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I-
INTRODUCTION

Following the collapse of the Soviet Union, the Republic of Georgia has entered a period of massive economic decline, destroyed industry, increased poverty, rising unemployment, and a series of ethnic conflicts and civil wars resulting in many Internally Displaced Persons (IDPs) and refugees. The transition period has negatively affected both men and women. Male incapacity to effectively cope with stress, combined with increasing incidents of risk-taking behavior and deteriorating state health care system, contributed to the increasing gender gap in life expectancy in Georgia.
  In other respects, however, drastically decreasing social benefits and the collapsing state-run system of family and childcare support has disproportionately affected women. As a result, women have become subjugated to re-emerging cultural traditionalism on the one hand and burdening economic conditions on the other. In addition, the transition period has uncovered new types of female disadvantage such as forced labor and trafficking, health- and life-style related risks, and violence (UNICEF, 2003a). As Sabedashvili (2002) pointed out, “the rhetorical practice of state-imposed gender equality faded away along with communism” (p. 7). 

During the transition period, the Republic of Georgia has pursued “gender-neutral policies” in all social spheres, including education. In particular, no specific legislation, regulations or political agreements have been developed to define gender discrimination and govern actions within state agencies or private institutions. Although the Georgian Constitution mandates equality “regardless of… sex” (article 14), provisions are rarely invoked to offer substantive legal protection to women (ABA, 2003). Similarly, the National Plan of Action for Children (2003-2007) does not include any gender considerations at all. In the context of rapid political, economic, and social changes, it is vital to assess whether “gender-neutral” policies can effectively guarantee gender equity in different education areas (e.g., education access, participation, and quality) and among different groups (e.g., minorities, refugees, etc.). 

While quantitative indicators generally do not reveal any major gender differences in the Georgian education system, it is equally important to examine qualitative indicators that also impact gender equity in society. Taking into consideration both quantitative and qualitative indicators, this report examines the effects of the transition period on gender equity in education in Georgia. In particular, it aims (1) to identify gender issues in education, (2) to examine how the existing education policies and practices affect gender equity in different education areas (e.g., enrolment, attendance, completion, and achievement) and among different groups (e.g., minorities, refugees, etc.), and (3) to inform the design, management, and implementation of programs in gender equitable education. As such, this report serves as a means of analyzing the current situation and identifying key intervention points to realize every child's right to learn in rights-based, child-friendly, gender sensitive schools.  

II-
METHODOLOGY OF GENDER REVIEW

The gender review was designed as a desk review based on available information only. It draws from a combination of quantitative and qualitative data. The quantitative data was derived from a variety of sources, including available national statistical surveys, the World Bank and UNICEF Transmonee databases. Quantitative information was supplemented by qualitative data, including in-depth interviews with major education stakeholders (see Appendix C), review of national legislative documents, and analysis of numerous national and international reports. A variety of data sources were sought to highlight the complexity of gender equity issues in the education system across the country.

Despite the variety of information sources, the data used in this report remains incomplete. First, it was a considerable challenge to obtain gender-disaggregated data on different education aspects in Georgia (e.g., gender-disaggregated data on school enrolments by ethnic groups, geographic regions). Second, there is a very limited number of qualitative studies on gender equity in education (e.g., textbook analyses, curriculum reviews, teacher training). Third, no research has been conducted on gender equity among minority groups (e.g., Azeri) and vulnerable groups (e.g., refugees, IDPs, groups living in poor/mountainous areas). Finally, time limitations and lack of information did not allow for an examination of gender equity in education in the conflict affected areas of South Ossetia and Abkhazia. Given these multiple limitations, this report should not be perceived as a comprehensive analysis of the current situation, but rather a “snapshot picture” of gender-related issues in the education system of Georgia, which identifies the main areas of concern and suggests ideas for further research. 

III-
KEY FINDINGS & ANALYSIS

The review is based on the analysis of quantitative and qualitative indicators of gender equity in education.  First, this section describes the context of education reform during the transition period (1991-2003). Second, it provides an overview of “traditional” quantitative indicators of gender equity – access, participation, and attendance – in order to document differences that have emerged across both gender groups over time and their relation to other factors, including geographical locations, income levels, and ethnicity. Third, the review analyzes qualitative indicators of gender equity in education, which are organized around the UNICEF Quality Framework. In practical terms, this means a gender-based examination of the five dimensions of quality, including learner’s preschool experiences, the content of education, teaching and learning processes, the learning environment, and learning outcomes (see Appendix D for a more detailed explanation of UNICEF Quality Framework and the technical guidance for the gender review).

3.1. Education Reform Context

During the 1990s, Georgia has experienced a sharp decline in education funding. In World Bank’s words, this decline was “one of the most severe in the region and unique in the history of education systems worldwide” (p. 3). The state budget for the sector in 1996 was only 5% - in real terms – of what it had been in 1989. This was a consequence of the overall 75% decline of GDP between 1991 and 1994 and the decline of the share of education within it, from 7% in 1991 to 1% in 1994 (WB, 2003). Although there has been some modest growth in the education share of GDP since 1995, it remains low by international standards. With the new recalculated GDP, for example, the education share was estimated at 2.4% in 1998 (WB, 2003).   


The lack of funding has had a negative impact on the quality of education, access to learning materials, physical conditions of schools, and teacher morale. However, the challenges of the education system cannot be solved by bringing in additional financial resources alone. As the World Bank (2003) observes, deeper structural reforms are necessary to meet the new demands of a market economy and open, democratic society. Currently, the education system of Georgia is in the midst of a major education reform, which aims to realign the primary and general secondary education system objectives in order to improve the relevance and quality of education for all. Funded by the World Bank loan, the education system realignment and strengthening program consists of the following main components: (1) development and implementation of the national curriculum for primary and secondary education, (2) development of new national assessment and examination system, (3) professional development of teachers, school directors, and methodologists to help students attain the new learning targets, and (4) increasing access to quality textbooks and learning materials.  As such, the current reform presents a unique opportunity to introduce equity considerations in the newly developed education policies and practices in order to ensure that all children (both girls and boys) benefit from education reform initiatives.  

3.2. Enrollment & attendance rates

3.2.1. Equal enrollment at preschool and basic education levels

Attainment of high, equal education enrollment rates among boys and girls was one of the highest priorities of the Soviet era.  Indeed, this was largely successful, as girls and boys were generally enrolled at equal rates in all former Soviet republics, including Georgia (WB, 2002, p. 44). During the transition period, however, enrollment rates fell below their pre-independence numbers at all levels of education, excluding higher education (see Appendix A). With few exceptions (i.e., upper secondary), reductions seem to have occurred across both gender groups.  Despite decline in education funding and high poverty levels, there is no quantitative evidence of gender differences in terms of access to education at preschool, primary levels, and higher education levels where the number of girls and boys appear about the same (see Table 1).

3.2.2. Increasing male disadvantage in upper secondary higher education 

While no major gender gaps are evidenced at most education levels, male disadvantage has emerged in the upper grades of secondary education. According to the MOE data, there is 5% more girls enrolled in higher grades of secondary education schools (grades 10-11).  Decreasing number of male students in upper secondary education reflects harsh economic environment in which boys of working age tend to look for employment to supplement family income at the expense of education (domestically or internationally) and/or go to live, work, or study abroad (UNICEF, 2003a; expert interviews, 2004). Although the percentage of male students in higher education is currently the same, it is likely that it will decrease in the future given the current trend of decreasing secondary education enrollment among boys.  

Table 1. Percentage of female and male students in state education institutions by level of education (2003)

	Enrolment by level of education
	Total (%)
	Female

(%)
	Male (%)
	Gender Gap (%)



	Preschool enrollment 


	30.9
	30.2
	31.5
	1.3

	Primary education enrollment (GER) 


	95.4
	94.96
	95.8
	0.84

	Secondary education enrolment (GER)


	56.9
	59.42
	54.36
	5.06

	Higher education enrolment (GER)


	28.6
	28.8
	28.5
	0.3


Source: State Department of Statistics & Ministry of Education, 2003 

3.2.3. Lack of information on education enrollment among ethnic minorities and other vulnerable groups

Gender-disaggregated statistical data is not available on education enrollments among ethnic minorities and vulnerable groups (e.g., refugees, IDPs, persons in poverty, rural/ mountainous areas). However, several international organizations and local NGOs working in the field have repeatedly reported decreasing female enrollment and attendance among ethnic minorities (especially Azeri minorities), Chechen refugees, and students living in poor, rural areas. For example, the WB (2002) reported that girls' enrollment rates are lower than boys among the poor (p. 98). Similarly, SDS (2003) reports that female enrollment in upper secondary grades in slightly lower in rural areas (48.6% of girls and 51.4% of boys), compared to urban areas, where female and male enrollment remains essentially the same. Given that 46.7% of Georgia’s population resides in rural areas (SDS, 2002) and approximately 40-50% lives below the poverty line (UNDP, 2002), it is important to further examine how these factors (i.e., poverty & rural living) impact female access to and participation in education. 

Ethnic minorities constitute approximately 15% of the population, with Azeris constituting 6.51%, Russians 5.6%, Armenians 1.55%, and other minorities 2.49% (Census, 2002).  Although gender-disaggregated data on education enrollments among ethnic minorities was not available, several NGOs reported their observations of decreasing education enrolment among girls in Azeri communities, where attitudes regarding women's roles have grown more conservative during the transition period (ABA, 2003, p. 39). For women, this has meant a reassertion of a more traditional role of caring for the family and rearing children, which undoubtedly affects girls’ education opportunities. Similar problems are also reported among Chechen refugees.  To further examine and better understand the scope and extent of these trends, it is vital to conduct case-studies of the situation of female students in minority groups (especially Azeri minority) and vulnerable groups (e.g., students from poor, rural areas, refugees), as well as collect gender disaggregated data by ethnic groups and geographical areas. 

3.2.4. Lack of reliable gender-disaggregated information on school attendance and dropout 

For a complete assessment of school participation, it is important to consider not only enrollment rates, but also continued attendance (i.e., retention) and dropout rates. Although gender-disaggregated data on school attendance was not available, the overall data on school attendance does not reveal big problems. According to the official data (UNDP, 2002), net primary school attendance rate constituted 98.3% and net secondary school attendance rate constituted 78%.  Similarly, the official data does not reveal any problem with school dropout rates, which are currently estimated at 0.37% (2565 students).
 However, given the unreliability of data and ineffective, outdated data collection/analysis mechanisms, there are reasons to believe that the situation is more serious in practice.
 It is highly possible that gender gaps in attendance are greater than they appear from enrollment rates.  As economic conditions decline for families in parts of the country (especially in rural and mountainous areas), more children may drop out of school because of school costs and/or the need to contribute to the family income. It is important to document how non-attendance affects boys and girls and whether any of the groups appears to be more disadvantaged. 
3.3. Gender-Based Examination of Quality Issues in Schools

Organized around the UNICEF Quality Framework, gender-based examination of quality indicators includes five different dimensions, including (1) what the learner brings to education; (2) the content of education; (3) teaching and learning processes; (4) the learning environment; and (5) learning outcomes.
3.3.1. What the learner brings 

Children’s experience outside of school influences their participation and achievement in school. Increasingly, evidence is mounting on the relationship between expectations and performance in education (UNICEF, 2003c). Those children raised to expect less of themselves and without sense of the basic human rights to which they are entitled, are less ready to participate and learn. A commitment to quality requires that all children have the opportunity to take best advantage of learning opportunities. Research has also shown that access to quality early learning opportunities and early childhood experiences through home or centre-based programs will increase the probability of child's enrolment and retention in primary school (UNICEF, 2003c). This section will discuss three main issues that may affect child’s access to quality education, including preschool enrollments, child labor, and special needs (i.e., children in need of special protection, including children with disabilities, orphans, street children, refugees, IDPs, etc.).
 

Preschool enrollment: Equally low enrollment among girls and boys

During the 1990s, preschool enrollments dropped from 43% in 1989 to 30% in 2001 (UNICEF Transmonee database, 2002). On the one hand, decreasing preschool enrollment was connected to the closure of many kindergartens as a result of the transfer of financial responsibility from state enterprises and farms to local budgets. Given rigid budget deficits during the transition period, local authorities have been unable to assume the new costs related to preschool education provision. On the other hand, kindergartens became increasingly unaffordable to the majority of families due to rising preschool education fees, falling wages, and increasing unemployment. Overall, evidence suggests that major reductions in preschool enrollments did not have a differential effect on girls. However, there has been a negative impact on women (mothers) who no longer have access to the state-run system of childcare. 

Child labor: Higher incidents of economic activities among boys and non-economic activities among girls

In Georgia, child labor is a symptom of the ills brought by poverty. SDS & ILO report (1999/2000) suggests that there is a clear relationship between need and children working long days. Families with children working more than 43 hours per week have consumption per adult insufficient to achieve a diet with minimum calories (p. 56). Overall, UNICEF MICS (2000) study reveals that 30% of all children are involved in some kind of child labor, with 31.2% of boys and 28.7% of girls working four or more hours a day (including paid, unpaid, and domestic work). The SDS & ILO report (1999/2000) shows that boys are engaged in economic activities more than girls, while the reverse is true in case of non-economic activities. For example, girls are more likely than boys to be engaged in activities of non-economic nature and the higher the age the greater this gender difference. This reflects local traditions in which female children help their mothers in family chores like washing, cooking, and looking after younger siblings and/or elderly (SDS & ILO, 2000). For example, some NGOs report that large families living in rural areas (usually Azeri minority families) are more likely to keep their daughters at home during the school day to help caring for younger siblings and assist with the family chores. At the same, active involvement of boys into economic activities is likely to increase incidents of non-attendance and dropout. 

Lack of gender-sensitive data on children in need of special protection (children with disabilities, orphans, street children, sexually abused children, refugees, IDPs)

         UNICEF report on Women and Children in Georgia (2003a) reveals that children with special needs do not enjoy proper protection and care (p. 152). Institutions for children are insufficiently staffed, poorly equipped, and in terrible physical condition (UNICEF, 2003, p. 152). Some children living in orphanages attend regular state schools, while others study in the institutions (especially those children with physical and mental disabilities). Given that institutions usually provide insufficient support structures (e.g., lack of help with homework, lack of supplementary learning materials), it is likely that institutionalized children do not receive the same quality of education as their non-institutionalized peers. According to the Ministry of Health (2002), more boys are institutionalized than girls. For example, 30% more boys were registered in state institutions for healthy orphans and almost 50% more boys were registered in institutions for children with mental disabilities in 2002 (MOH and MOE data quoted in UNICEF, 2003a). No information is available to explain these gender differences and to explore whether all children placed in institutions are treated equally. Overall, however, little attention is being paid to discouraging the influx of children into institutions while simultaneously reintegrating children into families and community care systems (UNICEF, 2003a). 

Access to education among IDP and refugee children does not seem to be a major problem. Virtually all reports indicate that almost all children are enrolled in schools and that enrollment figures at basic education level are similar to those of the local population. Although no gender disaggregated information was available to confirm equal school enrollment and attendance among boys and girls, some international organizations reported decreasing school enrollment and attendance among girls from Chechen refugee families. Finally, for many categories of children in need of special protection (e.g., sexually abused/exploited children, street children, etc.) reliable and gender disaggregated data remains limited or unavailable. For example, statistical information on the sexual abuse/exploitation of children does not exist and sexually abused children remain unprotected by the state (UNICEF, 2003). Similarly, no clear statistics is available on the number of street children.
 Although important legal and programmatic developments have taken place, basic data is necessary to document the existing problems and develop appropriate interventions. Furthermore, continuous efforts are necessary to reverse the existing situation in order to ensure that all children in need of special protection receive adequate support, care, and education.

3.3.2. Education content: Transmitting traditional gender stereotypes 

Education content (i.e. textbooks and curriculum) plays an important role in the socialization of children. Used as the main tool of transmitting societal values, textbooks and school curriculum are particularly powerful in shaping children’s understanding of gender roles. CEDAW underscores the importance of gender-sensitive education materials by stating that “each state party shall take all appropriate measures…to eliminate…any stereotyped concept of the roles of men…by the revision of textbooks and school programs and the adaptation of teaching methods” (article 10). 

Based on the textbook analysis conducted by the Coalition of Women NGOs of Georgia,
 Georgian textbooks contain considerably more images of male figures and transmit very traditional gender stereotypes. In particular, all of first grade textbooks analyzed
 contain twice as many images of male figures compared to female figures (i.e., 505 images of males and 254 of females). More importantly, qualitative analysis reveals that textbooks transmit strong gender stereotypes. For example, females are usually portrayed in a narrowly defined domestic context, usually engaged in such activities as taking care of children, cooking, knitting, sewing, washing dishes, cleaning the house, laying the table, and watering flowers. Males, on the other hand, are commonly portrayed as reading, playing, dancing, singing, hiking, catching butterflies, and going to school. Male adults are also portrayed in such traditional activities as hunting, shepherding, and sowing (see PPT presentation for examples of textbook images). There are very few images and examples of men and women engaged in the same activities. In higher grades, the World Bank’s initial content analysis of the proposed curriculum for history suggested that sufficient attention was not given to the historical contribution of women to society (WB, 2001, p. 11). 


To summarize, available textbook analyses indicate that Georgian textbooks and teaching materials transmit very strong messages about what it means to be male or female.  The presentations of genders in textbooks are problematic in two ways. First, they promote rigid gender roles or gender-based stereotypes. Second, the nature of images limits female role to the domestic sphere. It is important to undertake gender-sensitive analyses of school textbooks and teaching materials for all grades in order to document the existing gender stereotypes and revise textbook content/images accordingly. More importantly, textbook development/approval standards should include gender-sensitivity criteria in order to prevent further transmission of gendered stereotypes. Finally, current revision of school curriculum (within the framework of the WB loan) presents a unique opportunity to include gender-sensitivity criteria into the new curriculum standards and textbook development guidelines.     

3.3.3. Education processes: Moving towards child-centered approaches

Education legislation promotes the use of interactive teaching/learning methodologies in all Georgian schools. In practice, however, many teachers continue to use traditional teaching/learning methods (i.e., frontal methods, lectures, etc.), because of the lack of opportunities to engage in in-service teacher training.  Many NGOs and international organizations offer in-service teacher training on interactive teaching/learning methodologies, including UNICEF (in cooperation with Central Teacher Training Institute), NGO “School-Family-Society Association” (with the support of OSGF & Eurasia Foundation), NRC, etc. However, many more teachers/schools require professional development in this newly prioritized area.


Generally, neither in-service nor pre-service teacher education programs include gender awareness/sensitivity trainings for teachers. Some gender awareness training programs have been conducted by local NGOs and international organizations (e.g., NRC’s trainings for teachers working with refugee students, OSFG’s empowering education program, Coalition of Women NGOs’ of Georgia trainings, etc.). However, no systematic attempts have been undertaken to integrate gender-sensitivity training in the existing in-service and pre-service teacher education programs. In order to examine classroom practices from gender perspective, it is important to provide opportunities for school teachers and administrators to critically examine their own attitudes, teaching styles, and school policies through in-service and pre-service training programs. Therefore, gender equity issues, particularly in intersection with other social factors such as poverty and ethnicity, must be addressed in in-service and pre-service teacher training institutions where the existing research, methods, and policies can be regularly assessed and the new ones developed on an on-going basis.

3.3.4. Learning environment: Feminization of schools, deterioration of facilities

The overall school environment is important in order to ensure gender equity in schools for two reasons. First, it affects both girls’ and boys’ school attendance, participation, and learning outcomes. Second, it provides an example of the adult world of work. Therefore, the overall school environment can shape children’s perception of appropriate gender roles at work and their personal aspirations.

Feminization of schools 

As elsewhere around the world, Georgian schools are becoming increasingly feminized environments. The majority of school teachers are women, with 97.2% female teachers in elementary/primary schools (grades 1-4) and 81.4% in secondary schools (grades 5-11) (MOE, 2003). During the transition period, the percentage of female teachers has been gradually increasing (MOE 1995; MOE 2003; see also Appendix B). The main reasons include the lowering status of the teaching as a profession, the decrease in teacher salaries, and the traditional perception of teaching as a feminine profession. Combined, this resulted in women being relegated to the poorly paid education profession. Currently, for example, teachers’ salaries are no longer sufficient for basic subsistence. 

In addition to horizontal or professional segregation (i.e., women predominately working in teaching profession), there is also vertical segregation (i.e., women predominantly working at lower levels of educational institutions).  Similar to other spheres, women are represented in large numbers at the lower levels of educational institutions (i.e. teaching force) and much smaller numbers in school management (i.e. school directors). For example, 79% of all primary school directors and 44.8% of secondary school directors are female (MOE, 2003). Compared to 1995, the number of male directors in secondary education has increased by almost 20% (MOE, 1995; 2003).

Deteriorating physical school facilities

A lack of funding during the 1990s has certainly had a negative impact on the quality and maintenance of school facilities. Because of the lack of recurrent funds to maintain education infrastructure, often combined with poor standards of original construction, many school buildings have deteriorated to the point where the necessary rehabilitation would entail major capital expenditure (WB, 2002). According to the UNICEF situation analysis (2001), 70% of rural schools and 84% of urban schools were in serious need of repair or reconstruction. With the assistance of international organizations, several dozens schools (out of 3,100) have improved their physical conditions through the repair of roofs, windows, floors, as well as replacement of inner pipes and installation of sanitary and heating equipment. Between 2000 & 2001, for example, the number of school-age children missing 30 days of classes was reduced by 5.7% in project sites (UNICEF, 2003a). 

Learning also goes beyond the classroom, and the overall school environment directly affects the quality of learning. In particular, there must be adequate hygiene and sanitation facilities and access to recreational facilities for boys and girls.  Given the legacy of the Soviet health & hygiene standards, most Georgian schools have latrines for boys in girls. However, declining education expenditures have resulted in a rapid deterioration of the available facilities. According to the Horizonti Foundation (2004), many schools no longer have clean toilets and lack personnel to keep these areas hygienic. As a result, the Horiznoti Foundation reported an increased spread of infectious diseases in the Samtskhe-Javakheti region (Social Policy in Georgia, 6, p. 18). To ensure regular school attendance for both girls and boys, schools must ensure adequate physical facilities that promote health, safety, and security for children. 

3.3.5. Learning outcomes

As reported in previous sections of the report, chronic under-financing (and irregular payment of teachers’ salaries) continues to have adverse impacts on the effectiveness of teachers, on the provision of basic teaching and learning materials, and on the physical conditions of schools. Although no data was available to confirm the impact of declines in public spending on learning outcomes, it is likely that learning outcomes have declined. Overall, there is a lack of systemic and reliable information on student learning outcomes. As the World Bank (2003) put it, results at the end of 11th grade have become meaningless and there is no way of assessing how students are learning in different parts of the country. This is primarily the result of the Soviet education system, with a strong focus on inputs, but not necessarily linked to outcomes.
 

In 2002, the independent body responsible for education quality assessments and examinations – the National Assessment and Examination Center (NAEC) – was established under World Bank’s Georgia’s Education System Strengthening and Realignment Program. Currently, the agency is in the process of developing national examination tests for grade 9 as well as school leaving exams, which will yield important data on learning achievement among girls/boys. It is important to ensure that assessment of learning achievement includes not only academic skills (i.e. literacy and numeracy), but also life-skills. 

3.4. The Role of NGOs and International Organizations 

During the transition period, Georgia’s NGO sector has been vital in raising public awareness about gender equity issues.  Georgia has a strong network of NGOs advancing women’s rights and gender equity in all spheres, including education. For example, the Coalition of Women’s NGOs of Georgia was founded in 2000 and consists of 42 organizations, including NGOs, associations, and university centers. The Coalition has a separate working group on education, which is comprised of nine organizations.
 Well organized and actively engaged in raising public awareness and building local capacity in gender equity issues, the network of NGOs has initiated the first gender-focused research studies of education policies, classroom practices, and teacher/parent attitudes, as well as offered new professional development opportunities for school teachers and administrators. However, successful outcomes of these pilot initiatives have often remained unrecognized and policy recommendations ignored by the government officials. It is important to develop a more inclusive process of policy dialogue to ensure that the voices of NGOs and education professionals are heard and their opinions taken into consideration. 

In addition to local NGO initiatives, some international organizations have been supporting gender-sensitive teacher training in schools and universities across Georgia. For example, OSGF has been implementing empowering education for school teachers and administrators, NRC has been implementing teacher training courses for school teachers working in refugee & IDP areas, and UNIFEM has been conducting peace education/gender equity trainings in schools and universities (see Appendix B for more detailed information). Unfortunately, there has been no systematic integration of gender sensitivity trainings into formal in-service and pre-service teacher education programs. There is a need for more effective coordination of specific strategies, programs, and activities among international donor agencies, NGOs, and the government to promote gender equity in education.

V-
CONCLUSIONS AND RECOMMENDATIONS 

During the transition period, Georgia was able to maintain relatively equal education access indicators among all children, including boys and girls. Despite harsh economic conditions and rising poverty levels, the overall enrollment data does not reveal any major gender disparities.  One of the exceptions is the decreasing number of boys in higher grades of secondary education. As this report reveals, however, there is a lack of reliable and gender-disaggregated data on education enrollment, attendance, and dropout by geographic areas (rural/urban), socioeconomic class, minority groups, and vulnerable groups to assess whether all children have the same access to education. There are increasing reports on female disadvantage among minority groups and vulnerable groups that need to be further examined and analyzed. However, the lack of effective and reliable information-gathering system means that the government cannot target needed areas of reform based on enrollment, participation and other education data.

Available qualitative data reveals traditional gender stereotypes that limit female roles to home activities (child-rearing, cooking, washing) and do not appropriately recognize female contribution to Georgia’s political, economic, and social development. Furthermore, schools are becoming increasingly feminized environments, where women occupy the lowest paying positions. While growing gender studies programs at universities and training programs offered by NGOs are promising, the absence of gender-oriented courses in formal pre-service and especially in-service teacher training institutions across the country may result in teachers reinforcing gender stereotypes in school and classroom practices. Finally, NGOs have filled some training gaps by providing professional development workshops and other trainings related to gender equity.  The efforts of the international community, through international covenants and through donor aid packages, are raising the attention to gender equity in education. However, some barriers to wide-scale coordination, implementation, and monitoring remain. 

This section provides two types of recommendations. First, short-term recommendations focus on strategies/activities that could be undertaken immediately by different stakeholders, including government officials, NGOs, and international organizations, to better understand current gender equity issues among specific groups and in specific geographic areas, as well as to better mobilize key players for specific programming. Second, long-term recommendations outline possible areas for education interventions and serve as a foundation for a wider public dialogue on gender-equity issues in the education system of Georgia. These recommendations are intentionally broadly formulated to allow for a more in-depth policy dialogue locally.    

5.1.   Short-Term Recommendations

5.1.1. The Need for a More Inclusive Definition of Gender: From Girls Education to Gender Equity  

Traditionally, UNICEF and other international organizations have defined gender equity in terms of girls’ access to quality education. In most development programs throughout Africa and Asia especially, UNICEF goals and objectives emphasize parental attitudes toward girls’ education, equal access to education among girls, equal treatment of girls by teachers, and deconstruction of gender stereotypes in textbooks and learning materials. However, these approaches are not always relevant in the post-Soviet context. Given the historical legacies of the Soviet era, achieving gender equity requires a careful, contextual analysis – one that takes into account both girls’ and boys’ experiences in education as well as both women’s and men’s roles in society. Using a more inclusive definition of gender equity has important implications, as it implies that both males and females may receive differential treatment based on social and cultural norms in society, as well as economic conditions.  In educational settings, such differential treatment can easily manifest when students are socialized into traditional gender roles or receive limited exposure to a full range of opportunities.  For more meaningful education programming in Georgia, it is crucial to understand the complexity of gender dynamics and how they might inhibit both girls’ or boys’ educational performance and/or impact their life chances upon exiting the school system.  
5.1.2. Gender-Disaggregated Data Collection/Applied Research

Reduction and elimination of gender barriers depend on their careful and thorough identification. Currently, however, there is a lack of statistical data and qualitative evidence available to document gender dynamics in different groups. For example, some NGOs report increasing incidents of gender inequity among specific groups (e.g., minorities, refugees, rural/urban settings, etc.), however, no data exists to support these claims, understand the underlying causes of these problems, and develop appropriate programmatic interventions. To address this gap, it is important to consider the following activities:  

· Collecting gender-disaggregated data for all studies initiated, conducted, and/or funded by UNICEF and other international organizations and NGOs. For example, MICS can provide interesting information on non-registration of children at birth and whether there are any variations by gender and/or geographic areas (e.g., rural/urban areas). Similarly, MICS can provide important information on school enrollment by gender, geographic locations, etc.

· Supporting more in-depth examination of gender equity issues in education among populations at the “intersections of disadvantage” to better understand the underlying reasons of their disadvantage and develop appropriate programming mechanisms. These studies may include, but are not limited, to the following:

· Studies on gender equity among minorities (especially Azeri minorities) & other vulnerable groups (especially refugees, boys in upper grades of secondary education, etc.), including information on enrollment, attendance, achievement, as well as examination of underlying causes preventing boys/girls from access and participation in quality education. 

· Non-Attendance and Drop-Out (NADO) study, which provides a more reliable information on the scope of non-attendance and dropout among boys and girls in schools, helps to understand which groups of students are at most risk and where, and helps to develop appropriate programming for reducing and/or preventing the cases of non-attendance and dropout in schools. 

5.1.3. Coordination

There is a number of NGOs and international organizations aiming to promote gender equity in education in Georgia. However, their actions are not always well coordinated and often remain overlooked by the government. UNICEF (or some other organization) could play an important coordination role in promoting gender issues and leading a dialogue among various NGOs, international organizations, education institutions, and the government. This could be achieved through two different avenues, including (1) resuming the activities of the UN Gender Theme group and (2) creating a wider coordination committee consisting of various education stakeholders (UN organizations, other international organizations, NGOs, government representatives, etc.)

5.1.4. Advocacy

Finally, UNICEF in cooperation with other education stakeholders can play an important advocacy role to promote mainstreaming of gender issues across all national education reform programs and policies. For example, it is vital to advocate for the inclusion of gender considerations in the national plan of action for children, national curriculum revision, and teacher training reform. Currently, there exists a unique opportunity to include gender-sensitivity criteria into all aspects of the education reform undertaken within the framework of the World Bank loan (e.g., curriculum revision, textbook development, and teacher training) and UNICEF could play an important role in this process.

5.2.  Long-Term Recommendations

The following broad recommendations highlight areas that need further discussion among key education stakeholders. For these recommendations to become meaningful for future programming, it is important to examine their feasibility and urgency locally.  The recommendations are formulated around the quality framework used in the study and include the following main components: (1) education policy-making and implementation, (2) education system monitoring, (3) curriculum and education materials, (4) teacher training, (5) learning environment, and (6) societal analysis:

5.2.1. Education Policy-Making and Implementation

The policy-making process itself needs to become more gender sensitive. For gender mainstreaming to become a reality, there needs to be changes in the way education policy is developed and implemented.  This requires inclusion of women or women’s organizations at decision-making levels and in school management.

· Identify equity, including gender equity, as an explicit goal of education reform. It is not sufficient for policies to be “gender-neutral” as they are currently.  In addition to constitutional affirmations of gender equality, it is important establish clear legal provisions and policies regarding gender protection.  

· Include women’s NGOs as stakeholders to participate fully in the policy dialogue process.  Women should be encouraged and enabled, through NGOs or other institutional vehicles, to bring their vision and leadership, knowledge, and skills into the development agenda from local levels to national levels.

· Strengthen networks and cooperation among key stakeholders to advocate for gender equity. Those institutions and individuals involved in advocating for gender equity – for example, gender units and focal points in NGOs, universities, and international organizations – should be supported through networking and capacity building in advocacy, negotiation, and other necessary “change agent” qualities.

· Encourage collaboration between the government and educational institutions to ensure implementation of gender-sensitive strategies and programs. It is important that there is a gender focal point (or possibly a committee) within the governmental structures that will ensure mainstreaming gender equity issues across all policies and programs. 

· Involve university gender studies programs in research on relevant gender issues in education. Gender studies programs at universities can make significant contributions to identifying gender inequities by conducting gender analysis of curricula and developing gender-sensitive curricula relevant to the local context.  

· Improve coordination among various international donor agencies for collective endeavor to eliminate gender disparity in education.  There is an acute need for more effective coordination of specific strategies, programs, and activities among international donor agencies to promote gender equity in education.

(1) Education System Monitoring

Effective policy-making and implementation depends on the availability of reliable statistical data. Although a lot of statistical data already exists in Georgia, the task is not so much to collect and maintain huge amounts of information, but to identify what information is important for monitoring gender equity and use it for in-depth analysis. Clear information is needed both for developing national education policy and for effective education management. Without reliable gender-disaggregated data gender inequity issues may go unnoticed.

· Improve access to and analysis of the existing gender-disaggregated data. Although some gender-disaggregated data exists, it is not always available and/or used effectively by policy-makers. In order to effectively document and address gender equity issues in Georgia, it is important to make the existing data available for policy analysis and planning. This will entail identifying a responsible agency/institution for the analysis of the key data.
· Collect reliable, currently unavailable gender disaggregated data education access, attendance, and achievement. A whole range of gender disaggregated statistics is necessary to ensure gender equity in all aspects of education system performance, including data on enrollments, attendance, and learning achievements. Gender disaggregated data must be available for regional enrollments/attendance, as well as for different ethnic groups. 
· Provide local capacity building to develop gender-sensitive indicators for benchmarking and monitoring of equity issues in education. The existence of previously unrecognized problems in access and participation highlights the need for improvements in the quantity and quality of gender monitoring in education systems.  Gender monitoring should include detailed information on participation patterns, access, and the outcomes of education across different groups (ethnic groups, rural/urban groups, children in need of special protection)
· Build institutional capacity to assess programs, policies, performance, and procedures from a gender perspective. For example, organizational gender 'audits' can be undertaken to identify areas of good practice and obstacles to equality initiatives and providing general and thematic gender analysis training for school/university/policy-making staff. This may include awareness-raising (e.g., organizing dialogues, roundtables and briefings), developing guidelines and checklists to determine if education institutions are supporting gender equity, and developing gender equity action plans at the community and institutional levels. 

· Involve schools, parents, and communities. Involving parents and communities in decisions about local education provision can also have a positive effect on equal participation of girls and boys (for example, community-EMIS programs implemented in rural areas of Central Asia and supported by UNICEF). 

(2) Curriculum and Educational Materials 

Including a gender dimension into curriculum reform programs is vital to ensuring gender equity. Reformed curricula should include standards regarding the representation of gender and for gender equity.  These standards should be supported by guidelines for textbook authors and in the criteria for textbook evaluation. 

· Conduct textbook and curriculum analysis to eliminate gender stereotyping. Gender analysis of textbooks and curricula should be undertaken to identify and reduce gender stereotyping.  The teaching of critical thinking skills will enable students to question and come to their own understanding of gender relations.

· Develop gender-sensitive curricula, textbooks, and teaching materials. There is a need to develop curricula, textbooks and other teaching materials which are free from gender-based stereotypes and that promote gender equity. 

· Include gender-sensitivity criteria into the new curriculum standards and textbook guidelines. The current curriculum reform, which is undertaken within the framework of the World Bank loan, presents a unique opportunity to include gender-sensitivity criteria into the new curriculum standards and textbook development guidelines. 

(3) Teacher Training


Teachers need gender awareness training if they are to play their part in promoting gender equity in education.  Gender dimensions need to be included in the existing reforms of pre-service and in-service teacher education. 

· Raise gender awareness of teachers through in-service teacher training programs. It is important to build on the already existing training capacity in Georgia and further disseminate training programs containing gender equity elements, including Step by Step, RWCT, and Empowering Education (OSFG), Active Learning & Life-Skills (UNICEF), Peace Education (UNIFEM), Gender Equity (NRC), etc. (see Appendix B for more information on in-service teacher training programs available in Georgia)

· Ensure that pre-service teacher education institutions equip future teachers with the necessary skills and attitudes to create equitable classroom practices. Pre-service teacher education institutions (pedagogical colleges, institutes, and universities) are instrumental in equipping future teachers with the necessary methods, skills, and attitudes to create equitable classroom practices in order to ensure equal education outcomes for all students (see Appendix B for more information on pre-service teacher education programs available in Georgia).
· Integrate gender elements of currently existing in-service and pre-service teacher education programs into the national teacher re-training program currently being developed with the assistance of the World Bank. It is important to include representatives of different NGOs & international organizations offering gender-sensitivity trainings (both in-service and pre-service) into the WB’s organized working groups for better coordination. 
(4) Learning Environment

The overall learning environment is important in order to ensure gender equity in schools and shape children’s perceptions of appropriate gender roles. 

· Provide adequate school facilities to ensure health, safety, and security in schools. There must be adequate hygiene and sanitation facilities, access to recreational facilities (e.g., gym), as well as accessible health and nutritional services in schools to ensure regular school attendance by girls and boys. 

· Create gender-sensitive school culture. The school culture should be shifted to encourage the life changes of girls and boys equally by openly discussing gender disadvantages in society and instilling in the students the desire to eradicate them. 

· Increase the number of women in management positions within educational institutions. To combat the gender segregation of roles within the schools, the number of women in management positions within schools needs to increase.

· Increase professional prestige of teachers. Education policymakers need to consider how to make teaching a more prestigious, well-regarded profession. As the profession’s prestige increases, so should the public’s willingness to raise wages.

(5) Societal Analysis

There is a need to work closely with local communities and families in most vulnerable areas to identify and address the causes of non-attendance for both boys and girls.  In addition, work needs to be done at the local community level among some ethnic groups to challenge attitudes that devalue the importance of educating girls.  Education policy-makers should address issues of poverty, minority, and rural living, as they impact educational attendance and attainment.

· Examine and address regional/ethnic differences to lessen the gender gap in enrollments at all levels. Is important to document and further examine the underlying reasons for decreasing school enrollment and attendance among minority (e.g., Azeri) and vulnerable groups (e.g., refugees, poor). Gender studies departments and other institutes can play an important role in conducting this research.

· Examine and address the causes of non-attendance and dropout, including identification of the depth of the problem on compulsory level, assessing the influence of different factors (rural/urban, socioeconomic levels, gender, etc.), assessing the content and implementation of existing regulations/legislation, and raising awareness among different education stakeholders.  

· Examine and address the causes of decreasing enrolments among boys in upper grades of secondary education. It is crucial to further examine the phenomenon of feminization of secondary education and develop support mechanisms for boys to continue studies in higher education.
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� According to Census of Georgia (2002), the average life expectancy of a male is 68, while life expectancy of a female is 74.8 (6.8 years difference).


� Secondary education enrollment includes GER for grades 10-11 (own calculations based on data from the Ministry of Education (numebr of students).


� The MOE data (2004) reports that 2565 students dropped out of school in 2003/2004 academic year, of which 671 left school because they got a job, 559 were officially dismissed, 450 got married, 226 got sick, and 659 left school for other reasons.


� One of the main reasons for a lack of reliable information on school attendance is the use of outdated data collection mechanisms for school attendance and dropout. For example, schools in most former Soviet Union countries use a class journal as the main instrument of documenting student attendance. However, not all absences are registered in class journals for several reasons. First, some teachers simply neglect their direct responsibilities. Second, teachers may fear to be reprimanded by school authorities for having high non-attendance levels in their classes. Third, false reporting is common among school authorities as an attempt to decrease actual non-attendance cases. More importantly, however, the collected data is usually not analyzed and used at a local/school level for developing appropriate programmatic interventions. Instead, it is simply reported back to the regional authorities and Ministry officials. Finally, there is no meaningful definition of “non-attendance” and “dropout” and it is not clear where “non-attendance” stops and “dropout” begins. Given these limitations, it would be more meaningful to document actual school attendance during census or sample surveys. 


� Although birth registration is an important aspect of children’s access to school, no gender-disaagregated data was available. According to MICS (2000), 95% of children were registered at birth, with 97.4% of children from urban areas and 91.6% from rural areas. Neither gender-disaggregated data nor the data set itself have been available to check whether there are any gender differences in birth registration in rural/urban areas or by ethnic groups (e.g., Azeri).


� All estimates are based on indirect evidence. For more information, see UNICEF (2003a). 


� The Coalition of Women NGOs of Georgia was founded in 2000 with the support of OSCE and consists of 42 non-governmental organizations. The Coalition has six working groups, including a working group on gender and education.


� The analysis included five textbooks used in the 1st grade, including Georgian language, mathematics, handwork/crafts, arts, and handbook for arts classes. For more information, see report “Gender Analysis of School Textbooks” (2003) by the Coalition of Women’s NGOs of Georgia. 


� For a more detailed discussion of the lack of reliable and systemic information on learning outcomes, see the World Bank report on Assessment of Learning Outcomes, 2003.


� These organizations include International Center for Civil Culture, Women for Future, the International Association of Invalid Women of Georgia, Dynamic Psychology for Development and Democracy, Association “Anika”, Caucasus Women Network, Union Human Rights Activists Protectors, Associaton”Transicia,” and the Union of Social Rehabilitation for Children with Limited Capabilities.
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