argued as well that, although the education of girls and
of women has an enormous effect from one generation to the next, the participation of girls
in basic education has increased little. Thus, it has been suggested that gender equality be
included in “the entire education system, at all levels and in all areas”, and that measures be
adopted to guarantee both access and permanence of girls in school and literacy training of
women. This demands a political commitment, sufficient resources, and changes in atti-

working conditions, the persistence of illiteracy (which has increased as a result of structural adjustment
policies, according to the assessment of the 1st World Conference for Women), traditional women’s’ roles in
the economy, rural-urban differences in education levels, diminished roles in formal politics, and the unchanged
fact that there have only been 3 women Heads of State during the entire history of the region (in Argentina,
Bolivia, and Dominica) (ECLAC, “The Legal Status of Women in Latin American and the Caribbean, Defined
According to Resolutions and Mandates of the United Nations System” Volume I, 1983:3 & 23).

World Forum of Education For All, which assessed the progress of the inter-agency program of “Education
For All” ten years after its creation in Jomtien (1990).
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tudes, values, and behavior. Although the Dakar Framework for Action includes as an ex-
plicit objective the fostering of gender equality, the set of objectives involves girls or young
and adult women. In effect, improving the quality of education is an objective for all age
groups of men and women. Girls are subject to these policies, within the objectives that
include “all” children (objectives 1 & 2), referring to comprehensive protection and educa-
tion during early childhood — especially for the underprivileged — and to access to free and
compulsory primary education for all children, especially for those who are at risk or be-
long to ethnic minorities. Young and adult women are also subject to such policies within
the objectives that refer to literacy training and equal access to basic education and to life-
long education (objectives 3 & 4). These objectives set goals — of a 50% improvement by
2015 in adult literacy levels, especially for women, as well as guaranteeing equal access to
basic and life-long education for all adults.

Gender equality is also part of the strategy of the Framework for Action, which states
the commitment to “apply comprehensive strategies to achieve gender equality in education,
based on the recognition of the need to change attitudes, values, and practices” (Regional
Framework for Action, pp. 9 & 19-20). The entire education system is guided by this strategy.
It is recommended as well that attention be given to boys where they are at a disadvantage, and
to see that the content, process, and context of education fosters and supports gender equality.
This includes study programs, texts, and the attitudes and behavior of teachers, as well as the
interaction of students. In short, Dakar reaffirmed gender equality as one of the key objectives
for the 2000-2015 period, and offered a global education strategy that includes all levels,
modalities, components, and participants of education systems.

Dakar, in turn, is supported by the assessment carried out on all continents in regard
to the “Education For All” Forum. In the case of Latin America and the Caribbean, the EFA
Assessment (Santo Domingo, 2000), stated that gender equality is part of one of the chal-
lenges to be accepted: inclusion and attention to diversity. In this respect, it proposed “to
formulate inclusive education policies and to design diversified modalities and curricula to
meet the needs of the population that has been excluded for individual, gender, linguistic, or
cultural reasons” (Santo Domingo Framework of Action, p. 37). The fostering of gender
equality is a commitment that countries have undertaken to carry out on various levels. It
involves early childhood education, basic schooling, and the education of young people and
adults, as well as specific activities associated with learning and with the quality and inclu-
siveness of education. In particular, countries have committed themselves to:

- identifying groups that are still excluded from basic education for individual, gender,
geographic, or cultural reasons, and to implement flexible, pertinent programs in vari-
ous areas that respond to the specific needs and conditions of these individuals” (op.
cit., p. 38);

- design diversified and flexible modalities of education and curricula and additional
physical plant within the community that value diversity, and with the potential to
develop society, and individuals, using both formal and innovative non-formal expe-
riences in order to meet the needs of all: children, adolescents, young people, and
adults” (op. cit., p. 39).
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Dakar supported the proposals of the IV World Women’s Conference (1995, Beijing),
in which equality of women was definitively linked to development, to the elimination of all
kinds of violence, and to peace. Furthermore, equality for women was linked to the rights of
minorities, the struggle against poverty, and the call for justice and democracy. In the area of
education, governments committed themselves in Beijing to assuring equality of access to
education, eliminating female illiteracy, increasing the access of women to professional
training, science, and technology, and to life-long education, establishing non-discrimina-
tory education and training systems, allocating sufficient resources to education reforms,
and to fostering life-long education and training for girls and women.

The proposals presented in Dakar converge with those associated with the last World
Adult Education Conference (CONFINTEA V, Hamburg, 1997), in which a set of commit-
ments were established that involved gender equality. In particular, it was proposed to create
awareness among young people and adults regarding gender inequality, to eliminate all
obstacles that impede women from access to all levels of education, encourage gender equality
through adult education, and to encourage women to organize themselves in order to foster
a collective identity and to create women’s organizations to foster change.

The follow-up of the World Adult Education Conference (CONFINTEA V, 1997) in
Latin America produced a Regional Framework of Action (UNESCO, 2000) that represents
another important milestone in regard to gender equality. The regional agenda calls for
education for young people and adults (EPJA), conceived as “life-long education” and as
“amplified” basic education, in which the fostering of gender equality is related to job train-
ing, citizenship education, literacy training, inter-cultural education, and local development.
Gender equality is part of a redefinition in the field of education for young people and adults
which involves explicitly guaranteeing this aspect by ratifying a commitment to the most
underprivileged, while at the same time broadening the field to include new groups of young
people and adults, new tasks, new institutional activities, and new programs. Similarly, gen-
der equality is part of the education of young people and adults, which accepts the challenge
of offering basic education to a large number of young people and adults who are illiterates
or who have not completed this type of education. Gender is defined as a cross-cutting
category that touches upon many kinds of education programs for young people and adults:
for the rural population, indigenous peoples, those with low incomes, school drop-outs, and
others. It is recommended that a focus be placed on women who are members of the most
vulnerable groups, in actions coordinated with efforts of education reform and of the cre-
ation and development of a “critical mass” in regard to the question of gender. In particular,
emphasis is to be placed on gender equality training activities for teachers and education
ministry personnel, those working on decentralization, and on schools themselves, politi-
cians, members of intermediary organizations, women’s NGOs, public recognition of teachers
who work in gender equality, and others.

The discussions coming out of international conferences continue in the follow-up
processes of such meetings. Beijing resulted in a follow-up of indicators, which has been
considered to be an effective instrument by both governments and NGOs. For NGOs, such
indicators allow them to follow the fulfillment of the commitments undertaken by govern-
ments.
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RECOMMENDATIONS*

Fostering gender equality in basic education should be guided by two principles: overcom-
ing gender inequalities, and basic education for all (children, young people, and adults),
involving all modalities, both formal and non-formal. “Broadened” basic education for all is
a responsibility of society during the 1990s that has yet to be fulfilled, in spite of education
reforms, target strategies, and the development of national programs aimed at improving the
quality of education. Consequently, gender equality in basic education should be approached
as part of the larger problem of social exclusion which causes difficult to solve structural
problems and which requires medium-term policies. At the same time, we must identify
examples of gender inequalities in basic education and maintain a gender focus. This focus
should not be weakened in the name of “comprehensive’ education policy proposals. The
principle of gender equality has the potential to contribute to make basic education more
“public” (taking this term to mean a place for all, where the common good prevails). This
has been the aspiration of public education since its beginnings. Gender equality carries
with it the possibility of a democratization of education that is mediated by the social con-
text. Within this framework, we recommend the following:

1. The fostering of gender equality should be part of policies that blend education and
employment, view literacy training not as something apart, but rather as a cultural
task that involves social participation include intercultural bilingual programs, and
promote diversity. This assumes the understanding that the policies mentioned are
not isolated, but rather different dimensions of a unitary process. Similarly, it as-
sumes overcoming the separation between “literacy and the elimination of illiteracy
among the adult population” on the one hand, and basic education for the school-age
population on the other. Furthermore, confronting gender inequalities can be a path
toward learning how to lend equal treatment to any kind of difference.

2. Considering that progress in the area of gender has come about in education thanks to
the efforts of social movements, and that the gender perspective is insufficiently insti-
tutionalized within governments, and given the multi-dimensional character of gen-
der inequalities, it continues to be vital to foster of policies that cut across sectors and
institutions in order to foster equality.

3. The United Nations System has proclaimed the next 10 years the “Literacy Decade”.
This coincides with the development of the 10-Year Program for Girls!. Moreover,
the UN Secretariat has announced the intention to focus such programs on the poor.
Within this framework, it is recommended that gender equality , “literacy training”
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