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ABSTRACT  

The current chapter presents the general introduction to the research theme of 
the current dissertation. Starting from the presentation of the research context, 
the research problem is framed. In a second section, the conceptual framework 
that has been adopted in the different studies is outlined. Next, the research 
objectives and research questions are stated. This chapter further provides an 
overview of the research design of all the studies in view of the particular 
research questions, aligned with the general research objective. The chapter 
concludes with an overview of the dissertation. 
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1.1 Research context 

In order to provide a broad and clear picture of the research context of the current 
dissertation, this section is structured in two parts. The first part offers the 
possibility of understanding the current global situation of sexuality education in 
Latin America region. This broader perspective, acting as a general umbrella, 
enables a better comprehension of the particular situation of sexuality education 
in the Ecuadorean framework. This specific research context is presented in a 
second part throughout the analysis of factors and debates in regard to sexuality 
education at school system that leads to postulate the research problem.  

1.1.1 Global perspective of sexuality education in Latin 
America1 

In Latin American region there have been some process and dynamics at 
different levels supporting the institutionalization of sexuality education. 
However, the obstacles and challenges remain and needs of sexuality education 
are patent. An overview of these aspects is presented in the next paragraphs.  

1.1.1.1 Increasing institutionalization of sexuality education 
In Latin America, real efforts have enabled to establish rapid changes in the field 
of sexuality education. According to Darré (2008), after more than a century 
discussing about the importance to include sexuality education in the curriculum 
of formal school education, only during the last decade the topic has gained 
enough attention and sexuality education has achieved significant levels of 
institutionalization (Esteves Estefanell & Santos Alarcon, 2013). This process is 
directly related to interests of governments and changes in civil society, and it 
resonates with activism of international organizations for reproductive rights and 
with to the recognition of sexuality as a central component of human 
development. The increased attention to sexuality education in Latin America is 
also congruent with the International Conference on Population and 
Development (ICPD) held in Cairo in 1994 which offered the foundation for the 

                                                   
1 The section 1.1. is partially based on a book chapter: Darré, S., E. Jerves, J. Castillo, and P. Enzlin. 
2015. “Sexuality Education in Latin America.” In J. Ponzetti (Ed). Evidence-based Approaches to 
Sexuality Education: A Global Perspective. 277–291. New York: Routledge. 
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policies of promoting sexual and reproductive health throughout the world 
(UNFPA, 1994). 

However, to understand the dynamics of the institutionalization of sexuality 
education in Latin America, as well as the ‘pedagogical’ discourse that has been 
raised, it is important to frame these in the context of the significance that 
programs have had on sexual health. Since the 1990s, strategic partnerships 
between governments, civil society and international organizations produced a 
proliferation of projects related to health promotion aimed at adolescents. In 
general, these health-related projects were mostly coordinated by various 
governmental institutions without a specific focus on education. A further 
analysis of the projects of the 1990s (De Maria, Galárraga, Campero, & Walker, 
2009) revealed that, in addition to the predominant focus on sexual health, there 
was a growing need to also develop programs with a comprehensive approach. 
This approach should focus on specific areas such as gender perspectives to 
transform the stereotypes that assign predefined roles to men and women (Scott, 
1986), and that take into account the notion of intersectionality to take into 
account the existence of different mechanisms of discrimination that interact with 
one another and generate a combined effect of simultaneously operating 
structures of oppression in either a person or group (Crenshaw et al., 1995). 

1.1.1.2 Legal framework for sexuality education in Latin 
America 

International conferences, conventions and laws has been a main strategy to 
boost policy and to develop sexuality education programs in Latin America. In 
this regard, the Convention on the Rights of the Child (UNICEF, 1989), the 
Convention on the Elimination of All Forms of Discrimination against Women 
(UNFPA, 1979), the World Conference on Human Rights (UNESCO, 1993), the 
International Conference on Population and Development (UNFPA, 1994) and 
the Fourth World Conference on Women (UNFPA, 1995) initiated the recognition 
of children and adolescents as subjects whose rights must be guaranteed and 
protected by the State.  

The progress made by these conferences and conventions has established 
substantive changes as the ability to exercise sexuality in a responsible way, to 
decide freely about the number of children one wants to have and to have access 
to qualitative health care (Checa, 2012). A big step forward in this respect was 
the inter-governmental agreement and commitment of Latin American and 
Caribbean governments to introduce sexuality education in schools, evidenced 
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by the signing of the ‘Declaration of Preventing through Education’ by 33 
countries of these regions in 2008. The first meeting of Ministers of Education 
and Health instigated a dialogue about the importance of comprehensive 
sexuality education and committed governments to start action (De Maria et al., 
2009). Five years after this Declaration was signed, at least 24 specific changes 
in regional policies about access to comprehensive sexuality education and 
services are mentioned. Although there have been delays and setbacks in some 
countries, in general, governments in the region have become more sensitive to 
the need for comprehensive sexuality education and sexual and reproductive 
health for young people (Hunt, Castagnaro, & Monterrosas Castrejón, 2014). 
Such an international, overarching legal framework does, however, not imply that 
the translation in national laws is also ensuring an improvement of rights. For 
example, only in Cuba and Uruguay and recently in Argentina, there is a legal 
framework that allows to legally terminate unwanted pregnancies. However, 
although in most of the countries there are legislations and regulations to protect 
adolescents’ rights of in terms of education (often issued by the Ministries of 
Education), in daily practice social pressures and cultural sanctions limit the 
ability of adolescents to attain their sexual and reproductive rights (Faúndez & 
Weinstein, 2012).  

1.1.1.3 Social problems demanding new policies for sexuality 
education 

Despite the propagation of actions to address sexual health in schools, evidence 
indicates that in Latin America the implementation of a long-term state policy in 
the field is still urgently needed. Indeed, indicators of sexual health - such as 
unwanted pregnancy, teenage pregnancy, sexually transmitted diseases, sexual 
violence, gender violence, unsafe abortion and the limited scope of sexuality 
education programs – are not showing a positive balance in most Latin America 
countries (Hunt et al., 2014).  

Moreover, between 2005-2010 a comparison with other regions of the world 
revealed that Latin America and the Caribbean area were below the world 
average in terms of total fertility rate (TFR), but above average in terms of levels 
of adolescent fertility, i.e., being second only to Africa (Faúndez & Weinstein, 
2012). It was found that in the Latin American region between 10 and 20% of the 
adolescents (< 19 years) have already been pregnant or already have a child, a 
figure that has not changed in the last three decades. These figures highlight the 
currently still unmet need for family planning in the region (Articulación de 
Organizaciones de la Sociedad Civil de América Latina y el Caribe, 2014). Other 
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important indicators of sexual health are the unwanted pregnancies and the 
unsafe abortions. While for 2008 estimations about unsafe abortions showed 
figures around 21.6 million worldwide, it was found that 20% of them occurred in 
Latin America and the Caribbean area (Articulación de Organizaciones de la 
Sociedad Civil de América Latina y el Caribe, 2014). Furthermore, data indicate 
that the condition in which many young women undergo abortion are not 
favorable since it happens in poor hygienic circumstances, with severely 
negative consequences for their health and fertility (Faúndez & Weinstein, 2012). 
It is clear then that the translation of these social problems in specific education 
policies (plans and programs) in Latin America has not been an easy task.  

1.1.1.4 A ‘pedagogical discourse’ in sexuality education in Latin 
America 

The ‘pedagogical discourse’ understood as a socio-historical construction 
characterized by its ability to help to carry out other social discourses (Darré, 
2005; Emmanuele, 2012; Foucault, 1992), lead to interpret the dynamics that 
have occurred in the field of sexuality education in Latin America. During the 
1990s, in Latin America, medical and legal discourses were dynamically 
articulated resulting in a rights-based approach with an emphasis on health. This 
emphasis on health was the result of processes stemming from the international 
legal framework, that created a more comprehensive perspective for health. All 
these plans and agreements show that the struggle for the health of the 
population has been one of the most understandable efforts in recent years. The 
pursuit of health as a means for development calls for collaboration between 
public participation, educational institutions and health organizations (DeMaria 
et al., 2009). Moreover, the pursuit of health requires governments to 
investments in health that reflect the specific needs of certain groups such as 
women, children, adolescents, elderly, indigenous, poor and marginalized 
populations.  

The evidence about the impact of intersectionality on health, mobilized 
international organizations to try to support programs for adolescents and young 
people in Latin America living in vulnerable situations. Since then, it has become 
clear that providing information, education and communication alone is not 
enough because cultural environments, including gender stereotypes, are 
important barriers for the transformation of daily practices (Checa, 2012). As a 
result, participatory projects, took on a new direction. The medical discourse 
homogenized projects on sexuality education of the 1990s in the region, but 
afterwards - when the legal rights-based discourse was entering the field - 
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projects became more diverse. Thus, it is the pedagogical discourse, focused in 
the subject in his/her individual, group and community dimension, which 
introduced new ideas for projects in sexuality education. As such, health became 
less central, while a new, main goal was put forward, i.e., comprehensive 
sexuality education (DeMaría et al., 2009).  

The pedagogical discourse articulates elements of social discourse such as 
machismo and religious beliefs. These elements have had a significant weight in 
the sexuality education in Latin America. In this sense, machismo refers to a 
complex set of beliefs, attitudes, values and behaviors according to which men 
and women have clear and distinct perceptions of their gender role both at home 
and within society (Sequeira, 2009). In Latin America machismo is associated 
with risky sexual behaviors (Caricote, 2008; Da Silva & Guerra, 2011; Larrañaga, 
Yubero, & Yubero, 2012). The machismo is so deeply rooted in Latin America 
that it might also influence formal public policies, formal and non-formal sexuality 
education (Caricote, 2008; Climent, 2009; Faúndez & Weinstein, 2012). 
Religious beliefs are another aspect to consider since it has a strong influence 
on social policy in Latin America. In this region, sexuality is still strongly based 
on the Christian religious discourse that emphasizes procreation as the only 
purpose of sex and sexual behavior as exclusively reserved for married persons 
while masturbation and homosexuality are reproved (Daniluk & Browne, 2008; 
Hubbard, 1990).  

1.1.1.5 The challenge of the implementation of sexuality 
education programs  

National education systems play a key role in the implementation of sexuality 
education of all children because of their potential ability to reach large segments 
of the population (Thomas & Aggleton, 2016). In the case of Latin America, the 
process of implementation of sexuality education as part of the national 
curriculum is associated with the school coverage. In 2010, in the Latin American 
region, more than 90% of all children completed primary school level and more 
than half of the young people of the last generation in the region completed the 
secondary level of education (UNESCO, 2013). These data evidence the 
importance of national educational systems, in the universalization of sexuality 
education. Schools reach a large population of children and adolescents and this 
is why the responsibility of a policy about sex education could lie within the 
national education systems (Hunt et al., 2014).  
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Besides the educational coverage, the legal framework for sexuality education 
in Latin America countries offers a positive scenario to provide sexuality 
education since it represents a stable support from policy level to incorporate this 
topic as a part of the curriculum (Hunt et al., 2014). Moreover, because the 
implementation of sexuality education should be tailored to regional ideas and 
local contexts, the legal framework acts as a reinforcement and guidelines for a 
conceptual and programmatic definitions of sexuality education, which in no case 
could go against human rights enshrined in national and international legal 
conventions and laws (UNESCO, 2009).  

In general, the described progress in terms of educational coverage in the region, 
together with the presence of legal frameworks that protect sexuality education 
as a human right, presents a promising outlook for the further development of 
the field. However, some studies have shown that, despite the changes in the 
policies and programs, sexuality education in the classroom is still based on a 
pure biological approach with an emphasis on repression of sexuality and aimed 
at preventing the negative effects of sexuality (DaSilva & Guerra, 2011). Thus, 
the ‘abstinence only’ approach still persists in schools and is founded in a 
negative vision of sexuality, and therewith limits youngsters’ access to relevant 
information and skills training (Climent, 2009). On the other hand, the 
implementation of sexuality education programs in the region has not achieved 
an adequate process of teacher training that is needed to realize a real shift in 
the programs. 

Finally, another major limitation in the implementation of sexuality education 
programs is the limited scientific production about the interaction between 
cultural contexts and youth in Latin America. Such studies would allow a 
thorough knowledge and understanding of their socio-cultural characteristics 
which would enable policy makers to develop context specific programs. Indeed, 
until now most educational programs are merely reproductions of non-
contextualized programs that have been created for other cultural contexts and 
thus might not fully fit in the Latin American contexts. In this sense, the 
implementation of sexuality education programs has frequently faced the 
rejection of society because the contents of the programs were thought to be 
incongruent with cultural and/or religious values. 

1.1.2 From global perspective towards setting the 
research context  

By reviewing the scientific literature, several factors and debates surrounding the 
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situation of sexuality education in the school system, and in particular in relation 
to the Ecuadorean context, were identified. These factors and debates are 
addressed by three dilemmas – the global and the local, the legal and the real, 
and teachers and students perspectives- that enables a better presentation and 
understanding of the specific research context and to frame the research 
problem.  

1.1.2.1 Sexuality education for adolescents: global initiatives 
and local realities 

Access to sexuality education that ensures sexual and reproductive health is a 
right included in several international agreements, conventions, and treaties2 
(Fajardo-Heyward, 2016). The accomplishment of this right as an urgent growing 
need, particularly during adolescence stage, has been internationally recognised 
(Sundaram & Sauntson, 2016). Increasingly, adolescents require accurate, 
reliable and scientific-based sexuality education to handle their own sexual 
development, ensuing a healthy sexual behaviour and, consequently, to being 
able to enhance their current and future wellbeing (European Experts Group on 
Sexuality Education, 2016).  

Conscious of this reality, governments of most countries in Latin America have 
observed the pressure of international organizations and global movements to 
define and include laws and policy about sexuality education for children and 
adolescents within their national legislations (Castellanos & Falconier, 2003). 
Yet, in Latin American, the situation of sexuality education is still worrying. As it 
was presented in the earlier section (Darré, Jerves, Castillo, & Enzlin, 2015), 
despite the overall negative balance of the situation of sexual health, there are 
important gaps in legislation that ensure sexuality education for children and 
adolescents. 

In Ecuador, a small Andean middle in-come country, adolescents’ right to have 
an education that guarantees their sexual and reproductive health was 
incorporated in the “good living” socio-political plan established in the latest 
Ecuadorian Constitution of 2008, Article N. 26. (Asamblea Constituyente, 2008), 
and ratified in the Good Living National Plan 2013-2017 (Senplades, 2013). This 
initiative is fully justified, as indicators of sexual and reproductive health in 

                                                   
2The Convention on the Rights of the Child (UNICEF, 1989), the Convention on the Elimination of 
All Forms of Discrimination against Women (UNFPA, 1979), the World Conference on Human Rights 
(UNESCO, 1993), the International Conference on Population and Development (UNFPA, 1994) and 
the Fourth World Conference on Women (UNFPA, 1995).  
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Ecuador were daunting: in 2010 Ecuador reported the highest rates of teen 
pregnancy in South America (García, Gonzáles, Forero, & Buitrago, 2010). 
Further, the rates of early pregnancy had risen up to 78% among girls between10 
and 14 years old in 2010 (Gomez de la Torre, 2016). In addition to early 
pregnancy, early sexual initiation has been directly related to high levels of 
gender violence (INEC, 2010). This critical situation is a main concern in the 
“good living” national plan 2013-2017 where it is stated that: “For teen 
pregnancies, a 15% reduction in the fertility rate for girls aged 15-19 by 2030 is 
the goal, which shall be met through integrated programs of sex education” 
(Senplades, 2013, p. 39). 

1.1.2.2 Sexuality education and the educational system: the 
legal and the real 

To accomplish a real implementation of legislation concerning sexuality 
education, it is broadly acknowledged the key role of the national education 
systems due to their potential to reach large segments of the population from 
diverse backgrounds (Bay-Cheng, 2003; Thomas & Aggleton, 2016). Moreover, 
the role of the school in providing sexuality education is supported by the majority 
of adolescents and by an important proportion of parents, as well (Walters & 
Hayes, 2007). While fostering sexuality education at the formal educational 
system is a strong emergent global movement, in Latin American, the attempts 
to institutionalize sexuality education at schools and its conceptual and 
programmatic definition have faced controversies and obstacles. Previously 
(Darré et al., 2015), it was argued that cultural elements, strongly present in this 
region, as machismo and the influence of catholic religion, had had a significant 
influence in public policies, development of plans, selection of contents and even 
teachers’ preparation and teaching sessions. Since it is acknowledged that is 
necessary to contemplate and to fit with the characteristics of a particular context 
to incorporate sexuality education into the educational system (Hunt & Ott, 2014; 
Walters & Hayes, 2007), the perspectives in this regard in Latin American 
constitute a real challenge. 

Despite the educational-legal framework and the initiatives to incorporate 
sexuality education aligned with human rights in Latin America countries, the 
main progress is conquered at the macro (policy) level, whereas at the micro 
(classroom) level the difficulties that the implementation of these programs has 
are patent. In fact, as it was earlier stressed (Darré et al., 2015), sexuality 
education based on a biological approach with an emphasis on repression of 
sexuality and negative views of sexual behavior largely persists at the classroom 
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level. This practice limits the access of children and adolescents to relevant 
information and skills development. Regrettably, this is aligned with an 
inadequate process of teacher preparation (Manzano & Jerves, 2018). As Coyle, 
Anderson and Laris (2015) argue, because sexuality education is often included 
across several subject matters, teacher preparation and comfort with the topic is 
a real challenge and fundamental for the implementation quality and fidelity.  

In Ecuador, the definition of the official sexuality education curriculum in 
correspondence with the aspirations embedded in the “good living” plan has 
faced different controversial phases: 

(1) According to the latest Constitution of 2008, sexuality education from a 
comprehensive approach will be implemented into the educational system 
(Senplades, 2013). Subsequently, among the reforms defined by the 
authorities from the Ministry of Education, comprehensive sexuality 
education was stated as one of the five transversal axes that will boost the 
“good living” through the educational system. This sexuality education 
transversal axe was defined as: “the knowledge and respect for the integrity 
of their own body, the development of sexual identity and its psychological 
and social consequences, the responsibility of parenthood and motherhood" 
(Ministerio Educacion, 2010, p.17). 

(2) In 2011, a new law labeled as LOEI (Organic Law of Intercultural Education) 
(Constitucion Ecuador, 2011) was enacted to get concrete previous 
provisions and regulate the educational process. According to this law, 
sexuality education curriculum, with an explicit secular nature and framed in 
a right- and gender-based approach will be provided as a transversal axis in 
highs schools (Constitution Ecuador, 2011). According to Cordero (2017), 
this is the first time that an official document of the Ministry of Education 
deals with comprehensive sexual education. This law promulgates that: 

“The National Educational Authority will compulsorily incorporate 
comprehensive sexuality education into the curriculum, understanding it 
as inherent to the human being, with a focus on rights and from a bio-
psycho-social perspective, with scientific support. Overcoming biased, 
subjective and dogmatic visions. The same must adapt its contents at all 
levels from the initial to the baccalaureate in all public, private and public-
religious educational establishments” (Constitución Ecuador, 2011, 
p.44). 

In theory this situation implied a change to the previous situation where sexuality 
education focused on a biological approach and was the responsibility of the high 
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schools’ psychology department or teachers of biologically sciences; now every 
teacher -non-specialized in sexuality education-, from any educational level, and 
from any subject, must incorporate themes about comprehensive sexuality 
education into their daily teaching practices. Yet according to Cohen, Byers and 
Sears (2012), a law does not consider or guarantee non-specialised teachers’ 
real behavioural intention to teach it. Still, this new teachers’ duty on sexuality 
education corresponds to international standards on the one hand, as nowadays 
teachers have to face new roles or responsibilities as part of specific social needs 
and the implementation sexuality education is among these responsibilities 
(WAS, 2008; WHO, 2013). On the other hand, it corresponds with local 
demands, since Ecuadorian adolescents reported that teachers are the main 
support in this area (Jerves et al., 2014).  

(3) In order to deal with the increasing rates of adolescents’ pregnancy -among 
other problems associated with sexual health- in an intersectional way, the 
Ecuadorian government designed in 2012 the ENIPLA strategy (inter-
sectorial strategy of family planning) to confront this problematical reality 
(Ministerio Coordinador Desarrollo Social, 2011). This strategy integrated 
the Ministry of Education and other Ministries (health, social development, 
economic inclusion) and was planned for two years. The Ministry of 
Education was in charge of providing sexuality education from a 
Comprehensive approach to adolescents (Ministerio Coordinador Desarrollo 
Social, 2011). This was the scenario about sexuality education in the 
Ecuadorean educational system when the current research started. 

(4) The goals of ENIPLA were ambitious for a short time (Burneo, Córdova, 
Gutiérrez, & Ordoñez, 2015) and according to Cordero (2017) preponderant 
factors in the Ecuadorian culture such as sexual and gender violence were 
not considered priority. Thus, without an evaluation, after the two years 
scheduled for the ENIPLA, it was cut.  

(5) In 2015, the ENIPLA strategy was changed into the National Plan for 
Strengthening Family (PNFF), directed by an advisor of the President. This 
new Plan would be developed directly from the Presidency (Presidencia de 
la República Ecuador, 2015). This plan was supported by conservative 
movements (Burneo et al., 2015). It labeled the access of adolescents to 
contraceptive methods as something negative: 

“Ecuador, like most western countries, has been entering in a strong 
short-term viewpoint culture, leaving aside all dimensions of the human 
being, focused on messages of sexuality, which emphasize the spread 
of hedonism through "sex sure ", proclaiming an apparent respect for the 
other, promoting the indiscriminate use of contraceptives and condoms 
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at any age - including boys and girls - without taking into account the 
psycho-affective, biological and social consequences” (Presidencia de 
la Repùblica Ecuador, 2015, p.16).  

(6) In 2017, the new elected Ecuadorean president announced the elimination 
of the PNFF plan on the first day of his mandate (Carvajal, 2017). Currently, 
the National Plan of Sexual and Reproductive Health 2017-2021 is in effect 
(Ministerio Salud Publica Ecuador, 2017). 

The national curriculum of sexual education thus has changed drastically in the 
past ten years, going from a focus on comprehensive perspective to a 
conservative approach, in which sexuality education is tackled from the 
standpoint of traditional values. This reflects the fact that sexuality and sexuality 
education are sensitive and polemic issues in the Ecuadorean society and the 
need to develop rigorous research initiatives to provide insights that help in 
improving the right to access to sexuality education in this Andean country. 

1.1.2.3 Sexuality education at the classroom setting: teachers 
and students 

Since the eventual implementation of established curricula for schools and high 
schools is materialized at the micro level, specifically at the classroom setting by 
the interaction between teachers and students -and their cultural background, 
teachers’ perspectives have a crucial role. A body of literature underlies that 
reforms to develop or improve a particular sexuality education curriculum should 
contemplate teachers’ angle (Myers-Bowman, 2016) and should be grounded 
into the perspectives of adolescents as well (Allen 2005; Helmer, Senior, 
Davison, & Vodic 2015; Myers-Bowman, 2016). 

The rationale for taking into account teachers and “teaching” sides for 
implementing sexuality education policy in the educational curriculum can be 
stated in relation with the strains and discomfort they have to face towards this 
mission (Francis, 2016). Due to its complex and sensitive nature, educational 
reforms to implement sexuality education generate particular difficulties for 
teachers that abounds in the international literature. Thus, scholars had reported 
that teaching sexuality education leads teachers to feel fear, embarrassment, 
anxiety, confusion (Kehily, 2002), and discomfort facing questions (Milton et al., 
2001). As Vavrus (2009) argues, teachers often do not consider themselves as 
sexuality educators within their professional profiles, and according to Francis 
(2016), teachers create “comfort zones” around topics that they feel familiar, like 
sexual risk for instance, avoiding other themes or perspectives. Moreover, it is 
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documented that teachers are worried to be perceived not only as a teacher but 
also functioning in other roles (counsellor for instance) (Helleve, Flisher, Onya, 
Mũkoma, & Klepp, 2011) or because they feel as losing their position as teachers 
if they do not perform a good role as a sexuality educator (Oulton, Day, Dillon, & 
Grace, 2004). In Latin América, according to Caricote (2008), many problems in 
the implementation of sexuality education are due to the fact that most of 
teachers are influenced by stereotypes and a conservative sexuality education 
that restrains a plenty knowledge about sexuality.  

While some of such difficulties or concerns can rely on external factors like the 
educational system structural barriers, lack of administrative support, lack of 
time, parents influence, among others (see Alldred, 2007; Buston, Wight, Hart, 
& Scott, 2002; Eisenberg, Madsen, Oliphant, & Sieving, 2013), teachers’ internal 
factors associated with their own self embodies an important weight while 
dealing with sexuality education and are the most difficult to tackle and modify 
(Cohen et al., 2012). Among these internal factors, earlier studies have focused 
on the role of teachers’ predefined attitudes (Gursimsek, 2010; Manzano & 
Jerves, 2018; Smith & Harrison, 2013), beliefs of self-efficacy (Barr et al., 2014) 
and knowledge (Fallas, 2010; Ramírez, 2000;). Yet, research linking these 
factors with the real willingness to address sexuality education at the classroom 
setting with adolescents is limited in the scientific sphere, even less in Latin 
American context (Darré et al., 2015) and non-existent in Ecuador.  

Additional to this picture, available research shows that little is known about the 
position of sexuality education in student teachers’ preparation (Martínez, 
Vicario-Molina, González, & Ilabaca, 2014). Besides, scholars even stress how 
sexuality education is hardly part of the teacher education curriculum (Ollis, 
Harrison, & Maharaj, 2013) and again, even less in many countries of Latin 
America (UNESCO, 2010). 

On the other hand, adolescents and their “learning” angle in relation to sexuality 
education have a core role to play. A body of literature suggest that the 
expressed needs of a particular adolescent group should be considered in the 
development or improvement of sexuality education programs to be effective 
(Allen, 2005; Helmer, Senior, Davison, & Vodic, 2015) and must aligned with 
adolescents’ specific living circumstances and unique characteristics (DiCenso, 
Borthwick, & Creatura, 2001; Helmich, 2009; MacDonald et al., 2011; Schmidt, 
Wandersman, & Hills, 2015; Simovska & Kane, 2015; Thomas & Aggleton, 
2016). Moreover, literature points at the need to teach sexuality education in a 
developmentally appropriate way, acknowledging that adolescents’ 
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development may differ in specific cultures and contexts (Muhanguzi & Ninsiima, 
2011; Thomas & Aggleton, 2016; WHO and FCHE, 2010).  

While an understanding of the target group is crucial in view of adolescents’ 
engagement in the curriculum (Allen, 2008), their voices remain largely absent 
in decisions about the design and implementation of sexuality education 
curriculum in the formal educational system (Bay-Cheng, 2003; DeMaria, 
Galárraga, Campero, & Walker, 2009; MacDonald et al., 2011; Thomas & 
Aggleton, 2016). Indeed, scholars have argued that most often adults are those 
who design and decide on sexuality education programs (Giami et al., 2006; 
Hirst, 2008; Santelli et al., 2006). Therefore, an accurate and updated 
information of adolescents’ expectations, interests and needs is scarce and even 
more limited in the Latin American context.  

Furthermore, it has been documented how adolescents express dissatisfaction 
with the sexuality education received and suggest that sexuality education 
curriculum should be reviewed and improved to really tackle their sexuality 
education expectations (Alldred, 2007). Indeed, adolescents consider that 
sexuality education programs are too strongly focussed on the biological 
foundations of sexuality (Walters & Hayes, 2007) or the irrelevant, boring, 
repetitive, ‘too scientific’ and little realistic content (Allen, 2005; Muhanguzi & 
Ninsiima, 2011; Adams, George, Reardon, & Panday, 2016) that is often ‘too 
rushed’ or ‘held too late’ (MacDonald et al., 2011). On the other hand, a body of 
evidence reveals that adolescents suggest to enhance teachers’ preparation in 
the topic to be more aligned with the reality of their audience in terms of sexuality 
education (Allen, 2005; Hilton, 2003; Muhanguzi & Ninsiima, 2011). In the case 
of the Latin America region, sexuality education for adolescents is restricted to a 
heteronormative and adult-centred conception (Darré et al., 2015). This 
contradicts the right of adolescents to being recognized as sexual beings.  

1.1.3 Research Problem  
Since the incorporation of sexuality education in certain contexts needs to 
coexist with the previous cultural frameworks (UNESCO, 2015), actions like 
designing training programs for in-service teachers, integrating the subject in the 
curriculum of student teachers, and assessing adolescents’ needs and interests 
in the topic, jointly with rigorous research initiatives, are fundamental to 
effectively reach positive outcomes while implementing CSE in schools. 
Particularly, the research initiatives, would allow a thorough knowledge and 
understanding of particular socio-cultural characteristics which would enable 
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policy makers to develop context specific programs. This goal is a priority in Latin 
American environments where, until now, most educational programs are not 
contextualized to Latin American culture. In contrast, they are based on 
reproductions or on barely adapted programs that have been created for other 
cultural contexts. As a consequence, programs tend to be incongruent with local 
environments/religious values, generating opposition or even rejection by the 
society (Darré et al., 2015). 

Considering that Ecuador is a country where machismo and gender violence are 
typical behaviours (Jerves et al., 2014), that the catholic religion exerts a strong 
influence in the population (INEC, 2012) and that the conception of sexuality has 
a negative connotation (Cordero, 2017), the above-mentioned actions are amply 
vindicated. However, in Ecuador, the perspectives of teachers (teaching) and 
adolescents (learning) in relation to the proposed curriculum for comprehensive 
sexuality education are barely documented.  

The ENIPLA plan in Ecuador intended a permanent training process to young 
people, adults, teachers, civil servants, and families (Ministerio Coordinador 
Desarrollo Social, 2011). However, the initiative previewed by the Ministry of 
Education in 2013 to prepare teachers nationwide to provide the comprehensive 
sexuality education approach was revoked despite the fact that the training 
modules were already designed (Cordero, 2017). Moreover, looking at student 
teachers’ preparation, the subject of sexuality education is barely tackled (if so) 
within their undergraduate programs3.  

Hence, Ortiz and Palacios (2011) have reported that, basically due to the lack of 
teachers’ preparation, there is a mismatch between the national regulations that 
supported the compulsory nature of comprehensive sexuality education into the 
educational institutions and the sexuality education into the classrooms, where 
the biological and risky dimension is privileged. In essence, it is possible to assert 
that the implementation of sexuality education at the school system is “blurred” 
in terms of levels of implementation and curriculum itself. 

After the report of Ortiz and Palacios (2011), there are only little updated rigorous 
studies that allow to understand what would make Ecuadorean teachers - not 

                                                   
3 Since the lack of studies with student teachers, a revision of the curriculum to prepare teachers 
nationwide was executed. This search showed that three Universities nationwide include sexuality 
education as a subject within their curriculum, but it was for student teachers of initial education 
(children from 1 to 5 years old), and just one university included the subject in the curriculum for 
student teachers of basic education (children from 5 to 12 years old). 
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specialized in sexuality education - to address sexuality education from a 
comprehensive approach as a part of their role. The available research 
reinforces teachers’ perceptions of not being ready to address sexuality 
education, mostly because of the lack of preparation (Manzano & Jerves, 2018). 
Besides, in the scientific literature about the situation of Ecuadorean student 
teachers’ preparation to address sexuality education, there is a gap. Similarly, 
taking into consideration the perspectives of adolescents, the updated studies 
that enable to know the perspectives of Ecuadorian adolescents in terms of their 
expectations, needs and satisfaction are limited. In turn, what is known is that 
the rates of early pregnancy and gender violence in Ecuador have not decreased 
(Carvajal, 2015; Matute & Jarrín, 2016). Still, the available literature reinforces 
the fact that adolescents’ sexuality education needs and interests beyond the 
medical and risky approach, are high (Pineda & Jerves, 2015).  

Therefore, more research is needed to contribute to the current body of literature 
with respect to teachers, student teachers and adolescents’ perspectives on 
sexuality education in particular contexts to provide insights that enhance the 
empowerment of this right. Moreover, the need to conduct research where the 
CSE approach is intended to be addressed, is evident and even more in Latin 
American countries where a medical and risky approach has prevailed (Darré et 
al., 2015). The following sections of the introduction will focus on the conceptual 
framework with regards to the central topics of this dissertation. 

1.2 Conceptual framework 

The current dissertation encompasses the following conceptual framework: 
comprehensive sexuality education (CSE), teachers’ cognitions in relation to 
comprehensive sexuality education (CSE); comprehensive sexuality education 
for adolescents; and students’ and teachers’ possible impacting background 
variables. These aspects are presented in the following sections. 

1.2.1 Comprehensive sexuality education (CSE) 

1.2.1.1 Framework for comprehensive sexuality education 
(CSE) 

Historically, sexuality education has encompassed actions to deliver certain 
information about human sexuality to different audiences. These actions have 
changed in scope according the needs of the society. However, disagreements 
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over what is or should be included in sexuality education programs have always 
been present (Sundaram, Maxell & Ollis, 2016; Thomas & Aggleton, 2016). 
Indeed, the influence of aspects as social trends, cultural norms, public health 
concerns, religious beliefs, economic situation, international mobility, among 
others have led to the establishment of different range of approaches of sexuality 
education, not without a long tradition of controversies (Ponzetti, 2015b). 

Currently, it has been considered that although sexuality education should be 
tailored to local realities, is important to count with minimum standards at global 
level seeking to promote the empowerment of sexual and reproductive rights 
(UNESCO, 2009). In line with Yankah (2016), four international documents, 
three of them with a global scope, are particularly important in defining 
internationally applicable standards for sexuality education at the regional as well 
at the global level: (1) International technical guidance on sexuality education 
(UNESCO, 2009); (2) It’s all One curriculum: Guideless and Activities for a 
Unified Approach to Sexuality, HIV, Gender and Human Rights Education 
(Haberland & Rogow, 2009); (3) Standards for sexuality education in Europe: A 
framework for policy makers, education and health authorities and specialists 
(WHO and FCHE, 2010); and (4) From evidence to action: Advocating for 
Comprehensive sexuality education & Framework for comprehensive sexuality 
education (IPPF, 2010). These four documents guide the framework in terms of 
sexuality education in the current dissertation, and, the preceding two 
documents have oriented the research tool construction. Although these 
documents provide different definitions of sexuality education, yet all of them 
included some aspects that Yakan (2016, p.21) clearly identifies:  

§ Age appropriate, culturally relevant, gender sensitive, rights based, 
unbiased, scientifically accurate 

§ Essential life skills: i.e., decision making, communication, risk reduction skills 
§ Positive attitudes and values 
§ Cognitive, emotional, social, interactive, and physical aspects 
§ Friendships and relationships 
§ Pleasure, enjoyment, fulfilment, quality of life 
§ Sexual Health and well-being 
§ Safety and diversity. 

In Latin America, modifications in policy and laws regarding sexuality education 
at schools are also grounded in these international documents (Darré et al., 
2015), however, as it was documented earlier, changes to attain a real 
implementation level are still needed.  
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1.2.1.2 Defining comprehensive sexuality education (CSE) 
Delineating minimum standards for sexuality education is a big step forward in 
the field. However, as it can be expected, there is yet no consensus regarding 
the definition of Comprehensive Sexuality Education (CSE) in a wider scope. 
According to Ketting, Friele, Michielsen, & European Expert Group on sexuality 
education (2016), the concept of CSE is interpreted and used differently across 
the globe. Reviewing international literature, it became evident that the definition 
of CSE programs is consistent with two different conceptual positions of 
sexuality.  

The first conceptual position introduces the concept of CSE to establish a 
difference with the “abstinence-only programs” that are focused on abstaining 
from sexual intercourse before marriage. In this context, CSE programs only add 
information to the abstinence-only approach in relation to contraception and 
attention to safe sex practices (Ketting et al., 2016; Yankah, 2016). Still, in 
practice this understanding of CSE sometimes is referred as “abstinence plus” 
programs, especially in the North American context (Collins, Alagiri, Summers, 
& Morin, 2002). The “abstinence-only” and “abstinence-plus” sexuality education 
programs are indirectly associated with the idea of ‘danger’ and introduce a 
negative understanding of human sexuality (Fallas, Artavia Aguilar, & Gamboa 
Jiménez, 2012; IPPF, 2010; Ortiz & Palacios, 2009). 

In a second conceptual position, CSE programs are defined from a quite wider 
and positive perspective of human sexuality by engaging a human development 
approach. This approach seeks to move beyond a narrow vision of sexuality 
education (Helmer et al., 2015) to offer a more comprehensive focus (Haberland 
& Rogow, 2015; IPPF, 2010). In this perspective, CSE is considering a lifelong 
learning process that includes a broad range of issues (Barr et al., 2014; IPPF, 
2010; Ponzetti, 2015a). The perspective of involving a wider perspective of 
personal and sexual growth and development has also been labeled as “holistic 
sexuality education” (Yankah, 2016). However, in the current dissertation and in 
line with what is advocated by UNESCO (2009) and UNFPA (2014), it is 
considered that a comprehensive approach regarding sexuality education (CSE) 
reflects a holistic view towards human sexuality and is based on a rights-based 
and gender-focused approach to sexuality. ‘Comprehensive’ refers to the idea 
that different dimensions need to be tackled in sexuality education, including 
family life, relationships, culture, gender roles and sexual violence:  

“Comprehensive sexuality education seeks to equip young people with 
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the knowledge, skills, attitudes and values they need to determine and 
enjoy their sexuality – physically and emotionally, individually and in 
relationships. It views sexuality holistically and within the context of 
emotional and social development. It recognizes that information alone 
is not enough. Young people need to be given the opportunity to acquire 
essential life skills and develop positive attitudes and values. CSE must 
help young people to acquire accurate information, develop life skills and 
nurture positive attitudes and values” (International Planned Parenthood 
Federation [IPPF], 2010, p.6).  

In this definition, “sexuality” is thus viewed more broadly than sex. As such, 
sexuality education in the CSE framework differs from what according to Ponzetti 
(2015b) is “sex education” (focusing on the biological aspects of sex), or “sex 
and relationship education” (that extends sex education with relationships and 
interactions aspects) or “sexual health education” (similar to sex education but 
framed as public health strategy), assuming that: “Sexuality is a central aspect 
of being human throughout life and encompasses sex, gender identities and 
roles, sexual orientation, eroticism, pleasure, intimacy and reproduction” (WHO, 
2006 p.5).  

Accordingly, sexuality education should be age-appropriate and consistent with 
young people’s evolving capacities, needs to be culturally relevant and 
scientifically accurate, and should provide realistic and non-judgemental 
information. Moreover, CSE should not only pass on information, but needs to 
raise opportunities to explore a person’s values and attitudes and to invoke 
decision-making, next to developing communication and risk reduction skills 
regarding sexuality (UNESCO, 2015). Also, sexuality education involves what 
women and men, boys and girls consider sexual, how they comprehend it, the 
degree of control and agency they feel over it, and the importance and value 
ascribed to it (Ponzetti, 2015a). 

In recent years, different forms of Comprehensive sexuality education (CSE) 
seek to promote this holistic view on sexuality. According to the International 
Planned Parenthood Federation’s (2010) framework, CSE implies seven 
essential components that need to be addressed. Because of the importance of 
these seven components for the current dissertation we include them textually 
(IPPF, 2010, p.7):  

1. Gender – difference between gender and sex; exploring gender roles 
and attributes; understanding perceptions of masculinity and femininity 
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within the family and across the life cycle; society’s changing norms and 
values; manifestations and consequences of gender bias, stereotypes 
and inequality (including self-stigmatisation). 

2. Sexual and reproductive health and HIV – sexuality and the life cycle 
(i.e., puberty, menopause, stigma, sexual problems); anatomy; 
reproductive process; how to use condoms; other forms of contraception 
(including emergency contraception); pregnancy options and 
information; legal and safe abortion; unsafe abortion; understanding 
sexually transmitted infections (STIs) and HIV, including transmission 
and symptoms; HIV and STI prevention, treatment, care, and support; 
HIV voluntary counselling and testing (VCT); antiretroviral therapy and 
living with HIV; prevention of mother to child transmission; injecting drug 
use and HIV; virginity; abstinence, faithfulness; sexual response; social 
expectations; self-esteem and empowerment, respect for the body; 
myths and stereotypes. 

3. Sexual rights and sexual citizenship – knowledge of international 
human rights and national policies, laws and structures that relate to 
people’s sexuality; rights-based approach to sexual and reproductive 
health (SRH); social, cultural and ethical barriers to exercising SRH 
rights; understanding that sexuality and culture are diverse and dynamic; 
available services and resources and how to access them; participation; 
practices and norms; different sexual identities; advocacy; choice; 
protection; negotiation skills consent and the right to have sex only when 
you are ready; the right to freely express and explore one’s sexuality in 
a safe, healthy and pleasurable way. 

4. Pleasure – being positive about young people’s sexuality; 
understanding that sex should be enjoyable and not forced; that it is 
much more than just sexual intercourse; sexuality as part of everybody’s 
life; the biology and emotions behind the human sexual response; 
gender and pleasure; sexual wellbeing; safer sex practices and 
pleasure; masturbation; love, lust and relationships; interpersonal 
communication; the diversity of sexuality; the first sexual experience; 
consent; alcohol and drugs and the implications of their use; addressing 
stigma associated with pleasure. 

5. Violence – exploring the various types of violence towards men and 
women and how they manifest, particularly gender-based violence; non-
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consensual sex and understanding what is unacceptable; rights and 
laws; support options available and seeking help; community norms 
(power, gender) and myths; prevention, including personal safety plans; 
self-defence techniques; understanding the dynamics of victims and 
abusers; appropriate referral mechanisms for survivors; preventing the 
victim from becoming a perpetrator; men/boys as both perpetrators and 
allies in violence prevention. 

6. Diversity – recognizing and understanding the range of diversity in our 
lives (e.g., faith, culture, ethnicity, socio-economic status, 
ability/disability, HIV status and sexual orientation); a positive view of 
diversity; recognizing discrimination, its damaging effects and being able 
to deal with it; developing a belief in equality; supporting young people 
to move beyond just tolerance. 

7. Relationships – different types of relationships (e.g., family, friends, 
sexual, romantic, etc.); that relationships are constantly changing; 
emotions, intimacy (emotional and physical); rights and responsibilities; 
power dynamics; recognizing healthy and unhealthy or coercive 
relationships; communication, trust and honesty in relationships; peer 
pressure and social norms; that love and sex are not the same. 

These seven components provided by the IPPF (2010) encompass the features 
prior mentioned for CSE approach. The components acknowledge the 
intertwined nature of different factors shaping the understanding of human 
sexuality and, consequently, the understanding of sexuality education. This 
characterization of CSE is quite in line -at least theoretically- with the 
Ecuadorean policy towards sexuality education at schools at the moment the 
current research has been conducted (Constitución del Ecuador, 2011). 

1.2.2 Teachers’ cognitions in relation to 
comprehensive sexuality education (CSE) 

In this dissertation, we look into teachers’ perspectives in relation to CSE as one 
of the research lines. Considering the potential implementation of CSE, we will 
focus on the relation between teachers’ thinking processes with their behavioural 
intentions to teach sexuality education. This connection fits in a strand of 
educational research regarding factors and processes that are guiding teaching 
behaviour (Sang, 2010). Indeed, it has been shown that thinking processes as 
knowledge, beliefs and attitudes exert a strong influence on human actions (Borg 
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2015). These thinking processes constitute, what Borg (1999) has defined, as 
cognitions, although as Shahzad (2016) has exposed, sometimes cognitions and 
thinking processes are used interchangeably. With regards to teachers, 
teachers’ cognitions are considered as a set of personally-defined and 
practically-oriented understandings of teaching and learning (Borg, 1999). 

The recognition of the influence of thinking on behaviour in teachers suggest that 
understanding teachers’ cognitions is central to the process of comprehending 
their teaching practices (Borg, 2015). Indeed, an understanding of the implied 
psychological basis of teachers’ work is required to go beyond a superficial 
behavioral conception of instructional processes (Borg, 1999). Such 
understanding becomes particularly relevant while looking at teacher practices 
with regards to educational innovations (Borg, 1999; Shahzad, 2016; Zembylas, 
2005). While teachers are active thinking decision-makers, what they believe, 
what is their knowledge or what attitudes they hold will permanently guide their 
teaching actions and decisions (Borg, 2015).  

In this dissertation we view teachers’ cognitions in line with the definition of Borg 
(2003, p.81): “the unobservable cognitive dimensions of teaching – what 
teachers know, believe, and think”. Yet, up till now, teachers’ cognitions have not 
been studied in relation to sexuality education from an integrated perspective 
and certainly not in the Ecuadorian context. Consistent with this, we encompass 
three teachers’ cognitions: (1) CSE self-efficacy beliefs (SE), (2) CSE attitudes, 
and (3) knowledge in relation to CSE.  

The focus on CSE self-efficacy beliefs and CSE attitudes and how they are 
theoretically linked to behavioural intentions is also reflected in the widely 
accepted Theory of Planned Behaviour (TPB). The TPB (Ajzen, 1991) focuses 
on behavioural intentions in a wide variety of fields, such as using computers in 
the classroom (Teo & Beng Lee, 2010), integrating physical activities (Martin, 
Kulinna, Eklund, & Reed, 2001), adopting collaborative learning strategies 
(Lumpe, Haney, & Czerniak, 1998), or boosting teachers’ atittudes toward 
inclusion (MacFarlane & Woolfson, 2013). But next to our focus on student 
teachers’ self-efficacy beliefs and attitudes, we additionally focus on CSE-related 
knowledge, since research stresses how adequate mastery of knowledge about 
sexuality education is strongly associated with related values and beliefs (Fallas, 
2010; Ramirez, 2000).  
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In the next paragraphs, we will present an initial definition of this set of teacher 
cognitions - self-efficacy beliefs, attitudes and knowledge- and, building in the 
literature, its association with teaching sexuality education is explained.  

1.2.2.1 Self-efficacy beliefs related to CSE 
Self-efficacy beliefs are characterized as major mediators of behavior, and more 
importantly, behavioral change. Bandura (1997, p.624) defines self-efficacy as 
‘‘beliefs in one’s capabilities to organize and execute the courses of action 
required to produce given attainments”. These beliefs envisage abilities to cope 
with different situations and influence the intrinsic motivation to perform tasks 
(Bandura, 1997). Self-efficacy beliefs are considered to impact subsequent 
behaviour (Canrinus, 2011) or at least to mediate in adopting behaviour (Sang, 
Valcke, van Braak, & Tondeur, 2009).  

Looking specifically at teaching angle and consistent with the general definition, 
Friedman and Kass (2002, p.684) define teachers’ self-efficacy as “their 
perception of his or her ability to (a) perform required professional tasks and to 
regulate relations involved in the process of teaching and educating students 
and (b) perform organizational tasks, become part of the organization and its 
political and social processes.” Tschannen-Moran and Hoy (2001) also define 
teacher self-efficacy as “a teacher’s judgment of his or her capabilities to bring 
about desired outcomes of student engagement and learning, even among those 
students who may be difficult or unmotivated” (p.783).  

Research suggests that higher self-efficacy beliefs are associated with 
improvement of teaching practices (Lin & Gorrell, 2001) and persistence in 
adopting these practices (Canrinus, 2011). Self-efficacy beliefs also push 
teachers to adopting specific didactic strategies (Guskey, 1988; Jungert & 
Rosander, 2010; Klassen & Tze, 2014). However, to date, research has not yet 
investigated teachers’ self-efficacy beliefs in relation to sexuality education. 
Teachers with a strong sense of self-efficacy are open to new ideas and more 
willing to experiment with new strategies, seek improved teaching methods, and 
experiment with a variety of instructional materials (Allinder, 1994; Guskey, 
1988). 

 Grounded in the above explained conceptualization, it is possible to suggest 
that self-efficacy regarding sexuality education refers to a teacher’s perception 
of and capabilities to address sexuality education. These beliefs interrelate with 
individual’s life-time experiences and they are flexible and can change with the 
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passage of time (Bandura, 1997). Teacher’s self-efficacy has been identified as 
a crucial variable that accounts for individual differences in teaching 
effectiveness. Teachers with a strong sense of self-efficacy are open to new 
ideas and more willing to experiment with new strategies, seek improved 
teaching methods, and experiment with instructional materials (Guskey, 1988). 

1.2.2.2 Attitudes towards CSE 
Attitudes refer to behavioural predispositions that lead to avoiding or adopting 
certain behaviour, and/or to respond (un)favourably to an object, person or event 
(Krosnick, Judd, & Wittenbrink, 2005). This explains why, according to Ajzen & 
Fishbein (1977), attitudes help predicting a person’s behaviour to reach certain 
targets.  

In the field of sexuality education, attitudes towards sexuality play a vital role 
(Martínez et al., 2014), particularly while considering the approach of sexuality 
education embraced (Pinos et al., 2017). López (2005, p.86) defines attitudes 
towards sexuality as “a willingness to give opinions, to feel and to act in relation 
to sexual objects, situations, persons, social norms and customs, and sexual 
behaviour.” These attitudes may be expressed through cognitive (tendency to 
give opinions and to have ideas about objects, situations, habits, behaviours 
about sexuality), emotional (reactions in terms of feelings, sensations and 
emotional responses to a particular sexual stimulus) and behavioural 
(dispositions to behave in certain way) dimensions. Attitudes towards sexuality 
reflect an evaluative component with two poles (Fisher, White, Byrne, & Kelley, 
1988), positioned along a continuum from favourable, positive attitudes to 
unfavourable, negative ones, which are activated automatically when people are 
faced with the object in question (Reis & Vilar, 2006). 

Teachers’ attitudes towards sexuality and sexuality education are key to its 
implementation (Gursimsek, 2010; Ramiro & Matos, 2008; Wight & Buston, 
2003). Teachers’ understanding of their own sexual biography is for instance 
fundamental to avoid the imposition of a biased point of view (Fallas, 2010). As 
Pinos and colleagues (2017) reviewed, the attitudes towards sexuality are 
personal constructions, and the result of a combination of personal experience 
and the influence of the socio-cultural environment. This is applicable both for 
teachers and for student teachers, as Ollis and colleagues (2013) have 
documented. Positive attitudes may enable teachers to interact in a professional 
way with the different sexual biographies presented by their students (Fallas, 
2010; López, 2005; Reis & Vilar, 2006). Given the importance of attitudes toward 
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sexuality and sexual education into consideration and taking into account that 
these attitudes may regulate their behavior, it becomes clear that teachers’ 
attitudes significantly could affect the way teachers behave in relation to sexuality 
education. Indeed, Pinos and colleagues (2017) have argued that teachers with 
positive attitudes towards sexuality and sex education lead them to assume 
comprehensive, liberating and objective attitudes in the classroom. 

1.2.2.3 Knowledge in relation to CSE 
Knowledge refers to the mastery of scientific knowledge regarding a specific 
subject (Davey, 2013), implying a deep and full understanding of the subject 
area, and characterized by knowledge of concepts and their relationships 
(Beijaard et al., 2000). Mastery of subject matter knowledge allows teachers to 
adapt and adopt curricula, to invoke effective learning and to adopt high-level 
instructional strategies (Good & Lavigne, 2017). As such, knowledge is a 
precursor of behavioural intentions (Ajzen, 1991). Within the context of CSE, 
knowledge is understood as the possibility to offer scientific and accurate 
information about the bio-psychosocial dimensions of human sexuality (Fallas, 
2010), including facilitating children’s empowerment and sexual rights. 
According to Ponzetti (2015b), knowledge about sexuality includes knowledge 
about sexual development, sexual and reproductive health and gender roles, as 
also knowledge about affection, intimacy, close relationships, body images, and 
emotions involved in sexual emotions. The information must be balanced, 
comprehensive, age-appropriate and not scaring or judgmental (WHO and 
FCHE, 2010). In terms of implementing sexuality education at school, Fallas 
(2010) underlines that teachers’ and student teachers’ knowledge also refers to 
particular didactical strategies to address the topic at the classroom level. 

1.2.3 Comprehensive sexuality education for 
adolescents 

It is broadly acknowledged that sexuality education is a lifelong process. 
However, most sexuality education programs are focused on adolescents. As is 
reviewed by Goldfarb and Lieberman (2015), sexuality education plays an 
important role in helping adolescents to “navigate the cognitive, social and 
emotional transitions and challenges of adolescence and prepare them to be 
sexually health adults” (p.219). 

In this dissertation, we refer to sexuality education for adolescents from a 
comprehensive approach (CSE). The rationale is because, given CSE 
characteristics, adolescents -and children as well- are considered as sexual 
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beings with the fundamental right to learn about a wide range of topics related 
with the broader conception of sexuality (Allen, 2005; Haberland & Rogow, 
2015). However, this is in contrast with the generalized depiction of adolescence 
as a stage of high risk that has led to the development of sexuality education 
programs that are problem-focused, designed to prevent the negative outcomes 
related with risky sexual behaviors (Goldfarb & Lieberman, 2015). In most 
cultures, adolescents are often seen as obsessed with sex, which lead to 
enormous pressure on their shoulders to live their own sexuality in a non-
comfortable and safe way. In Latin America, the sociocultural construction of 
adolescence perceives the different stages of youth as problematic, especially 
regarding sexual activity (Lesko, 2001). Yet, despite this, in general, young 
people express a strong need for sexuality education from an early age 
(Bearinger, Sieving, Ferguson, & Sharma, 2007). 

Henceforth, during the ‘second decade of life’, CSE approach is highly important 
because as McNeely and Blanchard (2010) postulate, adolescents learn how to 
deal with new sexual and romantic feelings, how to engage and enjoy romance, 
and how to make consent -negotiated- decisions about sexual behavior in ways 
that are health-enhancing and positive, without shame, fear or guilt. Moreover, 
there is growing evidence that good quality CSE has positive effects on sexual 
knowledge, attitudes, communication skills and certain sexual behaviors (e.g., 
Kirby, 2011; UNESCO, 2009). As Vanwesenbeeck, Westeneng, de Boer, 
Reinders and van Zorge (2016) argue CSE has great potential to provide young 
people with the necessary information, to reduce distortions and shame, to 
improve their abilities to make safe choices about their sexual and reproductive 
health, to contribute to a reduction in early childbirth, sexual violence and to the 
promotion of gender equality and young people’s overall sexual and reproductive 
health and rights. Additionally, CSE approach recognizes and aims to build on 
the needs and vulnerabilities of particular groups of young people (Braeken & 
Cardinal, 2008).  

In the challenge of provide sexuality education, Goldfarb and Lieberman (2015) 
argue that adolescents care about what trusted adults think and they listen what 
they have to say. Therefore, well-trained teachers can have great potential to 
became a reliable source of sexuality education for adolescents. 

1.2.4 Background variables 
Sexuality education is culturally relevant and, therefore, must be sensible to the 
particular background characteristics of different stakeholders in a diverse range 
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of contexts. In the current dissertation, some background variables were 
considered for the group of teachers and student teachers in relation with their 
cognitions in view of a potential implementation of CSE. Likewise, background 
variables of adolescent students were contemplated to understand better the 
role of specific socio-demographic characteristics in their perceptions about 
CSE. These background variables are presented in the next paragraphs. 

1.2.4.1 Teachers’ background variables 
There is a body of literature supporting the notion that in-service teachers and 
student teachers might differ in their willingness to effectively implement 
sexuality education depending on their gender, previous training in the topic, and 
subject/discipline (since we are not considering sexuality education specialised 
teachers). In the case of in-service teachers, we also consider their years of 
experience and the geographical location of the schools where they belong. 

Overall, earlier research has shown associations between teachers’ gender and 
their cognitions (İpek & Camadan, 2012). In the case of sexuality education, 
Gursimsek (2010) for example found that male teachers adopt more 
conservative attitudes and show a higher tendency to developing prejudice 
attitudes towards certain sexuality education topics. The implementation of 
sexuality education is often considered a female domain (Ollis et al., 2013), and 
male teachers have been reported to show more reluctance to teach sexuality 
education, and resistance to get involved in the “whole school” sexuality 
education and sexual health promotion (McNamara, Geary, & Jourdan, 2010).  

Prior scholars provide evidence to argue that previous training, understood as 
teachers’ and student teachers’ preparation in the field of sexuality education is 
key in actual sexuality education implementation (Francis, 2016; Hedrich, 1998). 
Given the sensitive and controversial nature of sexuality education, its 
implementation may be stressful for teachers generating resistance and 
hindering their teaching practices (Harrison & Ollis, 2015). Therefore, previous 
training might help overcoming feelings of inadequacy, negative attitudes, self-
doubt and uncertainty about the knowledge and skills required (Levenson-
Gingiss & Hamilton, 1989).  

Existing literature about sexuality education also points out to the importance of 
the subject/discipline – and its teacher – incorporating sexuality education. In 
many educational curricula, sexuality education is allocated a few hours as 
stand-alone subject or as theme incorporated in a biology or health course, with 
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only one teacher responsible for the topic (Ollis et al., 2013; WHO & FCHE, 
2010). This argues for an implementation as a transversal axis throughout the 
curriculum and the embedding of sexuality education into every subject. This 
illustrates how sexuality education shifts from a stand-alone subject towards a 
holistic ‘whole school’ approach, requiring the involvement of all school staff 
(Aggleton, Dennison, & Warwick, 2010) and thus necessitating the development 
of competencies in all teachers to address it within their subject domain (Martín, 
2007).  

The years of experience of in-service teachers are also crucial at the moment 
of implementing any innovation (Thurlings, Evers, & Vermeulen, 2015) or, more 
specifically, at providing sexuality education. Thus, Saavedra (2014) found that 
teachers’ years of experience generates differences in their willingness to 
address sexuality education with adolescents as a part of their teaching 
practices. The same author stressed the importance of studying teachers’ 
thinking process in connection with their years of experience.  

A last background variable is the geographical location of the schools. The 
complexity of different contexts where the educational process occurs definitely 
influences teachers’ perspectives and behaviors (Hargreaves, 1999). In this 
sense, Saavedra (2014) already indicated the importance of studying teachers’ 
thinking process in relation with sexuality education considering the geographical 
location of schools and high schools. Likewise, Kornblit, Sustas and Adaszko 
(2013) found differences in how teachers conceptualize different sexuality 
education issues according to different geographical regions where teachers 
belong to.  

1.2.4.2 Adolescent students’ background variables 
A growing body of evidence calls for attention to the unique characteristics of 
diverse groups of adolescents to better understand their perspectives. In this 
sense, it seems that socio-demographic characteristics as adolescents’ gender, 
age and the geographical location where they live play a role in their perceptions 
towards sexuality education in school. Besides this, in this dissertation we 
include the situation of adolescents with emigrated parents given the important 
group of children and young people with absent migrating parents in the study 
region. 

In terms of gender, earlier scholars suggest that significant differences exist 
regarding adolescents’ sexuality education needs with respect to gender (Geer 
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& Robertson, 2005; Measor, 2004; Singh, Wulf, Samara, & Cuca, 2000). 
Moreover, gender differences among adolescents towards specific aspects 
related with sexuality education like violence in relationships (Lundgren & Amin, 
2015; Sundaram, Maxwell, & Ollis, 2016), risky sexual behaviors (Abel & 
Fitzgerald, 2006), and sexual heath (DiCenso et al., 2001) have been reported. 
Likewise, topics as pleasure for instance are discussed around adolescents’ 
gender differences (McGeeney & Kehily, 2016). Other studies have been 
engaging in debates around whether sexuality education should occur in a mixed 
or single gender groups (Allen, 2011), shouldering differences in adolescents’ 
interests around sexuality education content. In the case of the Ecuadorian 
context, gender differences in adolescents was expected, since in Latin America, 
gender is associated with inequality, subordination, discrimination and 
heteronormativity (Viveros, 2010).  

Available literature advocating for “developmentally appropriated” sexuality 
education (UNESCO, 2009), highlights the importance of considering age 
differences of adolescents while contemplating their sexuality education needs. 
This is hint in the results of the study of Singh and colleagues (2000) and is also 
argued by Goldfarb (2015). In our dissertation, to study age differences, we 
consider three stages of adolescence proposed by Dulanto (2000) to be more 
sensitive to its variations in relation to sexuality education perceptions. These 
stages are in line with the classification of Goldfarb (2015) that summarizes the 
sexual development as follows (p.230): 

§ Early adolescence (11-13 years old) is typically marked by the beginning 
of menstruation in females and ejaculation in males. Their social 
interactions are overtly non-sexual but first dating experiences. At this 
stage, the engagement in intercourse is highly linked with abuse. 

§ Middle adolescence (14-16 years old) tend to demonstrate increased 
interest in romantic and sexual relationships. At this stage, the libido also 
increased and the sexual experiences, including the decision of engage 
in certain sexual behaviors vary. In general, emotions play a key role in 
the decision making around sexual behavior, over the cognitive capacity 
to understand potential negative consequences.  

§ Late adolescence (17-19) is a stage where the sexual expression is 
more mature, less impulsive and can begin to move from just sexual 
arousal to a motivating factor of intimacy and to relationship 
development.  
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Research suggests that efforts to explore differences in young people’s sexuality 
education needs must take into account their living context and location, given 
that differences in sexual behavior have been reported between young people in 
urban areas and those living in rural settings, with the latter group showing higher 
rates of risk-related sexual behaviour (Voeten, Egesah, & Habbema, 2004). 
These differences indicate possible differences in sexuality education needs. In 
Ecuador, despite the paucity of studies, there is evidence that the average 
pregnancy rate for young people from rural areas is higher (Ministerio Salud 
Ecuador, 2012). 

Scholars have reported a wide range of consequences of parental migration 
processes on young people’s lives, including social stigma, low self-esteem, 
emotional distress, feelings of loss, conflicts with peers, relational isolation and 
an overall increased vulnerability to experiencing violence and abuse (Carrillo, 
2005; Feuk, Perrault, & Delamónica, 2010; Marchetti-Mercer, 2012). These 
(in)direct consequences of parental separation, combined with the more direct 
role parents play in children’s sexual development (Jaccard, Dodge, & Dittus, 
2002), likely impact adolescents’ sexual behavior and affect their sexuality 
education needs. Overall, not living with one’s mother and/or father has been 
associated with risk-related sexual behaviour (Chedraui, Hidalgo, Chávez, & 
Miguel, 2004; Ellis et al., 2003; Thurman, Brown, Richter, Maharaj, & Magnani, 
2006), including single motherhood, often at only 12 or 13 years of age (Cortes, 
2008) or, due to unplanned pregnancy, early marriage (Parreñas, 2005). 
Moreover, experiences of loss because of migrated parents may affect young 
people’s ability to cope with life stressors in relationships, such as breaking up 
with a boyfriend or solving relational problems (Asbourne, Baker, & Male, 2002). 

The interplay of the concepts that are included in the dissertation is presented in 
Figure 1.  



54 |  Chapter 1 

Figure 1. Conceptual framework linking teachers´ cognitions, adolescents 
perceptions and CSE in schools 

1.3 Research design  

1.3.1 Research Objectives  
Inspired on the research context, the theoretical and conceptual insights and the 
related challenges for research stated in the previous section, the general aim of 
this dissertation is to gain insights to understand the situation of sexuality 
education in Ecuadorean schools by tackling the perspectives of teachers and 
adolescent students as key actors involved on its further effective 
implementation. This general research aim leads to three specific objectives and 
five research questions. 

(1) The first research objective is focussed on the teaching domain of 
Comprehensive sexuality education by approaching perspectives of student 
teachers and in-service teachers. The review of the literature clearly points that 
although to develop or improve a particular sexuality education curriculum 
teachers’ and students teachers´ angle should be contemplated (Ministerio 
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Salud Ecuador, 2012), sexuality education is hardly part of pre-service and in-
service preparation process (Martínez, Vicario-Molina, González, & Ilabaca, 
2014; Ollis, Harrison, & Maharaj, 2013). In the current dissertation, student 
teachers’ and teachers’ angles are studied considering the role of their 
predefined attitudes (Gursimsek, 2010; Manzano & Jerves , 2018;Smith & 
Harrison, 2013), their beliefs of self-efficacy (Barr et al., 2014) and their 
knowledge (Ramírez, 2000; Fallas, 2010) in relation to intentions to teach 
sexuality education at school. These attitudes, beliefs and knowledge refer to 
their cognitions (Borg, 1999). There are no former studies addressing an 
integrated perspective of these cognitions, looking at the combined effect of 
attitudes, beliefs and knowledge in the intentions to implement sexuality 
education. Because the unavoidable association between the sensible nature of 
sexuality education and student teachers’ and teachers’ own sexuality (Helleve, 
Flisher, Onya, Mũkoma, & Klepp, 2011), and given the fact that sexuality is 
something culturally constructed (Caplan, 2013), the interplay of attitudes, self-
efficacy beliefs and knowledge towards a sexuality education approach – in this 
case the CSE approach – is expected to influence student teachers and 
teachers´ intentions. 

Therefore, the first research objective is: 

To identify the association between student teachers’ and in-service teachers’ 
cognitions about CSE and their potential behaviour.  

To reach this objective the following research questions are presented: 

a) To what extent student teachers’ cognitions about CSE (knowledge, 
attitudes and self-efficacy beliefs) influence their behavioural intention to 
teach comprehensive sexuality education? 

b) To what extent in service teachers’ cognitions about CSE (knowledge, 
attitudes and self-efficacy beliefs) influence their behavioural intention to 
teach comprehensive sexuality education? 

(2) The second research objective tackled adolescent students’ perspectives 
about CSE in schools and their association with some socio-demographics 
conditions. The current research considers adolescent students’ perspectives as 
crucial, firstly because, as sexual beings, they have to be provided of ways and 
means to get empower of their right to learn sexuality education (Allen, 2005; 
Santelli et al., 2006; Haberland & Rogow, 2009). Secondly, because to be 
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effective, sexuality education programs should be based on the expressed 
needs of a particular adolescent group (Allen, 2005; Helmer, Senior, Davison, & 
Vodic, 2015) looking at their specific characteristics (Simovska & Kane, 2015; 
Thomas & Aggleton, 2016). In Ecuador, scholars hardly pay attention to 
adolescents’ voices with regard to their particular needs, interests and opinions 
about CSE at schools and also hardly link this to their specific contextual 
circumstances.  

This brings us to the second research objective: 

To determine adolescent students’ perceptions about sexuality education in 
schools in Azuay-Ecuador. To reach this objective the following research 
questions are presented: 

c) What are the adolescents’ expressed needs for CSE in schools in 
relation with their gender, age, geographical school area, and the 
migration status of their parents? 

d) To what extent are adolescents satisfied with the sexuality education 
they were receiving at schools?  

e) To what extent adolescents consider their teachers could perform well 
while addressing sexuality education? 

(3) As Zimmerman (2015) argues the research that has focused on teachers and 
adolescents as key stakeholders of sexuality education in schools has been 
developed in an isolated way, lacking articulation between their perspectives, 
and lacking articulation of their perspectives with the views of other actors 
outside the classroom and outside the school. The articulation between teaching 
practices with students’ interests is fundamental in view of adopting significantly 
deeper approaches to learning (Trigwell, Prosser, & Waterhouse, 1999). This 
articulation allows to “align” the teaching-learning process and to move in the 
same direction (Daft, 1999) because beliefs and values are shared (Samdal & 
Rowling, 2011). Therefore, a third objective is also considered in the current 
dissertation in order to build a bridge between teachers’ perspectives and 
students’ perspectives on CSE.  
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The third research objective is: 

To establish a relationship between teachers’ perceptions and students’ 
perceptions about CSE at the schools. To reach this objective the following 
research question is presented: 

f) to what extend what teachers and students say is aligned or is 
comparable when it comes to the importance they attach to CSE 
dimensions? 

1.3.2 Research method 
In order to pursue the general research aim, the related specific research 
objectives and to answer the research questions, three studies were conducted. 
The first research objective encompasses study 1 (involving student teachers) 
and study 2 (involving in-service teachers). The second research objective 
about adolescent students’ perceptions towards sexuality education is 
addressed in study 3. The third research objective is developed by articulating 
outcomes of the second and third studies. The three studies developed applied 
a quantitative methodology. Quantitative research techniques allow precise and 
numeric data to be collected from a large number of participants, who are 
selected as a sample of the target population. The obtained data can be 
analyzed statistically to describe trends and assess relationships among 
variables. The purpose of this approach is to generalize the findings so that 
inferences can be made for the target population (Creswell, 2009). The 
quantitative studies of the current dissertation were cross-sectional and non-
experimental; the strategy of inquiry was survey and the data collection used a 
self-administered form. This type of study allowed to gather information from a 
large group of people including in-service teachers, student teachers and 
adolescent students in a rapid and efficient manner. The self-administered 
survey also allowed participants to express themselves freely about a 
controversial topic in the Ecuadorean context (Manzano & Jerves, 2018; 
Svanemyr, Guijarro, Riveros, & Chandra Mouli, 2017). These aspects are 
relevant since, as explained in the first part of this chapter, scientific research 
about human sexuality and sexuality education in Ecuador is recent and scarce. 
Therefore, it was considered a methodology that tackles teachers’ and 
adolescent students’ perspectives in a way that offers more accurate and 
objective results to further stablish general leanings. Moreover, according to 
Creswell (2009), quantitative methodology is better for research problems that 
calls for an identification of factors that influence an outcome or to understand 
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the predictors of an effect, as it is the case of the current dissertation. The studies 
of each research line were conducted following some steps. 

The studies 1 and 2 corresponding to the first research objective, were 
developed throughout seven different steps: First, a literature study was 
conducted to identify and clearly define the indicators associated with 
behavioural intentions to teach comprehensive sexuality education. Based on 
this review, teachers’ cognitions encompassing attitudes, beliefs and knowledge 
were defined as indicators associated with behavioural intentions to teach CSE 
as well as some key background variables. 

Second, a research tool was developed to assess student teachers’ and in-
service teachers’ perspectives with regards to their cognitions and their 
behavioural intentions to implement comprehensive sexuality education at 
schools. Although there are some instruments available in the scientific sphere, 
they only evaluate isolated aspects regarding teachers’ cognitions in relation to 
sexuality education and are developed in contexts that are different than the 
Ecuadorean reality on one hand, and/or inspired in approaches not specifically 
referred to sexuality education from this holistic approach fostered by the CSE, 
on the other hand. Therefore, a Likert scale tool was developed including 
variables as self-efficacy beliefs, attitudes, knowledge and behavioral intentions 
to teach, in relation to addressing CSE. Inquiry about background variables as 
gender, subject/discipline, previous training, and the variables years of 
experience and geographical location of schools for in-service teachers, were 
integrated in the research tool.  

Third, the research tool was validated with, at first, input from a revision by 
experts, and, secondly, a pilot test with student teachers and in-service teachers 
with the same characteristics of the final sample. After the pilot test, the tool was 
adjusted in some items, instructions and language and its reliability was quite 
acceptable with a Cronbach’s alpha of (a= 0.70). Besides, the tool was validated 
with exploratory and confirmatory factor analysis. The final tool was considered 
as adequate. Fourth, the research tool was applied to a sample of student 
teachers from the University of Cuenca and to in-service non-sexuality 
specialized teachers from 18 public high schools of urban and rural areas of 
Azuay region in Ecuador. The application to the student teachers was at their 
classroom, after obtaining authorization of the Faculty authorities. For the 
application to in-service teachers, previous authorization was obtained from the 
local authorities of the Ministry of Education in view of engaging teachers in the 
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same school setting. Fifth, two data bases were created with the survey results 
of the student teachers and in-service teachers, respectively.  

Sixth, the statistical analysis was carried out. The two studies conforming this 
research line used descriptive statistics (mean, percentages and standard 
deviations) to have a first picture of the general trends with regard to the study 
variables. Next, an inferential statistic (multiple linear regression) was conducted 
to establish the possible association between the predictor variables: a) 
teachers’ and student teachers’ cognitions (CSE self-efficacy beliefs, CSE 
attitudes and CSE knowledge); b) teachers’ and student teachers’ background 
variables, with the outcome variable: behavioral intentions to teach CSE. Thus, 
in the regression model, teachers’ and student teachers’ cognitions were entered 
as predictors of behavioral intentions to teach CSE. In a second moment, 
teachers’ and student teachers’ background variables were additionally included 
as predictors.  

The study 3 corresponding to the second research objective about 
adolescent students’ perceptions towards sexuality education in schools was 
developed following six successive steps. First, a literature study was also 
conducted to understand how to define and tackle CSE at school considering its 
holistic nature and to identify relevant background variables of adolescents that 
might influence eventual differences in their perceptions of the needs and 
implementation of CSE in the Ecuadorian context. By investigating different 
indicators in combination with the framework of CSE, four background variables 
were established: gender, age, geographical location of adolescents’ schools, 
and migrated status of their parents.  

Second, a survey based on a Likert scale was built to explore adolescents’ views 
concerning the study variables (expressed needs, satisfaction towards sexuality 
education received and perceptions about their teachers’ role) under the 
umbrella of CSE approach. By the revision of experts and a pilot test, a validation 
process was conducted previous to its application. This process allowed to have 
a tool sensible to the Ecuadorian reality about a matter sensible in itself, and 
explicitly taking all dimensions of a comprehensive approach into account. 
Fourth, based on the authorization of the local authorities of the Ministry of 
Education, adolescents from urban, semi-urban and rural public schools were 
visited at their school settings and asked to fill out the survey. Fifth, a data file 
with the information of adolescents’ responses was created to further analyse 
the data in view of the research questions. Next, the analysis performed also 
started using descriptive statistics (mean, percentages and standard deviations) 
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in order to provide a first picture of the tendencies of the study variables. 
Specifically, the initial descriptive analysis of the dependent variables 
(importance attached to CSE, satisfaction with sexuality education received at 
school and satisfaction with teachers’ performance about sexuality education) 
provided an initial picture of differences possibly related to gender, age, 
geographical location and parental migration status. Next, inferential statistical 
analysis was undertaken to explore differences in the importance attached to 
CSE, satisfaction with sexuality education received at school and satisfaction 
with teachers’ performance about sexuality education considering participants´ 
background variables. We conducted accumulative odds ordinal logistic 
regression analysis with proportional odds using a model that reflected the 
cumulative order in the values. In the regression models, gender, parental 
migration status, age and geographical location were entered as predictors of 
the importance attached to CSE, the satisfaction with the sexuality education 
received at school and the satisfaction with teachers’ performance of sexuality 
education.  

Finally, considering the third research objective aiming to determine the 
“bridge” between teachers and their students concerning the attributions on the 
importance of CSE in schools, also a literature review was conducted to define 
the importance of the “alignment” between teachers’ and students’ perspectives 
in view of an effective sexuality education implementation. The data collected in 
study 2 with teachers and study 3 with adolescents were used to answer this 
third research objective. After a first descriptive analysis, accumulative odds 
ordinal logistic regression analysis with proportional odds using a model that 
reflected the cumulative order in the values was carried out. In the regression 
model, the variable group (teachers and students) was entered as predictor of 
the importance attached to each one of the CSE dimensions. 

1.3.3 Ethical considerations 
Research into human sexuality is fraught with ethical issues because of the 
personal and private nature of the subject matter being studied. In the case of 
Ecuador, the research context of this dissertation, the combination of two main 
concerns have led to cautiously observe ethical principles: First, sexuality and 
sexuality education are controversial issues as it has been revealed in the 
previous sections, and second, the “research culture” is just evolving, therefore 
eventual participants in a research might be not familiar with the principle of 
ethical considerations.  
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In this dissertation, the APA ethical principles and code of conduct (American 
Psychological Association, 2012) were followed as a general umbrella in the 
different stages of the research, especially considering that one of the groups 
involved in the study were underage adolescents. Thus, in line with these 
principles as a researcher: 

- Informed consent from the potential participants was obtained. In this process 
participants - teachers, student teachers and adolescents - were firstly explained 
that they were taking part in a research, what the research requires from them 
and the prospective research benefits. Then, study conditions were clearly 
explained (i.e., voluntary participation, the right to withdraw from participation at 
any time, and anonymity). They were also alerted to the fact that some survey 
questions would address personal issues. Participants had some time to decide 
whether they wanted to participate or not. Next, participants were invited to give 
their informed consent by signing a form. In the studies involving adolescent 
students, two of the 18 schools participating requested us to obtain individual 
parents’/guardians’ consent for young people under 18 years old prior to the 
survey administration. In these schools, 30 and 31 young people, respectively 
(of the 45 expected in each school) received parental consent and participated. 
In all cases (teachers, student teachers and adolescents), after survey 
completion, participants received an incentive (snack), and the researcher’s 
contact information was given in case further information was needed. 

- The risk of harm to participants was minimised. The survey administration to 
adolescents and teachers was in their own school setting to help them feel more 
comfortable and familiar in their daily context and to avoid inconveniences of 
mobilisation or requesting extra school time. In order to recruit adolescent 
students with emigrated parents, we eschewed any type of stigmatisation. To do 
so, we firstly selected the cantons with the largest proportion of international 
migration in Azuay before the schools selection. Then, the clusters defined in 
each high school were screened in collaboration with a teacher or psychologist 
to select the class with the largest proportion of students whose parents (one or 
both) had emigrated. Further, to ensure also gender balance, we randomly 
selected eight girls and eight boys from the class with the largest proportion of 
students whose parents had emigrated. This lead us to around 50% of 
participants with emigrant parents. Additionally, in order to reach the aims of this 
dissertation, strong attention was paid to the fact of being culturally sensible and 
to address the comprehensive approach of sexuality education in a more 
accurate way, not without also considering some global trends and international 
guidelines. Thus, research tools were developed and validated considering 
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current scientific or professional knowledge for test design, standardization, 
validation, reduction or elimination of bias, and recommendations for use. 

1.4 Overview of the dissertation  

The dissertation consists of seven different chapters, of which five are based on 
research manuscripts. These chapters are preceded by an introductory chapter 
(Chapter 1) and completed with a general discussion and conclusion (Chapter 
7). Chapter 2 to 6 each report on a different empirical study and are based on 
articles that have been published or submitted for publication in international 
peer-reviewed journals listed in the Social Sciences Citation Index. Figure 2 
gives an overview of the different chapters in this dissertation, and describes 
research lines, research objectives, the related research questions for each 
objective, research variables, research design and sample, data analysis 
techniques for each study and the outputs. 

Chapter 1 provides a general introduction on this dissertation. It starts with a 
presentation of a global perspective of sexuality education in Latin America. This 
was brought into focus as broad framework to understand what is happening in 
terms of sexuality education in this region. This is followed by the research 
context in which the dissertation is situated, visualizing the research problem. 
Next, an outline of the conceptual framework is presented by tackling the 
comprehensive sexuality education approach, teachers’ cognitions in relation to 
sexuality education, adolescents’ perceptions of sexuality education at school, 
and, because of the imminent influence of the culture in the development of 
sexuality, some contextual variables of interest in the Ecuadorean society are 
also addressed. Furthermore, a detailed overview of research objectives and 
research questions, the design of the study, ethical considerations because of 
the sensitive nature of the topic, and the structure of the general dissertation is 
provided. 

In order to gain a comprehensive understanding of the teaching perspective in 
regard to implementing CSE in educational system Chapters 2 and 3 present 
studies focusing on student teachers’ and in-service teachers’ cognitions in 
relation to their behavioral intentions to teach CSE. 

Chapter 2 examines the interrelated effects of student teachers’ cognitions (i.e., 
attitudes, self-efficacy beliefs and knowledge) towards comprehensive sexuality 
education (CSE) on their behavioral intentions to teach CSE into their future 
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practices. Since sexuality education is a sensitive subject with a long trajectory 
of controversies in the Ecuadorean society, the study also examines the impact 
of particular background variables, such as gender, previous training in sexuality 
education and educational subject/discipline. A group of 141 nearly graduating 
students from different subjects/areas/disciplines completed the survey. The 
research instrument was designed and validated to assess student teachers’ 
behavioural intentions to teach CSE, CSE self-efficacy beliefs, CSE attitudes, 
and CSE knowledge. Multiple linear regression analysis presents the results of 
the associations between student teachers’ cognitions (CSE self-efficacy beliefs, 
CSE attitudes and CSE knowledge) and student teachers’ behavioural intentions 
to teach CSE. In a next phase, we also analysed the impact of the background 
variables in their behavioural intentions to teach CSE.  

Chapter 3 addresses the relationship of in-service teachers’ cognitions (i.e., 
attitudes, self-efficacy beliefs and knowledge) towards comprehensive sexuality 
education (CSE) and their intention to implement CSE. In this study, we also 
considered possible associations with teachers’ background variables of gender, 
previous training, and subject discipline, but, additionally, two more variables, 
namely years of experience and geographical location of the schools where they 
worked, were included. A total number of 367 no sexuality education specialist 
teachers selected by a multi-stage stratified cluster sampling procedure 
participated in the study. Basically, teachers from all subjects were invited to 
complete the survey because sexuality education is considered part of the 
transversal axis within the curriculum in Ecuador (Ministerio Educacion, 2010), 
which implies that not a sexuality education specialist, but every teacher should 
be responsible for sexuality education at the classroom. The research tool was 
the same as the one used for student teachers but adapted in language to in-
service teachers. As it was the case in chapter 2, multiple linear regression 
analysis presents the results of the study. 

Inspired in the acknowledged relevance of hearing and integrating adolescents’ 
voices in the design and implementation of sexuality education programs 
Chapters 4 and 5 present the studies focusing on adolescent students´ 
perspectives on CSE in schools. 

Chapter 4 analyses the expressed sexuality education needs of adolescents 
considering a comprehensive approach of sexuality. Since sexuality education 
is a culturally-sensitive construct, the possible associations of the expressed 
needs with background variables as gender, age, geographical living area and 
the migration status of their parents was explored. The last variable was 
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considered of particular importance in the study region, the Azuay province, 
given the large proportion of young people whose parents have migrated abroad, 
a group often considered at risk to developing sexual health problems. By a 
multi-stage stratified cluster sampling, 780 adolescents from public schools aged 
11 and 19 years were recruited and participated in the study. Since the 
framework of sexuality education was explicitly grounded in a comprehensive 
approach, a research tool was developed and validated inspired in the seven 
dimensions of comprehensive sexuality education as proposed by the IPPF 
(2010). Ordinal regression analyses were performed to explore differences in 
adolescents’ needs considering their background variables. This study provided 
a first picture of the situation of comprehensive sexuality education for 
adolescents in Ecuadorean context. 

Chapter 5 explores adolescents’ perceptions of sexuality education they are 
receiving at school (SSE) in a first place, and perceptions about their teachers’ 
professionalism towards addressing sexuality education (SEPT) in a second 
place. This study also tackled the possible associations of SSE and SEPT with 
background variables considered relevant in the current dissertation: gender, 
age, geographical living area and the migration status of their parents. With the 
same multi-stage stratified cluster sampling followed in the study presented in 
chapter 3, we selected adolescents reporting they had received sexuality 
education at schools, resulting in a group of 702 participants from public schools 
aged 11 and 19 years. In this study, a survey consisting of two scales was 
designed and validated. The scale assessing the level of satisfaction of 
adolescents as to the sexuality education they received at school (SSE) was built 
in line with the general guidelines for curriculum design from the Ministry of 
Education (2010), whereas the scale assessing adolescents’ perceptions of the 
sexuality education professionalism of their teachers (SEPT) was developed on 
the basis of Bandura’s theory (2006) and WHO and FCHE indicators (2010). An 
ordinal logistic regression presents the results of this study. The study expands 
the understanding of the situation of comprehensive sexuality education for 
adolescents in the Ecuadorean context from adolescent students’ views.  

Chapter 6 responds to the need to articulate the teaching and learning sides of 
CSE in schools. The relationship between teachers’ perceptions on sexuality 
education with students’ perceptions has received little attention in the academic 
field. The study aims to contribute to the existing literature by examining the 
relationships between teachers’ attributions of importance to address CSE in 
schools and adolescent students’ attributions of importance of receiving CSE in 
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schools. A group of 780 students and 353 teachers belonging to the same school 
completed the survey.  

Chapter 7 provides a general discussion and conclusion. It integrates the main 
findings of the preceding chapters in relation to the research objectives and 
research questions formulated above. These results provide the basis for a 
discussion around the research objectives from a broader perspective. 
Discussion of contributions and practical implications are presented in this 
chapter. Finally, it includes a discussion of the limitations of the studies and 
possible directions for future research. 

Figure 2. Overview of the chapters, research objectives, research 
questions, research variables, design and sample, data analysis and 
output.  
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Chapter Research 
Objective 

Research 
Questions 

Research 
Variables/ 
Categories 

Research 
Design 

and 
sample 

Data 
analysis 

techniques 

Output 
 

1 General Introduction: research context, conceptual framework, research design, overview 
of the dissertation. 

2 1.- 
Association 
between 
student 
teachers´ and 
in-service 
teachers’ 
cognitions 
about CSE 
and their 
potential 
behaviour. 
 

a) To what 
extent in 
student 
teachers´ 
thinking 
process about 
CSE and their 
behavioural 
intention to 
teach 
Comprehensive 
Sexuality 
Education? 
 

-Attitudes 
-Self-Efficacy 
beliefs 
-Knowledge 
-Behavioural 
intention to 
teach 
-Gender 
-Age 
-Subject area 
-Previous 
training 

-Cross-
sectional 
Survey 
-student 
teachers 
(n=141) 
 
 
 

-Descriptive 
statistics  
-EFA and 
CFA  
-Lineal 
regression 
 

Article 
N.1 

3 b) To what 
extent student 
in-service 
teachers´ 
thinking 
process about 
CSE) influence 
their 
behavioural 
intention to 
teach 
Comprehensive 
Sexuality 
Education? 
 

-Attitudes 
-Self-Efficacy 
beliefs 
-Knowledge 
-Behavioural 
intention to 
teach 
-Gender 
-Age 
-Subject area 
-Previous 
training 

Cross-
sectional 
Survey 
-teachers 
(n= 354) 
from urban, 
semi-urban  
and rural 
public 
schools 
 

-Descriptive 
statistics 
-EFA and 
CFA 
-Lineal 
regression 
 

Article 
N.2 

4 2.-
Adolescents´ 
perceptions 
about 
Sexuality 
Education in 
schools in 
Azuay-
Ecuador.  

c) What are the 
adolescents 
expressed 
needs for CSE 
in schools in 
relation with 
their gender, 
age, 
geographical 
school area, 
and the 
migration status 
of their 
parents? 
 

-Gender roles 
-Sexual Health 
-Sexual Rights 
-Pleasure 
-Diversity 
-Violence 
-Relationships 
-Gender 
-Age 
-Geographical 
location 
-Migrated 
parents 

-Cross-
sectional 
Survey 
-
adolescents’ 
students 
(n=780) 
from public 
urban-semi 
urban and 
rural 
schools. 
 

-Descriptive 
statistics 
-Ordinal  
regression 

Article 
N.3 

5 d) To what 
extent 
adolescents are 
satisfied with 
the sexuality 
education they 
were receiving 
at schools?  

-Curriculum 
implementation 
-Perceived 
teachers’ 
competences 
-Gender 
-Age 

-Cross-
sectional 
Survey 
-
adolescents’ 
students 
(n=702) 
from public 

-Descriptive 
statistics 
-Ordinal 
regression 

Article 
N.4 
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ABSTRACT  

Student teachers play a crucial role in the future implementation of sexuality 
education. Related research is scarce and hardly focused on student teachers’ 
perspectives towards their implementation of sexuality education. The current 
study examines the association between Ecuadorean student teacher cognitions 
towards comprehensive sexuality education (CSE), and how this interacts with 
their gender, previous training and subject/discipline and their behavioural 
intentions to implement CSE. Analysis of data collected from N=141 nearly 
graduating student teachers, showed that positive attitudes and high self-efficacy 
beliefs are significantly associated with behavioural intention to teach CSE. 
Implications for teacher education and further research are discussed. 

Keywords: student teachers, sexuality education, implementation, Ecuador. 
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2.1 Introduction  

The demands of contemporary society challenge teachers as key actors in 
formal educational systems. These challenges are often related to the 
identification and definition of key competences that need to be developed in 
student teachers and fostered further during teachers’ professional development 
(Vesely, Saklofske, & Nordstokke, 2014). This is especially the case in the field 
of sexuality education (Goldman & Coleman, 2013). Due to the increasing 
implementation of sexuality education in school settings, teacher education 
faces the need of improving student teachers’ preparation to effectively address 
sexuality education. Available research shows that little is known about sexuality 
education in student teacher education (Martínez, Vicario-Molina, González, & 
Ilabaca, 2014). Scholars even stress how sexuality education is hardly part of 
the teacher education curriculum (Ollis, Harrison, & Maharaj, 2013). These 
findings are in sharp contrast to policies stressing the strategic role of schools in 
the implementation of sexuality education, especially when focusing on 
adolescents (Bay-Cheng, 2003; Thomas & Aggleton, 2016).  

Preparing student teachers to address sexuality education is not an easy task 
since it entails dealing with specific challenges. First, a clearly-defined sexuality 
education approach is required, including a link with the school curriculum and a 
team of hereto trained teacher educators (Ollis et al., 2013). Second, student 
teachers’ perspectives about sexuality and about teachers’ roles in sexuality 
education need to be taken into account during their training (Beijaard, Verloop, 
& Vermunt, 2000). The former refers to controversial topics that touch upon 
student teachers’ own beliefs (Chikoko, Gilmour, Harber, & Serf, 2011), including 
the way they deal with their own sexuality (Nuncio, Márquez, Alonso, & 
González, 2012). According to Gursimsek (2010), both teachers and students 
approach sexuality education with predefined attitudes, knowledge, familial and 
cultural values, prejudices, related experiences and fears. Lastly, studies 
suggest that turning teachers into successful sexuality educators is not easy, 
because teacher often do not consider this being part of their professional tasks 
(Vavrus, 2009). These challenges hint that student teachers need to overcome 
important barriers (Nuncio et al., 2012) that might affect their willingness to 
address sexuality education in future teaching practices. 

In terms of sexuality education implementation, student teachers’ perspectives, 
such as their beliefs, attitudes and knowledge, play a key role (Halstead & Reiss, 
2003) and are at the core of student teachers’ cognitions. Considering these 
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aspects during teacher education is key when trying to explain way student 
teachers (do not) implement related teaching and learning practices (Borg, 1999, 
2003). Complementary, since research stresses that the initiatives preparing 
teachers for sexuality education do not always translate or transfer into actual 
classroom implementation (Talavera, 2004), more attention needs to be paid to 
the development of precursors of actual classroom behaviour.  

2.1.1 Conceptual framework: comprehensive sexuality 
education (CSE)  

A comprehensive approach towards sexuality education (CSE) reflects a holistic 
view towards human sexuality and is based on a rights-based and gender-
focused approach to sexuality as also advocated by the UNESCO (2009) and 
the (UNFPA) (2014). “Comprehensive” refers to the idea that different 
dimensions need to be tackled in sexuality education, including family life, 
relationships, culture, gender roles and sexual violence:  

“Comprehensive sexuality education seeks to equip young people with the 
knowledge, skills, attitudes and values they need to determine and enjoy their 
sexuality – physically and emotionally, individually and in relationships. It views 
sexuality holistically and within the context of emotional and social development. 
It recognizes that information alone is not enough. Young people need to be 
given the opportunity to acquire essential life skills and develop positive attitudes 
and values. CSE must help young people to acquire accurate information, 
develop life skills and nurture positive attitudes and values” (International 
Planned Parenthood Federation [IPPF], 2006, p.6). “Sexuality” is thus viewed 
more broadly than sex, and as such sexuality education in the CSE framework 
differs from sex education: “Sexuality is a central aspect of being human 
throughout life and encompasses sex, gender identities and roles, sexual 
orientation, eroticism, pleasure, intimacy and reproduction. Sexuality is 
experienced and expressed in thoughts, fantasies, desires, beliefs, attitudes, 
values, behaviours, practices, roles and relationships. (…) Sexuality is 
influenced by the interaction of biological, psychological, social, economic, 
political, ethical, legal, historical, religious and spiritual factors” (WHO), 2006, 
p.5). Accordingly, sexuality education should be age-appropriate and consistent 
with young people’s evolving capacities, needs to be culturally relevant and 
scientifically accurate, and should provide realistic and non-judgemental 
information. Moreover, CSE should not only pass on information, but needs to 
raise opportunities to explore a person’s values and attitudes and to invoke 
decision-making, next to developing communication and risk reduction skills 
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regarding sexuality (UNESCO, 2015).  

In Ecuador, the context of this study, we have observed continuous shifts in 
educational policies towards sexuality education (Ministerio Educación, 2012). 
In recent years, Ecuadorian central educational authorities embraced a 
comprehensive sexuality education approach (CSE) as a compulsory part of the 
mainstream school curriculum, at all educational levels, and in both public and 
private schools (Ministerio Educación, 2012). CSE has hereto been defined as 
a transversal axis within the school curriculum, which implies that every teacher, 
at any educational level and responsible for whatever subject, has to be able to 
address sexuality education in his/her classroom. Despite these policy 
regulations, there is a lack of systematic program implementation, no 
implementation follow-up, and hardly evaluation on the base of empirical 
research (e.g. Pineda & Jerves, 2015). The scarcely available data reflect a 
mismatch between the national regulations supporting a CSE approach in 
schools and the actual practices in schools (Ortiz & Palacios, 2009), an alarming 
mismatch since Ecuador has one of the highest rates of early pregnancy in Latin-
America (Castro, & Salinas, 2009; Ministerio de Salud, 2012).  

2.1.2 Teacher cognitions in relation to comprehensive 
sexuality education 

Educational research emphasizes the central role of teacher cognitions in their 
instructional decisions (Borg, 1999; Shahzad, 2016). Teacher cognitions refer to 
“the unobservable cognitive dimensions of teaching – what teachers know, 
believe, and think” (Borg, 2003, p. 81). Consistent with this, the three student 
teacher cognitions considered in this study are: (1) CSE self-efficacy beliefs 
(SE), (2) CSE attitudes and (3) knowledge in relation to CSE. The focus on CSE 
self-efficacy beliefs and CSE attitudes and how they are theoretically linked to 
behavioural intentions is also reflected in the widely accepted Theory of Planned 
Behaviour (TPB). The TPB (Ajzen, 1991) focuses on behavioural intentions in a 
wide variety of fields, such as using computers in the classroom (Teo & Beng 
Lee, 2010), integrating physical activities (Martin, Kulinna, Eklund, & Reed, 
2001), adopting collaborative learning strategies (Lumpe, Haney, & Czerniak, 
1998), or boosting teachers’ atittudes toward inclusion (MacFarlane & Woolfson, 
2013). But next to our focus on student teachers’ self-efficacy beliefs and 
attitudes, we additionally focus on CSE-related knowledge, since research 
stresses how adequate mastery of knowledge about sexuality education is 
strongly associated with related values and beliefs (Fallas, 2010; Ramirez, 
2000). These different aspects will be deepened in the next sections.  
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Self-efficacy beliefs related to CSE 

Bandura (1998, p.624) defines self-efficacy as ‘‘beliefs in one’s capabilities to 
organize and execute the courses of action required to produce given 
attainments”. These beliefs envisage abilities to cope with different situations 
and influence the intrinsic motivation to perform tasks (Bandura, 1977). Self-
efficacy beliefs are considered to impact subsequent behaviour (Canrinus, 2011) 
or at least to mediate in adopting behaviour (Castillo, Derluyn, & Valcke, 2017). 
Looking at teachers, Friedman and Kass (2002, p. 684) define teachers’ self-
efficacy as “their perception of his or her ability to (a) perform required 
professional tasks and to regulate relations involved in the process of teaching 
and educating students and (b) perform organizational tasks, become part of the 
organization and its political and social processes.” Research suggests that 
higher self-efficacy beliefs are associated with improvement of teaching 
practices (Lin & Gorrell, 2001) and persistence in adopting these practices 
(Canrinus, 2011). Self-efficacy beliefs also push teachers to adopting specific 
didactic strategies, such as collaborative learning and peer tutoring (Guskey, 
1988; Jungert & Rosander, 2010; Klassen & Tze, 2014). However, to date, 
research has not yet investigated teachers’ self-efficacy beliefs in relation to 
sexuality education. 

Attitudes towards CSE 

Attitudes refer to behavioural predispositions that lead to avoiding or adopting 
certain behaviour, and/or to respond (un)favourably to an object, person or event 
(Krosnick et al., 2005). This explains why, according to Ajzen and Fishbein 
(1977), attitudes help predicting a person’s behaviour to reach certain targets. 

In the field of sexuality education, attitudes towards sexuality play a vital role 
(Martínez et al., 2014). López (2005, p. 86) defines attitudes towards sexuality 
as “a willingness to give opinions, to feel and to act in relation to sexual objects, 
situations, persons, social norms and customs, and sexual behaviour.” These 
attitudes may be expressed through cognitive (tendency to give opinions and to 
have ideas about objects, situations, habits, behaviours about sexuality), 
emotional (reactions in terms of feelings, sensations and emotional responses 
to a particular sexual stimulus) and behavioural (dispositions to behave in certain 
way) dimensions. Attitudes towards sexuality reflect an evaluative component 
with two poles (Fisher, White, Byrne, & Kelley, 1988) positioned along a 
continuum from favourable, positive attitudes to unfavourable, negative ones 
which are activated automatically when people are faced with the object in 
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question (Reis & Vilar, 2006). 

Scholars suggest that teachers’ attitudes towards sexuality and sexuality 
education are key to its implementation (Gursimsek, 2010; Ramiro & Matos, 
2008; Wight & Buston, 2003). Teachers’ understanding of their own sexual 
biography is for instance fundamental to avoid the imposition of biased point of 
views (Fallas, 2010). Although teacher-related studies are scarce, the latter 
seems also applicable to student teachers (Ollis et al., 2013). Positive attitudes 
may enable teachers to interact in a professional way with the different sexual 
biographies presented by students (Fallas, 2010; López, 2005; Reis & Vilar, 
2006).  

Knowledge in relation to CSE 

Knowledge refers to the mastery of scientific knowledge regarding a specific 
subject (Davey, 2013), implying a deep and full understanding of the subject 
area, and characterized by knowledge of concepts and their relationships 
(Beijaard et al., 2000). Mastery of subject matter knowledge allows teachers to 
adapt and adopt curricula, to invoke effective learning and to adopt high-level 
instructional strategies. As such, knowledge is a precursor of behavioural 
intentions. 

Within the context of CSE, knowledge is understood as the possibility to offer 
scientific, and accurate information about the bio-psychosocial dimensions of 
human sexuality (Fallas, 2010), including facilitating children’s empowerment 
and sexual rights. The information must be balanced, comprehensive, age-
appropriate and not scaring or judgmental (WHO and FCHE, 2010).  

While some previous studies already considered the above precursors to 
intentions to implement sexuality education, no studies are available adopting an 
integrated perspective, looking at the combined effect of these precursors. Since 
there is a solid and unavoidable association between the sensible nature of 
sexuality education and teachers´ own sexuality (Helleve, Flisher, Onya, 
Mũkoma, & Klepp, 2011), and given the fact that sexuality is something culturally 
constructed (Caplan, 2013), the interplay of attitudes, self-efficacy beliefs and 
knowledge towards a sexuality education approach – in this case the CSE 
approach – is expected to influence student teachers’ intentions. 
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2.1.3 Student teachers’ background variables  
In addition to the three main precursors, additional variables need to be 
considered. First, evidence shows clear associations between student teachers’ 
gender and their cognitions (İpek & Camadan, 2012). Gursimsek (2010) for 
example found that male teachers adopt more conservative attitudes towards 
sexuality education and show a higher tendency to developing prejudice 
attitudes towards certain sexuality education topics. The implementation of 
sexuality education is often considered a female domain (Ollis et al., 2013), and 
male teachers have reported being more reluctance to teach sexuality education 
and being resistant to get involved in a “whole school” sexuality education and 
sexual health promotion (McNamara, Geary, & Jourdan, 2010).  

Second, there is evidence that previous training - in particular student teachers’ 
preparation in the field of sexuality education - is key to its actual implementation 
(Francis, 2016; Hedrich, 1998). Given the sensitive and controversial nature of 
sexuality education, its implementation may be stressful for teachers and student 
teachers, generating resistance and hindering teaching practices (Harrison & 
Ollis, 2015). Therefore, previous training might have helped overcoming feelings 
of inadequacy, negative attitudes, self-doubt and uncertainty about the 
knowledge and skills required (Levenson-Gingiss & Hamilton, 1989).  

Third, available literature points at the nature of a teacher’s subject/discipline 
when incorporating sexuality education. In many educational curricula, sexuality 
education is tackled as a stand-alone subject or as a theme incorporated into a 
biology or health-related course, with only one teacher responsible for the topic 
(Ollis et al., 2013; WHO and FCHE, 2010). However, the current debate about 
sexuality education is nested in a school’s curriculum. This argues for an 
implementation as a transversal axis throughout the curriculum and embedding 
sexuality education into every subject. This illustrates how sexuality education 
shifts towards a holistic ‘whole school’ approach, requiring the involvement of all 
school staff (Aggleton, Dennison, & Warwick, 2010) and thus necessitating the 
development of competencies in all teachers to address it within their subject 
domain (Martín, 2007). The national policy in Ecuador about sexuality education 
is in line with this view (Ministerio Educación, 2012).  

2.2 Focus of the present study 

The main objective of the present study is to examine the associations between 
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student teachers’ cognitions, operationalized as attitudes, self-efficacy beliefs 
and knowledge towards comprehensive sexuality education (CSE) and student 
teachers’ behavioural intentions to implement CSE. We also consider the impact 
of student teachers’ background variables, i.e., gender, previous training in 
sexuality education and educational subject/discipline. These variables are of 
interest in the Ecuadorian context, given the presence of gender stereotypes 
(Pinos, Pinos, Baitar, Jerves, & Enzlin, 2016), and the fact that sexuality 
education is considered part of the transversal axis within the curriculum 
(Ministerio Educacion, 2012), which implies that not a sexuality education 
specialist, but every teacher should be responsible for sexuality education. 

2.3 Method 

2.3.1 Participants 
Participants were student teachers of the secondary education teaching degree 
in the Faculty of Philosophy, Letters and Educational Sciences of the University 
of Cuenca (Ecuador), the largest public university in the southern part of 
Ecuador. Seven secondary educational tracks are offered in this Faculty, 
depending on student’s subject/discipline. A complete group of students enrolled 
in the last semester of each one of the seven tracks were invited to participate. 
In the case of tracks with two groups (Physical culture and English), one of the 
groups was randomly selected. In total, a group of 141 student teachers, formed 
by the complete group of each track, were invited to participate. Of this group, 
100% volunteered to participate in the study and 100% completed the survey. 
Respondents were enrolled in History and Geography (22; 15.6%), Literature 
and Language (21; 14.9%), Philosophy (20; 14.2%), Physical Culture (20; 
14.2%), English (20; 14.2%), Maths and Physics (19; 13.5%) and Basic 
Education (17; 12.1%). Two (1.4%) followed two programs simultaneously. 

The majority (54.6%) of the respondents were female, mirroring the 
predominance of female teachers in Ecuador (68%) (Ministerio Educacion, 
2013). A group of 40 respondents (28.4%) indicated they did not receive earlier 
training about sexuality education, 28 (19.9%) had addressed sexuality 
education in the context of their undergraduate program, 12 (8.5%) received 
sexuality education training at multiple instances, one (0.7%) participant was 
trained through the Ministry of Education, and most respondents (60; 42.6%) had 
attended prior training/workshops about sexuality education but from other 
institutions than the Ministry of Education or outside university context. 
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2.3.2 Procedure  
In view of the study, a survey was set up. The key researcher (JC) administrated 
the survey during a regular classroom session. Survey administration started by 
explaining the study aims. Next, a written informed consent was obtained by 
stressing participants’ voluntary participation, the right to withdraw from 
participation at any time, confidentiality and anonymity. Participants completed 
the survey individually in the presence of their peers and the researcher. 
Administration took on average twenty-five minutes. After administration, the 
researcher’s contact details were provided in case participants had further 
questions. Authorization to set up the study was obtained from the ethics 
committees of the relevant faculty authorities. 

2.3.3 Research instruments 
Research instruments were designed to assess (1) student teachers’ 
behavioural intentions to teach CSE, (2) participants’ CSE self-efficacy beliefs, 
(3) CSE attitudes, and (4) CSE knowledge. The IPPF framework guided the CSE 
scale design (IPPF, 2006). And to guarantee instrument quality, guidelines were 
followed of DeVon, Block, Moyle-Wright, Ernst, Hayden, Lazzara, et al., (2007). 

In view of guaranteeing content validity, a pilot version of all instruments was 
reviewed by two experts resulting in twelve items being reformulated. Next, the 
pilot versions were tested involving 32 student teachers (not included in the 
research sample) to check completeness, comprehensibility and feasibility of the 
instrument. After pilot testing, four items were reformulated and three items were 
enriched with a clarification. The structure and the format of the instruments were 
qualified as adequate. As will be explained below, further quality analysis was 
carried out building on exploratory and confirmatory factor analysis. To interpret 
fit indices resulting from a confirmatory factor analysis (CFA) of SEM results, we 
considered the following fit indexes and benchmarks that take into account small 
sample sizes (Byrne, 1994; Hu & Bentler, 1999), CFI close to .95; RMSEA > .05 
and SRMR > .06 acceptable Type II error in small samples. Lastly, to determine 
scale reliability, we calculated a measure of internal consistency (Cronbach’s 
Alpha). In addition, a background questionnaire was developed to map 
participant’s gender, undergraduate program/discipline and previous training in 
sexuality education. 

Student teachers’ behavioural intentions to teach CSE were measured with a 
scale adopted from Meyer, Allen and Smith (1993) and Lee, Carswell and Allen 
(2000). The scale assesses occupational commitment for a job, and the intention 
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to engage regularly in relevant professional activities (Lee et al., 2000). 
Commitment has been previously studied as a significant indicator of potential 
teacher behaviour (see e.g., Canrinus, 2011) and is therefore used as a proxy 
for intentions to teach CSE. Five items were included, each stated in the first 
person (I, My) (Meyer et al., 1993) (e.g., “It is my role as a teacher to focus on 
sexuality education with my students”, “I will be willing to address sexuality 
education within my classes if I have to do it”). Participants were asked to rate 
their level of agreement with the statement on a 6-point Likert scale (from 1 – 
“strongly disagree” to 6 – “strongly agree”). Exploratory factor analysis identified 
one component, determining 62.93% of the variance. High internal consistency 
was observed (Cronbach’s alpha 0.85). Results from a confirmatory factor 
analysis of this scale showed an acceptable fit for the one factor solution (X2=5,6; 
df=3; p=,132; CMIN/df= 1.87; RMSEA = .079; SRMR = .03; CFI=.99). 

The assessment of student teachers’ CSE self-efficacy beliefs was based on the 
guidelines of Bandura (2006) and Friedman & Kass (2002) and the scales of 
Pajares (1996). A 31-items scale was developed (e.g., “I could get that my 
students develop positive attitudes towards sexuality”, “I could maintain a 
respectful environment at addressing issues related to gender roles”), and 
participants were asked to rate their level of perceived self-efficacy towards a 
specific statement on a 10-point Likert scale (from 1 – “I Could not do it” to 10 – 
“definitely I could do it”). High overall internal consistency was observed 
(Cronbach’s alpha=0.97). By conducting exploratory factor analysis, using 
varimax rotation, two factors could be identified, explaining 64.28% of the 
variance. The first component was labelled as “self-efficacy to implement 
sexuality education” (11 items) (Cronbach’s alpha=0.92); the second as “self-
efficacy to address specific CSE topics” (20 items) (Cronbach’s alpha=0.97). 
Confirmatory factor analysis resulted in an acceptable fit between the data and 
the two-factor solution (X2=722,9; df=367; p<.01; CMIN/df=1.97; RMSEA=.08; 
SRMR =.057; CFI=.93). 

Student teachers’ CSE attitudes were measured with a 15-items scale derived 
from Fallas (2010) and Smith et al. (2011). Participants were asked to rate their 
level of agreement with a specific statement on a 6-point Likert scale (from 1 – 
“strongly agree” to 6 – “strongly disagree”). Calculation of initial internal 
consistency revealed a Cronbach’s alpha of 0.40. Because of the relatively low 
overall internal consistency, we carried out a principal axis factor analysis using 
a varimax rotation. Kayser-Meyer-Olkin calculation reveals sampling adequacy 
(KMO=0.794). Three factors were identified, though only two were considered 
meaningful: (a) ‘Favourable attitudes towards CSE’ (items 1, 5, 6, 7, 12 and 15; 
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Cronbach’s alpha=0.77; e.g., “Sexual orientation should be included in sexual 
education in schools”, “Information about birth control should be given to 
adolescents regardless they are sexually active or not”); (b) ‘Unfavourable 
attitudes towards CSE’ (items 3, 4, 8, 11 and 13; Cronbach’s alpha=0.62; e.g., 
“It is appropriate to teach adolescents that sex before marriage is unacceptable”, 
“Addressing issues of sexual violence in the classroom encourage violent 
practices”). The third factor could not be labelled in a meaningful way. Moreover, 
the four related scale items reflected low structure coefficients (<.03). This 
component and related item were therefore removed from the final version of the 
scale. Next, building on the EFA results, a Confirmatory Factor Analysis was 
carried out, reflecting good to very good fit between the data and the two-factor 
solution (X2=61,16; df=43; p=.036; CMIN/df= 1.42; RMSEA=.055; SRMR= .074; 
CFI=.94). 

A 20-item scale to measure student teachers’ knowledge about CSE was based 
on descriptions derived from WHO and FCHE (2010) and Smith et al. (2011). 
Respondents were asked to answer with true/false/unknown when judging a 
specific statement (e.g., “Gender identity matches with sexual orientation”, 
“Sexuality education based on rights promotes the abstinence”). Correct 
answers resulted in a score of 1; wrong or unknown resulted in a score of 0.  

2.3.4 Data analysis  
After a descriptive analysis of the variables, multiple linear regression analysis 
was carried out to study possible associations between the predictor variables 
CSE self-efficacy beliefs, CSE attitudes (favourable and unfavourable) and CSE 
knowledge, and as outcome variable student teachers’ behavioural intentions to 
teach CSE. In a next phase, gender, previous training and subject/discipline as 
background variables were added to the regression. These categorical 
predictors were entered after re-coding them as dummy variables (Field, 2009). 
Significance level was set at .01, and statistical analysis were performed using 
SPSS 19.0 

2.4 Results 

2.4.1 Overall scores and correlations  
Student teachers indicated very positive behavioural intentions to teach CSE, 
high self-efficacy beliefs and high positive attitudes towards CSE; CSE 
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knowledge scores were average (table 1). No indicators for multi-collinearity 
were found. 

Table 1. Mean scores and ranges for each subscale (N=141) 

 
Variables  M (SD) Minimum Maximum 

Behavioural intention to teach (max. 6)* 4.62 (1.01) 1.4 6 

Knowledge (max. 20) 

Self-efficacy beliefs implement (max. 10) 

10.25 (3.12) 

7.09 (1.47) 

1 

2 

17 

10 

Self-efficacy beliefs specific topics (max. 10) 

Favourable attitudes towards CSE (max. 6) 

8.11 (1.38) 

5.23 (0.87) 

3.1 

1.17 

10 

6 

Unfavourable attitudes towards CSE (max. 6) 2.72 (0.99) 1 6 

*maximum value in the scale of the tool. 

2.4.2 Associations between the predictor variables and 
behavioural intentions to teach CSE 

Table 2. Linear Model to identify associations between the predictor variables 
and positive behavioural intentions to teach CSE (N=141) 

 
ba SE B  b�b 

Constant 1.27 
(-0.19; 2.73) 

0.74  

Favourable attitudes CSE 0.45 
(0.26; 0.63) 

0.09 .39* 

Self-efficacy beliefs implementation 0.23 
(0.05; 0.36) 

0.07 .30* 

Self-efficacy beliefs specific topics -0.06 
(-0.23; 0.10) 

0.08 -.08 

Knowledge 0.01 
(-0.03; 0.07) 

0.02 .05 

Unfavourable attitudes CSE -0.07 
(-0.24; 0.09) 

0.08 -.07 

Gender -0.14 
(-0.46; 0.18) 

0.16 -.07 

Previous training: undergraduate programc 0.20 
(-0.24; 0.64) 

0.22 .07 

Previous training: ministry programs 1.07 
(-0.76; 2.90) 

0.92 .08 

Previous training: others programs 0.21 
(-0.16; 0.59) 

0.19 .10 

Previous training: more than one 0.30 
(-0.31; 0.97) 

0.31 .08 
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Subject/discipline: mathd -0.08 
(-0.72; 0.54) 

0.31 -.03 

Subject/discipline: philosophy -0.12 
(-0.70; 0.45) 

0.29 -.04 

Subject/discipline: history -0.12 
(-0.71; 0.46) 

0.29 -.04 

Subject/discipline: language -0.15 
(-0.73; 0.42) 

0.29 -.05 

Subject/discipline: sports 0.17 
(-0.44; 0.78) 

0.31 .05 

Subject/discipline: english -0.10 
(-0.70; 0.49) 

0.30 -.03 

Subject/discipline: more than one -0.89 
(-2.21; 0.42) 

0.66 -.10 

a Beta values and confidence interval; b Standardized beta values; c Base category: no training;  
d Base category: Basic Education. Note: * p<.01.  

 

The regression analysis results showed that favourable attitudes towards CSE 
and high self-efficacy beliefs to implement CSE were significantly associated 
with positive behavioural intentions to teach CSE (Table 2), whereby the model 
explained 27.6% of the variance (p<.001; R=.603; R2=.364; SE=0.86; Durbin-
Watson value d=1.93, suggesting no first order linear autocorrelation in the 
multiple linear regression data).  

The significant predictors in model 2 suggested that an increase with one unit in 
favourable attitudes towards CSE was associated with an increase of 0.45 units 
in teachers’ positive behavioural intentions to teach CSE. Likewise, an increase 
in self-efficacy beliefs to implement CSE with one unit seemed to result in an 
increase of 0.21 units in positive behavioural intentions to teach.  

The analysis results showed that knowledge, unfavourable attitudes and self-
efficacy beliefs to address specific topics were not significantly associated with 
student teachers’ behavioural intentions to teach CSE. Likewise, results 
indicated that the differences between men and women, different types of 
training or teaching a particular subject/discipline were also not significantly 
associated with their behavioural intentions to teach CSE. 

2.5 Discussion 

The current study explored associations between student teachers’ cognitions 
(attitudes, self-efficacy beliefs and knowledge) and comprehensive sexuality 
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education, their background characteristics (gender, previous training in 
sexuality education and subject/discipline of study) and their behavioural 
intentions to teach CSE. By examining these associations, an in-depth picture 
could be developed about what and how future teachers intend to integrate CSE 
in their future teaching practices.  

Our results present evidence that student teachers who are holding strong self-
efficacy beliefs and favourable attitudes towards CSE are more likely to 
integrate/teach CSE into their future teaching practices. Unfavourable attitudes 
towards CSE and CSE knowledge appear not being significantly associated with 
student teachers’ intentions to teach CSE into their future teaching practices. 
Favourable attitudes toward CSE seem being most strongly associated with 
teachers’ intentions to teach CSE.  

Our findings about teachers’ positive attitudes are in line with previous studies 
involving in-service teachers (Manzano & Jerves, 2015; Martínez, Vicario-
Molina, González, & Ilabaca, 2014; Ramiro & Matos, 2008;). Yet, the current 
results also address the potential impact of unfavourable attitudes. Earlier 
studies pointed at the difficulties associated with negative attitudes of teachers 
toward sexuality and sexuality education and prospective teaching practices 
(Fallas, 2010; Gursimsek, 2010), particularly by teachers avoiding to address the 
subject (Martínez et al., 2014). This implies that the more favourable the attitudes 
of student teachers towards CSE dimensions are the more likely it is they will 
accept the CSE sexuality education approach to address in the future. Given the 
fact that attitudes are deeply rooted in the cultural context (Sharma, Simi, & 
Forlin, 2015), and given the observation that teachers’ attitudes are more difficult 
to be affected by training in sexuality education (Fallas, 2010), boosting 
prospective teachers’ positive attitudes towards CSE should be a priority in 
teacher education.  

Unlike attitudes, to date, self-efficacy beliefs in relation to teaching sexuality 
education have less been studied, in particular in relation to teacher education. 
According to our findings, CSE self-efficacy beliefs are strongly associated with 
intentions to integrate CSE into teaching practices. This finding is in line with 
previous studies that stress the importance of feeling confident and prepared to 
teaching sexuality education topics on teachers’ practices and behaviours 
(Fisher & Cummings, 2016; Goldman & Grimbeek, 2016). This might indicate 
that when student teachers feel more confident about their capacities to address 
the different CSE topics, they will also be more interested and even motivated to 
incorporate CSE in their daily teaching practices. This reflects Bandura's view 



106 |  Chapter 2 

(1993) that a strong sense of self-efficacy enhances personal accomplishment, 
guiding effective and decided performance.  

Interestingly, knowledge about CSE was not significantly linked to student 
teachers’ behavioural intentions to teach CSE, a finding contrasting Sinkinson 
(2009) who revealed how student teachers’ perceived knowledge about sexuality 
and sexuality education was very strongly linked to the teaching of this subject. 
This could be due to the rather average scores on the knowledge scale in our 
study, which could indicate that a certain threshold mastery level needs to be 
attained before it affects intentions to teach. Given that mastery of a scientific 
domain has been found important in view of future teaching practices (Evans & 
Tribble, 1986), insufficient mastery might put teacher intentions “on hold”. This 
result at least underscores the need to increase CSE-related knowledge in 
student teachers, as reported earlier in the study of Cohen and colleagues 
(2004).  

In terms of gender, our findings mirror earlier studies reporting no gender 
differences in student teachers’ willingness to provide sexual health education in 
school (Gunay, Cavas, & Hamurcu, 2015; Ramírez, 2000). This is in contrast 
with evidence supporting the notion that teachers’ gender plays a role in sexuality 
education’s prospective integration. Specifically, it has been found that cultural 
patterns of what is considered masculine or feminine roles influences the 
implementation of sexuality education in schools. Thus, McNamara and 
colleagues (2010) found that the cultural idea of schools as feminised 
environments and teaching as a feminine profession are constraints on the 
willingness of male teachers to teach sexuality education in schools. Ollis et al. 
(2013) also assert that teaching sexuality education has a significant bias 
towards female involvement because it is a “feminine area”. In the same line, 
Martinez and colleagues (2014) postulated that gender stereotypes influence 
men as such that they show less interest than women in learning and teaching 
about sexuality education. Given that traditional gender roles are a strong 
cultural factor in Ecuadorian society (Jerves et al., 2014), our results call for 
special attention. In this regard, we hypothesize that there might be an increasing 
awareness of student teachers’ perceptions of the importance of sexuality 
education which is linked to their own role as future teachers on the one hand, 
and with their own previous sexuality education experience on the other hand. 
This explanation definitely requires further research. 

Findings regarding the subject/discipline area of the student teachers reflect no 
significant association with student teachers’ intentions to address CSE within 
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their future teaching practices. These results are in line with Gotuzzo and 
colleagues (2001). A possible explanation agrees with Martínez et al. (2014) who 
state that student teachers from different tracks - as literature, history, sciences, 
etc. - have less possibilities of learning about sexuality education within their 
preparation.  

Our negative results in terms of the impact of previous training is somewhat 
surprising, since more than half of participants reported having received training 
about sexuality education. Previous research pointed out that prior training 
positively predicts future delivery of sexuality education. However, it has also 
been reported that even with training, teachers might not feel comfortable or not 
motivated to address sexuality education (Coyle, Anderson, & Laris, 2015). It 
has been argued that there is a significant association between previous training 
and actual knowledge in terms of sexuality education (Carrera, 1972) and that 
training correlates to individual conceptions about sexuality education (Berger, 
Bernard, Khzami, Selmaoui, & Carvalho, 2008). Our results about previous 
training and knowledge might indicate that previous training needs particular 
features to being able to contribute to student teachers’ preparation in order to 
accomplish an effective future integration. Among others, we already stated that 
a minimum threshold level in knowledge should be achieved (Cohen, 2004; 
Veiga, Teixeira, Martins, Melico-Silvestre, 2006).  

Overall, our findings about the background characteristics imply that whether the 
student teachers are female or men, are students of literature, history, 
mathematics, etc. or having received some training in sexuality education or not 
do not play a key role in their intention to address sexuality education in future 
teaching practices. On the contrary, the results might suggest there is certain 
consistency in student teachers’ views about sexuality and sexuality education. 
This could be due to the common pedagogical curriculum they share in which 
sexual education is included in one unit of the course of developmental 
psychology. Further, because of the condition of student teachers, they have not 
yet been involved in an actual professional teaching position, and therefore have 
not yet interacted with adolescents and parents, nor faced certain curriculum 
topics. As such, student teachers may not know in “real life” what the teaching 
of a controversial topic might imply in reality (Ollis et al., 2013), do not know to 
handle something that is not an exam subject (Hiriart, 1999; WHO and FCHE, 
2010), and might have the tendency to reproduce how they were pedagogically 
prepared in view of future educative practices (Korthagen, 2008). 

Our findings have implications for research, school practice and teacher 
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education. First, from a theoretical perspective, the findings help developing a 
better understanding of how student teacher cognitions help shaping future 
teaching practices. Thus far, the literature mainly stressed how sexuality 
education generates anxiety, fear and concerns in student teachers (Sinkinson, 
2009). From a teaching practice perspective, our findings confirm that pre-
service teachers embrace a comprehensive sexuality education approach and 
envision they will play a role in the teaching of this approach. This is promising 
to improve sexuality education of future adolescents and the fact the Ecuadorian 
context reflected a rather weak tradition in embracing CSE. In relation to teacher 
education, the results highlight the importance of reviewing student teachers’ 
CSE training (see also Sharma et al., 2015). A stronger investment in developing 
knowledge about CSE seems needed. The latter should consider student 
teachers’ cognitions, such as their self-efficacy and attitudes (Martínez et al., 
2014), and identify potential weaknesses that could be addressed at the time of 
teacher preparation. On addition, research could also focus on teacher 
educators’ CSE cognitions and teaching approaches. 

Limitations of the present study should be considered. Our results are linked to 
the particular Ecuadorian context and based on data from one – though large – 
public university. A replication of the present study, involving other universities 
from other regions seems needed. Second, we considered a specific number of 
student teachers’ cognitions. Research points at other emotional variables 
affecting behavioural intentions in future teachers (O’Connor, 2008; Zembylas, 
2005). Also, studying teachers’ cognitions on the base of self-report scales could 
have been a limiting factor to uncover the impact of these cognitions. A 
qualitative study building on alternative approaches that put students in touch 
with real-life classroom practices and while interacting with future colleagues 
could enhance the current approach (see e.g., the use of clinical simulations, 
video-vignettes). Lastly, the current group of student teachers were not involved 
in an actual specific CSE course within their curriculum. Linking the actual study 
to an intervention with a focus on CSE teaching approaches would be helpful to 
identify in a better way the relationship between CSE knowledge and behavioural 
intentions to teach sexuality education.  

2.6 Conclusions 

Our study has provided insight into the associated nature of student teachers’ 
cognitions and background variables with the potential implementation of 
sexuality education. The findings lead to conclude that student teachers’ positive 
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attitudes and self-efficacy beliefs in the field of comprehensive sexuality 
education robust predict an intention to teach it. We did not observe an effect of 
student teachers’ gender, previous training, subject/discipline area and even 
knowledge in their intention to teach it. The results underpin the importance of 
understanding teachers’ cognitions in view of their future practices. The study 
also suggests that in order to improve the implementation of sexuality education, 
student teachers’ training should be challenged. The results of this study add to 
the current body of research that calls for effective ways to prepare sexuality 
educators facing the challenges in the Latin America and Ecuadorian context 
and society. 
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ABSTRACT  

Globally, there is an increasing attention to provide sexuality education in the 
school system. This implies a particular and crucial role of teachers for which 
they are not always prepared, particularly when sexuality education is a cross 
curriculum subject. Related research is scarce in tackling perspectives of 
teachers, no specialized in sexuality education, in relation to the implementation 
of this subject. The current study examines the association between Ecuadorean 
teacher cognitions towards comprehensive sexuality education (CSE), and how 
this interacts with their gender, previous training, years of experience, 
subject/discipline geographical location of the schools and their behavioural 
intentions to implement CSE. Multiple linear regression was conducted. Analysis 
of data collected from N=353 no sexuality education specialized teachers, 
showed that favourable attitudes towards CSE in schools and high self-efficacy 
beliefs to implement CSE were significantly associated with positive behavioural 
intentions to teach CSE. Implications for teacher professional development and 
further research are discussed. 

Keywords: comprehensive sexuality education, teachers, implementation, 
Ecuador. 
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3.1 Introduction 

In most countries, the school system is a formal place to implement sexuality 
education, often stated as a legal part of the curriculum (Bay-Cheng, 2003; 
Thomas, & Aggleton, 2016). But this formal or legal status does not guarantee 
effective sexuality education (Martínez et al., 2012). For instance, teacher 
education seems crucial to guarantee effective implementation into teaching 
practices (Ponzetti, 2015). Yet, sexuality education is hardly part of pre-service 
teachers’ preparation (Ollis, Harrison, & Maharaj, 2013), and scarcely part of 
professional development of in-service teachers (Álvarez et al., 2011; Darré, 
Jerves, Castillo, & Enzlin, 2015; López, 2005). Therefore, sexuality education 
often remains limited (IPPF, 2006; Parker, Wellings, & Lazarus, 2009). 

In the Latin American context, sexuality education is also advocated to be part 
of the school curriculum (Meinardi & Plaza, 2009). It is even grounded on 
strategies that go beyond a predominant medical perspective (Darré et al., 
2015). However, studies in this region also reveal weak teacher preparation 
towards sexuality education, and a lack of commitment of teacher education 
institutions to address sexuality education (Restrepo et al., 2010). This has clear 
consequences. For example, Saavedra (2014) found that teachers do not stress 
sexuality education, excepting in biology classes. Teachers often do not see 
themselves as sexuality educators within their professional profiles (Vavrus, 
2009). 

Cohen, Byers and Sears (2012) and Manzano and Jerves (2018) pointed out 
that most teachers are hardly willing to teach sexuality education. Studies about 
willingness of teachers to provide sexuality education are scarce, despite the fact 
that willingness is key for effective sexuality education implementation (Helleve, 
Flisher, Onya, Mũkoma, & Klepp, 2011; Kehily, 2002; Milton et al., 2001; Oulton, 
Day, Dillon, & Grace, 2004).  

The former suggests that to understand effective implementation of sexuality 
education, we should know more about what makes teachers willing to teach this 
topic. Gursimsek (2010) stresses that teachers (and students) approach 
sexuality education from their own perspectives shaped by predefined attitudes, 
knowledge, familiar and cultural values, prejudices, related experiences and 
fears. Furthermore, Helleve and colleagues (2011) pointed out that there is an 
association between teachers’ sexuality education and teachers’ own sexuality. 
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In recent years, teacher education growingly incorporates teachers’ perspectives 
to understand teaching practices (Beijaard, Verloop, & Vermunt, 2000). This 
implies that personal frameworks act as guides for future action, through 
‘reflection’ on earlier experiences (Korthagen & Kessels, 1999). Teachers’ 
personal frameworks are defined by their skills, beliefs, attitudes, professional 
qualifications, and demographic and personal characteristics (Cohen et al., 
2012). Borg (1999) introduces in this context the concept of “teacher cognitions”. 
These incorporate teacher attitudes, self-efficacy beliefs and knowledge. In 
addition, Hargreaves (1999) and Artiles (1998) stress that also background 
variables should be considered, such as teachers’ gender, years of experience, 
subject/discipline, previous training, and geographical location of their schools. 
These variables have shown to being associated with the implementation of 
sexuality education. 

Given the sensitive nature of sexuality education, it is difficult to study actual 
teaching practices. But, as an alternative, we can focus on teachers’ willingness 
to implement sexuality education. Research points at clear precursors of such 
behavioural intentions, such as attitudes (Gursimsek, 2010; Manzano & Jerves, 
2015; Smith & Harrison, 2013), knowledge (Fallas, 2010; Ramírez, 2000), and 
self-efficacy (Barr et al., 2014). Yet, no studies are available that have adopted 
an integrated perspective, looking at the combined effect of these precursors. 
Given the association between teachers’ adoption of sexuality education and 
teachers’ own sexuality (Helleve, Flisher, Onya, Mũkoma, & Klepp, 2011), and 
given the fact that sexuality is something culturally constructed (Caplan, 2013), 
the interplay of attitudes, self-efficacy beliefs and knowledge towards a sexuality 
education approach – in this case the CSE approach – is expected to influence 
teachers’ behavioural intentions to teach sexuality education. 

In Ecuador, the context of this study, the focus on sexuality education has often 
shifted in the educational system (Ministerio Educacion, 2012). Currently, 
educational authorities embrace a comprehensive sexuality education approach 
(CSE). CSE is considered a compulsory part of the school curriculum at all 
educational levels (Ministerio Educación, 2012). This comprehensive approach 
(CSE) reflects a holistic view on human sexuality, and is grounded in a rights-
based and gender-focused approach to sexuality education as advocated by the 
UNESCO (2009) and the UNFPA (2014): “Comprehensive sexuality education 
seeks to equip young people with the knowledge, skills, attitudes and values they 
need to determine and enjoy their sexuality – physically and emotionally, 
individually and in relationships. It views sexuality holistically and within the 
context of emotional and social development. It recognizes that information 
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alone is not enough. Young people need to be given the opportunity to acquire 
essential life skills and develop positive attitudes and values. CSE must help 
young people to acquire accurate information, develop life skills and nurture 
positive attitudes and values” (IPPF, 2006, p.6). 

Despite the socio-political interest in sexuality education in Ecuador (Darré et al., 
2015), hardly any initiatives have been set up to prepare teachers in view of 
teaching sexuality education. Yet, since CSE is seen as a transversal axis within 
the school curriculum, every teacher – independent of the school subject (s)he 
is teaching – should be able to address sexuality education. Nevertheless, as 
Pinos and colleagues (2017) have stated, many Ecuadorean teachers are 
obliged to take teaching responsibility in sexuality education without mastering 
the related competences. Scarce empirical evidence is available about the reality 
of sexuality education implementation in Educatorian schools (e.g., Pineda & 
Jerves, 2015). The scarce available data reflect a mismatch between national 
regulations and the actual provisions in schools (Ortiz & Palacios, 2009). A study 
conducted in Cuenca (Manzano & Jerves, 2018) found teachers’ moral 
prejudices and avoidance towards sexuality education issues due to the lack of 
training. The same study reported that only 24% of teachers indicated that they 
tackle sexuality education as a transversal axis and 51% of teachers provide 
sexuality education only once a year.  

The latter is alarming, given the fact that Ecuador has one of the highest rates of 
early pregnancy in Latin-America (Castro, & Salinas, 2009; Ministerio Salud 
Ecuador, 2012) and since Ecuadorian adolescents still see their teachers as the 
main support for their sexuality education needs (Jerves et al., 2014).  

In the present article, we first elaborate on the factors that are linked to teachers’ 
willingness to adopt a CSE approach. Next, we present a picture of our research 
design before moving to the results. These are discussed in view of defining 
possible implications and directions for future research. 

3.2 Conceptual framework  

3.2.1 Teacher cognitions  
As stated earlier, teacher cognitions influence their instructional decisions 
(Shahzad, 2016). They refer to “the unobservable cognitive dimensions of 
teaching –what teachers know, believe, and think” (Borg, 2003, p. 81). Three 
teachers’ cognitions are considered in this study: 1) CSE self-efficacy beliefs 



128 |  Chapter 3 

(SE), (2) CSE attitudes and (3) knowledge in relation to CSE. The focus on CSE 
self-efficacy beliefs and CSE attitudes and how they are theoretically linked to 
behavioural intentions is reflected in the Theory of Planned Behaviour (TPB). 
The TPB (Ajzen, 1991) focuses on behavioural intentions in a wide variety of 
fields, such as using computers in the classroom (Teo & Beng Lee, 2010), 
integrating physical activities (Martin, Kulinna, Eklund, & Reed, 2001), adopting 
collaborative learning strategies (Lumpe, Haney, & Czerniak, 1998), or boosting 
teachers’ atittudes toward inclusion (MacFarlane & Woolfson, 2013). Next to a 
focus on teachers’ self-efficacy beliefs and attitudes, we additionally focus on 
their CSE-knowledge, since research stresses how adequate mastery of 
knowledge about sexuality education is strongly associated with related values 
and beliefs (Fallas, 2009; Ramirez, 2000). 

Self-efficacy beliefs related to CSE 

Bandura (1993, 1997) defines self-efficacy as ‘‘beliefs in one’s capabilities to 
organize and execute the courses of action required to produce given 
attainments” (p. 3). Self-efficacy beliefs impact subsequent behavior (Canrinus, 
2011) or at least mediate in adopting behaviors (Sang, Valcke, van Braak, & 
Tondeur, 2009). Friedman and Kass (2002, p. 684) define teacher self-efficacy 
as “their perception of his or her ability to (a) perform required professional tasks 
and to regulate relations involved in the process of teaching and educating 
students and (b) perform organizational tasks, become part of the organization 
and its political and social processes.” This explains why higher self-efficacy 
beliefs are associated with improved teaching practices (Canrinus, 2011; Lin & 
Gorrell, 2001). To date, research has not yet focused on the relationship between 
teachers’ self-efficacy and sexuality education. 

Attitudes towards CSE 

Attitudes refer to behavioural predispositions that lead to avoiding or adopting 
certain behaviour, and/or to respond (un)favourably to an object, person or event 
(Krosnick et al., 2005). This explains why, according to Ajzen and Fishbein 
(1977), attitudes predict a person’s behaviour to reach certain targets. 

In the field of sexuality education, attitudes towards sexuality play a vital role 
(Martínez et al., 2014). López (2005, p. 86) defines attitudes towards sexuality 
as “a willingness to give opinions, to feel and to act in relation to sexual objects, 
situations, persons, social norms and customs, and sexual behaviour.” These 
attitudes may be expressed through cognitive (tendency to give opinions and to 
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have ideas about objects, situations, habits, behaviours about sexuality), 
emotional (reactions in terms of feelings, sensations and emotional responses 
to a particular sexual stimulus) and behavioural (dispositions to behave in certain 
way) dimensions. These attitudes fluctuate between favourable positive pole and 
unfavourable negative ones (Fisher, White, Byrne, & Kelley, 1988; Reis & Vilar, 
2006). 

Scholars suggest teachers’ attitudes towards sexuality and sexuality education 
are key to its implementation (Gursimsek, 2010; Ramiro & Matos, 2008; Wight & 
Buston, 2003). Teachers’ understanding of their own sexual biography is for 
instance fundamental to avoid biased point of views (Fallas et al., 2012). Positive 
attitudes may enable teachers to interact in a professional way with different 
sexual biographies presented by students (Fallas, 2010; López, 2005; Reis & 
Vilar, 2006).  

Knowledge in relation to CSE 

Knowledge implies a deep and full understanding of a subject domain (Beijaard 
et al., 2000; Davey, 2013). Mastery of the specific subject matter knowledge 
allows teachers to adapt and adopt curricula, and to adopt high-level instructional 
strategies. As such, knowledge is a precursor of behavioural intentions. Within 
CSE, knowledge is implies offering scientific, and accurate information about the 
bio-psychosocial dimensions of human sexuality (Fallas, 2010), including a focus 
on empowerment and sexual rights. This knowledge base is expected being 
balanced, comprehensive, age-appropriate and not scaring or judgmental (WHO 
and FCHE, 2010).  

3.2.2 Background variables  
Earlier research has pointed at associations between teachers’ gender and their 
cognitions (İpek & Camadan, 2012). In the case of sexuality education, 
Gursimsek (2010) found that male teachers adopt more conservative attitudes 
and show a higher tendency to developing prejudice attitudes towards sexuality 
education topics. Sexuality education is often considered a female domain (Ollis 
et al., 2013), and male teachers have been reported being reluctant to teach 
sexuality education, and resistant to adopt a “whole school” sexuality education 
or sexual health promotion approach (McNamara, Geary, & Jourdan, 2010).  

Training in the field of sexuality education has been found critical for sexuality 
education implementation (Francis, 2016; Hedrich, 1998). This training helps 
them meeting the sensitive and controversial nature of sexuality education 
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(Harrison & Ollis, 2015). Also Levenson-Gingiss and Hamilton (1989) stress that 
training helps overcoming feelings of inadequacy, negative attitudes, self-doubts 
and uncertainty about the situation to face.  

Years of teaching experience has bene found being crucial for implementing 
innovations (Thurlings, Evers, & Vermeulen, 2015). Saavedra (2014) found that 
more years of experience generated differences in willingness to address 
sexuality education.  

Research about sexuality education points at the impact of the subject/discipline 
– and its teacher – to incorporate sexuality education. In most curricula, sexuality 
education is considered a stand-alone subject or as a theme within biology or 
health courses, with only one teacher being responsible (Ollis et al., 2013; WHO 
and FCHE, 2010). However, CSE implies a transversal approach, meaning 
sexuality education should be embedded in every subject (Aggleton, Dennison, 
& Warwick, 2010). This reflects a holistic ‘whole school’ approach, requiring 
involvement of all staff. Consequently, all school teachers should be able to 
address it within their subjects (Martín, 2007).  

A last background variable is the geographical location of schools. The physical 
context can influence teachers´ perspectives and behaviour (Hargreaves, 1999). 
Therefore, Saavedra (2014) suggests studying the geographical location of 
schools when studying sexuality education implementation. Kornblit, Sustas and 
Adaszko (2013) found differences in how teachers conceptualize sexuality 
education according to the geographical location of schools. Rural versus urban 
locations seem to differ in the way cultural values play a stronger or weaker role.  

3.3 Method 

In view of studying the factors related to teachers’ intentions to teach CSE, a 
survey instrument was designed to gather information from in-service teachers 
about the related variables. Next to general background questions, four sub-
scales reflect the focus on specific factors.  

3.3.1 Participants 
Participants were in-service – non-sexuality education specialized - teachers 
from public schools, in urban and rural areas in Azuay, Ecuador. A multi-stage 
stratified cluster sampling procedure was followed to include schools offering 
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both upper basic educational (8th, 9 th and 10th grade) and secondary education 
(1st, 2nd and 3rd). These schools address students from 11 to 18 years old.  

In a first sampling procedure step, building on demographic information of the 
Azuay region, 8 cantons (50% of all cantons) were selected. In a second step, 
18 high schools were randomly selected from these 8 cantons: 

• From 5 cantons: two high schools, one urban and one rural (10 in total) 
• From 2 cantons: two high schools, the only ones in the canton (2 in total), 
• From the capital canton: two urban, two rural, and two urban-rural schools 

(6 in total). 

All teachers from these schools were invited to participate in the study (N=417). 
In total, 367 teachers completed the survey. Response rate varies across 
schools from 85% to 95%. Of this total, 14 were dropped because of missing 
data, resulting in a final data set from 353 teachers. Near gender balance was 
achieved with 50.7% of respondents being female. This is not completely in line 
with the Ecuadorian national picture, showing a 68% majority of females in these 
schools (Ministerio Educacion, 2013) . In terms of years of experience, 44.5.1% 
of the teachers reported between 0-10; a group of 37.4% reported between 11-
25; and 18.1% stated more than 25 years of experience. Considering previous 
sexuality education training, 46,5% of the teachers reported having attended 
training/workshops from particular organizations, 16.1% reported training from 
the Ministry of Education, 8.8% reported they tackled the topic at University, and 
28.6% did not receive training. Looking at teachers’ school subject, 37.4% were 
science teachers (math, physics and biology), 32% were from social sciences 
(language, history and philosophy), 21% from other subjects (English, computer 
studies, arts, sports), and 9.6% indicated teaching more than one subject. 
Finally, 55.5% belonged to urban schools, 31.2% to rural schools and 13.3% to 
urban-rural schools. 

3.3.2 Procedure 
Authorization for this study was obtained from the Ecuadorian Ministry of 
Education. School authorities – after additional authorization from local 
authorities - accepted to participate in the study. Trained researchers visited the 
schools during in May-July 2015. School authorities established the time and 
date for survey administration. School authorities invited teachers to participate, 
but stressed participation was voluntary.  
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Survey administration started by informing the teachers about the study aims 
and by indicating some survey questions would address personal issues. The 
study conditions were explained (voluntary participation, the right to withdraw 
from participation at any time and anonymity), and contact information was given 
in case of further information needed. Next, teachers were invited to give their 
informed consent by signing a form. Next, teachers completed individually the 
survey, in the presence of the researcher. Administration took on average 
twenty-five minutes. After completion, participants received a free snack and a 
drink.  

3.3.3 Research instruments 
Research instruments were designed to assess (1) teachers’ behavioural 
intentions to teach CSE, (2) participants’ CSE self-efficacy beliefs, (3) CSE 
attitudes, and (4) CSE knowledge. The IPPF framework guided CSE scale 
design (IPPF, 2006). Design guidelines were followed of DeVon et al. (2007). 

In view of guaranteeing content validity, a pilot version of all instruments was 
reviewed by two experts resulting in twelve items being reformulated. Next, pilot 
versions were tested involving 36 in service - teachers (from three public schools 
with the same characteristics of the research sample schools) to check 
completeness, comprehensibility and feasibility of the instrument. After pilot 
testing, two items were reformulated and three items were enriched with a 
clarification. The structure and the format of the instruments were qualified being 
adequate. As will be explained below, further quality analysis was carried out 
building on exploratory and confirmatory factor analysis. To interpret fit indices 
resulting from a confirmatory factor analysis (CFA) of SEM results, we 
considered the following fit indexes and benchmarks that take into account small 
sample sizes (Byrne, 1994; Hu & Bentler, 1999), CFI close to .95; RMSEA >.05 
and SRMR <.06 acceptable Type II error in small samples. Lastly, to determine 
scale reliability, we calculated internal consistency (Cronbach’s Alpha).  

In addition, a background questionnaire was developed to map participant’s 
gender, years of experience, previous training in sexuality education, subject 
area and geographical location of schools. 

Teachers’ behavioural intentions to teach sexuality education were measured 
with the scale adopted from Meyer, Allen, & Smith (1993) and  Lee, Carswell, & 
Allen (2000). The scale assesses occupational commitment for a job, and the 
intention to engage regularly in relevant professional activities (Lee et al., 2000). 
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Commitment has been previously studied as a significant indicator of potential 
teacher behaviour (see e.g., Canrinus, 2011) and is used as a proxy for the 
intentions to be engaged in teaching CSE. Five items, focusing on the affective 
component of job commitment, were included, each stated in the first person (I, 
My) (Meyer et al., 1993) (e.g., “It is my role as a teacher to work on sexuality 
education with my students”, “I will be willing to address sexuality education 
within my classes if I have to do it”). Participants were asked to rate their level of 
agreement with the statement on a 6-point Likert scale (from 1 – “strongly 
disagree” to 6 – “strongly agree”). Exploratory factor analysis identified one 
component, determining 71.32% of the variance. High internal consistency was 
observed (Cronbach’s alpha 0.89). Results from a confirmatory factor analysis 
of this scale showed a good fit for the one factor solution (X2=10.01; df=5; p=.07; 
CMIN/df= 2.00; RMSEA = .053; SRMR =.015; CFI=.99). 

The assessment of teachers’ CSE self-efficacy beliefs was based on the 
guidelines of Bandura (2006) and Friedman & Kass (2002) and the scales of 
Pajares (1996) . A 31 items scale was developed (e.g., “I could get that my 
students develop positive attitudes towards sexuality”, “I could maintain a 
respectful environment at addressing issues related to gender roles”), and 
participants were asked to rate their level of perceived self-efficacy towards a 
specific statement on a 10-point Likert scale (from 1 – “I could not do it” to 10 –
“definitely I could do it”). High internal consistency was observed (Cronbach’s 
alpha=0.97). By conducting exploratory factor analysis, using varimax rotation, 
two factors could be identified, explaining 65.68% of the variance. The first 
component was labelled as ‘self-efficacy to implement sexuality education’ 
(items 1 to 11) (Cronbach’s alpha=0.95); the second as ‘self-efficacy to address 
specific CSE topics’ (items12 to 31) (Cronbach’s alpha=0.98). Confirmatory 
factor analysis shows a good fit between the data and the two-factor solution 
(X2=1194.21; df=374; p<.01; CMIN/df=3.19; RMSEA =.079; SRMR = .046; 
CFI=.94). 

Teachers’ CSE attitudes were measured with a 15 items scale derived from 
Fallas (2010) and Smith et al. (2011). Participants were asked to rate their level 
of agreement with a specific statement on a 6-point Likert scale (from 1 – 
"strongly agree” to 6 – “strongly disagree”). Calculation of initial internal 
consistency revealed a Cronbach’s alpha of 0.40. Because of the relatively low 
overall internal consistency, we carried out a principal axis factor analysis using 
a Varimax rotation. Kayser-Meyer-Olkin calculation reveals sampling adequacy 
(KMO=0.814). Four factors were identified, though three factors were considered 
meaningful: (a) ‘Favourable attitudes towards CSE’: items 5,6,7; Cronbach’s 
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alpha=0.71 (e.g., “Addressing topics related to sexual pleasure helps 
adolescents in prevent unwanted pregnancies”, “Information about birth control 
should be given to adolescents regardless they are sexually active or not”); (b) 
‘Favourable attitudes towards CSE in the schools’: items 1,12,15; Cronbach’s 
alpha=0.67 (e.g., “All students have the right to sexuality education in the 
schools”, “Teachers should address issues of sexual violence even if they do not 
perceive that there are levels of violence among their students”); (c) 
‘Unfavourable attitudes towards CSE in the schools’: items 2,8,9,11,14; 
Cronbach’s alpha=0.79 (e.g., “Giving adolescents information about safe sex 
encourages young people to have sex”, “Addressing issues of sexual violence in 
the classroom encourage violent practices”). The fourth factor (item 3) could not 
be labelled in a meaningful way, therefore it was removed from the final version 
of the scale. Next, building on the EFA results, a Confirmatory Factor Analysis 
was carried out, reflecting good to very good fit between the data and the three-
factor solution (X2= 69,59; df= 41; p=.003; CMIN/df=1.69; RMSEA= .045; 
SRMR= .047; CFI= .97). 

A 20-item scale to measure teachers’ knowledge about CSE was based on input 
from WHO and FCHE (2010) and Smith et al. (2011). Respondents were asked 
to answer with true/false/unknown when judging a specific statement (e.g., 
“Gender identity matches with sexual orientation”, “Sexuality education based on 
rights promotes the abstinence”). Correct answers resulted in a score of 1; wrong 
or unknown resulted in a score of 0.  

3.3.4 Data analysis  
After a descriptive analysis of the variables, multiple linear regression analysis 
was carried out to study possible associations between the predictor variables 
CSE self-efficacy beliefs (to implement CSE and to address specific topics), CSE 
attitudes (favourable and unfavourable to CSE in the school and favourable to 
CSE) and CSE knowledge, and as outcome variable teachers’ behavioural 
intentions to teach CSE. In a next phase, gender, years of experience, previous 
training, subject area, and geographical location of the schools as background 
variables were entered into the regression model. These categorical predictors 
were entered after re-coding them as dummy variables (Field, 2009). 
Significance level was set at .01, and statistical analyses were performed using 
SPSS19.0. 
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3.4 Results 

3.4.1 Overall Scores and correlations 
Teachers indicated positive behavioural intentions to teach CSE, high self-
efficacy beliefs to implement sexuality education at school and to address 
specific CSE topics; high positive attitudes towards CSE and towards CSE in the 
school; CSE knowledge scores were average (table 1). No indicators for multi-
collinearity were found. 

Table 1. Mean scores and ranges for each subscale (N=353) 

 
Variables 

M(SD) Minimum Maximu
m  

Behavioural intention to teach (max. 6)* 4.57 (1.18) 1 6 

Favourable attitudes towards CSE (max. 6) 

Favourable attitudes towards CSE in School (max.6) 

Unfavourable attitudes towards CSE in Schools 

(max.6) 

Self-Efficacy beliefs school (max. 10) 

Self-Efficacy beliefs specific topic (max. 10) 

Knowledge (max.20)  

5.00 (1.11) 

5.25 (0.92) 

2.47 (1.21) 

6.66 (1.75)  

7.59 (1.65)  

11.04 (2.91)  

1 

1 

1 

1.36 

1.65 

1 

6 

6 

6 

10 

10 

17 

*Maximum value in the scale of the research tool    

3.4.2 Associations between the predictor variables and 
behavioural intention to teach CSE 

The regression analysis results showed that favourable attitudes towards CSE 
in schools and high self-efficacy beliefs to implement CSE were significantly 
associated with positive behavioural intentions to teach CSE (Table 2). The 
regression model explains 16.4.6% of the variance (p<.001; R=.449; R2=.202; 
SE=1.08; Durbin-Watson value d=1.77, suggesting no first order linear 
autocorrelation in the multiple linear regression data).  

The significant predictors in the model suggest that an increase with one unit in 
favourable attitudes towards CSE in schools is associated with an increase of 
teacher’s behavioural intention to teach CSE with 0.29 units. Likewise, a one-
unit increase in self-efficacy beliefs to implement CSE, is reflected in an increase 
of 0.15 units in behavioural intention to teach. 
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The analysis results show that favourable attitudes towards CSE in general, 
unfavourable attitudes to CSE in school, self-efficacy beliefs to address specific 
topics and knowledge, were not significantly associated with teachers’ 
behavioural intentions to teach CSE. Likewise, the results indicate that gender, 
years of experience, types of prior training, the nature of a teacher’s subject or 
the urban/rural location of a school, are not significantly associated with 
behavioural intentions to teach CSE. 
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Table 2. Linear Model to identify associations between the predictor variables 
and positive behavioral intention to teach CSE (N=353) 

 ba SE B  b b 

Constant 1.45 
(0.45; 2.46) 

0.51  

Favourable Attitudes towards CSE in school 0.29 
(0.14; 0.44) 

0.76 .23* 

Unfavourable Attitudes towards CSE in 
school 

0.88 
(-0.01; 0.19) 

0.05 .09 

Favourable Attitudes towards CSE 0.19 
(-0.09; 0.13) 

0.06 .01 

Self-efficacy beliefs implementation school 0.15 
(0.48; 0.25) 

0.05 .22* 

Self-efficacy beliefs specific topics 0.02 
(-0.09; 0.13) 

0.05 .03 

Knowledge 0.01 
(-0.03; 0.05 

0.02 .02 

Gender -0.14 
(-0.46; 0.18) 

0.12 -.06 

Subject/discipline: sciencesc 0.07 
(-0.21; 0.35) 

0.14 .02 

Subject/discipline: instrumentals & others -0.27 
(-0.61; 0.06) 

0.17 -.09 

Subject/discipline: more than one 0.32 
(-0.39; 0.59) 

0.21 .00 

Years of experience: 11-25d 0.05 
(-0.20; 0.31) 

0.13 .02 

Years of experience: more than 25 -0.10 
(-0.42; 0.22) 

0.16 -.03 

Previous Training: universitye -0.25 
(-0.71; 0.19) 

0.23 -.06 

Previous Training: ministry 0.31 
(-0.05; 0.67) 

0.18 .09 

Previous Training: other institutions 0.06 
(-0.21; 0.35) 

0.14 .02 

Geographical location: ruralf -0.00 
(-0.26; 0.25) 

0.13 -.00 

Geographical location: urban-rural -0.25 
(-0.61; 0.10) 

0.18 -.07 

a Beta values and confidence interval; b Standardized beta values; c Base category: social sciences; 
d Base category: 0-10 years; e Base category: no training; f Base category: urban; * p<.01.  
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3.5 Discussion 

The current results offer evidence that a) this group of Ecuadorean in-service 
teachers positively supports the CSE approach; b) Ecuadorean in-service 
teachers who embrace strong self-efficacy beliefs to implement CSE and who 
adopt favorable attitudes towards CSE in schools, are more willing to provide 
CSE in their teaching practices and; c) self-efficacy beliefs towards specific 
topics, favorable attitudes towards CSE, unfavorable attitudes towards CSE in 
the schools and CSE knowledge are not significantly associated with in-service 
teachers’ intention to teach CSE into their teaching practices as well as gender, 
previous training, years of experience, subject/discipline and geographical 
location of schools.  

The impact of CSE attitudes 

Our finding that favourable attitudes towards CSE in schools are positively 
related to intentions to teach sexuality education, reiterates findings of earlier 
studies (Martínez, Vicario-Molina; Ramiro & Matos, 2008); also those set up in 
the Ecuadorean context (Manzano & Jerves, 2015).  

Attitudes are deeply rooted in the cultural context (Sharma, Simi, & Forlin, 2015), 
we can conjectured that negative attitudes towards CSE would have played a 
role. Especially in a society with more than 80% of population ascribed to catholic 
religion as it is the Ecuadorean (INEC, 2012). Unfavourable attitudes towards 
teaching CSE in schools were therefore expected to hinder teachers’ willingness. 
This is not what we found and is not in line with previous studies (Abad et al., 
2017; Fallas, 2010; Gursimsek, 2010), particularly that such attitudes would lead 
to evading to address the subject (Martínez et al., 2014). Firstly, we have to state 
that the unfavourable attitudes were very low (see table 1). This means they 
could have been outbalanced by the positive attitudes. Next, we see that - though 
relatively high – also the general CSE attitudes did not have a significant impact 
on teaching intentions. This might have been due to the fact they were not seen 
or considered as aligned with the key of the teaching job. 

The impact of self-efficacy beliefs 

Unlike attitudes, available research about teachers’ self-efficacy in relation to 
teaching sexuality education is scarce. Firstly, our findings indicate that teachers’ 
self-efficacy beliefs towards implementing sexuality education are rather high. 
This is in line with another study set up in the same region of Cuenca-Azuay 
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where 65% of teachers expressed to feel comfortable, competent, and secure 
while tackling sexuality education in their classes (Manzano & Jerves, 2018), but 
in contrast with results from Venezuela where mostly of teachers do feel and do 
act insecure when having to deal with sexuality education (Testa et al., 2002). 
According to Drinot (2013), teachers with high self-efficacy beliefs are better in 
control of their classroom and of their pedagogical practices. Secondly, as 
expected, self-efficacy beliefs to teach about CSE are strongly associated with 
intentions to teach CSE. This is in agreement with earlier studies (Fisher & 
Cummings, 2016; Goldman & Grimbeek, 2016). This suggests that when 
teachers feel confident about their capacities, they are more interested and even 
motivated to incorporating this in their daily teaching. This reflects Bandura's 
view (1993) that a strong sense of self-efficacy enhances personal 
accomplishment, guiding effective and decided performance.  

The results in relation to attitudes and self-efficacy beliefs imply there is potential 
in Ecuadorean teachers to address sexuality education. Particularly when 
considering that, in contrast to knowledge (Pinos et al., 2017), these two aspects 
needs a consistent and long process to be constructed (or deconstructed), and 
even a deeper process when teachers have to face their own beliefs and 
attitudes – often stereotyped and heteronormative - about sexuality education at 
school (Plaza, Galli, & Meinardi, 2015).  

The impact of CSE knowledge  

In the study of Cohen, Byers, Sears and Weaver (2004), teachers’ knowledge 
about sexual health topics was the strongest contributor to provide SHE. This 
differs from our findings. This difference could be due to the rather average 
knowledge score in our study, which could indicate that a threshold in mastery 
needs to be attained before it can affect teachers’ intentions. Indeed, earlier 
studies conducted in Cuenca-Ecuador did also show that teachers recognize 
having insufficient knowledge about sexuality and sexuality education (Manzano 
& Jerves, 2018). Given this critical link between knowledge mastery and future 
teaching practices (Evans & Tribble, 1986), insufficient mastery might even put 
teaching intentions “on hold”. In the case of sexuality education for example, it 
has been found that the teachers with poor knowledge about sexuality education 
tends to develop less interaction and rapport with their students, creating a 
distance and inhibition in and between teachers and students (Testa, Núñez, 
Ruiz, & Senior, 2002). These results underscore the need to increase CSE-
related knowledge training in teachers, as also suggested in the study of Cohen 
and colleagues (2004).  
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Background variables 

Background variables seemed not significantly associated with teachers´ 
behavioral intentions to teach sexuality education.  

In terms of gender, our findings mirror earlier studies reporting non-significant 
gender differences in teachers’ conceptions about sexuality and sexuality 
education (Kornblit et al., 2013) in teachers’ willingness to provide sexual health 
education in schools (Ramírez, 2000) and the willingness to teach about specific 
sensitive topics (Cohen et al., 2012). But there is also a body of evidence 
supporting teacher’s gender differences. This can be explained by cultural 
patters of what are considered masculine or feminine roles in a society. 
McNamara et al. (2010) found that when schools and teachers are seen as 
feminized, this will constrain willingness of male teachers to teach sexuality 
education. Ollis et al. (2013) assert this when they write that teaching sexuality 
education is seen as a “feminine area”. Given that traditional gender roles are 
still established in Ecuadorian society (Jerves et al., 2014), we expected finding 
gender differences. But the overall positive attitude towards CSE in schools in 
the entire research sample might explain this. The high average with a low 
standard deviation score shows little within group variation; this hardly allows for 
finding subsequent differences in intentions to teach this topic. 

The subject/discipline area of teachers was not linked to their intentions to teach 
CSE in schools. This is not in line with earlier research of Gotuzzo Herencia, 
Peinado, Tijero, Mayorca and Badajos (2001). This study showed that - in 
Cuenca-Ecuador – only 24% of teachers affirmed to address sexuality education 
as a transversal axe. In the present study, this variable could have played a 
lesser role because we did not study actual behaviour. This introduces a 
limitation of our survey-based research approach. 

The result in terms of years of experience is also surprising since it has been 
shown that this variable generates important variations in teachers’ behaviour 
(Klassen & Tze, 2014). Saavedra (2014) found that “older” teachers are more 
resistant to address sexuality education. But our outcomes can be explained 
when looking at the nature of – in the Ecuadorian context – teacher preparation 
that has hardly changed during the last 40 years when it comes to a focus on 
sexuality education. This explains why professional development is crucial to 
introduce CSE in schools.  



Chapter 3 | 141 

Looking at the results about geographical location, our findings are not in line 
with Kornblit et al. (2013) who found differences in teachers’ conceptions about 
sexuality and gender according to different geographical regions of teachers’ 
schools.  

Implications 

Our findings have implications for policy makers, research, school practice and 
teacher education. First, for policy makers, innovations in sexuality education at 
school should consider local contexts and realities. Second, from a theoretical 
perspective, the findings develop a better understanding of what factors shape 
future teaching practices. Third, from a teaching practice perspective, our 
findings confirm that in-service teachers should be provided with additional 
training. The results highlight the importance and urgency of enhancing all 
teachers’ preparation to address CSE – not just the psychologist, or teachers 
from biology subject. 

Limitations and directions for future research 

Limitations of the present study should be also considered. First, our results are 
linked to Ecuador and a particular region within Ecuador. Given the cultural 
differences between Ecuadorian regions, the results may be less generalizable. 
Second, we considered a specific number of teacher cognitions. Research points 
at additional variables affecting behavioural intentions, e.g., teacher emotions 
(O’Connor, 2008; Zembylas, 2005) and teachers’ perceptions about parent 
opinions (Cohen et al., 2012). Third, the study only involved teachers from public 
high schools where the proportion of adolescent pregnancy is higher, and where 
many teachers are convinced they have to implement innovations in better 
conditions (Saavedra, 2014). This means we neglected partially private high 
schools, some belonging to religious orders, that involve maybe teachers with 
different profiles in their particular initiatives about sexuality education. A recent 
study conducted in Cuenca, Ecuador (Pinos et al., 2017) showed differences 
between teachers from public and private schools in the context of sexuality 
education. Fourth, participation in the current study was voluntary. Though high 
percentages in participation were achieved (> 85%), some bias might have 
entered the study. Fifth, the research tool for this study was designed for the 
purpose of this study. Though we set up a validation process, the psychometric 
properties in other samples are unknown. Lastly, studying teacher cognitions 
with self-report scales might lack the power to uncover the actual impact of these 
cognitions. A qualitative study, exploring deeper what affects teachers’ 
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willingness to address sexuality education could enhance the current approach.  

3.6 Conclusions 

The current study explored the association between in-service teachers’ 
cognitions about comprehensive sexuality education (CSE), their background 
characteristics and their behavioural intentions to teach CSE. Our results 
indicate that, in a first instance, an important group of Ecuadorean in-service 
teachers support the CSE approach. Likewise, our findings show a significant 
link between teachers’ self-efficacy and certain attitudes and their teaching 
intentions. This underpins the importance of understanding teachers’ cognitions 
to direct teaching practices, especially in the domain of sexuality education. Our 
findings extend the current body of literature and stress the need to boost in-
service professional development of teachers. They deserve support to cope 
with society challenges related to sexuality education as they are present in the 
local Ecuadorian and Latin American context.  

3.7 References 

Aggleton, P., Dennison, C., & Warwick, I. (2010). Promoting health and wellbeing 
through schools. New York: Routledge. 

Ajzen, I. (1991). The theory of planned behavior. Organizational Behavior and 
Human Decision Processes, 50(2), 179–211. 

Ajzen, I., & Fishbein, M. (1977). Attitude-behavior relations: A theoretical 
analysis and review of empirical research. Psychological Bulletin, 84(5), 
888. 

Allen, L. (2005). ‘Say everything’: Exploring young people’s suggestions for 
improving sexuality education. Sex Education, 5(4), 389–404. 

Álvarez, J. L. M., Baz, B. O., Molina, I. V., Ortega, E. G., González, R. J. C., 
Fuertes, A. A. F., & Martín, J. A. F. (2011). Educación sexual y formación 
del profesorado en España: diferencias por sexo, edad, etapa educativa y 
comunidad autónoma. Magister: Revista Miscelánea de Investigación, 
1(24), 37–47. 



Chapter 3 | 143 

Artiles, A. (1998). La Evaluación de los procesos de pensamiento de los 
Maestros en Contextos Urbanos. Un estudio de caso en Escuelas Primarias 
de Guatemala. Revista de Investigaciòn y Evaluación Educativa, 4 (1) 25-
32. 

Bandura, A. (1977). Self-efficacy: toward a unifying theory of behavioral change. 
Psychological Review, 84(2), 191. 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and 
functioning. Educational Psychologist, 28(2), 117–148. 

Bandura, A. (1997). Self-efficacy: The exercise of control. London: Macmillan. 

Bandura, A. (2006). Self-efficacy beliefs of Adolescents. In T.Urdan & F. Pajares 
(Eds). Self-Efficacy Beliefs of Adolescents (307–337) London: Routledge. 

Barr, E. M., Goldfarb, E. S., Russell, S., Seabert, D., Wallen, M., & Wilson, K. L. 
(2014). Improving sexuality education: the development of teacher-
preparation standards. Journal of School Health, 84(6), 396–415. 

Bay-Cheng, L. Y. (2003). The trouble of teen sex: The construction of adolescent 
sexuality through school-based sexuality education. Sex Education: 
Sexuality, Society and Learning, 3(1), 61–74. 

Beijaard, D., Verloop, N., & Vermunt, J. D. (2000). Teachers’ perceptions of 
professional identity: An exploratory study from a personal knowledge 
perspective. Teaching and Teacher Education, 16(7), 749–764. 

Borg, S. (1999). Studying teacher cognition in second language grammar 
teaching. System, 27(1), 19–31. 

Cano, C. (2003). Educación sexual en el aula: asignaturas pendientes para el 
profesorado [Sex education in the classroom: pending subjects for 
teachers]. Novedades Educativas N, 1, 12–15. 

Canrinus, E. T. (2011). Teachers’ sense of their professional identity. 
(Unpublished Doctoral thesis). Groningen: University of Groningen. 

Castillo Nuñez, J., Derluyn, I., & Valcke, M. (2017). Young people’s expressed 
needs for Comprehensive Sexuality Education in Ecuadorian schools. Sex 
Education, 18(1)1–18.  



144 |  Chapter 3 

Castro, M., & Salinas, S. (2016). Situación del embarazo en la adolescencia en 
la subregión andina: Plan Andino de prevención del embarazo en la 
adolescencia [Adolescent´s pregnancy situation in the Andean subregion: 
Andean Plan for the prevention of adolescent pregnancy] . 

 Retrieved on June 20, 2016 from: https://www.adolescenciasema.org 
/ficheros/GRUPOS%20DE%20TRABAJO/SITUACION%20DEL%20EMBA
RAZO%20EN%20LA%20ADOLESCENCIA%20ANDINA%20%202016.pdf 

Cohen, J. N., Byers, E. S., & Sears, H. A. (2012). Factors affecting Canadian 
teachers’ willingness to teach sexual health education. Sex Education, 
12(3), 299–316. 

Cohen, J. N., Byers, E. S., Sears, H. A., & Weaver, A. D. (2004). Sexual health 
education: Attitudes, knowledge, and comfort of teachers in New Brunswick 
schools. The Canadian Journal of Human Sexuality, 13(1), 1. 

Darré, S., Jerves, E., Castillo, J., & Enzlin, P. (2015). Sexuality education in Latin 
America. In J. Ponzetti (Ed.), Evidence-Based Approaches to Sexuality 
Education: A Global Perspective (pp. 277-291). London: Routledge. 

Davey, R. (2013). The professional identity of teacher educators: Career on the 
cusp? New York: Routledge. 

Drinot Conroy, M. (2013). La autoeficacia docente en la práctica pedagógica 
[Teaching self-efficacy in pedagogical practice] (Unpublished Master 
thesis). Universidad Católica del Perú. Perú 

Evans, E. D., & Tribble, M. (1986). Perceived teaching problems, self-efficacy, 
and commitment to teaching among preservice teachers. The Journal of 
Educational Research, 80(2), 81–85. 

Fallas, M. A. (2010). Educación afectiva y sexual: programa de formación 
docente de secundaria (Unpublished doctor thesis) Universidad de 
Salamanca, Spain. 

Fallas, M. A., Artavia Aguilar, C., & Gamboa Jiménez, A. (2012). Educación 
sexual: Orientadores y orientadoras desde el modelo biográfico y 
profesional. Revista Electrónica Educare, 16 (1), 53-71. 



Chapter 3 | 145 

Fisher, C. M., & Cummings, C. A. (2016). Assessing teacher confidence and 
proficiency with sexuality education standards: Implication for professional 
development. Pedagogy in Health Promotion, 2(2), 101–107. 

Fisher, W. A., White, L. A., Byrne, D., & Kelley, K. (1988). Erotophobia-
erotophilia as a dimension of personality. Journal of Sex Research, 25(1), 
123–151. 

Francis, D. (2016). ‘I felt confused; I felt uncomfortable… my hair stood on ends’: 
Understanding How Teachers Negotiate Comfort Zones, Learning Edges 
and Triggers in the Teaching of Sexuality Education in South Africa. In V. 
Sundaram and H. Sauntson (Eds.) Global perspectives and key debates in 
sex and relationships education: Addressing issues of gender, sexuality, 
plurality and power (pp. 130–145). London: Springer. 

Friedman, I. A., & Kass, E. (2002). Teacher self-efficacy: A classroom-
organization conceptualization. Teaching and Teacher Education, 18(6), 
675–686. 

Goldman, J. D., & Grimbeek, P. (2016). What do preservice teachers want to 
learn about puberty and sexuality education? An Australian perspective. 
Pastoral Care in Education, 34(4), 189–201. 

Gotuzzo Herencia, E., Peinado, J., Tijero, M., Mayorca, C., & Badajos, A. (2001). 
Evaluación de un programa de capacitación en educación sexual y SIDA a 
docentes del cono norte de Lima-Perú, 1996-1997. Revista Médica 
Herediana, 12(2), 45–51. 

Gursimsek, I. (2010). Sexual education and teacher candidates’ attitudes 
towards sexuality. Journal of Psychologists and Counsellors in Schools, 
20(1), 81–90. 

Guskey, T. R. (1988). Teacher efficacy, self-concept, and attitudes toward the 
implementation of instructional innovation. Teaching and Teacher 
Education, 4(1), 63–69. 

Hargreaves, A., & Fullan., M. (1999). La Escuela que Queremos: Los objetivos 
por los cuales vale la pena luchar [The School We Want: The objectives for 
which it is worth fighting]. Buenos Aires: Reimpresa. 



146 |  Chapter 3 

Harrison, L., & Ollis, D. (2015). Stepping out of our comfort zones: pre-service 
teachers’ responses to a critical analysis of gender/power relations in 
sexuality education. Sex Education, 15(3), 318–331. 

Hedrich, M. A. (1998). Attitudes regarding health education in education 
students. Journal of Health Education, 29(3), 154–157. 

Helleve, A., Flisher, A. J., Onya, H., Mũkoma, W., & Klepp, K.-I. (2011). Can any 
teacher teach sexuality and HIV/AIDS? Perspectives of South African Life 
Orientation teachers. Sex Education, 11(01), 13–26. 

INEC (2012). Estadisticas sobre Religion [Statistics on religion]. Retrieved on 12 
Abril 2017 from http://www.ecuadorencifras.gob.ec/inec-presenta-por-
primera-vez estadisticas-sobre-religion/ 

İpek, C., & Camadan, F. (2012). Primary teachers’ and primary pre-service 
teachers’ self-efficacy beliefs and attitudes toward teaching profession. 
Journal of Human Sciences, 9(2), 1206–1216. 

IPPF. (2006). Framework for Comprehensive Sexuality Education (CSE). 
Retrieved from http://www.ippf.org/sites/default/files/ippf_framework_ 
for_comprehensive_sexuality_education.pdf 

Jerves, E., López, S., Castro, C., Ortiz, W., Palacios, M., Rober, P., & Enzlin, P. 
(2014). Understanding parental views of adolescent sexuality and sex 
education in Ecuador: a qualitative study. Sex Education, 14(1), 14–27. 

Jungert, T., & Rosander, M. (2010). Self-efficacy and strategies to influence the 
study environment. Teaching in Higher Education, 15(6), 647–659. 

Kehily, M. J. (2002). Sexing the subject: teachers, pedagogies and sex 
education. Sex Education: Sexuality, Society and Learning, 2(3), 215–231. 

Klassen, R. M., & Tze, V. M. (2014). Teachers’ self-efficacy, personality, and 
teaching effectiveness: A meta-analysis. Educational Research Review, 12, 
59–76. 

Kornblit, A. L., Sustas, S. E., & Adaszko, D. (2013). Concepciones sobre 
sexualidad y género en docentes de escuelas públicas argentinas 
[Conceptions about sexuality and gender in teachers of public schools of 
Argentina]. Ciencia, Docencia y Tecnología, 1(47), 47–78. 



Chapter 3 | 147 

Korthagen, F. A., & Kessels, J. P. (1999). Linking theory and practice: Changing 
the pedagogy of teacher education. Educational Researcher, 28(4), 4–17. 

Krosnick, J. A., Judd, C. M., Wittenbrink, B., Albarracín, D., Johnson, B. T., & 
Zanna, M. P. (2005). The measurement of attitudes. The Handbook of 
Attitudes, 21, 76. 

Lee, K., Carswell, J. J., & Allen, N. J. (2000). A meta-analytic review of 
occupational commitment: relations with person-and work-related variables. 
Journal of Applied Psychology, 85(5),799. 

Levenson-Gingiss, P., & Hamilton, R. (1989). Evaluation of training effects on 
teacher attitudes and concerns prior to implementing a human sexuality 
education program. Journal of School Health, 59(4), 156–160. 

Lin, H.-L., & Gorrell, J. (2001). Exploratory analysis of pre-service teacher 
efficacy in Taiwan. Teaching and Teacher Education, 17(5), 623–635. 

López, F. (2005). La educación sexual [Sexual Education]. Madrid: Biblioteca 
Nueva. 

Lumpe, A. T., Haney, J. J., & Czerniak, C. M. (1998). Science teacher beliefs 
and intentions regarding the use of cooperative learning. School Science 
and Mathematics, 98(3), 123–135. 

MacFarlane, K., & Woolfson, L. M. (2013). Teacher attitudes and behavior 
toward the inclusion of children with social, emotional and behavioral 
difficulties in mainstream schools: An application of the theory of planned 
behavior. Teaching and Teacher Education, 29, 46–52. 

Manzano, D. E., & Jerves, E. M. (2015). Educación sexual: la asignatura 
pendiente [Sex education: the pending subject]. Maskana, 6(1), 27-38. 
http://dspace.ucuenca.edu.ec/handle/123456789/22277 

Manzano, D., & Jerves, E. (2018). Educación Sexual: Percecpiones de docentes 
de la ciudad de Cuenca 2013-2014 [Sexuaity Education: perceptions of 
teachers of the city of Cuenca 2013-2014). Revista Electrónica Educare, 
22(1), 1–15. 

Martin, J. J., Kulinna, P. H., Eklund, R. C., & Reed, B. (2001). Determinants of 
teachers’ intentions to teach physically active physical education classes. 
Journal of Teaching in Physical Education, 20(2), 129–143. 



148 |  Chapter 3 

Martín, O. (2007). Sexualidad en la escuela? [Sexuality in school?] Buenos 
Aires: Editorial Sb 

Martínez, J. L., Carcedo, R. J., Fuertes, A., Vicario-Molina, I., Fernández-
Fuertes, A. A., & Orgaz, B. (2012). Sex education in Spain: teachers’ views 
of obstacles. Sex Education, 12(4), 425–436. 

Martínez, J.-L., Vicario-Molina, I., González, E., & Ilabaca, P. (2014). Sex 
education in Spain: the relevance of teachers’ training and 
attitudes/Educación sexual en España: importancia de la formación y las 
actitudes del profesorado. Infancia y Aprendizaje, 37(1), 117–148. 

McNamara, P. M., Geary, T., & Jourdan, D. (2010). Gender implications of the 
teaching of relationships and sexuality education for health-promoting 
schools. Health Promotion International, 26(2), 230–237. 

Meinardi, E., & Plaza, M. (2009). Implicancias de la educación sexual en la 
formación docente [ Implications of sex education in teacher education]. 
Buenos Aires: Tecné, Episteme y Didaxis. 

Meyer, J. P., Allen, N. J., & Smith, C. A. (1993). Commitment to organizations 
and occupations: Extension and test of a three-component 
conceptualization. Journal of Applied Psychology, 78(4), 538. 

Milton, J., Berne, L., Peppard, J., Patton, W., Hunt, L., & Wright, S. (2001). 
Teaching Sexuality Education in High Schools: what qualities do Australian 
teachers value? Sex Education: Sexuality, Society and Learning, 1(2), 175–
186. 

Ministerio Educación. (2012). Marco Legal Educativo: constitución de la 
república, ley orgánica de educación intercultural y reglamento general 
[Educational Legal Framework: constitution of the republic, organic law of 
intercultural education and general regulation]. Retrieved on from 
https://es.scribd.com/doc/112559119/Marco-Legal-Educativo-2012. Quito. 
Ed. Ministerio 

Ministerio Educacion. (2013). Ecuador: Indicadores Educativos [Ecuador: 
educational indicators]. Retrieved on March 22, 2016 from 
https://educacion.gob.ec/wpcontent/uploads/downloads/2013/10/Indicador
es_Educativos_10-2013_DNAIE.pdf 

Ministerio Salud Ecuador. (2012). Embarazo Adolescente y Fecundidad en 



Chapter 3 | 149 

Cifras [Adolescent Pregnancy and Fecundity in Figures]. Retrieved from 
http://instituciones.msp.gob.ec/misalud/index.php?option=com_content&ve
w=article&id=668:embarazo-adolescente-y-fecundidad-en-cifras&catid=51: 
mi-salud-al-dia&Itemid=242. Quito. Ed. Ministerio 

O’Connor, K. E. (2008). “You choose to care”: Teachers, emotions and 
professional identity. Teaching and Teacher Education, 24(1), 117–126. 

Ollis, D., Harrison, L., & Maharaj, C. (2013). Sexuality education matters: 
Preparing pre-service teachers to teach sexuality education. Retrieved from: 
http://dro.deakin.edu.au/eserv/DU:30052291/ollissexualityeducation-2013 
.pdf 

Oulton, C., Day, V., Dillon, J., & Grace, M. (2004). Controversial issues-teachers’ 
attitudes and practices in the context of citizenship education. Oxford 
Review of Education, 30(4), 489–507. 

Ortiz, W. & Palacios, M. (2009). Estudio de polìticas y currìculo para a educaciòn 
sexual en los colegios de la Ciudad de Cuenca. In J. Elena & P. Enzlin (Eds). 
Proyecto Promociòn de la Salud Sexual en Adolescentes, Resultados de 
Investigaciones. (pp. 5–15). Cuenca: Grafisum. 

Parker, R., Wellings, K., & Lazarus, J. V. (2009). Sexuality education in Europe: 
an overview of current policies. Sex Education, 9(3), 227–242. 

Pineda, E., & Jerves, E. (2015). Percepciones y expectativas de los y las 
adolescentes sobre la educación sexual que reciben en los colegios de la 
ciudad de Cuenca [ Perceptions and expectations of adolescents about the 
sexual education they receive in schools in the city of Cuenca] (Unpublished 
master thesis, University of Cuenca, Ecuador). Retrieved from: http: 
//dspace.ucuenca.edu.ec/jspui/bitstream/123456789/23040/1/tes is.pdf 

Pinos G. M., Vélez, V. P. P., Cordero, M. del P. P., Alvarado, S. L. L., Nuñez, J. 
E. C., Ochoa, W., Jerves. E, Enzlin, P. (2017). Conocimientos y actitudes 
hacia la sexualidad y educación sexual en docentes de colegios públicos 
[Knowledge and attitudes towards sexuality and sexual education in public 
school teachers]. Actualidades Investigativas En Educación, 17(2), 1-22. 

Plaza, M. V., Galli, L. G., & Meinardi, E. (2015). La reflexión metacognitiva como 
estrategia para trabajar las creencias de sexualidad y género en la 
formación docente [ Metacognitive reflection as a strategy to work on 



150 |  Chapter 3 

sexuality beliefs and gender in teacher training]. Revista Del IICE, 2(38), 
63–74. 

Ponzetti, J. (2015). Future trends and directions in sexuality education. 
Evidence-Based Approaches to Sexuality Education: A Global Perspective. 
London: Routledge. 

Ramírez, C. (2000). Conocimientos y actitudes hacia la sexualidad en 
profesores de educación secundaria [ Conocimientos y actitudes hacia la 
sexualidad en profesores de educación secundaria]. Revista Sonorense de 
Psicología, 13(2), 47–54. 

Ramiro, L., & Matos, M. G. de. (2008). Perceptions of Portuguese teachers about 
sex education. Revista de Saúde Pública, 42(4), 684–692. 

Reis, M. H. de A., & Vilar, D. G. R. (2006). Validity of a scale to measure 
teachers’ attitudes towards sex education. Sex Education, 6(02), 185–192. 

Restrepo, M. C. A., Vargas, E. C., Gil, J. Á. A., Manzanero, J. R. L., Ruiz, E. S. 
N., Llanio, L. Q., … Rojas, C. I. V. (2010). La Formación Docente en 
Educación de la Sexualidad en América Latina y el Caribe. Estudios de caso 
[Teacher Training in Sexuality Education in Latin America and the 
Caribbean. Case studies]. Retrieved from: https://hivhealthclearinghouse 
.unesco.org/sites/default/files/resources/DEMYSEX_formacion_docente_e
ducacion_sexualidad.pdf 

Saavedra. R. (2014). El pensamiento del profesor: vínculo mediador entre la 
reforma educacional y la practica en el aula: el caso de la educación sexual 
[ The teacher's thought: mediating link between educational reform and 
classroom practice: the case of sex education]. (Unpublished doctoral 
thesis). Universidad de Chile, Chile. 

Sang, G., Valcke, M., van Braak, J., & Tondeur, J. (2009). Investigating teachers’ 
educational beliefs in Chinese primary schools: socioeconomic and 
geographical perspectives. Asia-Pacific Journal of Teacher Education, 
37(4), 363–377. 

Shahzad, A. H. (2016). Teacher education in Pakistan: studying teachers’ 
cognitions and didactical strategies. (Unpublished doctoral thesis) UGent, 
Belgium. 



Chapter 3 | 151 

Sharma, U., Simi, J., & Forlin, C. (2015). Preparedness of pre-service teachers 
for inclusive education in the Solomon Islands. Australian Journal of 
Teacher Education, 40(5), 103. 

Smith, A., Schlichthorst, M., Mitchell, A., Walsh, J., Lyons, A., Blackman, P., & 
Pitts, M. (2011). Sexuality education in Australian secondary schools 2010. 
Melbourne: Australian Research Centre in Sex Health and Society, La Trobe 
University. 

Smith, K. A., & Harrison, A. (2013). Teachers’ attitudes towards adolescent 
sexuality and life skills education in rural South Africa. Sex Education, 13(1), 
68–81. 

Talavera, M. del C. G. F. (2004). De la formación a la práctica docente. Un 
estudio de los procesos de transferencia de los profesores. Revista 
Latinoamericana de Estudios Educativos, 34(3), 37–68. 

Teo, T., & Beng Lee, C. (2010). Explaining the intention to use technology among 
student teachers: An application of the Theory of Planned Behavior (TPB). 
Campus-Wide Information Systems, 27(2), 60–67. 

Testa, M., Núñez, M. E., Ruiz, F., & Senior, A. (2002). Nivel de educación sexual 
de los docentes [Teachers´sexuality education level]. Multiciencias, 2(2), 
15-22. 

Thomas, F., & Aggleton, P. (2016a). School-Based Sex and Relationships 
Education: Current Knowledge and Emerging Themes. In Global 
Perspectives and Key Debates in Sex and Relationships Education: 
Addressing Issues of Gender, Sexuality, Plurality and Power (pp. 13–29). 
Springer. 

Thomas, F., & Aggleton, P. (2016b). School-Based Sex and Relationships 
Education: Current Knowledge and Emerging Themes. In Global 
Perspectives and Key Debates in Sex and Relationships Education: 
Addressing Issues of Gender, Sexuality, Plurality and Power (pp. 13–29). 
Springer. 

Thurlings, M., Evers, A. T., & Vermeulen, M. (2015). Toward a model of 
explaining teachers’ innovative behavior: A literature review. Review of 
Educational Research, 85(3), 430–471. 



152 |  Chapter 3 

UNESCO. (2015). Emerging evidence, lessons and practice in Comprehensive 
Sexuality Education. A global review. Paris: Unesco. Retrieved from 
http://unesdoc.unesco.org/images/0024/002431/243106e.pdf.  

UNESCO, U. (2009). International Technical Guidance on Sexuality Education. 
An evidence-informed approach for schools, teachers and health educators. 
Paris: Unesco.  Retrieved from: http://unesdoc.unesco.org/images 
/0018/001832/183 281e.pdf.  

UNFPA. (2014). Comprehensive Sexuality Education. Retrieved on 11 January 
2015 from http://www.unfpa.org/comprehensive-sexuality-education 

Vavrus, M. (2009). Sexuality, schooling, and teacher identity formation: A critical 
pedagogy for teacher education. Teaching and Teacher Education, 25(3), 
383–390. 

Wight, D., & Buston, K. (2003). Meeting needs but not changing goals: evaluation 
of in-service teacher training for sex education. Oxford Review of Education, 
29(4), 521–543. 

WHO, and FCHE (Federal Center for Health Education). 2010. Standards for 
Sexuality Education in Europe. Vol. 1. Available from http: 
//www.oif.ac.at/fileadmin/OEIF/andere_Publikationen/WHO_BZgA_Standa
rds.pdf 

Zembylas, M. (2005). Beyond teacher cognition and teacher beliefs: The value 
of the ethnography of emotions in teaching. International Journal of 
Qualitative Studies in Education, 18(4), 465–487. 

 



 

 

 

 





 

CHAPTER 4 

Young people’s expressed needs 
for Comprehensive Sexuality 

Education in Ecuadorian schools 

 





Chapter 4 | 157 

ABSTRACT  

This study analyses the expressed sexuality education needs of Young people 
from Azuay, a region of Ecuador characterized by a large proportion of young 
people whose parents have migrated abroad, a group often considered at risk to 
developing of sexual health problems. Multi-stage stratified cluster sampling was 
used to recruit young people aged 11 and 19 years to the study. The expressed 
needs of participants were analyzed in relation to gender, parents’ migratory 
status, age and geographical location. Survey findings revealed that young 
people expressed high needs with respect to the different components of 
comprehensive sexuality education: gender roles, sexual and reproductive 
health, sexual citizenship, pleasure, violence, diversity and relationships. Ordinal 
regression analyses revealed few significant differences in relation to socio-
demographic variables, which was surprising, in particular, with respect to the 
group of Young people with migrating parents. Given the high levels of 
expressed needs, the findings carry important implications for the design and 
implementation of future sexuality education programs. 

Keywords: Comprehensive sexuality education; young people; expressed 
needs; Ecuador 
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4.1 Introduction 

Across the world, young people are increasingly recognised as sexual beings 
with the fundamental right to learn about sexuality and sexual health (Allen 2005; 
Haberland & Rogow, 2015; Santelli et al. 2006). This key aspect of their lives 
contributes to young people current and future wellbeing (WHO and FCHE, 
2010). Hence, education regarding sexuality and sexual health, or ‘sexuality 
education’, for young people is vital. Although there is no a general agreement 
about effective means to undertake the promotion of sexual health in young 
people (Denno, Hoopes, and Chandra-Mouli, 2015; Hirst 2008), there is 
evidence that the development or improvement of sexuality education 
programmes should be based on the expressed needs of a particular adolescent 
group (Allen, 2005; Helmer et al., 2015). 

In broad terms, needs can be framed either as ‘normative needs’, when experts 
define what is important in a given population, or ‘expressed needs’, when the 
target group defines which needs should be attended (Bradshaw, 1994). The 
former frequently identifies young people needs for sexuality education as a 
problem (Bay-Cheng, 2003; Hirst, 2008), while the latter approach views 
sexuality from a more holistic perspective (Helmer et al.; 2015). 

Despite its importance, the assessment of young people expressed needs is not 
a common feature of school-based programmes and interventions related to 
sexual health (Forrest et al., 2004; Kirby, 2002). In most cases, adults decide 
about sexuality education needs and design the related educational materials, 
often based on pre-defined educational standards aligned with national policies 
(Santelli et al., 2006). Yet, it remains unclear whether these are aligned with the 
expressed needs of young people themselves (Forrest et al., 2004).  

If we want to engage with young people expressed needs, sexuality education 
interventions should be linked to young people’ daily living contexts (Allen, 2005). 
Doing this involves taking a ‘holistic view on sexuality education’ (Allen, 2001), 
which goes beyond a normative approach. In recent years, different forms of 
comprehensive sexuality education (CSE) seek to promote this holistic view. 
According to the International Planned Parenthood Federation’s (2010) 
framework, sexuality education implies seven essential components that need 
to be addressed (1) gender roles, (2) sexual and reproductive health and rights, 
and HIV/AIDS, (3) sexual citizenship, (4) pleasure, (5) violence, (6) diversity, and 
(7) relationships. This approach seeks to move beyond a narrow vision of 
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sexuality education (Helmer et al., 2015) to offer a more comprehensive view 
(Haberland & Rogow, 2015; IPPF 2009). Crucially, in contrast to a normative 
approach, in which young people are considered as a homogeneous and equally 
vulnerable group (Bugeja, 2010), the CSE approach recognises and aims to 
build on the needs and vulnerabilities of particular groups of young people 
(Braeken & Cardinal, 2008).  

Addressing young people’ expressed sexuality needs – especially in the context 
of school – is a controversial and sensitive issue interfacing with culture, 
traditions and policies. It has also been rarely studied in the literature. The 
paucity of published work of young people needs with respect to sexuality 
education is particularly obvious in low- and middle-income countries, where 
there are high teenage pregnancy rates, high rates of gender-based violence 
and HIV, along with an overall lack of sexuality education programmes focusing 
on young people (Chandra-Mouli et al., 2015). Such a situation pertains in 
Ecuador which has the highest rate in early pregnancies in Latin America in 2010 
(MSE, 2012), and a high prevalence of gender-based violence (INEC, 2014). 
These facts may point to, amongst other elements, shortcomings in existing 
sexuality education programmes in Ecuador.  

4.1.1 Differences in young people needs for sexuality 
education  

Studies already have indicated that important differences exist regarding young 
people sexuality education needs with respect to gender (Geer & Robertson, 
2005; Measor, 2004; Singh et al., 2000) and age (Singh et al., 2000). This is 
clearly the case in the Ecuadorian context, particularly because in Latin America, 
gender is associated with inequality, subordination, discrimination and 
heteronormativity (Viveros, 2010). The socio-cultural construction of 
adolescence in Latin America views the different stages of youth as problematic, 
especially regarding sexual activity (Lesko, 2001). Yet, despite this, young 
people express a strong need for sexuality education from an early age 
(Bearinger et al., 2007; Schutt-Aine & Maddaleno, 2003).  

Furthermore, research suggests that exploring differences in young people 
sexuality education needs must consider context and location, given that 
differences in sexual behaviour have been reported between young people in 
urban areas and those living in rural contexts, with the latter group showing a 
higher vulnerability to risk-related sexual behaviour (Voeten, Egesah, & 
Habbema, 2004). These differences suggest possible differences in sexuality 
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education needs. In Ecuador, despite the paucity of studies, there is evidence 
that the average pregnancy rate for young people from rural areas is higher 
(MSE, 2012).  

Additionally, in the Ecuadorian context, as in many other Latin American settings, 
there is a growing group of children and young people with absent migrating 
parents, the so-called ‘left-behind children’. Ecuador experiences high rates of 
transnational migration (Herrera 2008; SICREMI, 2014), with a considerable 
number of parents who migrate (primarily to the USA, Spain and Italy) and leave 
their child(ren) behind (Pribilsky, 2001). This migratory wave reached its peak 
during the 1990s and early 2000s, when the migrating parents were mostly male 
and moving from rural areas (SICREMI, 2014). Migration motives were mainly 
economic in character, and the migration period lasted on average between 4 to 
6 years. In the meantime, the children stayed in Ecuador, being cared for by the 
remaining parent and/or by siblings, grandparents or other family members 
(Jokhan, 2008). This suggests that a considerable group of Ecuadorian children 
and young people have grown up in transnational families (Valtolina & Colombo, 
2012).  

The Province of Azuay, the region where the study was carried out, has been at 
the top of these international migratory processes in Ecuador (INEC, 2010). This 
area, located in the Southern Andean region, shows the second highest 
international migratory flows from all Ecuadorian provinces (SICREMI, 2014). 
The latest statistical sources indicate that the Province of Azuay has been 
responsible for 4.9% of the total population emigrating from Ecuador, with twice 
as many males than females migrants (Ortiz & Guerra, 2008). 

Scholars have reported a wide range of consequences of parental migration 
processes on young people lives, including social stigma, low self-esteem, 
emotional distress, feelings of loss, conflicts with peers, relational isolation and 
an overall increased vulnerability to experiencing violence and abuse (Carrillo, 
2005; Marchetti-Mercer, 2012. These (in)direct consequences of parental 
separation, combined with the more direct role parents play in children’s sexual 
development (Jaccard, Dodge, & Dittus, 2002), impact young people sexual 
behaviour and affect of their sexuality education needs.  

Overall, not living with one’s mother and/or father has been associated with risk-
related sexual behaviour (Chedraui et al., 2004; Ellis et al., 2003; Thurman et al., 
2006), including single motherhood, often at only 12 or 13 years of age (Cortes, 
2008) or, due to unplanned pregnancy, early marriage (Parreñas, 2005). 
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Moreover, experiences of loss because of migrated parents may affect young 
people’s ability to cope with life stressors in relationships, such as breaking up 
with a boyfriend or solving relational problems (Asbourne, Baker, & Male, 2002).  

Many questions remain therefore concerning young people’s needs for sexuality 
education in Ecuadorian context especially in relation to some socio-
demographic characteristics of the population. The current study therefore aimed 
to shed light on school-going Ecuadorian young people needs for sexuality 
education and possible associations with gender, age, geographical living area 
and the migration status of their parents. The results of the present study hold 
the potential to guide the design of possible new programmes on sexuality 
education that getter fit the – often heterogeneous –needs of the young people 
concerned. 

4.2 Methods 

4.2.1 Participants  
A survey was administered to young people attending public secondary schools 
from urban and rural areas in Azuay district cantons, Ecuador. A multi-stage 
stratified cluster sampling procedure was adopted. In the sampling procedure, 
we only included co-educational schools offering both upper basic (8th, 9th and 
10th grade) and secondary education (1st, 2nd and 3rd).  

At the first step of the sampling procedure, on the basis of demographic 
information concerning the Azuay province, eight cantons (50% of all cantons) 
were selected to with the highest reported rates of international emigration 
(INEC, 2010). Next, 18 schools were randomly selected from these eight 
cantons: from five cantons, one urban and one rural high school (ten in total) 
were chosen; from two rural cantons, one school from each canton was selected 
(two in total); and from the capital city canton, two urban, two rural, and two 
urban-rural schools (six in total) were identified. 

At the second step, three clusters of classes were selected from each school: 
cluster 1 consisted of 8th-9 th grade classes (11-13 years old) cluster 2 consisted 
of 10th grade classes (14-15 years old) and 1st year secondary education classes 
(15-16 years old); and cluster 3 comprised 2nd and 3rd year secondary education 
classes (17-19 years old). Next, each cluster was screened in collaboration with 
a teacher or psychologist to select the class with the largest proportion of 
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students whose parents (one or both) had emigrated. Further, to ensure gender 
balance and to avoid the stigmatisation of participants with parents who had 
emigrated, we randomly selected 8 girls and 8 boys from the class with the 
largest proportion of students who parents had emigrated. Random selection 
focused on developing a subgroup of at least 15 young people. 

The final sample consisted of 780 young people between 10 and 19 years old 
(table 1) and reflected the demographic characteristics of the population in Azuay 
in terms of young people gender and age, and the geographical location of the 
schools (INEC, 2010). With respect to the migration status of the parents, we 
purposively included a larger proportion of young people whose parents had 
migrated, given that it is a particular characteristic of the young people from the 
Azuay region.  

Table 1: Socio-demographic characteristics of the study sample 

 n %  

Gender Male 
Female 

398 
382 

51.0 
48.9 

Parental Migration None 
One parent 
Two parents 

374 
138 
268 

47.9 
17.7 
34.4 

Age 
 

11-13 
14-16 
17-19 

184 
398 
198 

23.6 
51.0 
25.4 

Geographical Location Urban 
Rural 
Urban-Rural* 

390 
300 
90 

50.0 
38.5 
11.5 

 * Adolescents from both rural and urban areas attended this school 

4.2.2 Procedure 
Authorisation for the study was obtained from local offices of the Ecuadorian 
Ministry of Education. The Ethics Committee of the Faculty of Psychology and 
Educational Sciences of Ghent University provided ethical approval. Once 
schools had verified the authorisation letter provided by local authorities and the 
Ministry of Education, all the selected schools agreed to participate in the study. 
Trained researchers administrated the survey in each school during the period 
May-July 2014. 

Survey administration started by informing the young people about the study 
aims. They were also alerted to the fact that some survey questions would 
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address personal issues. The study conditions were explained (voluntary 
participation, the right to withdraw from participation at any time, and anonymity), 
and contact information was given in case further information was needed. Next, 
participants were invited to give their informed consent by signing a form. Two 
schools requested us to obtain individual parents’/guardians’ consent for young 
people under 18 years old prior to the survey administration. In these schools, 
30 and 31 young people respectively (of the 45 expected in each school) 
received parental consent and participated. In the other schools, none of the 
invited young people refused to participate.  

After informed consent had been obtained, young people completed the survey 
individually in presence of the researcher, but while sitting as a group in the 
classroom. completion took on average twenty minutes. Afterwards, participants 
received a free snack and a drink.  

4.2.3 Research tool 
A 42-item survey was designed to measure young people expressed needs 
regarding CSE. The questionnaire was based on the IPPF Framework (IPPF, 
2010; WHO and FCHE, 2010) and consisted of items in relation to each of the 
seven CSE dimensions. With respect to each CSE dimension, an average of six 
different items were developed. Each item focused on a “topic” or issue aligned 
with the particular CSE dimension (e.g., for the sexual health dimension: avoid 
unwanted pregnancies, sexual risk behaviours, contraceptive use).  

A pilot version of the survey was reviewed by two experts, resulting in eight items 
being reformulated. This pilot version was then pre-tested, involving 72 students 
between 12 and 18 years old from three different public schools from an urban, 
rural and urban-rural areas of Azuay province (not included in the current 
sample), to check completeness, comprehensibility and feasibility of the 
instrument. After pilot testing, five further items were reformulated and one item 
was enriched by adding a clarification. The structure and the format of the 
questionnaire were felt to be adequate. An English-language version of the 
survey is contained appendix 1. In Appendix 2, we indicated the links between 
individual items and key CSE dimensions. 

Young people were asked to rate each item on a 6-point Likert scale as to the 
extent they felt this was important to them (from 1 – “not important” to 6 – 
“extremely important”). Cronbach’s alpha reflects a high internal consistency (a 
=0.94). The consistency of the separate CSE dimensions is acceptable to good 
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(Gender Roles a =0.74; Sexual Health a =0.79; Sexual Rights a =0.72; Pleasure 
a =0.71; Violence a =0.73; Diversity a =0.77; Relationships a =0.71).  

Additionally, a series of background questions was asked to elicit information 
about socio-demographic characteristics (gender, age, geographical location 
and migrant status of the parents).  

4.2.4 Data analysis  
Through a descriptive analysis, means and standard deviations of all dependent 
variables provided an initial picture of differences possibly related to gender, age, 
geographical location and parental migration status.  

Data analysis also focused on the calculation of scores for each CSE dimension. 
To determine the latter, we calculated the mean for each individual scale item 
and then the mean for the cluster of items for each CSE dimension. However, 
since the results reflected overall high scores, the original Likert scale from 1-6 
was collapsed into three new, discrete variables: 1, 2 and 3. Collapsing scale 
levels is often applied in research related to sensitive topics where small 
proportions of respondents selecting categories as dissatisfied, non-agreeing, 
and so forth are observed (see e.g., Matthias et al., 1997). We applied the 
Linacre guidelines (2002) as to what response values categories could be 
combined; and did this consistently for each individual scale item prior to 
calculating CSE dimension measures. All original item scores from 1 to 4 were 
transformed into score 1, indicating that participants considered it “less 
important” to learn about a given CSE dimension. An original score of 5 was 
transformed into the value 2, meaning this was considered “important” by 
respondents. An original value of 6 was transformed into 3, meaning 
respondents considered this “very important”. Frequencies and percentages for 
the CSE dimensions were calculated based on the re-categorised scale items 
(see table 2).  

To exemplify the former procedure, we include in figure 1 the distributions for 
item 2 and 4 before and after transformation. 
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Figure 1.a Item 2 before transformation 

 

Figure 1.c Item 4 before transformation 

 

Figure 1.b Item 2 after transformation 

 

Figure 1.d Item 4 after transformation 

Figure 1. Distribution of responses to item 2 (Contraception) and item 4 (Masturbation) 
before and after transformation. 

Since CSE dimension measures varied from 1 to 3 with decimal places after 
transformation, the subsequent application of ordinal regression analyses 
(necessitating ordered categorical values) required a recalculation of all CSE 
dimension average scores while respecting their distribution: values from 1 to 
1.66 = 1; values from 1.67 to 2.32 = 2; and > 2.32 = 3. These benchmark values 
were based upon the division of the scale from 1 to 3 into three equal value 
ranges. 

Next, inferential statistical analysis was undertaken to explore differences in 
young people needs considering their background variables. We conducted 
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accumulative odds ordinal logistic regression analysis with proportional odds 
using a model that reflected the cumulative order in the values “. In the 
regression model, gender, parental migration status, age and geographical 
location were entered as predictors of the importance attached to the seven 
standardised CSE dimensions’ scores. In relation to these analyses, we first 
report overall model statistics (Table 3), and secondly, we report the analysis 
results checking significance at the level of the independent variable coefficients 
(Table 4). Prior to conducting logistic regression, the usual assumptions were 
tested; no problems were encountered. The significance level was set at .05, 
and analyses were performed using SPSS 24. 

4.3 Results  

The study aimed at exploring young people expressed needs for comprehensive 
sexuality education (CSE in a school setting, linking these expressed needs to  
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gender, parental migration status, age and geographical location variables (table 
2). Results suggested that participants’ expressed needs for CSE are high on all 
dimensions. This becomes especially clear when we take values 2 (important) 
and 3 (very important) together, which are clearly much higher than value 1 (less 
important). The general trend shows higher needs in sexual health and violence 
dimensions, while lower needs for the dimension of pleasure. 

In Table 3, we report on the ordinal regression analysis results by looking at the 
model level.  

Table 3. Goodness-of-fit statistics and pseudo R2-values in relation to the regression 
models for each CSE dimension 

 Gender 
Roles 

Sexual 
Health 

 

Sexual 
Rights 

Pleasure Violence Diversity Relationships 

Goodness 
of fit 
(Pearson) 

X2(df) X2(df) X2(df) X2(df) X2(df) X2(df) X2(df) 
 85.85  122.48* 127.21* 106.28 106.17 123.29 * 100.44 

Pseudo R2 
Cox & Snell 
Naegelkerke 

 
.040 
.045 

 
.051 
.059 

 
.044 
.050 

 
.034 
.038 

 
.054 
.062 

 
.053 
.060 

 
.037 
.042 

* p<.01 

Though some goodness-of-fit statistics (Pearson) appear to be significant, this 
statistic is less useful. The reason is that we have a large number of observations 
that easily result in a significant X2, and many categorical predictors, resulting in 
a large number of empty cells. Therefore, we need to look at the pseudo R2 
values. In all cases, the Cox & Snell and the Naegelkerke coefficients 
demonstrate that the predictors in the model are relevant but explain a fairly 
small proportion of the variance in the importance attached to the CSE 
dimensions. For example, the results indicate that only between 5.1% and 5.9 % 
of the variance in the CSE dimension sexual health is explained by the 
predictors. 

Looking at the specific impact of predictors for each CSE dimension, we 
summarise the ordinal regression analysis results in Table 4. We clarify the result 
by looking at each individual CSE dimension and focus - when the related Wald 
value is significant - on the odds ratios that help to understand how a predictor 
affects the higher or lower importance that participants attached to this specific 
CSE dimension. 
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Looking at gender roles, we can conclude that being female increases the odds 
of finding gender-roles more important by a factor of 1.33, if the other variables 
in the model are held constant. Being young person with no migrating parent 
increases the odds of finding gender-roles more important by a factor of 1.6. 
Among 11-13-year-olds, the odds of finding gender roles important decreases 
by a factor of .56. In young people from rural and urban areas, compared to 
urban-rural areas, the odds of finding gender roles more important, decreases 
by a factor of .49 in both cases. 

With respect to sexual health, being female increases the odds of finding sexual 
health more important by a factor of 1.47. Being a young person with no 
migrating parent increases the odds by a factor of 1.35. Among 11-13-year-olds 
and 14-16-year-olds, the odds decrease by a factor of .37 and .63.  

As to sexual rights, among 11-13-year-olds the odds of finding sexual rights 
important decrease by a factor of .47. In young people from rural and urban 
areas, compared to urban-rural areas, the odds decrease by a factor of .41 and 
.46. 

As to the expressed need to learn about pleasure, being aged 11-13 years or 
14-16 years decreases the odds of finding pleasure more important by a factor 
of .43 or .69. In young people from urban areas, the odds decrease by a factor 
of .57. 

In relation to violence, we can conclude that being female increases the odds of 
finding violence more important by a factor of 1.42. Among 11-13-year-olds and 
14-16-year-olds, the odds decrease by a factor of .36 and .70. In young people 
from rural and urban areas, compared to urban-rural areas, the odds of finding 
violence more important decreases by a factor of .53 in both cases. 

Looking at the expressed needs about diversity, being female increases the odds 
of finding diversity more important by a factor of 1.34. When being a young 
person with no or one migrating parent, the odds increases by a factor of 1.56 or 
1.50 Among 11-13-year-olds, the odds decrease by a factor of .49. Among young 
people from rural and urban areas, compared to urban-rural areas, the odds 
decrease by a factor of .48 and .56. 

Finally, with respect to relationships, we can conclude that being a young person 
with no migrating parent increases the odds of finding relationships more 
important by a factor of 1.41. In 11-13-year-olds, the odds decrease by a factor 
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of .51. In young people from rural and urban areas, compared to urban-rural 
areas, the odds decrease by a factor of .46 and .52. 

4.4 Discussion  

The findings of this study show that, overall, Ecuadorian young people living in 
the Azuay region express a high need for sexuality education in general, but also 
when questioning them about a range of specific aspects compared to what they 
have been receiving until now. This supports the idea that sexuality education 
may benefit from delivery through a holistic approach such as the one set forward 
in the International Planned Parenthood Federation (IPPF, 2010). Likewise, our 
findings suggest the need to check possible inadequacies between current 
sexuality education programmes as received by young people and their 
expressed CSE needs. 

These results align with previous work reporting that, when starting from young 
people viewpoints, sexuality education should stress a comprehensive 
approach, and, more specifically, should use a framework that is wider than 
solely a focus on the negative consequences of sexual activity (Allen, 2005; 
O’Higgins & Gabhainn, 2010) or on one particular dimension of sexuality alone, 
such as its biological basis (Rijsdijk et al., 2013). Young people nowadays clearly 
have (or express) more mature, complex, diverse and broader sexuality 
education needs and preferences than what has traditionally been believed 
(Allen, 2008; Mkumbo, 2010). This is particularly important in the Latin American 
context where it has been argued that sexuality education often only emphasises 
health-related issues, neglecting those topics that are linked to other sexuality 
dimensions (Darré et al., 2015).  

In 4 out of 7 CSE dimensions, girls express higher needs compared to boys, 
which is in line with previous studies underpinning the major concerns of young 
women regarding unwanted pregnancy, STIs and sexual violence (Forrest et al., 
2004; O’Higgins & Gabhainn, 2010). In terms of age, being younger consistently 
plays a role – only in relation to pleasure and violence, did those aged xx-xx 
years express higher needs, which is not surprising given the nature of the 
developmental process during youth and adolescence (Rodríguez & De 
Cordero, 2008). Yet, certain findings related to the possible impact of age and 
gender need to be interpreted within a particular Ecuadorian context: the 
significant differences between boys and girls in their attribution of importance to 
all CSE components, and the differences between age groups could suggest a 
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lack of legitimacy with respect girls’ and women’s sexual rights and a kind of 
‘normalisation’ by both boys and girls of the gender norms present in the 
Ecuadorian society (Platin, 2003). In particular, the view that heterosexuality as 
the only acceptable form of sexual expression (Vaggione, 2013), and that 
sexuality is an adult concern tends to deny young people’s own sexual interests 
and desires (Darré et al., 2015). Both views are cultural constructions largely 
influenced by religious (mainly Catholic) values and are strongly present in 
Azuay society (Jerves et al., 2014).  

Our initial assumption that the migratory status of parents would strongly affect 
young people sexuality education needs is not fully confirmed. Young people 
neither of whose parents had migrated seemed to express higher needs in four 
of the seven CSE dimensions, a finding which contrasts with studies 
documenting adverse consequences for young people when both (Arguillas & 
Williams, 2010; Parreñas, 2005) or one parent (usually the mother) have 
migrated (Cortina, 2014; Parreñas, 2005). Yet, there is also scholars which 
indicates the opposite: Arguillas and Williams (2010), for example, have shown 
how the children of emigrated parents did not display differences in overall 
wellbeing compared to those with their parents still around, which aligns with 
more closely with the findings here. One possible explanation for this could be 
that actual physical separation from (a) parent(s) does not necessarily imply a 
total breakdown of the parental relationship (Olwig, 1999), nor that physical 
separation from a parent automatically leads to a situation in which a child is 
more at risk. Additionally, parental migration is a familiar phenomenon in the 
Ecuadorian context, in particular in Azuay province. In such a context, the 
restructured family of children after the migration processes may provide the care 
and stability young people need, offering a certain continuity after parents have 
departed (Jerves et al., 2016). Another possible hypothesis could be that the 
remittances sent back by the emigrated parent(s) allow children to have 
improved access to educational and health services and even to move their 
residence to a more urban geographical area (Herrera, 2008). We thus 
hypothesise that historical and/or cultural processes in family structures and/or 
the social status of young people with (an) emigrated parent(s) can be protective 
factors here.  

Yet, we should not ignore the fact that we found some differences suggesting 
that young people both of whose parents had emigrated expressed higher 
sexuality education needs. Additionally, there remains serious evidence that 
children and young people with emigrant parents often experience stigmatisation 
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in the Ecuadorian context, which also may affect their later propensity for risk-
related sexual behaviour.  

Looking at the potential association with geographical location, for example, the 
highest needs were expressed by young people from rural-urban areas 
compared to young people from urban or from rural areas. In the case of 
Ecuador, as in many other countries of Latin America, something of a ‘new 
rurality’ can be observed following the economic crisis of the 1990s. This ‘new 
rurality’ is especially obvious in areas where agriculture has lost its prominence 
in favour of industry, tourism and other commercial activities, where income 
levels and the provision of public services and limited, and where sociocultural 
patterns of behaviour that are increasingly similar to those in urban settings 
(Garcia, 2013).  

Moreover, in such a context, certain ethnic groups are disadvantaged in terms 
of their access to services and employment opportunities (García-Aracil & 
Winter, 2006), with the income of the population varying greatly with ethnicity, 
and with especially high poverty levels among Indigenous groups (INEC, 2010).  

Although such factors may explain why young people from urban-rural areas 
reported higher needs, we should also acknowledge that there are large 
variations within these different groups and between geographic locations. 
Particular socio-cultural norms and values seem still to still act as barriers for 
young people to achieve their sexual rights and to experience sexuality in a 
positive way. This becomes evident when looking at the pleasure dimension in 
our study, which was the dimension given the least importance, yet the one that 
is known to be of high importance in a positive approach of sexuality (McGeeney 
& Kehily, 2016).  

Implications 

Our findings have important implications for policy makers and researchers. 
First, programmes for sexuality education should take local contexts and realities 
into account before being implemented. This implies that it is necessary to know 
and engage with self-perceived needs as part of programme development, since 
these can provide a robust basis on which to proceed. Sexuality education 
programmes will be more effective when self-perceived “local” needs are 
considered in their design, in combination with the core topics that are deemed 
as essential to maintain quality within the programme and to meet international 
standards (UNESCO, 2015). 
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 Findings from this study urge us to listen carefully to young people voices, 
recognising young people as sexual subjects. However, taking young people’s 
perspective seriously may require the further professional development of 
teachers, especially in contexts such as Ecuador where young people’s 
perspectives are not traditionally taken into account. Finally, the findings of this 
study provide insights for both academic scholars and policy makers on the 
potential impact of parental migration on left-behind young people, and a broader 
and more inclusive understanding of different family types, a topic which is 
important for any future education programme development. 

Limitations 

Some limitations of the present study need to be recognised. Overall, the results 
derive from a particular Ecuadorian context, and given the study was conducted 
in only one Ecuadorian province in the highlands area, the results may not be 
applicable to other regions of country, especially the coastal and the Amazonian 
regions, which differ a lot culturally.  

Second, the study only involved students from public high schools, 
predominantly attended by young people of low and middle socio-economic 
status. Many private high schools belong to religious orders, which could result 
in different findings to those reported here. Equally, we did not include those 
young people who were not attending formal educational; particularly girls who 
may have dropped out of school because of early pregnancy; their opinions too 
may differ from the current findings.  

Finally, we need to acknowledge that it may be difficult for young people to 
express their real needs regarding sexuality education, which necessitate further 
research using other types of data collection to confirm our findings. Qualitative 
investigations may be of special importance here, as these may enable us to 
develop a fuller understanding of young people perspectives regarding sexuality 
education needs, the barriers they experience in relation to the pursuit and 
expression of their rights, and the ways in which future sexuality education 
programmes can more genuinely meet young people needs.  
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ABSTRACT  

Considering the relevance of adolescents’ voices in the design and 
implementation of sexuality education programs, the current study explores 
adolescents’ perceptions of current sexuality education they are receiving at 
school (SSE) and perceptions about their teachers’ professionalism towards this 
topic (SEPT) in Ecuador. A multi-stage stratified cluster sampling procedure was 
followed to involve 702 adolescents between 11 and 19 years old in the study. 
Participants perceptions of SSE and SEPT were assessed based on a survey. 
Responses were analyzed in relation to their gender, parental migration status, 
age and geographical location. Adolescents expressed high satisfaction with 
sexuality education received at school (SSE) and were mildly satisfied about 
their teachers’ competences regarding sexuality education (SEPT). Multinomial 
logistic regression analyses revealed slight differences in relation to the socio-
demographic variables. Answers to open-ended questions reflected a strong 
influence of a biological approach on sexuality education. Given the satisfaction 
levels in SSE and SEPT, and the contrasts between the biological approach and 
the overarching Ecuadorian framework, the results have clear implications for 
the design and implementation for future sexuality education programs and 
training teacher. proposals. 

Keywords: Sexuality education; teachers’ professionalism; adolescents’ 
satisfaction; Ecuador. 

 





Chapter 5 | 189 

5.1 Introduction 

In most countries, the school system is considered a formal setting for the 
implementation of sexuality education in adolescents, as schools represent a 
safe environment, and large groups of adolescents from diverse backgrounds 
can be targeted (Bay-Cheng, 2003; Thomas & Aggleton, 2016). Moreover, the 
role of the school in providing sexuality education is supported by parents, as 
well as by the majority of adolescents themselves (Walters & Hayes, 2007). 
Nevertheless, sexuality education in a school context is challenging. In the 
present article, we examine how the design of sexuality education programs is 
aligned with students’ expectations, next to students’ perceptions about their 
teachers’ expertise in this field. 

5.1.1 The design of sexuality education programs 
The relevance of providing sexuality education within the school context is 
inexorably intertwined with the attention paid to its design and implementation 
process. Discussions about an appropriate design for sexuality education in 
schools - in terms of content, time, methodology, evaluation, and expected 
outcomes - reflect a variety of challenges. By definition, the design of sexuality 
education programs in schools is linked to cultural values (Walters & Hayes, 
2007), as well as to myths and stereotypes about sexuality and sexuality 
education (Das, 2014). Discussions reiterate concerns, pressures and censures 
about what sexuality education should (not) imply and how it should be included 
into the school curriculum (Bay-Cheng, 2003; Das, 2014; Walters & Hayes, 
2007). Debates about sexuality education in school mirror two main 
controversies. First, recent approaches of sexuality education have shifted from 
a focus on isolated and concrete aspects of sexuality (e.g., contraceptives, 
STDs, AIDS, etc.), strongly based on health interventions (Darré et al., 2015), to 
a holistic view focusing on gender and sexuality rights (IPPF, 2009) and 
promoting a “whole school” approach (Thomas & Aggleton, 2016). However, 
despite these changes, scholars have concluded that most current sexuality 
education programs in schools still concentrate on technical, physical and risk 
aspects related to sex (Darré et al., 2015; Giami et al., 2006; Kirby, Obasi, & 
Laris, 2006. Second, there are deliberations about how sexuality education 
should be nested within the school curriculum: (a) as a stand-alone subject within 
the curriculum, often offered as elective course (Walters & Hayes, 2007) and 
taught by “experts”; (b) integrated within an existing mainstream subject (such 
as biology); or (c) as a transversal axis within the curriculum, meaning that 



190 |  Chapter 5 

sexuality education should be embedded in every subject. Consequently, all 
school teachers should be able to address it within their subjects (Martin, 2007) 
even in every space or moment of the school, aiming at a “whole school” 
approach; (d) a combination of these diverse modalities. This combination could 
be a transversal axe design but could also result in defining a specific sexuality 
education course in the curriculum (Thomas & Aggleton, 2016). While it has been 
argued that the sensitive nature of sexuality education influences the program 
design approaches, a standardized proposal is still not available. There seems 
to be consensus about the following components to be included: (a) cognitive 
components building on a scientific-based knowledge; (b) affective components 
introducing values attitudes and beliefs; and (c) a behavioural component 
introducing the development of skills (Allen, 2005, 2008; Barr et al., 2014; Forrest 
et al., 2004; Giami et al., 2006; Helmich, 2009; Schmidt, Wandersman, & Hills, 
2015; Thomas & Aggleton, 2016). Still, knowledge, behaviours and attitudes 
could be fostered through different approaches. From a comprehensive 
approach perspective, these three different components should be addressed 
via topics as gender, sexual health, sexual rights, violence, diversity and 
relationships (IPPF, 2009; Thomas & Aggleton, 2016). While these different 
components inform the design of sexuality education programs, it is still 
necessary to consider the particular context with which these programs interact, 
for example through local values, religion and geographical differences (Hunt & 
Ott, 2014; Walters & Hayes, 2007). For instance, contexts may differ in their 
views related to patterns of virginity or heterosexuality (UNESCO, 2015) or rural 
communities may differ from urban contexts in sexual practices, knowledge and 
beliefs (Tenorio Ambrossi, 2004). Nevertheless, although sexuality education 
from a Comprehensive approach (CSE) should be adapted to local contexts, 
there are topics that are essential in order to maintain the programs’ quality and 
to meet international standards (UNESCO, 2015). 

Being context-sensitive also requires that sexuality education programs are 
aligned with adolescents’ specific circumstances and unique characteristics 
(DiCenso, Guyatt, Willan, & Griffith, 2002; Helmich, 2009; MacDonald et al., 
2011; Schmidt et al., 2015; Simovska, & Kane, 2015; Thomas & Aggleton, 2016). 
Literature points at the need to teach sexuality education in a developmentally 
appropriate way, acknowledging that adolescents’ development may differ in 
specific cultures and contexts (Das, 2014; Muhanguzi & Ninsiima, 2011; Thomas 
& Aggleton, 2016; WHO and FCHE, 2010). 
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5.1.2 Teachers’ point of view on sexuality education 
Key to ensure school-based sexuality education programs succeeding in 
encompassing adolescents’ needs and interests is the professional role of 
teachers. While well-prepared teachers are key to effective sexuality education 
(Barr et al., 2014), research concludes that a majority of teachers assigned to 
teach sexuality education have received little or no formal related training and do 
not feel empowered for this responsibility (Cohen, Byers, Sears, & Weaver, 
2004; Das, 2014; Walters & Hayes, 2007). At the same time, research shows 
that adolescents are aware of this weakness in teacher competences (Allen, 
2005), and adolescents’ perceptions of their teachers’ professional preparation 
to (not) address sexuality education influence their motivation and engagement 
towards the subject (MacDonald et al., 2011; Adams, et al., 2016). One reason 
is that teaching sexuality education often evokes feelings of fear, 
embarrassment, anxiety, confusion and discomfort in teachers (Kehily, 2002; 
Milton et al., 2001), as well as preoccupations about being given a very different 
educational role (e.g., counsellor) (Helleve et al., 2011) and the fact they might 
no longer solely be seen as a ‘teacher’ (Oulton, Day, Dillon, & Grace, 2004). 

Moreover, teachers’ own values influence their involvement in sexuality 
education programs, since they (implicitly or explicitly) integrate their intimacy, 
values and beliefs into a subject that is labelled as ‘sensitive and controversial’ 
(Helleve et al., 2011; Huberman, Grounauer, Marti, & Neufeld, 1993). Last, 
teachers often feel ill-equipped to engage in a sexuality education program which 
builds onto paradigms they do not believe in or understand (Preston, 2013; 
Walters & Hayes, 2007). 

5.1.3 Adolescents’ voices about sexuality education 
Adolescents’ voices are hardly heard in the design of sexuality education 
programs (DeMaria et al., 2009). While an understanding of the target group is 
crucial in view of 

adolescents’ engagement in the curriculum (Allen, 2008), their voices remain 
largely absent in decisions about the sexuality education curriculum in the formal 
educational system (Bay-Cheng, 2003; MacDonald et al., 2011; Thomas & 
Aggleton, 2016), since in most cases, adults are those who design and decide 
on sexuality education programs (Giami et al., 2006; Hirst, 2008; Santelli et al., 
2006). 
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The same gap is noted in the research literature. Available research focuses 
mainly on outcomes, particularly in adolescents behaviour after sexuality 
education, with a focus mainly on the use of contraceptives or abstinence 
approaches (Haberland & Rogow, 2015; Kirby, 2002; Rijsdijk et al., 2011; 
Wilson, Goodson, Pruitt, Buhi, & Davis-Gunnels, 2005) and on the obstacles 
when implementing sexuality education in schools (Eisenberg et al., 2013; 
Simovska, & Kane, 2015). 

Yet, very little is known about the fit between sexuality education provided and 
adolescents’ expectations. Therefore, the current study aims at examining the 
perspectives of adolescents’ students about the sexuality education 
implemented in their school context. 

Two research questions are being put forward: (1) To what extent are 
adolescents satisfied with the sexuality education they receive in schools? and 
(2) To what extent do adolescents consider their teachers performing well when 
addressing sexuality education? To answer these questions, we measure, firstly, 
adolescents’ satisfaction with the sexuality education they have been receiving 
(SSE-Satisfaction sexuality education), and, secondly, adolescents’ perceptions 
about the sexuality educational teachers’ professionalism (SEPT-sexuality 
education professionalism of teachers). Since sexuality is a complex human 
dimension, its conceptualization differs according to contexts, groups and even 
individuals. To be sensitive to these differences, the present study also tackles 
background variables such as gender, age, geographical location and the 
situation of adolescents with emigrated parents. Participants’ geographical 
location calls for particular attention, given the context of the study (Ecuador), 
where we note, as in other Latin American contexts, the emergence of ‘new 
ruralities’ and its influence on adolescents’ sexuality (Pascual, 2013). The 
variable ‘adolescents with emigrated parents’ refers to a growing group of 
Ecuadorian children and adolescents whose parents have emigrated while they 
themselves stay in the home country (Jokhan, 2008). 

5.2 Methodology 

5.2.1 Study context 
The study was conducted in Ecuador, a country with one of the highest rates of 
teenage pregnancy in Latin-America (Castro, & Salinas, 2009; Ministry of Health 
of Ecuador, 2012). In Ecuador, the recognition of adolescents’ rights on sexuality 
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education is embedded in the constitution, with schools as major stakeholders 
through the implementation of the comprehensive sexuality education (CSE) 
framework (Constitución Ecuador, 2011). CSE, that is incorporated as a 
compulsory part of mainstream curriculum, goes beyond a narrow focus on 
abstinence and contraceptives, and incorporates gender rights, is explicitly 
secular in nature, and considers sexuality as inherent to human beings. 
Moreover, CSE is designed in a way that it guarantees the development of inter-
related knowledge, skills and attitudes, at all educational levels, and both in 
public and private schools. To reach this goal, a strategy was put forward by the 
Ministry of Education (2012) that puts CSE as a transversal axis within the school 
curriculum. This suggests that every teacher, at any educational level and 
responsible for whatever subject, should be able to address sexuality education 
in his/her classroom. 

5.2.2 Participants 
Participants in the present study are adolescents attending public secondary 
schools from urban and rural areas in cantons of Azuay province in Ecuador. A 
multi-stage stratified cluster sampling procedure was followed. In the sampling 
procedure, we only included schools offering both upper basic educational (8th, 
9th and 10th grade) and secondary education (1st, 2nd and 3rd). 

In a first sampling step, on the basis of demographic information of the Azuay 
region, eight cantons (50% of all cantons) were selected with the highest rates 
of international emigration (INEC, 2010). Further, on the basis of the Azuay 
public schools’ database (Ministry of Education of Ecuador, 2012), 18 schools 
were randomly selected from these eight cantons: 

§ From five cantons: one urban and one rural high school (10 in total) 
§ From two rural cantons: one school from each canton (2 in total), 
§ From the capital canton: two urban, two rural, and two urban-rural 

schools (6 in total). 

In a second step, three clusters of classes were selected from each school: 

§ cluster 1: 8th-9th grade classes (early adolescence); 
§ cluster 2: 10th grade classes and 1st year secondary education classes 

(middle adolescence); 
§ cluster 3: 2nd and 3rd year secondary education classes (late 

adolescence). 
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Thirdly, each cluster was screened in collaboration with a teacher or 
psychologist. For each cluster, the class with the largest proportion of students 
with emigrated parents was selected. Fourthly, to ensure the gender balance 
and avoid stigmatization of adolescents with emigrated parents, we randomly 
selected eight girls and eight boys from the class with the largest proportion of 
students with emigrated parents. In this phase, the random selection focused on 
developing a subgroup of at least fifteen adolescents. The final sample consisted 
of 780 adolescents between 11 and 19 years old. 

Considering the aim of the current study, we only included the data of those 
adolescents who reported in the survey they already received sexuality 
education during high school, bringing the final number of participants to 702. 
The final sample reflected the demographics characteristics of the population in 
Azuay in terms of gender, age and geographical location (INEC, 2010). Yet, 
regarding the emigration status of the parents, we purposively included a larger 
proportion (see table 1). 

Table 1. Socio-demographic characteristics of the study sample 

 n % 
Gender Male 

Female 
354 
348 

50.4 
49.6 

Parental Migration None 
One parent 
Two parents 

338 
121 
243 

48.1 
17.2 
34.6 

Age* 
 

Early  
Middle  
Late  

165 
360 
177 

23.5 
51.3 
25.2 

Geographical Location Urban 
Rural 
Urban-Rural** 

350 
266 
 86 

49.9 
37.9 
12.3 

*Early adolescence: 11-14 years; middle adolescence: 15-16; late adolescence: 17-19 years old. 

**Adolescents from both rural and urban areas attended this school. 

5.2.3 Procedure 
Authorization for this study was obtained from the Ecuadorian Ministry of 
Education, and ethical clearance from the Ethical Committee of the Faculty of 
Psychology and Educational Sciences of Ghent University. Once authorities of 
the schools verified the authorization letter of the local authorities and the 
Ministry of Education, all selected schools accepted to participate in the study. 
Trained researchers administrated the survey in each school. 



Chapter 5 | 195 

Survey administration started by informing adolescents about the study aims. 
The study conditions were explained (voluntary participation, the right to 
withdraw from participation at any time, confidentiality and anonymity), and 
contact information of the researcher was given in case of further information or 
assistance needed. Next, adolescents were invited to give their informed 
consent by signing a form. Two schools requested to obtain first individual 
parents’/guardians’ authorization for underage adolescents prior to the survey 
administration. From these schools, 30 and 31 adolescents respectively (of the 
45 in each high school) received parental consent and participated. In the other 
schools, none of the invited adolescents refused to participate. 

After obtaining informed consent, adolescents completed the survey individually, 
in a classroom and in the presence of their classroom mates and the researcher. 
Instrument administration took on average twenty minutes. After completion, 
participants received a free snack and a drink. 

5.2.4 Research instruments 
To conduct the study, a survey consisting of two scales was designed. One scale 
evaluated the level of satisfaction of adolescents as to the sexuality education 
they received at school (SSE). Building on the general guidelines for curriculum 
design from the Ministry of Education of Ecuador (Ministerio Education, 2012), 4 
items and 2 open-ended questions were presented to the adolescents (e.g., 
items: “during sexuality education classes, topics being addressed, were 
interesting for me;” “during the class, I felt comfortable when sexuality education 
topics were addressed”; open-ended questions: “in which courses have you 
received sexuality education”; “what did you like the most about the sexuality 
education classes you participated in?”). Adolescents rated each scale item on 
a 6-point Likert scale, expressing their agreement (from 1 - “strongly disagree” 
to 6 – “totally agree”). Cronbach’s α reflected an acceptable to good level of 
internal consistence (α=0.73). 

The second scale assessed adolescents’ perceptions of the sexuality education 
Professionalism of Teachers (SEPT). The scale consisted of 6 items and was 
developed on the base of Bandura (2006) and WHO (2010) (e.g., “my teachers 
could motivate us to feel comfortable as we address issues relating to sexuality 
education”; “my teachers could improve our knowledge about sexuality”). 
Adolescents were also asked to rate their level of agreement with each scale 
item (from 1 – “strongly disagree” to 6 – “totally agree”). Cronbach’s alpha 
reflects a good reliability (α=0.79). Additionally, background questions were 
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presented to get information about adolescents’ background characteristics 
(gender, age, geographical location and migration status of the parents). 

A pilot version of the survey was reviewed by two experts, resulting in three scale 
items being revised. Next, this first pilot version was tested, involving 72 
adolescent students from three different public high schools (not included in the 
current sample) to check completeness, comprehensibility and feasibility of the 
instrument. After pilot testing, two items were reformulated, three items were 
enriched with a clarification and two open questions were incorporated. The 
structure and the format of the questionnaire were qualified as adequate. 

5.2.5 Data analysis 
On the base of a descriptive data analysis, a first picture was developed of SSE 
and SEPT, focusing on potential differences related to gender, age, geographical 
location and parents’ migration status. Since the data reflected overall high 
scores, the original Likert scale from 1 to 6 was re-coded into three new, discrete 
variables: 1, 2 and 3. Collapsing scale levels is often applied in research related 
to sensitive topics, when respondents select a smaller range of values within a 
broader scale (see e.g., Matthias, Lubben, Atchison, & Schweitzer, 1997). We 
applied the Linacre (2002) guidelines to collapse response values categories. 
The recoding is as follows: the value 1 indicates that adolescents agree to a 
lesser extent, while 3 indicates that the respondents totally agree with a 
statement. Frequencies and percentages were calculated based on the re-
categorized scale. In addition, the answers to the two open questions included 
in the SSE scale were clustered into categories by grouping responses belonged 
to the same dimension or topic. Next, a frequency analysis was carried out. 

Next, inferential statistics were applied to explore differences in adolescents’ 
perceptions (SSE and SEPT) considering their background variables. A ordinal 
logistic regression was carried out to determine the impact of predictor variables 
in a regression model, thus respecting the ordinal nature of the variables. In the 
regression model, main effects of gender, parental migration status, age and 
geographical location were entered as predictors for the dependent variables 
SSE and SEPT scores. Levene´s test results pointed out assumptions as to 
homogeneity of variances were consistently met. A p value of .05 was put 
forward to interpret the results. Statistical analyses were performed using SPSS 
19.0. 
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5.3 Results 

Descriptive analyses showed that the largest proportion of respondents were 
highly satisfied with the sexuality education they received at school (SSE) (see 
table 2). Student background variables reflected some differences in SSE, 
especially for the urban rural group (variable geographical location) and in the 
female group (variable gender) who mainly expressed total agreement. In 
relation to the variable SEPT, a large proportion of adolescent expressed mild 
agreement with their teachers’ competences regarding sexuality education 
(SEPT), but with minor differences in comparison to the proportion to less 
agreement and total agreement. Student background variables seemed to reflect 
slight differences in SEPT, especially in the late adolescence group (variable 
age), as they mostly expressed disagreement. 

Responses to the open-ended questions are presented in tables 3 and 4. Results 
showed that adolescents strongly indicated biological sciences as the main 
school subject through which sexuality education is provided. Participants also 
showed that they mostly liked topics related to sexual health; the topic they liked 
less was pleasure. 

Table 2. Descriptive analysis of the key research variables in relation to the 
participants’ background variables (N=702) 

 SSEc SEPTd 

 Value a 1 2 3 1 2 3 
Total group  107(15.2) b 247(35.2) 348(49.6) 213(30.3) 255(36.3) 234(33.3) 

Gender        
 Male 65(17.8) 128(36.1) 161(45.4) 122(34.4) 125(35.3) 107(30.2) 

Female 42(12.0) 119(34.1) 187(53.7) 91(26.1) 130(37.3) 127(35.9) 
Parents migrated       

 
 

None 46(13.6) 113(34.9) 179(52.9) 106(31.3) 125(36.9) 107(31.6) 

One 
parent 

25(20.6) 35(28.9) 61(50.4) 32(26.4) 48(39.6) 41(33.8) 

Two 
parents 

36(14.8) 99(40.7) 108(44.4) 75(30.8) 82(33.7) 86(35.4) 

Age        
 Early 19(11.51) 63(38.1) 83(50.3) 54(32.7) 56(33.9) 55(33.3) 

Middle 55(15.2) 119(33.0) 186(51.6) 88(24.4) 135(37.5) 137(38.0) 
Late 33(18.6) 65(36.7) 79(44.6) 71(40.1) 64(36.1) 42(23.7) 

Geographical location       

 Urban 66(18.8) 118(33.7) 166(47.4) 114(32.5) 121(34.5) 115(32.8) 
Rural 36(13.5) 104(39.9) 126(47.2) 84(31.5) 95(35.7) 87(32.7) 
Urb/Rur 5(5.81) 25(29.0) 56(61.1) 15(17.4) 39(45.3) 32(37.2) 

Note: a 1= hardly agree; 2 = mildly agree; 3 = totally agree. b= n (%). c =School Sexuality Education. 
d= Sexuality Education Professionalism of Teachers.  
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Table 3. Reponses to open-ended question: In which school subject have you 
received sexuality education? (N=702) 

Subject/Area n % 

Exacts 11 1.6 
Biological Sciences 442 63.0 
Social Sciences 100 14.2 
Arts 3 0.4 
Sports 2 0.3 
Instrumentals 9 1.3 
Others 52 7.4 

More than 1 option 83 11.8 

 

Table 4. Responses to open-ended question: What did you like the most about 
the sexuality education you had? (N=702) 

Aspects  n % 

Topic Gender 22 3.1 
Topic Sexual Health 447 63.7 

Topic Sexual Rights 31 4.4 
Topic Pleasure 11 1.6 
Topic Violence 15 2.1 
Topic Diversity 9 1.3 
Topic Romantic Relationships 22 3.1 
Methodology* 83 11.8 
Teacher Attitude** 39 5.6 
Others 23 3.3 

* Strategies, activities teachers use while teaching sexuality education. ** Confident performance 
perceives, involvement in the sexuality education classes. 

Table 5. Goodness-of-fit statistics and pseudo R2 values in relation to the 
regression models for SSE and SEPT 

 SSE SEPT 

Goodness of fit (Pearson)  X2(df) *  
 80.06 

 X2(df) * 
103.54  

Pseudo R2 
Cox & Snell 
Naegelkerke 

 
 (.033) 
 (.038) 

  
(.044) 
 (.050) 

**p<.01; a reference “male”; b reference “both parents”; c reference “late”; d reference “urban-rural” Note: B 
estimated logit Coefficient; Wald indicates significance of related coefficient for this CSE dimension; Exp(B) 
Odds ratio individual coefficient 
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Likelihood ratio test results in table 5 show that some background variables were 
significantly associated with SSE and SEPT. Concerning adolescents’ 
satisfaction with the sexuality education received (SSE), two background 
variables were independently and significantly associated (table 6): gender and 
geographical location. Female adolescents were 1.83 times more satisfied with 
the sexuality education they received compared to males; adolescents from 
urban and rural areas were 4.34 and 3.22 times respectively less satisfied 
compared to those from urban-rural areas. No associations were found with 
adolescents’ age and migrated parents for (SSE). 

As to adolescents’ perceptions of their teachers’ professionalism (SEPT), three 
background variables were significantly associated: gender, age and 
geographical location. Female adolescents were 1.50 times more mildly agree 
with their teachers’ competences on sexuality education compared to males. 
Participants belonging to middle adolescence were more likely to express 
satisfaction in 2.84 times in comparison with late adolescence group. 
Adolescents from urban areas were 2.94 times less satisfied compared to those 
from urban-rural areas. No associations were found with adolescents’ parental 
migration status. 
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Table 6. Ordinal regression analysis results for SSE and SEPT 

 SSE SEPT 
Independent variables B(SE); Wald 

Exp (B) 
B(SE); Wald 

Exp(B) 
Gendera  

 Female .40(.14); 7.41* 
1.49 

.35(.14); 6.20* 
1.43 

Parents-migratedb  
None .17(.16); 1.02 

1.61 
-.13(.16); .62 

.87 
One parent .24(.21); 1.26 

1.27 
.37 (.21); 2.97 

1.45 
Agec  

Early  .29(.20); 2.00 
1.34 

.32 (.20); 2.60 
1.38 

 Middle  .29(.17); 2.87 
1.34 

.73 (.17); 17.85** 
2.08 

Geographical locationd  
Urban -.80(.26): 9.33* 

.44 
-.66 (.24); 7.34* 

.51 
Rural -.68(.26); 6.68* 

.50 
-.61 (.24): 6.15* 

.53 
*p<.05 ** p<.01; a reference “male”; b reference “both parents”; c reference “late”; d reference “urban 
rural”. Note: B estimated logit Coefficient; Wald indicates significance of related coefficient for this 
CSE dimension; Exp(B) Odds ratio individual coefficient 

5.4 Discussion 

Building on Ecuadorian adolescents’ perceptions, this study examined two key 
aspects in the field of sexuality education in schools: adolescents’ satisfaction 
with sexuality education received in their school (SSE) and their views about the 
professionalism of their teachers delivering sexuality education (SEPT). The 
findings of this study reiterate the concern about the perspectives of the target 
group being disregarded in the design and implementation of sexuality 
education. In addition, the present research adds to the literature on the possible 
impact of specific background characteristics onto the studied variables. 

Overall, the empirical findings revealed that adolescents are rather high satisfied 
with the sexuality education they receive in school, with the highest scores with 
regards to the actual sexuality education they received (SSE), and somehow 
lower scores regarding the professionalism of their teachers (SEPT). 
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The rather high scores are in contrast with most literature where students 
generally express dissatisfaction with the sexuality education received (Alldred, 
2007), mainly because of the too strong focus on the biological foundations of 
sexuality (Walters & Hayes, 2007) or the irrelevant, boring, repetitive, ‘too 
scientific’ and little realistic content (Allen, 2005; Muhanguzi & Ninsiima, 2011; 
Adams, et al., 2016) that is often ‘too rushed’or ‘held too late’ (MacDonald et al., 
2011). Also, the rather relatively high average scores in relation to teachers’ 
professionalism (SEPT) are different from earlier studies that documented how 
students are not satisfied with the way their teachers handle sexuality education 
courses, and believe teachers need to improve their knowledge, skills, attitudes 
and teaching methods (Allen, 2005; Hilton, 2003; Muhanguzi & Ninsiima, 2011). 

To explain these results, we might have to consider the Ecuadorian context. 
Since learner’s engagement is influenced by broader cultural dynamics (Adams, 
et al., 2016) and cultural values often become legitimized through institutional 
mechanisms resulting in practice codes for teachers and health professionals 
(Shoveller, 2004), we need to consider the specific socio-dynamics of the study 
context. Up to date, traditional religious values are still very important in Ecuador, 
which means it is acceptable to discuss topics related to anatomy, reproduction 
and STDs/AIDS, yet topics that go beyond this biological perspective are difficult 
to tackle. Hence, findings may suggest that Ecuadorian adolescents might 
‘require’ less in terms of their sexuality education and are sooner satisfied. This 
perspective becomes also clear in responses to the open-ended questions. 

They reiterate the strong focus on biological and health-related topics, that 
seems to impact the high average satisfaction scores of the participants. This 
finding could lead to a biased sexuality education approach and result in a limited 
conception of human sexuality in adolescents, perpetuating existing problems 
related with adolescents’ sexuality or even generating new inconveniences. The 
former is also in contradiction with the high teenage pregnancy rate in Ecuador. 

Our findings about boys’ dissatisfaction with sexuality education and teachers’ 
demeanour are consistent with earlier research (Hilton, 2003; Lupton & Tulloch, 
1996; Muhanguzi & Ninsiima, 2011), and can be explained by cultural patterns 
influencing boys’ and girls’ sexuality behaviour whereby they are exposed to 
different experiences and information about sexuality (Allen, 2005). Measor 
(2004) states that boys learn more about sexuality from sources excluding adults 
(media, commercial sources or peers), which may create tensions with the actual 
sexuality education content and the way teachers handle this in schools. Also, 
boys are reported to be concerned about being ignorant or having inadequate 
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sexual competences (Alldred, 2007; Forrest et al., 2004), where mass media can 
answer these concerns in an anonymous way (Lupton & Tulloch, 1996). 

Findings from the older age group’s perceptions about their teachers’ 
professionalism (SEPT) suggest a possible mismatch between the sexuality 
‘career’ of adolescents and how they think adults (i.e., their teachers) perceive 
it. On average, Ecuadorian adolescents of this age group are often already 
involved in sexual activity (INEC, 2014), which may lead to more mature and 
complex needs (Allen, 2008). In contrast, older adolescents do not reflect higher 
scores as to their perceived needs related to sexuality education, which may 
indicate that they are especially sensitive when it comes to the person 
addressing sexuality education, rather than to its content. 

Our assumption that adolescents with migrating parents would express higher 
needs regarding sexuality education was not confirmed. A possible explanation 
is that the physical separation from (a) parent(s) does not necessarily imply a 
total breakdown of the parental relationship (Olwig, 1999). Further, parental 
emigration is abundant in the Ecuadorian framework, especially in the region 
where we set up this research, which might have led to establishing strong social 
networks that are sufficiently robust to counter the potential vulnerability of these 
adolescents. Nevertheless, these adolescents still tend to be stigmatized as 
“children from migrating parents” - as opposed to children from the nuclear family 
(Pedone, 2006), which could evoke other needs related to sexuality education, 
but this require further in-depth analysis. 

The variable geographical location had a minimal impact on SSE, with higher 
needs expressed by adolescents living in urban-rural areas compared to those 
from urban and rural regions. Findings of other studies are rather inconsistent, 
with some studies reporting adolescent risky sexual behaviour either in urban or 
rural areas (Folayan et al., 2015), and others specifically indicate early sexual 
debut and childbearing among rural female adolescents (Doyle et al., 2012). Yet, 
these findings urge us to reconsider the labels urban and rural (Levine & Coupey, 
2003) as in Ecuador - comparable to many Latin-American countries - a ‘new 
rurality’ can be observed, showing a pattern of cultural behaviour that is 
increasingly similar to that typically found in urbanized settings (Pascual, 2013). 
Future research is needed to further refine these findings, and to check whether 
the small differences observed are really relevant and/or interact with other 
variables, such as socioeconomic status. 
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Although we observe high levels of satisfaction in adolescents’ satisfaction about 
the sexuality education received (SSE) and the professionalism of their teachers, 
we stress our findings have to be interpreted with caution. When we start from a 
holistic approach towards sexuality education, the adolescents seem satisfied 
with a biased approach towards their sexuality education. This might result in a 
narrow vision and constrain a realistic comprehension of the concept of sexuality 
as a natural part of human development (UNESCO, 2015). Building on the 
criteria put forward in the international literature, this might not equip young 
people with the knowledge and skills to make conscious, healthy and responsible 
choices about their sexuality and relationships. Providing sexuality education 
from a holistic perspective is grounded in human rights including the rights of the 
child, and the empowerment of children and young people (UNESCO, 2009), 
and it is also specified in the Ecuadorian legal framework for children and young 
people (Constitución Ecuador, 2011). 

Limitations 

Some limitations of the present study should be considered. First, the results are. 
limited to the Ecuadorian context and involved respondents from a specific 
geographical sub-region. Second, the study only involved students from public 
schools, reaching predominantly adolescents from families with a low or middle 
socio-economic status. In private schools (some belonging to religious orders or 
international schools), sexuality education programs might have been 
implemented differently, which might evoke other results. Thirdly, adolescents 
might have experienced difficulties to express their real thoughts regarding 
sexuality education and concerning their teachers when being questioned in their 
school setting. Fourth, we have to be aware of the fact that participating 
adolescents might not have been familiar with the definition of human sexuality 
as used in the survey and may have started from their (narrow) vision of what 
sexuality and/or sexuality education implied, or they might have been unaware 
as to what topics actually can be addressed in sexuality education in schools. 

Implications 

Our findings have implications for policy makers and researchers. First, the local 
context has to be taken into account when designing or re-designing sexuality 
education projects. Second, the current study questions whether the Ecuadorian 
approach of sexuality education in its holistic approach has indeed been 
implemented. The findings can be used to push reflection about the state-of-the-
art, particularly given the high rates of early pregnancy and gender violence. 
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Third, this study can inspire research and practices to listen to adolescents’ 
voices with regards to sexuality education, in particular to recognize adolescents 
as sexual beings with sexual rights. Fourth, sexuality education needs to be 
included in the professional development of teachers, to improve their 
knowledge and skills to enable them to answer difficult questions, to address 
sensitive matters, and to acknowledge students’ sexuality education interests. 
Fifth, the findings indicate differences in participants’ sexuality education needs 
as related to certain background variables, such as gender, age, and 
geographical location but not for the migration status of parents. Sexuality 
education programs in schools need to consider these different subgroups’ 
needs and characteristics. 

5.5 Conclusion 

Adolescents participating in the present study expressed rather high satisfaction 
with sexuality education received at school and less, but still high satisfaction 
with their teachers’ competences regarding sexuality education. Yet, their 
satisfaction is framed within a biological sexuality education approach. Sexuality 
education needs to be transformed to encompass other aspects of human 
sexuality in this target group. Eventually, sexuality education would need to be 
different for boys and girls. These aspects call for a stronger attention to sexuality 
education in the Ecuadorian formal education system. 
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ABSTRACT  

Building on the recognized relevance of alignment processes in schools, the 
current study aims to explore the relationship between teachers’ perspectives on 
the importance of teaching comprehensive sexuality education (CSE) and 
students’ perspectives on the importance of learning CSE in the Ecuadorian 
schools. A survey study involving 353 teachers and 780 adolescent students 
belonging to the same schools was conducted. Our results revealed that 
teachers’ attributions of the importance to teach CSE is higher compared to the 
adolescents’ perceptions on the importance of learning CSE. Moreover, a so-
called ‘negative’ vision on adolescents’ sexuality predominated amongst 
teachers, while the ‘positive’ vision was low for both teachers and students. The 
findings are examined in light of both the dynamics at school and community 
level, and implications for enhancing comprehensive sexuality education in 
schools are presented.  

Keywords: Comprehensive sexuality education, teachers, adolescent students, 
alignment, Ecuador.  
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6.1 Introduction 

In order to pursue the empowerment of sexual rights and to improve the sexual 
health of youth, it is increasingly accepted and even established that sexuality 
education for children and adolescents must be provided through the formal 
educational system (Aggleton, Dennison, & Warwick, 2010; Bay-Cheng, 2003). 
In this scenario, the voice of teachers as key actors, responsible for 
implementing sexuality education initiatives, and the voice of adolescent 
students as the group whose sexuality education needs and interests must be 
met, embodies an unavoidable contribution in the development or improvement 
of sexuality education programs at school. However, as Zimmerman (2015) 
already discussed, the opinions of those most impacted by the sexuality 
education curriculum, i.e., teachers and students, have often been ignored and, 
in this circumstance, the intentions of policy makers and the opinions of 
stakeholders outside of the schools hardly can have a real influence on what is 
taught in this subject  

Indeed, while in recent years, teachers’ perspectives are growingly considered 
in order to better understand their teaching practices, this is hardly the case with 
regards to sexuality education. Since this is a subject with a long trajectory of 
controversies, studies of Cohen and colleagues (2012) and Manzano and Jerves 
(2018) have already pointed out that, on average, teachers are only moderately 
willing to teach sexuality education. Still in these studies is not specified which 
sexuality education approach teachers are referring to. Nevertheless, as 
Aggleton, Dennison and Warwick (2010) indicated, sexuality education in 
western societies is shifting towards a more holistic ‘whole school’ approach, 
with emphasis on comprehensive sexuality education (CSE). This CSE 
approach of sexuality education requires the involvement and commitment of all 
teachers in sexuality education to reach the effective incorporation of all themes 
(not only the biological aspects) that are related with human sexuality. 
Consequently, all school teachers should be able to address sexuality within their 
subjects (Martín, 2007). This implies that, since teachers need to deal with the 
complex task of implementing sexuality education at school, their perspectives 
on what to teach and how to do it have to be taken into consideration.  

Next to teachers’ voices, there is the voice of the adolescents. Available literature 
advocates for the necessity to consider the needs and interests of the particular 
group of adolescents prior to develop or improve any sexuality education 
program (Allen, 2005; Helmer, Senior, Davison, & Vodic, 2015). Furthermore, it 
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has been suggested that any sexuality education program must be aligned with 
adolescents’ specific circumstances and unique characteristics (Helmich, 2009; 
MacDonald et al., 2011; Schmidt, Wandersman, & Hills, 2015; Simovska & Kane, 
2015; Thomas & Aggleton, 2016). Additionally, whilst a clear understanding of 
the adolescent student target group is crucial in view of their engagement in the 
curriculum (Allen, 2008), it is documented that their voices up till now remain 
largely absent in decisions about the design and implementation of sexuality 
education curriculum in schools (Bay-Cheng, 2003; DeMaria, Galárraga, 
Campero, & Walker, 2009; MacDonald et al., 2011; Thomas & Aggleton, 2016). 
In most cases, adults are those who design and decide on sexuality education 
programs for youth (Giami et al., 2006; Hirst, 2008; Santelli et al., 2006).  

As it has been already sustained, where teachers and their teaching practices 
are more aligned with students’ interests, significantly deeper approaches to 
learning are reported (Trigwell, Prosser, & Waterhouse, 1999). According to Daft 
(1999), this alignment process between teachers and students provides direction 
for participants to move in the same direction, enabling school changes, because 
participants then start to share beliefs and values while working in collaboration 
towards innovations (Samdal & Rowling, 2011). Yet, in terms of sexuality 
education, a subject with a historical trajectory of “stormy and delicate 
relationship with the schools” (Zimmerman, 2015, p.3), such alignments are not 
often considered in the academic sphere. If teachers’ views to implement 
sexuality education in a certain way differs from adolescent students’ interests 
and needs, the teaching will be hardly effective. Therefore, the alignment 
between teachers’ and adolescent students’ perceptions on sexuality education 
programs is fundamental.  

The current study aims to contribute to the existing literature by exploring the 
relationships between teachers’ attributions on the importance to teach CSE and 
adolescent students’ attributions on the importance to learn CSE in the 
Ecuadorian context. Thus, in the following sections, it will be tacked the 
perspectives of teachers towards addressing sexuality education at school, the 
perspectives of adolescents with regard to sexuality education provided at 
school, and the importance of aligning both points of view. Further, 
comprehensive sexuality education approach will be explained and its situation 
in Ecuador.  
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6.1.1 Teachers and adolescent students: closer voices 
in sexuality education processes 

Teachers´ perceptions on providing sexuality education  

A body of evidence underlines the personal struggles that teachers have to face 
towards or while providing sexuality education. This is mainly related to the 
sensitive and controversial nature of sexuality education, resulting in stress, 
strains, discomfort and resistance amongst teachers, and hindering their 
teaching practices (Francis, 2016; Harrison & Ollis, 2015; Kehily, 2002). Hereby, 
factors rooted in teachers’ culture, such as judgmental attitudes and prejudices 
to sexuality and sexuality education, act as extra critical barriers for teachers in 
view to its real implementation in classroom (Manzano & Jerves, 2018; Pokharel, 
Kulczycki, & Shakya, 2006).  

Teachers’ own values influence their involvement in sexuality education 
programs, since they (implicitly or explicitly) integrate their intimacy, ethics and 
beliefs into a subject that is labelled as ‘sensitive and controversial’ (Helleve, 
Flisher, Onya, Mũkoma, & Klepp, 2011; Huberman, Grounauer, Marti, & Neufeld, 
1993). Moreover, there is evidence that teachers hold a blurred idea of their role 
towards (not) providing sexuality education (Francis, 2016; Helleve et al., 2011; 
Oulton, Day, Dillon, & Grace, 2004). As such teachers often do not consider 
themselves as sexuality educators within their professional profiles (Vavrus, 
2009), they often need to decide on their own on how to implement sexuality 
education (Kehily, 2002), and are hardly prepared on this topic (Ollis, Harrison, 
& Maharaj, 2013). Therefore, it becomes evident that there is large importance 
to considering teachers´ perspectives, while boosting to implement sexuality 
education initiatives at school level (Ollis et al., 2013) and that there is a need 
for a strong and systematic process of teacher training (Manzano & Jerves, 
2018; Pokharel et al., 2006; Vanwesenbeeck, Westeneng, de Boer, Reinders, & 
van Zorge, 2016).  

Adolescent students’ perceptions of sexuality education delivered at school 

The perspectives of adolescents in relation to sexuality education at schools, 
specifically in terms of what they consider areas of improvement, have been 
addressed in earlier research: it has been documented that adolescents express 
dissatisfaction with the sexuality education they received and suggest that the 
sexuality education curriculum should be reviewed and improved to really tackle 
their sexuality education expectations (Alldred, 2007). Adolescents indicate that 
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the sexuality education programs are too strongly focused on the biological 
foundations of sexuality (Walters & Hayes, 2007) or on the irrelevant, boring, 
repetitive, ‘too scientific’ and little realistic content (Adams, George, Reardon, & 
Panday, 2016; Allen, 2005; Muhanguzi & Ninsiima, 2011), which is then also ‘too 
rushed’ or ‘held too late’ (MacDonald et al., 2011). 

Furthermore, scholars reported that students are aware of the weaknesses in 
teachers’ competencies to address sexuality education (Allen, 2005) and 
adolescents’ perceptions of their teachers’ professional preparation to (not) 
address sexuality education influence their motivation and engagement towards 
the subject (Adams, et al., 2016; Castillo Nuñez, Derluyn, & Valcke, 2017; 
MacDonald et al., 2011). Adolescents also suggest to enhance teachers’ 
preparation in the topic in order to being more aligned with the reality of their 
audience (Allen, 2005; Hilton, 2003; Muhanguzi & Ninsiima, 2011). 

The need to align teachers’ and students’ perspectives on sexuality education 

As it has been stated, teachers’ and students´ perceptions about sexuality 
education programs in school are complex constructions shaped by the influence 
of different factors. However, both actors have been often left out of the dialogue 
on sexuality education (Zimmerman, 2015), with little to say in the matter of what 
should be taught to students, what skills and training they needed to teach it and 
what are the interests and needs of students.  

Earlier studies about alignment with regards to sexuality education in school 
have focused on aligning teacher-preparation curriculum with national standards 
for sexuality education (Barr et al., 2014), and on aligning teachers’ efforts to 
provide sexuality education and the whole school community (Ollis et al., 2013). 
Yet, there is a gap with regard to studies tackling the alignment between teachers 
and students’ perspectives. While the perceptions of teachers and students are 
referred to a teaching-learning practice that will be concreted in the classroom 
setting through a shared experience between both actors, aligning their 
perspectives is a core requirement. Therefore, these voices cannot be distant 
from each other and need to be heard and aligned as the basis to realize an 
effective development and implementation of sexuality education programs. In 
line with Thomas and Aggleton (2016) and Vanwesenbeeck and colleagues 
(2016), we acknowledge that this practice is within the potential and strengths 
that a sexuality education approach involving the whole school context can offer. 
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6.1.2 Comprehensive sexuality education 
The current study is grounded in the definition of a comprehensive approach 
towards sexuality education (CSE) that reflects a holistic view on human 
sexuality and is based upon a rights-based and gender-focused approach to 
sexuality education as also is advocated for by UNESCO (2009) and UNFPA 
(2014). In this sense, comprehensive refers to the idea that different dimensions 
need to be tackled in sexuality education, including family life, relationships, 
culture, gender roles and sexual violence:  

“Comprehensive sexuality education seeks to equip young people with 
the knowledge, skills, attitudes and values they need to determine and 
enjoy their sexuality – physically and emotionally, individually and in 
relationships. It views sexuality holistically and within the context of 
emotional and social development. It recognizes that information alone 
is not enough. Young people need to be given the opportunity to acquire 
essential life skills and develop positive attitudes and values. CSE must 
help young people to acquire accurate information, develop life skills and 
nurture positive attitudes and values” (International Planned Parenthood 
Federation [IPPF], 2006 p.6).  

In this definition, “sexuality” is thus viewed more broadly than “sex”. As such, 
sexuality education in the CSE framework differs from what according to Ponzetti 
(2016) is ‘sex education’ (focuses on biological aspects), or ‘sex and relationship 
education’ (that extend sex education with relationships and interactions 
aspects) or ‘sexual health education’ (similar to sex education but framed as 
public health strategy), assuming that: “Sexuality is a central aspect of being 
human throughout life and encompasses sex, gender identities and roles, sexual 
orientation, eroticism, pleasure, intimacy and reproduction” (WHO, 2006, p.5). 
Accordingly, sexuality education should be age-appropriate and consistent with 
young people’s evolving capacities, needs to be culturally relevant and 
scientifically accurate, and should provide realistic and non-judgemental 
information. Moreover, CSE should not only pass on information, but needs to 
raise opportunities to explore a person’s values and attitudes and to invoke 
decision-making, next to developing communication and risk reduction skills 
regarding sexuality (UNESCO, 2015). Also, sexuality education involves what 
women and men, boys and girls consider sexual, how they comprehend it, the 
degree of control and agency they feel over it, and the important and value 
ascribed to it (Ponzetti, 2015). 
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In recent years, different forms of comprehensive sexuality education (CSE) 
seek to promote this holistic view of Sexuality. According to the IPPF framework, 
CSE implies seven essential components that need to be addressed: gender, 
sexual and reproductive health and HIV, sexual rights and sexual citizenship, 
pleasure, violence, diversity and relationships (IPPF, 2010). 

Comprehensive sexuality education in Ecuador 

In Ecuador, the context of this study, there have been continuous modifications 
in the educational policy on sexuality education (Constitucion Ecuador, 2012). In 
recent years, Ecuadorian central educational authorities have embraced a 
comprehensive sexuality education approach (CSE) as a compulsory part of the 
mainstream school curriculum, at all educational levels, and in both public and 
private schools (Constitucion Ecuador, 2012). CSE has hereto been defined as 
a transversal axis within the school curriculum, which implies that every teacher, 
at any educational level and responsible for whatever subject, must be able to 
address sexuality education in his/her classroom. Despite these policy 
regulations, there is a lack of systematic implementation of this program and no 
follow-up of its implementation, with hardly any empirical evidence (e.g., Pineda, 
& Jerves, 2015). The scarce available data reflect a mismatch between the 
national regulations supporting a CSE approach in schools and the actual 
practices in schools (Ortiz & Palacios, 2009; Castillo Nuñez, Derluyn, & Valcke, 
2017), an alarming mismatch since Ecuador has one of the highest rates of early 
pregnancy in Latin-America (Ministry of Health of Ecuador, 2012).  

6.2 Current study  

Studies tackling the relationship between teachers’ perceptions on sexuality 
education with students’ perceptions have received little attention in the 
academic field. With regards to these two aspects, prior studies encompassing 
comprehensive sexuality education approach are scarce, and in particular in 
Latin American contexts are quite limited in number and scope. 

Given that the CSE approach goes beyond a limited and biased view on human 
sexuality, it may face resistances in contexts where sexuality education is still 
linked to risk, to traditional ideas about gender roles or to a pure biological view 
of sexuality education. These situations depict a particular context in Ecuador 
because of the presence of gender stereotypes (Pinos, Pinos, Baitar, Jerves, & 
Enzlin, 2016), and the fact that sexuality education is considered part of the 
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transversal axis within the curriculum (Ministerio Educacion, 2010), which 
implies that not a sexuality education specialist, but every teacher should be 
responsible for sexuality education. Moreover, the adult-centered idea of 
sexuality education existent in Latin America region tends to repress sexuality 
expressions in children and adolescents (Darré, Jerves, Castillo, & Enzlin, 2015). 
Therefore, the primary goal of the present study is to extend the understanding 
of teachers’ and adolescent students’ perceptions in regards to sexuality 
education in the school by addressing the following research question: to what 
extend what teachers and students say is aligned or is comparable when it comes 
to the importance they attach to CSE dimensions? 

6.3 Methods 

6.3.1 Sample characteristics 
Participants were in service –no sexuality education specialized- teachers and 
adolescent students from public schools located in urban, semi-urban and rural 
areas in Azuay district cantons, Ecuador. Teachers and adolescent students 
belonged to the same schools. To select the schools, a multi-stage stratified 
cluster sampling procedure was followed. We only included schools offering both 
upper basic educational (8th, 9th and 10th grade) and secondary education (1st, 
2nd and 3rd), this implies a range of students from 11 to 18 years old in the same 
school.  

In a first sampling procedure step, on the basis of demographic information of 
Azuay region, 8 cantons (50% of all cantons) were selected. In a second step, 
on the basis of the Azuay public schools and high schools database (Ministerio 
Educación, 2012), 18 high schools were randomly selected from these 8 
cantons:  

• From 5 cantons: two high schools, one urban and one rural (10 in total) 
• From 2 cantons: two high schools, the only ones in the canton (2 in total) 
• From the capital canton: two urban, two rural, and two urban-rural schools 

(6 in total). 

The group of teachers participating in the study was composed of the total staff 
of teachers from each school selected in the study sample. Thus, the complete 
group in each school was invited to participate in the study. The total group were 
–no sexuality education specialized- teachers since they were not purposely 
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prepared in sexuality or sexuality education but in other teaching areas. 
Considering the complete group of teachers in the study is based on the idea of 
“whole school” sexuality education (Thomas & Aggleton, 2016).  

A total number of 367 teachers completed the survey. The response rates varied 
across schools from 85% to 95%. Of the completed questionnaires, 14 were 
dropped because of missing data, resulting in a final sample of 353 teachers. 
Looking at the characteristics of the sample, 50.7% of the respondents were 
female. This moderately mirrors the current predominance of female teachers in 
the Ecuador which is 68% (Ministerio Educacion, 2013). In terms of years of 
experience, 44.5% had between 0 to 10 years of teaching experience; 37.4% 
between 11 to 25; and 18.1% have than 25 years of experience. Considering the 
previous training in the topic, 46.5% of the teachers reported they had received 
training/workshops in sexuality education from particular organizations, 28.6% 
did not receive any training in sexuality education, 16.1% reported training from 
the Ministry of Education, and 8.8% reported that they tackle sexuality education 
at the University either at undergraduate or postgraduate program. Looking at 
subject/area, 37.4% of the respondents were teachers from experimental 
sciences (Math, Physics and Biology); 32% were teachers of social sciences 
(Language, History and Philosophy), 21% were teachers from instrumentals & 
others (English, computer, sports and arts), and 9.6% indicated teaching more 
than one subject. Finally, 55.5% of the teachers belonged to urban schools, 
31.2% to rural schools and 13.3% to urban-rural schools. 

The group of adolescent students participating to the study was defined 
according to following steps: after selecting the schools, three clusters of classes 
were selected from each school:  

• cluster 1: 8th-9th grade classes (early adolescence); 
• cluster 2: 10th grade classes and 1st year secondary education classes 

(middle adolescence); 
• cluster 3: 2nd and 3rd year secondary education classes (late adolescence).  

Afterwards, to ensure gender balance, we randomly selected 8 girls and 8 boys 
from the classes encompassing the clusters mentioned. In this phase, the 
random selection focused on developing a subgroup of at least 15 students in 
each cluster and 45 in each school. The final sample consisted of 780 
adolescents between 10 and 19 years old. Looking at the characteristics of the 
sample, 51% of the respondents were male; 23.6% were in the early 
adolescence, 51% belonged to middle adolescence and 25.4% to late 
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adolescence (early adolescence: 11-14 years; middle adolescence: 15-16; late 
adolescence: 17-19 years old). Considering the geographical location of the 
schools, 50% of adolescents attended schools located at urban region, 38.5% 
adolescents from rural schools, and 11.5% adolescents from urban-rural 
schools. This reflected the demographic characteristics of the population in 
Azuay in terms of gender, age and geographical location (INEC, 2010).  

6.3.2 Procedure 
Authorization for this study was obtained from the authorities of Ecuadorian 
Ministry of Education, and the Ethical Committee of the Faculty of Psychology 
and Educational Sciences of Ghent University provided ethical approval. Once 
the authorities of the schools verified the authorization letter of the local 
authorities and the Ministry of Education, all selected schools accepted to 
participate in the study. Trained researchers administrated the survey in each 
school during the period May-July 2014. 

School authorities established the time or date for survey administration. In most 
cases, they organized the survey application to teachers and students the same 
moment of the visit. In few cases, they fixed a later appointment. In both cases, 
the administration to teachers was independent of the administration to students 
since they were in separate rooms, with a different researcher. 

In the case of teachers, school authorities solicited teachers to participate, but 
they clarified that their participation was voluntary. Teachers from rural and 
urban-rural areas participated to a higher extent than those from urban areas. 
Survey administration for teachers followed the APA ethical guidelines 
(American Psychological Association, 2012). Administration started by informing 
about the study aims and indicating that some survey questions would address 
personal issues. The study conditions were explained (voluntary participation, 
the right to withdraw from participation at any time and anonymity), and contact 
information was given in case of further information needed. Next, teachers were 
invited to give their informed consent, by signing a form. Teachers completed 
individually the survey but while sitting in group in the classroom in the presence 
of the researcher. Administration took on average twenty-five minutes.  

In the case of students, participants were randomly selected from the list of 
students jointly with the psychologist or a teacher. Two schools requested to 
obtain first individual parents’/guardians’ authorization for underage adolescents 
prior to the survey administration. From these schools, 30 and 31 adolescents 
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respectively (of the 45 expected in each high school) received parental consent 
and participated. In the other schools, none of the invited adolescents refused to 
participate. Survey administration also followed the APA ethical guidelines 
(American Psychological Association, 2012). It started by informing about the 
study aims, explaining the study conditions and providing contact information in 
case of further information needed as it was done with the group of teachers. 
Next, students were invited to give their informed assent, by signing a form. After, 
students completed individually the survey, but while sitting in group in the 
classroom in the presence of the researcher. Administration also took on 
average twenty-five minutes. After completion, both teacher and student 
participants received a free snack and a drink, without prior knowledge about it. 

6.3.3 Research tool 
A 42-item survey was designed to measure teachers’ and students’ perspectives 
on comprehensive sexuality education (CSE). The questionnaire was based on 
the IPPF Framework (IPPF 2010; WHO and FCHE 2010) and consisted of items 
in relation to each of the seven CSE dimensions: Gender Roles, Sexual Rights, 
Sexual Health, Pleasure, Violence, Diversity, and Relationships. In view of each 
CSE dimension, an average of six different items were developed. Each item 
focused on a “topic” aligned with the particular CSE dimension (e.g., dimension 
Sexual Health: avoid unwanted pregnancies, sexual risk behaviors, 
contraceptives).  

A pilot version of the survey was reviewed by two experts, resulting in eight items 
being reformulated. This pilot version was tested, involving 36 teachers and 72 
adolescent students from three different public high schools (not included in the 
current sample), to check completeness, comprehensibility and feasibility of the 
instrument. After pilot testing, five items were reformulated and one item was 
enriched with a clarification. The structure and the format of the questionnaire 
were qualified as adequate. 

Teachers were asked to rate each item on a 6-point Likert scale as to the extent 
they felt this was important to address with adolescents at school (from 1 – “not 
important” to 6 – “extremely important”). Cronbach’s alpha reflected a high 
internal consistency (a=0.97). The consistency of the separate CSE dimensions 
was acceptable to very good (Gender Roles a=0.81; Sexual Health a=0.86; 
Sexual Rights a=0.83; Pleasure a=0.77; Violence a=0.83; Diversity a=0.81; 
Relationships a=0.79).  
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Adolescents, on the other hand, were asked to rate each item on a 6-point Likert 
scale as to the extent they felt this was important for them to learn (from 1 – “not 
important” to 6 – “extremely important”). Cronbach’s alpha also reflected a high 
internal consistency (a=0.94) and the consistency of the separate CSE 
dimensions was acceptable to good (Gender Roles a=0.74; Sexual Health 
a=0.79; Sexual Rights a=0.72; Pleasure a=0.71; Violence a=0.73; Diversity 
a=0.77; Relationships a=0.71).  

6.3.4 Data analysis  
First, a descriptive analysis was conducted for teachers and students to 
determine the scores of each CSE dimension. We calculated the mean for each 
individual scale item and then the mean for the cluster of items for each CSE 
dimension both for teachers and students. 

Because the results reflected overall high scores, the original Likert scale from 
1-6 was collapsed into three new, discrete variables: 1, 2 and 3. Collapsing scale 
levels is often applied in research related to sensitive topics where small 
proportions of respondents selecting categories as dissatisfied, non-agreeing, 
and so forth are observed (see e.g., Matthias, Lubben, Atchinson & Schweitzer, 
1997). We applied the Linacre guidelines (2002) as to what response values 
categories could be collapsed. All original item scores from 1 to 4 were 
transformed into score 1, indicating that participants considered “less important” 
a given CSE dimension. An original score of 5 was transformed into the value 2, 
meaning this was considered “important” by respondents. An original value of 6 
was transformed into 3, meaning respondents considered this “very important”. 
Since CSE dimension measures varied from 1 to 3 with decimal places after 
transformation, the subsequent application of ordinal regression analyses 
(necessitating ordered categorical values) required a recalculation of all CSE 
dimension average scores while respecting their distribution: values from 1 to 
1.66 = 1; values from 1.67 to 2.32 = 2; and > 2.32 = 3. These benchmark values 
were based upon the division of the scale from 1 to 3 into three equal value 
ranges. Percentages for the CSE dimensions were calculated after of the re-
categorised scale items (see table 1).  

Next, inferential statistical analysis was undertaken to explore differences in the 
importance that teachers and students attach to each one of the seven CSE 
dimensions. We conducted accumulative odds ordinal logistic regression 
analysis with proportional odds using a model that reflected the cumulative order 
in the values. In the regression model, the variable group (teachers and students) 
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were entered as predictors of the importance attached to the seven CSE 
dimensions’ scores. In relation to these analyses, we report the analysis results 
checking significance at the level of the independent variable coefficients (Table 
2). Prior to conducting logistic regression, the usual assumptions were tested; 
no problems were encountered. The significance level was set at <.01, and 
analyses were performed using SPSS 24. 

6.3.5 Results  
The study aimed at exploring to what extend what teachers and students say is 
aligned or is comparable when it comes to the importance they attach to CSE 
dimensions. Descriptive results revealed that teachers attach higher importance 
to all CSE in comparison with adolescent students (figure 1). 

 

Figure 1. Means of the importance that teachers’ and students’ attach to CSE 
dimensions. 

Results considering the importance attached to CSE indicated that higher 
importance became especially clear when considering value 2 (important) and 3 
(very important) together, which were clearly much higher than value 1 (less 
important). Teachers showed highest importance on the to the dimension of 
violence while lowest importance for the dimension of gender roles. Adolescent 
students on the other hand, show in overall slight less importance in comparison 
with teachers. Adolescent students, as it was the case with teachers, showed 
highest importance on the to the dimension of violence while lowest importance 
for the dimension of gender roles (table 1).  

1
1,2
1,4
1,6
1,8

2
2,2
2,4
2,6
2,8

3

Gender Roles Sexual Health Sexual Rights Pleasure Violence Diversity Relationships

At
tr

ib
ut

io
n 

of
 im

po
rt

an
ce

 sc
al

e

Teachers

Students



Chapter 6 | 229 

Table 1. Importance level that teachers (N=367) and students (N=780) attach to 
the different CSE dimensions. 

 Teachers Students 

CSE 

Dimensions 

Less 

important 

Important Very 

important 

Less 

important 

Important Very 

important 

Gender Roles 9.2a 35.2 55.7 33.1 40.0 26.9 

Sexual Health 3.1 16.3 80.6 16.9 33.8 49.2 

Sexual Rights 3.6 26.9 69.5 21.5 40.6 37.8 

Pleasure 7.0 33.0 60.0 35.9 41.9 22.2 

Violence 2.1 12.9 85.0 21.0 25.3 53.7 

Diversity 2.8 28.5 68.7 24.2 37.3 38.5 

Relationships 6.2 35.7 58.1 29.9 40.6 29.5 
a=% 

Looking at the specific impact of predictors for each CSE dimension, we 
summarise the ordinal regression analysis results in Table 2. We clarify the result 
by looking at each individual CSE dimension and focus -when the related Wald 
value is significant- on the odds ratios that help to understand how a predictor 
affects the higher or lower importance that teachers and students attached to 
this specific CSE dimension. 

Table 2. Ordinal regression analyses for all CSE dimensions  

 Gender 
Roles 

Sexual 
Health 

Sexual 
Rights 

Pleasure Violence Diversity Relationships 

Independent 
variable 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 

B(SE) 
Wald 

Exp(B) 
Group        
 Teachersa .25(.11) 

4.52 
1.286 

.52(.12) * 
16.99 
1.688 

.06(.12) 
.03 

1.006 

.12(.12) 
1.10 

1.133 

1.11(.13) * 
73.66 
3.055 

1.13(.12) * 
84.34 
3.112 

0.41(.12) * 
12.04 
1.511 

Note: B estimated logit coefficient; Wald indicates significance of related coefficient for this CSE dimension; EXP(B) Odds 
ratio individual coefficient. *p<.01; a=reference ‘students’ 

Looking the results of the ordinal regression analysis, we can ratify the 
differences between teachers and students in the importance attached to four of 
the seven CSE dimensions. Thus, we can conclude that belonging to the 
teachers group increases the odds of finding more important: sexual health by a 
factor of 1.286, violence by a factor of 3.055, diversity by a factor of 3.112. and 
relationships by a factor of 1.511. There are no differences between teachers 
and students in the importance attached to four of the seven CSE.  
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6.4 Discussion 

The findings of this study showed that in the Ecuadorian Azuay region, overall 
teachers’ attributions on the importance to teach CSE is higher compared to 
adolescents’ attributions to learn CSE, with particular differences in the CSE 
dimensions of sexual health, violence, diversity and relationships. No differences 
between the two groups were found in their important attached to the dimensions 
of gender roles, pleasure and sexual rights, dimensions with overall also lower 
values compared to the other CSE dimensions. 

The results revealed that teachers’ and adolescents’ perceptions on CSE in 
school are partly aligned. Concretely, the alignment is highest with regards to 
that dimensions that according to Boonstra (2015) encompass the key 
contributions to the empowerment of sexual rights, such as gender equity 
(Grose, Grabe, & Kohfeldt, 2014). Likewise, the dimension of pleasure allows to 
develop an ‘erotofilic’ attitude enhancing a positive view towards sexuality 
(Garzón, 2017; Goldfarb & Constantine, 2011; Simovska & Kane, 2015). As 
Goldfarb and Constantine (2011) explain, the positive view of sexuality 
acknowledges its importance as a source of pleasure and general wellbeing 
while recognizing gender equity and sexual and reproductive rights. Given that 
the alignment between teachers and adolescent students show lower values of 
attribution of importance, the results indicate a generalized deficiency of a 
positive vision about adolescents’ sexuality in the study context. This indicates 
that overall little attention has been paid to a positive perspective on sexual 
education (Simovska & Kane, 2015).  

Complementary, the ‘dis-alignment’ and teachers´ major attribution of 
importance to the dimensions sexual health, violence, diversity, relationships in 
comparison with adolescents’ attribution of importance suggests that teachers 
hold a vision of sexuality education barely in agree with the holistic approach. 
These dimensions embrace aspects that, following Garzón (2017), are linked to 
a moralistic view on adolescents’ sexuality and risky sexual behavior. The former 
hints a negative perception on adolescents’ sexuality in Ecuador in general. In 
contrast to the little attention towards a positive view o, sexuality education as 
explained, the negative perspective has been predominant. Certainly, the 
prevailing rationale behind school-based sexuality education stems from a 
traditional public health perspective focusing on preventing risk behaviors 
leading to sexually transmitted infections, unwanted pregnancies and sexual 
violence, both worldwide (UNESCO, 2009; WHO, 2010) and in Latin America 
(Darré et al., 2015). Although our results seem to be in this line, they also suggest 
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that while sexuality education is perceived as focused on this healthy -risk 
prevention- viewpoint by the teachers, this may not represent what is most 
important from students’ perspectives. Therefore, the ‘bridge’ between teachers 
and adolescents is rather distant than closer.  

Though there are no studies addressing specifically the relationship amongst 
teachers and students with regards to CSE, our results can be compared with 
the study of Pokharel and colleagues (2006) who found that adolescents in Nepal 
schools seemed not to be getting the sexuality education they needed, while 
most of the teachers did not want to deal with sensitive topics and feared censure 
by their colleagues and society. Likewise, the study of Orji and Esimai (2003) 
conducted in Nigeria found a notably greater proportion amongst teachers than 
in the student group supporting the introduction of sexuality education that 
focused on risk prevention into the school’s curriculum. The results of these 
studies imply that teachers’ perspectives are dis-aligned with adolescents’ 
perspectives in terms of the sexuality education that adolescents need or are 
interested in. This, somehow, concur with the current findings. Nevertheless, the 
sensitive socio-cultural nature of sexuality underscores the importance of taking 
into consideration aspects of the Ecuadorian background. In this sense, the 
findings are discussed by looking at the school and the community dynamics 
with regards to sexuality education. 

Looking at the school context, our results could be interpreted by analyzing the 
latent tensions between teachers and students in relation to sexuality education 
in schools. According to Forrest, Strange and Oakley (2002), the roles and 
relationships between teachers and students are usually clearly defined and 
strongly associated with an adult or child status. Given that in the Ecuadorean 
context, the adolescent stage is considered as a problematic and undeveloped 
state, prone to sexual risk behavior (Goicolea, Coe, Hurtig, & San Sebastian, 
2012; Svanemyr, Guijarro, Riveros, & Chandra-Mouli, 2017), we can infer that 
teachers hold a higher negative view about sexuality and sexual education than 
adolescents. This will affect the perceptions of addressing sexuality education in 
terms of content, attitudes and skills, and even may affect the relationship 
between teachers and students in daily live. Indeed, Forrest and colleagues 
(2002) have found that British adolescents expressed a greater satisfaction with 
the sexuality education that was provided by peer educators because they felt 
more similarity and empathy with them, compared to the education provided by 
teachers. Likewise, Orji and Esimai (2003) found that students are reluctant to 
discuss intimate details with a teacher whom they see in class every day as an 
authoritative and judgmental figure. Also, in the Ecuadorean context, we doubt 
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that adolescents would feel confident to deal intimate aspects of their lives with 
adult teachers holding this particular negative vision of their sexuality.  

Another aspect to consider at the school level is the subject domain. At this point 
it is important to underline that the participating teachers were not specialized in 
sexuality education but in different subjects/areas. Therefore, sexuality 
education is not their domain and this might represent a first setback, since in 
the school context, it is often expected that a teacher masters a specific subject. 
Besides, it has been documented at international level (Francis, 2016; Ollis, 
2016) and at local level (Manzano & Jerves, 2018) that teachers don´t feel 
comfortable to address topics that might be controversial or against their own 
values. All this might block teachers’ natural expressions on sexuality education, 
generating defensive attitudes and putting the students as an adversary instead 
of a group of people who hold specific needs to be attended (Testa, Núñez, Ruiz, 
& Senior, 2002). While teachers can feel these apprehensions towards 
addressing sexuality education, this generates tensions with the expectations of 
the students who reject the moralistic views about sex and sexuality of their 
teachers and the overemphasis on pregnancy, disease and other risks (Forrest 
et al., 2002).  

The former aspects lead us to look at the wider community. Simovska and Kane 
(2015) highlighted the importance of understanding structural, socio-historical 
and cultural factors influencing sexuality education. Previous research suggests 
the positive effects of CSE for adolescents when it is also well introduced in the 
community (Vanwesenbeeck et al., 2016). Yet, the negative vision about 
adolescents’ sexuality is dominant in a wider (global) context, denying their right 
to healthy sexual development (Chandra-Mouli et al., 2015). This seems to be 
also the case in Ecuador. While trying to teach CSE in a context holding a 
negative vision on sexuality, teachers show contradictions and bias in their 
teaching practices (Rijsdijk, Lie, Bos, Leerlooijer, & Kok, 2013). This negative 
vision about adolescents’ sexuality is influenced by a moralistic view of sexuality, 
supported by the strong influence of a notably religiosity and conservative politics 
(Cavazos-Rehg et al., 2012). According to Zimmerman (2015), the Catholic 
Church is the most “consistent critic of the subject around the world”, arguing 
that adolescents are sexually innocent and the inclusion of this explosive topic 
in schools would disrupt the establishment of the family ideal. Since Ecuador is 
a mainly catholic country (INEC, 2012), this religious adscription may largely 
influence both the alignment and dis-alignment between teachers and students 
with regards to their view on sexuality and sexuality education. Still further 
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research is needed to facilitate a more comprehensive understanding of such 
relationships. 

While recognizing the importance of teachers’ and students’ concordance in their 
views on sexuality education, we acknowledge that a complete alignment is 
difficult, if not impossible, to reach. Each group has unique characteristics and is 
in different stages of their lives -including of their sexual experiences- and 
therefore faces different roles. Yet, this is also an argument in favor of pursuing 
a bridge between teachers and students, a bridge that could raise tensions that 
then need to be understood and addressed.  

Limitations 

The present study reflects certain limitations. First, it did only build on self-reports 
questionnaires. Since sexuality education combines personal and contextual 
factors, qualitative methods should substantiate and even complement the 
present findings. This would have enabled to follow up the themes that emerged 
in the survey and to attain a profound understanding of the “bridge” between 
teachers and students with regards to CSE in particular contexts. A second 
limitation is related with the data collection and data analysis. Although teachers 
and students belonged to the same institutions, the criteria to select the 
participants were different. In each school, we selected a sample of students, 
while the complete group of teachers was invited to participate under the criteria 
of voluntary participation and striving for the “whole school” approach (Thomas 
& Aggleton, 2016). This did not allow to stablish a relationship between a specific 
teacher and his/her own group of students. We thus could not include how 
student’s prior experiences on sexuality education with teachers might have 
influenced their perceptions (Forrest et al., 2002). Since a close collaboration 
with the school leadership is vital in building up the capacity to align and stimulate 
the staff in providing sexuality education (Samdal & Rowling, 2011), the inclusion 
of the perspectives of schools’ directors could have revealed a more complete 
picture of the sexuality education alignment in school. A third limitation is that we 
only included public schools in the study, predominantly attended by young 
people of low- and middle socio-economic status. Many private high schools are 
run by religious orders, which could result in different findings to those reported 
here. Finally, given the cultural differences in the Ecuadorian regions, our results 
from one geographical area cannot and should not be generalized to other 
regions of the country.  

Implications 
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Despite the limitations, the current study contributes to our understanding of the 
implementation of sexuality education in schools and contributes to the scarce 
literature about the alignment between teachers and students in this subject. 
Given that this alignment process is fundamental for changes in schools (Samdal 
& Rowling, 2011), our findings evoke important implications for policy-makers 
and practitioners. Firstly, more insights have been obtained in the complex 
relationships teachers-students with regards to sexuality education at the 
classroom level in a context with a long tradition of controversies in this subject. 
The self-perceptions of teachers and students provide a robust basis on which 
build up, review and enhance CSE tailored to local reality, which is crucial 
according to UNESCO (2015). Second, findings from this study also urge for a 
better preparation of teachers, both at pre-service and in-service level beyond 
only didactical strategies or certain contents, in order to realize a real change 
about the perceptions on human sexuality and a more in-depth listening to 
adolescents’ sexuality needs. This is particularly important since we embrace 
teachers from different subjects/domains, which offers a picture of the real 
possibilities of implementing sexuality education within the whole school 
community, a crucial factor in a ‘whole school’-change approach and capacity 
building in sexuality education (Ollis & Harrison, 2016). Third, this study can 
inspire researches and practices that involve both teachers and students to boost 
strategies to empower adolescents of their right to exercise their sexuality in a 
positive way.  

6.5 Conclusion 

The current study allows to visualize the perspectives with regards to CSE of 
adolescents and teachers on the one hand, and the potential connection 
between both groups in view of further effective implementation of CSE on the 
other hand. Grounded on the seven dimensions of CSE proposed by the (IPPF, 
2010), the results indicate that teachers’ attribution of importance to teach CSE 
is higher in comparison to adolescents´ attribution of importance to learn CSE. 
Moreover, a negative vision of adolescents’ sexuality predominates among 
teachers while the positive vision of human sexuality is low for teachers and 
adolescent students. By analyzing the findings considering the school and the 
wider community dynamics, our findings reinforce the urgency to tackle the adult 
center view of adolescents’ sexuality in the study context. This conclusion adds 
further weight to the claim of a strong policy that guarantee the real 
empowerment of adolescents sexual and reproductive rights.  
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ABSTRACT  

The general aim of this dissertation was to gain insights into the implementation 
of comprehensive sexuality education in Ecuadorean schools; considering the 
perspectives of teachers, student teachers and adolescent students. To pursue 
this aim, three different studies were conducted. In this final chapter, the findings 
of these studies – while focusing on the specific research objectives and 
research questions - are summarized and integrated. Next, a general reflective 
discussion of the main findings is presented. Finally, the limitations of the studies 
are reviewed as well as directions for future research and implications in relation 
to sexuality education in school, in the Ecuadorian context. 
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7.1 Introduction  

Sexuality is a natural, multidimensional, and positive part of life. According to 
Myers-Bowman (2016, p. 2), “human sexuality reflects shifts in gender relations, 
ongoing cultural diversification, ambivalence towards erotic expression, and 
current globalization of sexual information.” Given the importance of sexuality in 
peoples’ wellbeing, global organizations and international agreements have seek 
to boost sexuality education for the population worldwide. Although sexuality is 
a lifelong process (Goldfarb & Constantine, 2011), the majority of sexuality 
education programs are designed for and implemented with adolescents 
(Goldfarb & Lieberman, 2015). As Boonstra (2015) stresses, compared with the 
adolescents of past generations, adolescents today are more likely to have sex 
before marriage. As such, sexuality education for adolescents has developed 
and expanded in many diverse sociocultural places. In the introductory chapter, 
the relevance of the school system was highlighted as one of the main and 
strategic settings to provide sexuality education for adolescents. Nevertheless, 
still many discrepancies and controversies remain about sexuality education in 
schools, in terms of what should be included in sexuality education programs, 
how these programs should be delivered and who should be responsible for its 
delivery.  

The debates surrounding the definition of sexuality education programs and its 
effective implementation have clear implications for teacher education, both at 
pre-service and in-service level. Indeed, it has been stressed that reforms to 
develop or improve a particular sexuality education curriculum should 
contemplate the “self” of the teacher jointly with teaching preparation (Myers-
Bowman, 2016). Complementary, since sexuality education seeks to promote 
positive sexual experiences, something that is intimate and significant in 
adolescents’ lives (Goldfarb & Lieberman, 2015), adolescents’ perspectives on 
what they want and need should be taken into consideration in the process of 
curriculum design, as it has been advocated for by several scholars (Allen, 2005; 
Helmer, Senior, Davison, & Vodic, 2015; Myers-Bowman, 2016).  

The perspectives of teachers and adolescents on sexuality education can vary 
across contexts. Therefore, their contributions and involvement become crucial 
in order to develop sexuality education curricula that are tailored to the diverse 
backgrounds and sensible to cultural differences. As Ponzetti (2015) states, 
sexuality education - based on substantive evidence - offers the most reliable 
approach for program development and future improvement.  
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According to UNESCO (2015), sexuality education programs will be more 
effective when the local perspectives are considered, in combination with the 
core topics that are deemed as essential to maintain quality within the programs 
and to meet international standards. These core topics are tackled by adopting 
a comprehensive sexuality education (CSE) approach. This CSE approach can 
provide adolescents with age-appropriate, culturally relevant, and scientific 
accurate information. It also provides adolescents with structured opportunities 
to explore attitudes and values, and to practice the skills they will need to be able 
to make informed decisions about their lives (UNESCO, 2010). 

In the Ecuadorean context, sexuality education is a polemic issue (Villarroel, 
2011). The national policy was aligned with the vision of CSE when the research 
presented in this PhD started. However, the definition of the official sexuality 
education curriculum - in correspondence with the aspirations embedded in the 
“good living” socio-political plan - has faced different controversial phases – as 
detailed in section 1.2.2 of the introductory chapter, while there have been 
incipient research initiatives studying aspects related to sexuality education in 
schools from its key actors and considering particularities of the different 
Ecuadorean regions.  

The current dissertation therefore aimed to understand comprehensive sexuality 
education in Ecuadorean schools by studying the perspectives of teachers and 
adolescent students as key actors involved in its further effective 
implementation. More specifically, we focussed on the one hand on teachers and 
student teachers’ cognitions in relation with their behavioural intentions to teach 
sexuality education. On the other hand, we examined adolescents’ sexuality 
education needs, their perceptions of the current sexuality education curriculum 
and of their teachers’ professionalism towards this subject. We also aimed at 
investigating possible differences between teachers’ and students’ perspectives. 
These aspects were addressed in three survey studies and its findings are 
reported and discussed in the current chapter.  

7.2 Overview of the research objectives and main 
findings  

In the introduction of this dissertation (chapter 1), three research objectives and 
six research questions were derived from our review of the literature. These 
research objectives have been addressed in three survey-based studies 
documented in chapters 2 to 6. In the following sections the main findings of the 
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three studies are discussed in relation to the research objectives and the 
corresponding research questions.  

7.2.1 Research Objective 1: Unravelling the 
association between student teachers and in-
service teachers’ cognitions about CSE and their 
potential behaviour (Chapters 2 and 3)  

The study reported in chapter 2 focuses on student teachers because of the 
strong linkage between the increasing implementation of sexuality education in 
school settings and the need of examining student teachers’ preparation in view 
of this topic. Moreover, there is recognition that student teachers may not easily 
identify challenges related to the successful teaching of sexuality education, 
especially with regards to their own perspectives about what is sexuality and 
sexuality education (Harrison & Ollis, 2015; Ollis, Harrison, & Maharaj, 2013; 
Sinkinson, 2009). Thus, this study aimed to address the following research 
question: to what extent student teachers’ cognitions about CSE (Knowledge, 
attitudes and Self-efficacy beliefs) influence their behavioural intentions to teach 
comprehensive sexuality education into their future teaching practices? A group 
of 141 student teachers, representing the complete group of each one of the 
seven secondary educational tracks of the University of Cuenca, were invited to 
participate.  

Student teachers showed high behavioural intentions to teach CSE, high self-
efficacy beliefs to implement CSE and to address specific CSE topics, next to 
high favourable attitudes towards CSE. Significant associations between 
favourable attitudes towards CSE and self-efficacy beliefs to implement CSE 
with behavioural intentions to teach CSE were revealed in multiple linear 
regression analysis results. The variables knowledge, unfavourable attitudes 
and self-efficacy beliefs to address specific topics did not reveal a significant 
association with student teachers’ behavioural intentions to teach CSE into their 
future teaching practices. We also wanted to explore differences in student 
teachers’ behavioural intentions to teach CSE by looking into the possible effect 
of student teachers’ gender, previous training in sexuality education and 
subject/discipline of study. The results showed that these variables were not 
significantly associated with their behavioural intentions to teach CSE.  

The study reported in chapter 3 also addressed the cognitions about CSE 
(Knowledge, attitudes and Self-efficacy beliefs) in relation to behavioural 
intentions to teach CSE but involving in-service teachers. The group of 
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participants were teachers who were not specialists in sexuality education, 
hitherto they had to deal daily with sexuality expressions of their adolescent 
students (as romantic relationships, gender roles, power and violence, sexual 
health, for instance), in a school context where other academic domains are 
often the priority. Therefore, it was expected that their cognitions exert influence 
on their willingness to teach sexuality education, despite the difficulties 
/obstacles for teachers’ effective implementation of this subject. Hence, this 
study is based on the following research question: To what extent do in-service 
teachers´ cognitions about CSE (Knowledge, attitudes and Self-efficacy beliefs) 
influence their behavioural intention to teach comprehensive sexuality 
education? 

The research tool used in this study was the same as the one developed for the 
study with student teachers, but, we added two background variables related 
with in-service teachers’ contexts: years of experience as teachers and 
geographical location of the schools where they teach. Of the complete group of 
teachers of the 18 selected schools (N=417), N=367 teachers, no specialists in 
sexuality education, accepted to participate. The participating teachers showed 
high behavioural intentions to teach CSE, high self-efficacy beliefs to implement 
CSE at school and to address specific CSE topics, and high favourable attitudes 
towards CSE and towards CSE in the school. As it was the case in the study 
involving student teachers, we used multiple linear regression to determine the 
association between endogenous and exogenous variables. Linear regression 
analyses were carried out with behavioural intentions to teach as dependent 
variable, and as independent variables, self-efficacy to implement sexuality 
education, self-efficacy to address specific CSE topics, favourable attitudes 
towards CSE, favourable attitudes towards CSE in schools, unfavourable 
attitudes towards CSE in schools and knowledge. In a second analysis, the 
endogenous variables gender, years of experience, subject/discipline, previous 
training and geographical location of schools were added to the model. 
Inferential analysis revealed significant associations between two of the 
exogenous variables: favourable attitudes towards CSE in schools and self-
efficacy beliefs to implement CSE in the school with positive behavioural 
intentions to teach CSE. The analysis also showed that favourable attitudes 
towards CSE in general, unfavourable attitudes to CSE in school, self-efficacy 
beliefs to address specific topics and knowledge were all not significantly 
associated with teachers’ behavioural intentions to teach CSE. Likewise, the 
results indicated that teachers’ gender, years of experience, types of prior 
training, the nature of a teacher’s subject or the urban/rural location of a school 
were not significantly associated with their behavioural intentions to teach CSE.  
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7.2.2 Research Objective 2: Adolescents’ 
perceptions about sexuality education in schools 
in Azuay-Ecuador (Chapters 4 and 5)  

In chapter 4, we addressed adolescents’’ expressed needs for comprehensive 
sexuality education in Ecuadorian schools. Grounded on the notion that the 
development or improvement of sexuality education programs should be based 
on the expressed needs of the adolescents (Allen, 2005; Helmer et al., 2015), 
the study presented in chapter 4 addressed the following research question: 
What are the adolescents’ expressed needs for CSE in schools in relation with 
their gender, age, geographical school area, and the migration status of their 
parents?  

In this study, 780 adolescents from 18 public schools participated and filled out 
a survey. The seven dimensions of comprehensive sexuality education proposed 
by the IPPF (2010) (gender roles, sexual health, sexual rights, pleasure, 
violence, diversity and relationships) were used to map the expressed needs of 
adolescents. The results indicated that all CSE dimensions were considered 
important by the adolescents. Studying the specific associations with the 
independent variables (i.e., gender, parental migration status, age and 
geographical location) to the importance attached to each CSE dimension 
revealed slight but significant associations between those predictor variables 
and the attribution of importance to the seven dimensions of CSE.  

In chapter 5, the (mis)match between sexuality education programs in school 
and the expectations of Ecuadorian adolescents was tackled. To further 
understand the reality of sexuality education provided in the school system in 
relation to adolescents’ expectations, chapter 5 addressed two main research 
questions: To what extent are adolescents satisfied with the sexuality education 
they were receiving at schools? and, To what extent adolescents consider their 
teachers could perform well while addressing sexuality education? Adolescents’ 
contextual variables considered relevant in the current dissertation (i.e., gender, 
age, geographical living area and migrating status of parents) were also taken 
into account in this study. Participants were 702 adolescents reporting they 
already received sexuality education in their current school. The variables 
assessed were adolescents’ perceptions about sexuality education received at 
school, labelled as SSE (school sexuality education), and their perceptions about 
their teachers’ professionalism towards addressing sexuality education, labelled 
as SEPT (sexuality education professionalism of teachers). 
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Results showed that adolescents are highly satisfied with the sexuality education 
they received at school (SSE) and were moderately in agreement with their 
teachers’ competencies regarding sexuality education (SEPT). As was the case 
for the study presented in chapter 4, an ordinal logistic regression analysis was 
used to determine the specific impact of the independent variables to SSE and 
SEPT. Results revealed associations between three of the four predictor 
variables and the SSE and SEPT.  

7.2.3 Research Objective 3: the relationships 
between teachers’ and students’ perceptions 
about CSE at the schools (Chapter 6). 

In order to develop a more in-depth understanding of teachers’ and adolescents’ 
perspectives about sexuality education in schools, in chapter 6 we aimed to 
establish a “bridge” between both perspectives. Built on the notion that when 
teachers and their teaching practices are more aligned with students’ interests, 
significantly deeper approaches to learning are reported (Trigwell, Prosser, & 
Waterhouse, 1999), the ‘alignment’ between teachers’ perceptions of attribution 
of the importance to address CSE in schools and adolescent students’ 
perceptions of attribution of the importance of receiving CSE in schools in an 
Ecuadorean context was examined. By reviewing teachers’ and adolescent 
students’ responses to the survey assessing the attribution of importance to the 
seven dimensions of CSE, we aimed at answering the following research 
question: to what extent is what teachers and students say aligned when it 
comes to the importance they attach to the CSE dimensions? The data collected 
from a group of N=780 students and N=354 teachers from 18 public schools 
were used to answer the research question.  

Results revealed that teachers’ perceptions about the importance attached to 
CSE were higher than adolescent students´ perceptions and this for all CSE-
dimensions. For teachers and students, a higher level of importance was 
attached to the dimension of violence whilst a lower was observed for gender 
roles in teachers and pleasure in adolescent students. Ordinal logistic regression 
was used to compare teachers and students’ attribution of importance to CSE 
dimensions. The findings revealed significant differences or ‘dis-alignment’ 
between teachers and students in four of the seven CSE dimensions: sexual 
health, violence, diversity and relationships. But, there is an ‘alignment’ between 
teachers and students in gender roles, pleasure and sexual rights.  
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The overall findings provide important and unique insights insights into sexuality 
education programs in Ecuadorian schools but are also largely informative for 
the wider scientific community and school contexts in other countries. In the 
following sections, we therefore deepen the main findings of this study.  

7.3 General discussion  

In this section, we overview the most important results summarized above and 
discuss the findings following four lines of thought: (1) teacher cognitions and 
sexuality education integration: a promising bond; (2) school-based sexuality 
education for adolescents: an ongoing challenge; (3) teaching and learning 
sexuality in Ecuador: contextual aspects playing a key role; (4) sexuality 
education and school: a complex relationship. 

7.3.1 Teacher cognitions and sexuality education 
implementation: a promising bond 

The findings from the studies 1 and 2, involving either student teachers or in-
service teachers, indicate firstly that an important group of Ecuadorean in-
service teachers and student teachers tend to support a CSE approach. 
Secondly, the prospective implementation of CSE could be predicted on basis of 
some teacher´s cognitions. Indeed, we found that certain teacher and student 
teacher cognitions are associated with sexuality education implementation for 
adolescents in schools whereas others are not. 

Self-efficacy beliefs to implement CSE in schools are associated with behavioral 
intentions to implement sexuality education for teachers and student teachers, 
while this is not the case for self-efficacy beliefs to address specific topics. The 
results showing an association between self-efficacy beliefs to implement CSE 
in schools with behavioral intentions to teach CSE are in line with previous 
studies that stress the importance of feeling confident and prepared to 
incorporate sexuality education into teachers’ practices and behaviours (Fisher 
& Cummings, 2016; Goldman & Grimbeek, 2016). According to Drinot (2013), 
teachers with high self-efficacy beliefs attain better classroom control and 
organization during their pedagogical practices. This might suggest that the 
teachers with high self-efficacy beliefs, feel that they perform better in general in 
their role as a teacher, and sexuality education won’t be an exception to this role. 
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However, our results also indicate that although teachers’ and student teachers’ 
self-efficacy beliefs to address specific sexuality topics are high, they are not 
associated with behavioural intentions to teach CSE. If we consider Bandura´s 
view (1993) that a strong sense of self-efficacy enhances personal 
accomplishment, guiding effective and decided performance, this lack of 
association might point to other variables resulting in a resistance of both 
teachers and student teachers to address specific controversial sexuality 
education topics, despite the fact they are motivated to incorporate CSE in 
schools.  

With regards to their attitudes, there is a difference between teachers and 
student teachers. While student teachers’ favorable attitudes towards CSE in 
general are associated with their behavioral intentions to teach CSE, this is not 
the case for in-service teachers. In this group, favorable attitudes towards “CSE 
in schools” are associated with behavioral intentions to teach CSE, while 
favorable attitudes towards “CSE in general” are not associated. Interestingly, 
earlier studies (Martínez, Vicario-Molina, González, & Ilabaca, 2014) and also 
those set up in the Ecuadorean context (Manzano & Jerves, 2015) have shown 
that favourable attitudes towards CSE in schools are positively related to 
intentions to teach sexuality education. According to our results, this is the case 
for in-service teachers but we did not find observe this in student teachers. This 
discrepancy might be related to the fact that the in-service teachers are 
witnessing and attending the needs of their pupils in the daily interactions within 
the ‘real school world’. To identify and attend such needs is beyond the specific 
preparation that in-service teachers could have, which tend to focus on the 
didactics of subject domains that use to be a priority in the school curriculum (as 
mathematics, language and science). Additionally, student teachers can be 
considered as adolescents themselves; thus, reinforcing the idea that teachers’ 
sexuality identity should have evolved at the personal level when focusing on 
teaching about it. 

In the Ecuadorean context, sexuality education is a transversal axis (Ministerio 
Educacion, 2010), but teachers’ preparation with regards to sexuality education 
is not in line with the standards as explained in the introductory chapter. 
Therefore, the implementation of sexuality education may be diluted in other 
domains and its implementation is hardly evidenced, as was also found in the 
study of Espinoza (2017). In contrast, student teachers are not completely 
involved in the “real school world” yet. Their preparation focuses strongly on 
specific didactics and practices that are in line with micro-level issues to be dealt 
with in subject oriented classroom settings. Therefore, their favourable attitudes 
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towards CSE might indicate an important awareness of the importance of CSE, 
that might also reflect future changes in sexuality education in the Ecuadorian 
context. 

Our findings also demonstrate that teachers’ and student teachers’ negative 
attitudes towards CSE limit their willingness to teach it. This is in accordance 
with previous studies pointing out the difficulties associated with negative 
attitudes of teachers toward sexuality and sexuality education on their 
prospective teaching (Fallas, 2010; Gursimsek, 2010; Pinos et al., 2017), 
particularly by evading to address the subject (Martínez et al., 2014). This is 
highly probable in the Ecuadorian society where more than 80% of the population 
ascribe to the catholic religion (INEC, 2012), since CSE tackles aspects that 
contrast certain particular religious beliefs, like pleasure, diversity or sexual 
rights (Freitas, 2015).  

Still, since self-efficacy beliefs and attitudes are factors that boost innovative 
behavior (Thurlings, Evers, & Vermeulen, 2015), our results about student 
teachers’ and teachers’ self-efficacy beliefs and attitudes suggest that, although 
Ecuadorean teachers and student teachers seem concerned about specific 
sexuality education topics, there is potential in these groups to address sexuality 
education from a comprehensive approach. Particularly, when considering that 
beliefs and attitudes are the result of a long process of construction (or 
deconstruction) in certain to socio-cultural context. These findings represent a 
significant contribution to the existing literature linking teachers and student 
teachers thinking process to the implementation of innovations. Certainly, 
sexuality education is a subject different than other subject/disciplines to be 
addressed in the classroom as it has been explained in the introductory chapter. 
Thus, it is important and necessary to know forms that may guide a better 
implementation of sexuality education in schools. 

From our outcomes it can be also derived that teachers’ and student teachers’ 
behavioral intentions to teach sexuality education is not related to their CSE 
knowledge and/or contextual background variables. The results about CSE-
knowledge are in contrast with the study of Cohen and colleagues (2004) where 
teachers’ knowledge about sexual health topics was the strongest contributor to 
provide SHE. This difference could be due to the rather average score on the 
knowledge scale in our study, which could indicate that a certain threshold 
mastery level about CSE needs should be attained before it affects intentions to 
teach. Indeed, mastery of a scientific domain has been found important in view 
of future teaching practices (Evans & Tribble, 1986), and conversely, scarce 
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mastery domain might inhibit intentions to teach. Therefore, although teachers’ 
knowledge does not appear being associated with behavioral intentions to teach, 
the results underscore the need to at least increase CSE-related knowledge in 
teachers, as suggested by Cohen and colleagues (2004). In this sense, we are 
in line with Allen (2005) regarding the fact that developing teachers’ CSE 
knowledge is important to enhance the quality of good sexuality education. But, 
at the same time, we have to warn that it does not substitute a broader training 
to ensure that teachers are “willing” to teach sexuality education as Cohen, Byers 
and Sears (2012) already pointed at.  

Looking at the low impact of teachers’ background variables, this can be 
considered a positive outcome. Teachers’ and student teachers’ gender, subject 
area, previous training, years of experience and geographical location of 
schools, do not interact with the relationship between their cognitions and a 
potential implementation of CSE. Considering that the cognitions are the result 
of a combination of personal constructs and contextual influences (Borg, 2015), 
we can conjecture that there is a promising bond between teachers thinking 
process and sexuality education implementation in the Ecuadorean context.  

7.3.2 School-based sexuality education for 
adolescents: an ongoing challenge  

Overall, we can assert that the findings of study 3 mirror the high needs of 
adolescents to receive sexuality education from a holistic point of view towards 
human sexuality. Since we questioned a considerably large sample, our findings 
can represent the needs of the wider group of adolescents attending public 
schools in the region actually studied. Our results are also in line with earlier 
scholars reporting that adolescents express that sexuality education should be 
tackled from a holistic viewpoint (Allen, 2005; O’Higgins & Gabhainn, 2010).  

This finding could appear in contradiction with the satisfaction that adolescents 
express with regard to sexuality education they already received at school. 
However, this is not the case when looking closer at the actual situation. 
According to our findings, adolescents acknowledge having received sexuality 
education, yet they strongly make and association between “sexuality education” 
with the topics related with sexual health supplied mostly in line with biological 
sciences subjects. Such association mirrors a narrow vision on sexuality 
education. Since sexuality education in all its forms is a reflection of the cultural 
values systems (Goldfarb & Lieberman, 2015), we can infer that this narrow 
vision of sexuality education is in line with the predominant conception of 
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sexuality education still promoted in schools, which might also reflect the limited 
vision of sexuality and sexuality education in the wider socio-cultural study 
context.  

This biased approach does not meet the expected outcomes of sexuality 
education. Indeed, a recent study, conducted in Ecuador (Svanemyr, Guijarro, 
Riveros, & Chandra-Mouli, 2017) concludes that the sexual and reproductive 
health of adolescents remain a core problem and the high rates of adolescent 
pregnancy and violence in and amongst adolescents are of major concern. 
Therefore, the ‘satisfaction’ that adolescents express with regards to the 
sexuality education they received in school is in our view still congruent with the 
fact that adolescents express broader needs for sexuality education in school. 
On the contrary, it underlines the necessity of reviewing what has been provided 
so far in schools and arguing for the need to enlarge the current approach of 
human sexuality by tackling sexuality education from a more comprehensive 
approach. This call of adolescents for reviewing and improving sexuality 
education curricula is in accordance with earlier studies (Adams, George, 
Reardon, & Panday, 2016; Alldred, 2007; Allen, 2005; MacDonald et al., 2011; 
Walters & Hayes, 2007). 

7.3.3 Teaching and learning sexuality in Ecuador: 
contextual aspects playing a key role 

Given the contextual nature of sexuality education (Bay-Cheng, 2003) and 
considering that (a) teaching is a cultural activity (Stigler & Hiebert, 2009) and 
thinking about teaching and learning is shaped by culturally shared experiences 
and values (Gay, 2010); and (b) that if learners do not feel that their group or 
culture is specifically addressed in a sexuality education program, they are less 
likely to internalize its messages (Goldfarb & Lieberman, 2015), our findings with 
regards to the perspectives of teachers, student teachers and adolescents must 
be framed within a specific contextual reality. In this sense, we argue that there 
are aspects of the Ecuadorean context that play a key role in understanding our 
findings. The general term ‘context’ is a complex, multidimensional construction. 
We distinguish five key interrelated aspects: the adult-centric perspective on 
adolescent sexuality, the conservative view on sexuality and sexual education, 
gender issues, migratory status of parents and policy about sexuality education. 

First, in terms of adult-centric perspective on adolescent sexuality, research has 
illustrated the struggle adolescents are engaged in when they attempt to situate 
their emergent sexual behavior patterns within their community, familial and 
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broader social contexts (Shoveller, Johnson, Langille, & Mitchell, 2004). 
Because adolescents’ decision-making processes are influenced by the larger 
community, authors such as Goldfarb and Lieberman (2015) and Singleton, 
Schroffel, Findlay and Winskell (2016) pointed out the necessity of shifting the 
initiatives for sexuality education towards a model that encompass the wider 
community in order to attain a change of sexuality perspectives at community-
level. As such, aspects as sexual behavior, contraception, sexual orientation and 
gender equity, among others subjects, will not be just linguistically familiar but 
also socially acceptable and supported. 

As it become clear in this scenario, adults - amongst them teachers - play a key 
role in delineating, perpetuating or changing values and beliefs surrounding 
sexuality and sexual expressions of adolescents. However, ‘adult-centrism’ does 
not necessary meet the sexuality education needs and expectations of 
adolescents. For instance, the study of Shoveller and colleagues (2004) 
revealed that pathologizing sexuality and silencing a meaningful discussion 
about sexuality during adolescence by adults, alienated adolescents’ attempts 
to come to terms with their own sexual behavior within their social contexts. The 
adult centrism view of sexuality education is strongly present in Latin America, 
where adolescents are hardly seen as active sexual beings (Darré, Jerves, 
Castillo, & Enzlin, 2015). This is also the case in the Ecuadorian context where 
it has been reported that adolescents often encounter strict norms and 
moralistic/hostile attitudes regarding their sexuality from the general population 
and health staff (Svanemyr et al., 2017) or even parents (Jerves et al., 2014). 
Although there are no comparable studies involving teachers or student 
teachers, our findings reported in chapter 5 seems to be in agreement with these 
reports as well as the findings reported in chapter 3. In line with this, our findings 
suggest that adult centrism has been playing and plays a role in the unmet needs 
of sexuality education of Ecuadorean adolescents. This implies the challenge of 
tackling the actors of the larger socio-cultural environment, and within them, 
adolescents’ teachers. 

A second aspect playing a role in relation to our findings is the biased 
conservative view about sexuality and sexuality education in the Ecuadorean 
context. When comparing teachers’ and adolescents’ views (chapter 6), the 
results of adolescents’ needs (chapter 4) and the concerns of teachers and 
student teachers with regards to specific CSE topics (chapters 2 and 3), we can 
argue that a negative or conservative view upon sexuality and sexuality 
education prevails in the Ecuadorean context. According to our findings, the 
dimensions of sexual health and violence are considered the most important 
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when it comes to sexuality education. These dimensions embrace aspects that, 
following Garzón (2017), are linked to a moralistic view upon adolescents’ 
sexuality and risky sexual behavior. Following Roien, Graugaard, & Simovska 
(2018) the moralistic and risky sexual behavior refers to a conservative or 
negative sexuality education approach that also stresses biomedical sexual 
health, prevention and behavior-regulating. Our findings about the 
predominance of this negative view upon sexuality and sexuality education are 
in line with previous reports (Singleton et al., 2016). This highlights the prevailing 
rationale behind school-based sexuality education, stemming from a traditional 
public health perspective focusing on preventing risk behaviors, sexually 
transmitted infections, unwanted pregnancies and sexual violence, both 
worldwide (UNESCO, 2009; WHO & FCHE, 2010) and in Latin America (Darré 
et al., 2015). 

On the other hand, Roien, Graugaard, & Simovska (2018) indicate that the non-
conservative or positive/comprehensive/democratic approach of sexuality 
education refers to health education or health/well-being promotion focusing on 
socio-ecological sexual health, whole school approaches and sexual rights. 
Considering our findings, teachers and students attributed lower importance to 
the dimensions associated with a positive view towards sexuality and sexual 
education (pleasure, sexual rights and gender roles) (Anderson, 2013). Thus, 
according to Grose, Grabe and Kohfeldt (2014) and Boonstra (2015), gender 
equity is a key contributor to the empowerment of sexual rights. Likewise, the 
dimension of pleasure allows to develop an ‘erotofilic’ attitude enhancing a 
positive view towards sexuality (Garzón, 2017; Simovska & Kane, 2015). As 
Goldfarb and Constantine (2011) explained, a positive view towards sexuality 
acknowledges it as a source of pleasure. In contrast, the negative view of 
sexuality education tends to repress sexual expressions as it has been reported 
in the study of Singleton and colleagues (2016). However, this positive view 
towards sexuality and sexuality education is an ongoing process that generates 
controversies, particularly with regards to the dimension of pleasure. Indeed, 
while it is relatively easy to gain consensus about the need to reduce unintended 
pregnancy and disease, encouraging positive attitudes towards sexual 
experiences and in particular placing a value on pleasure continues to be a 
lightning rod for opponents of comprehensive sexuality education (Goldfarb & 
Lieberman, 2015), given that the catholic religious exerts a strong influence in 
the population (INEC, 2012) and sexuality induces negative connotations 
(Cordero, 2017). 
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A third specific aspect that needs to be taken into consideration about sexuality 
education in relation with the Ecuadorean context, is derived from our results 
about the background variable gender. The importance of addressing gender 
equity is widely acknowledged (Bearinger, Sieving, Ferguson, & Sharma, 2007; 
Haberland & Rogow, 2015), especially considering the need to empower women 
and girls in relation to their sexual and reproductive health rights (Chandra-Mouli 
et al., 2015; Goldfarb & Constantine, 2011; Haberland, 2015). By looking at the 
gender differences in our findings, concern of girls about sexual health, violence, 
gender roles are manifest. This is in line with results of earlier studies from other 
contexts (Forrest, Strange, Oakley, & Ripple Study Team, 2004; O’Higgins & 
Gabhainn, 2010). On the one hand, this illustrates the perceived vulnerability of 
girls to sexual activity, but also mirrors a biased or incomplete sexuality 
education from a boys’ perspective, on the other hand.  

Since sexuality education reflects a cultural value system regarding gender and 
sexual norms (Goldfarb & Lieberman, 2015), it can be inferred that the way 
sexuality education is currently implemented in the Ecuadorian may perpetuate 
machismo - a set of hegemonic masculinities that legitimise patriarchy - and 
gender violence that are already strongly present in the Ecuadorean society 
(Jerves et al., 2014) and in the Latin America context as a whole (Torres, 
Goicolea, Edin, & Öhman, 2012). This is corroborated by the results from 
teachers and student teachers who do not show significant gender differences. 
This might suggest that current gender norms are considered as “normal”, and 
do not deserve a deeper reflection, nor major changes. Indeed, the ‘machismo’ 
in Ecuador expects boys to be aggressive and dominant, and girls to be 
submissive and obedient (Pinos, Pinos, Baitar, Jerves & Enzlin, 2016). This limits 
their ability to exert their sexuality in a healthy and responsible manner, 
generates homophobia and supports the idea of sexuality and maternity 
(Svanemyr et al., 2017). As Singleton and colleagues (2016) have argued: “rigid 
gender norms and ideologies of enduring love make female characters blind to 
the potential consequences of unprotected sex and vulnerable to betrayal and 
abandonment” (p. 1). Moreover, on the basis of her comprehensive review of 
evaluation studies, Haberland (2015) concludes that sexuality education 
proposals that addressed gender or power were five times likely to be effective 
as those that did not. Likewise, Lundgren and Amin (2015) found that 
community-based interventions to form gender equitable attitudes among boys 
and girls have successfully prevented intimate partner violence or sexual 
violence. This calls for special attention to review current sexuality education, 
including addressing gender equity from the early stages of schooling. This is a 
big challenge since conservative movements in the Ecuadorean society are 
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opposed to the inclusion of a gendered approach in the curriculum. This 
opposition was clearly visible in the big national mobilization campaign that took 
place in 14 majors Ecuadorian cities on 14/10/2017. During this campaign, 
thousands of parents, students and representatives of conservative movements 
marched in the streets to express their opposition to the incorporation of 
gendered approaches in the school curriculum using the slogan “do not mess 
with my children” (Vega, 2017). 

A fourth contextual factor is related to the high rates of international migration 
due to economic hardship in the region actually studied (INEC, 2010). In our 
study, almost 50% of the adolescent participants have one or both parents that 
migrated abroad. This represented a unique opportunity to study the relationship 
between the migration status of a/both parent/s and adolescents’ perceptions of 
sexuality education, but at the same time limits the possibility of contrasting 
results with similar studies. Regarding this aspect, the assumption - built on the 
available literature - that the migratory status of parents would strongly affect 
adolescents’ sexuality education needs (Arguillas & Williams, 2010; Cortina, 
2014; Parreñas, 2005), was not confirmed. According to our results, adolescents 
whose parents had not migrated expressed higher CSE needs than those with 
migrating parents as discussed in Chapter 4. 

This result is thought-provoking as having migrant parents implies having to cope 
with socio-cultural issues - including stigmatization - in the Ecuadorean context. 
Indeed, the demarcated social hierarchies in this particular Ecuadorian Andean 
region (Cevallos, 2017) evoke the perspective that migrants – and their left-
behind children – belong to a different, lower socio-economic class. Additionally, 
Jokisch (2007) argued that many migrants from the Azuay province belong to 
the rural peasantry or urban-working poor, with last names that lack status and 
are associated with indigenous (Indian) identity. At the same time, the idealized 
vision of the nuclear family in the Ecuadorian environment keeps supporting the 
idea that these ‘left-behind children’, are vulnerable to a range of risks (Pedone, 
2006). Despite this portrait, it seems, according to our findings, that the re-
structured family of adolescents after parental migration might be able to provide 
to the care and needs of these adolescents in terms of sexuality education. As 
Jerves, De Haene, Enzlin and Rober (2016) explained, the extended family 
structure in the Azuay province might represent a kind of pre-existing and 
sufficiently robust care framework that allows these adolescents to experience 
continuity in receiving attention within their familial contexts. This also raises 
questions about the role of the ‘nucleus families’ in Latin American contexts with 
regard to sexuality education (Covre-Sussai, Meuleman, Botterman, & Matthijs, 
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2015). It has been reported that living with both parents is a protective factor for 
adolescents’ sexual debut, condom use, pregnancy and childbearing (Blum, 
Mmari, & WHO, 2005). Yet, further research, rather qualitative is needed to 
complement these results and clarify the particular situation of children with 
migrating partners. 

A fifth aspect we consider with regards to our findings is Ecuadorian sexuality 
education policy. In general, national policies reflect a social development 
ideology. These policies, prioritize certain aspects and in accordance with that, 
funds are committed. However, according to Goldfarb and Lieberman (2015), 
when policy is not well translated into funds and systematic strategies for its 
implementation, including strong processes of teachers’ preparation, the school-
based sexuality education received by most students is fragmented, incomplete, 
and frequently based on ineffective approaches and curricula.  

This is also the situation in Latin America. In this region, there has been an 
important progress at macro (policy) level to support an educational-legal 
framework to incorporate CSE in schools; however, difficulties to implement 
sexuality education programs, aligned with human rights, persist at micro 
(classroom) level (Darré et al., 2015). In this sense, as Shoveller et al. (2004) 
pointed out, traditional practices and policy approaches tend to ignore the 
inclusion of youth sexual behaviour and youth sexuality education needs in social 
structures (as the school) and contexts. Therefore, at the classroom level, 
sexuality education based on a biological approach with an emphasis on 
repression of sexuality and negative views of sexual behavior largely persists 
(Darré et al., 2015). 

According to our findings, the latter also seems to be the case in the Ecuadorean 
context. Indeed, in the introductory chapter, it was explained that in Ecuador, the 
policy embracing the official sexuality education curriculum has changed 
dramatically during the past ten years, facing different controversial phases. 
Likewise, we described different initiatives, involving different Ministries, which 
aimed at improving the sexual health of children and adolescents. Yet, the needs 
of sexuality education are still high amongst adolescents as it was presented in 
chapter 4 and teachers and student teachers need to strength their preparation 
with regard to CSE approach as we reported in chapters 2,3 and 6.  
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7.3.4 Sexuality education and school: a complex 
relationship 

The general findings of this dissertation provide insights to reflect on the 
relationship between sexuality education and school. First, it is important to 
underline that sexuality is a highly personal matter, and in line with Alldred 
(2007), addressing sexuality education at school tackles both the public and 
private life of all related stakeholders. In this sense, Roien et al. (2018) stated 
that “sexuality education in schools navigates between, within and across two 
major, often conflicting, domains delineated in antiquity by Aristotle as: ‘Oikos’ 
the private, family, and household domain, and ‘polis’ – the public and political 
domain” (p. 161). Certainly, as Zimmerman (2015) pointed out, from the 
universalization of the public school, it has been considered a place that could 
transform the sexual – private - lives of young people by changing their behavior 
to minimize unwanted pregnancies, AIDS and STI. More recently, sexuality 
education at school seeks to empower young people with their sexual rights 
(Allen, 2011). But, at the same time, these initiatives generate frictions with 
parents and guardians who also hold views about sexuality (Alldred, 2007). 
Indeed, the practices and policies related to sexuality education in schools are 
embedded within the values of the larger society and the wider sociocultural and 
political context, but they are also shaped by local school traditions (Aggleton, 
Dennison, & Warwick, 2010; Ponzetti, 2015). The teachers and students function 
amidst these circumstances. From our findings, we can conjecture tensions they 
experience while having to address a personal matter in a public context when 
the school follows specific guidelines that are not in line with dominant family 
views or the perception of the wider community about sexuality and sexuality 
education.  

Secondly, the emphasis on academic success and “raising the standards” has 
resulted in a prioritization of certain academic domains. Topics, such as sexuality 
education have been moved to the sidelines as cross-curricular themes and are 
less considered as the school´s main business (Alldred, 2007). In the Ecuadorian 
context, this seems clearly the case. As explained in the introductory chapter, 
sexuality education in Ecuador is considered as a transversal axis in the 
curriculum. Therefore, our results mirror the perspectives of teachers and 
student teachers from different subjects/disciplines assuming that they are/feel 
obliged to integrate sexuality education into their teaching practices. This raises 
the question about the integration of CSE in subjects such as math and physics. 
But, this conception also implies that CSE is not only addressed in different 
school subjects but also influences daily interactions among teachers and 
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students within a school community. The current approach towards sexuality 
education does – for sure - not meet related integration standards. 

7.4 Limitations and directions for future research  

Although the studies of this dissertation have led to a broader understanding of 
sexuality education in Ecuadorean schools, the studies also reflect some 
limitations. Since specific limitations and directions for future research were 
already discussed in each chapter, we present at this stage overarching 
limitations and directions for future research. Limitations presented are related 
to (a) the scope and research variables, (b) methodology, (c) sample, (d) context. 

7.4.1 The scope and research variables 
The first subset of limitations is related to the scope of the studies and research 
variables. As indicated in the general introduction, we defined core aspects about 
sexuality education and related teacher and student perspectives as derived 
from the literature. Yet, after analyzing the results of our studies, we seem to 
have to consider that other aspects still play a key role.  

Looking at teachers, we involved teachers from all subjects/disciplines to respect 
the transversal axis in sexuality education. But, it might be interesting to explore 
their actual sexuality educational practices: what subjects, which topics, and how 
they did they involve (or not) other students. To better understand what the 
transversal implementation of CSE means, we need additional research.  

In the case of adolescents, an important limitation to our study was that in order 
to follow the Ministry of Education authorities’ requirements and school board 
concerns, we were not able to collect data on issues that may have been relevant 
but were considered too sensitive. Adolescents are under age, and certain topics 
hardly be studied with consent of the authorities: sexual activity history, sexual 
orientation, or even if they are already parents. Since previous studies found 
differences in adolescents’ perceptions of sexuality education when they are 
sexually active (Orji & Esimai, 2003) and considering that in Latin America and 
the Caribbean region, by their 18th birthday more than 40% of women report 
having had sex (Boonstra 2015), these data could have provided very different 
insights.  

Although it was not an explicit goal of our dissertation, we missed the voices of 
school principals and parents. As is well-known, school directors are members 
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of the school community holding important roles in decision-making and 
innovation support. Next, since it has been argued that school-based sexuality 
education efforts to provide knowledge, attitudes and skills to adopt health sexual 
behaviors may fail if boys and girls return home with messages that create 
conflicts with parents/guardians (Ollis & Harrison, 2016), we could have tackled 
parents’/guardians’ perspectives too. In combination with school voices, this 
could have helped developing a more comprehensive, consistent and 
contextualized sexuality education picture.  

7.4.2 Methodology 
The second subset of limitations refers to the research methodology. Our studies 
were survey-based because we wanted to investigate general trends and 
relationships amongst variables that may be generalized for the target population 
(Creswell, 2009) based on self-report research instruments, which also included 
some open-ended questions. This was also in line with our intention to adopt a 
“familiar” research approach given the controversial situation of sexuality 
education in Ecuador. The outcomes of our results were expected to provide a 
clear picture of the current situation. However, we recognize that the sensitive 
nature of sexuality may have induced a level of social desirability in answering 
the survey (Krumpal, 2013). We also acknowledge that it may be difficult for 
adolescents (and even teachers) to express their real perspectives regarding 
sexuality education via a survey. Qualitative methods (such as interviews or 
focus groups) both with teachers and students could substantiate current 
research findings. Those qualitative methods may enable us to developing a 
fuller understanding of teachers’ and students’ perspectives regarding sexuality 
education, the barriers they experience in relation to the pursuit and expression 
of sexuality education rights, and the ways in which future sexuality education 
programmes can more genuinely meet adolescents’ needs and teachers’ and 
student teachers’ training demands. A mixed-methods research approach 
should therefore be adopted in further studies. 

Another limitation related to the research methodology is the lack of setting up 
an intervention study. This might more strongly contribute to the design of sexual 
health promotion programs and policies (Goldfarb & Lieberman, 2015; Singleton 
et al., 2016). While it was initially considered to conduct an intervention study to 
enhance the CSE in schools with teachers and students, we regret we could not 
obtain approval of the Ministry of Education. Only training proposals from the 
Ministry of Education were allowed being implemented in public schools when it 
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comes to the topic of sexuality education. We believe that an intervention study 
could have enriched the general picture about the topic of this PhD.  

7.4.3 Sample 
A third subset of limitations is related to the research sample. The sampling 
process of teachers considered only teachers who were willing to participate. 
This may have caused uncontrolled bias. Thus, the opinions of teachers who 
were not motivated to participate in the study may possibly differ from our current 
findings.  

Another limitation concerns the student teachers’ sample, since this included 
only student teachers from one public University in the region, therefore it might 
not reflect the Azuay (pre-service) teacher population in a representative way.  

Given the characteristics of the sampling procedure for teachers and 
adolescents we did not stablish an alignment between a specific teacher and 
his/her students in the sampling procedure. Further research should take into 
consideration a sampling procedure that enables to gather information from a 
specific group of students and their particular teacher(s).  

Further, factors related to school level (such as leadership, infrastructure, school 
climate, economic status, etc.) and even national education level might affect 
sexuality education implementation. Hence, a multilevel analysis would be 
helpful to consider these levels. Especially when considering to replicate studies 
with a large sample of student teachers, teachers or adolescents, a multilevel 
analysis approach should be adopted to study more in-depth school level 
characteristics, next to (aggregated) teacher cognitions and differences in 
sexuality education implementation. Of course, this should be enriched with 
adolescents’ perspectives and their characteristics. 

7.4.4 Context 
The present study was set up in one single Ecuadorian province in the highlands 
area. Therefore, the results may not be applicable to other regions of country, 
especially the coastal and the Amazonian regions, that are very different from a 
lot cultural point of view. As Mmari & Blum (2009) suggest, the contextual cultural 
differences - in which adolescents live - influence their sexual behaviour, 
therefore similar studies from another Ecuadorean contexts are recommended. 
Moreover, it could be important to deeply address the perspectives of sexuality 
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education in teachers, students and even parents from particular minority groups 
in Ecuador, such as indigenous communities. 

Finally, overall our studies focused on the public education sector. Firstly, this 
sector covers 80% of the educational system in Ecuador. Secondly, this sector 
is strongly managed and monitored by national educational policy. Thus, we 
involved an important number of teachers and students from public schools 
predominantly attended by adolescents of low- and middle-socio-economic 
status. Given that some private schools in Ecuador belong to religious orders, 
and others have developed their own educational proposals, participants from 
these schools could evoke different ideas.  

7.5 Implications  

The general results of this dissertation encompass different theoretical and 
policy implications regarding to the field of sexuality education in the school 
system.  

7.5.1 Theoretical implications 
At the theoretical level, the current dissertation introduced a specific conceptual 
framework and shows how these concepts are suitable for the Ecuadorean 
context. First, from a teaching practice perspective, our findings confirm that 
Ecuadorean teachers and student teachers embrace a comprehensive sexuality 
education approach and envision they might play a role in the teaching of this 
approach. Moreover, the findings of our dissertation contribute to a better 
understanding of teachers and student teachers’ cognitions and how these are 
related to the potential implementation of CSE in schools. The interplay between 
different cognitions provides a better understanding on why some teachers are 
(not/less) willing to implement CSE into their teaching practices. Additionally, our 
studies contribute to the research literature by adding further evidence about 
teachers’ cognitions with regard to CSE and adolescents’ sexuality education 
perspectives and its differences in a particular context. This contribution builds 
on cross-cultural conceptions advising the generalizability of such concepts. 

Furthermore, constructs like self-efficacy beliefs have been hardly studied in 
regard with sexuality education. In our study we developed a new self-efficacy 
scale for teachers and student teachers reflecting key aspects to implement 
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CSE. This scale is an operationalization of a theoretical construct and impulses 
future the theory-driven studies. 

7.5.2 Policy implications 
This dissertation will inform policy makers and educational leaders about the 
urgent need to enhance sexuality education considering a rights-based 
approach - as it is CSE - by formulating or re-formulating different elements of 
programs pursuing the sexual and reproductive health of adolescents and young 
people. This lead us to formulate some policy implications. 

First, the need to observe sexuality education for adolescents and young people 
is of a worldwide interest. The findings of this dissertation reveal that despite 
several international agreements aiming to promote the sexual and reproductive 
health in adolescents and youth (Chandra-Mouli, et.at., 2015), the needs of 
sexuality education to attain this goal are still high. Taking this into account, 
international policy-makers and educational leaders should review and assess 
the current global initiatives in the field, develop educational projects and commit 
funds to reach more effective ways to promote CSE for adolescents and youth. 
Such initiatives and support must be engaged in an equative way for countries, 
regions and population groups expressing major requirement and high needs in 
the field of sexuality education.  

Second, as previously mentioned, in Ecuador the proposals about sexuality 
education have changed during the past 10 years, resulting in different 
approaches. The findings of our studies show that, after 10 years seeking to 
attend to the sexuality education needs of adolescents and trying to implement 
sexuality education in schools, these proposals have barely achieved their 
purpose. Indeed, sexuality education needs of adolescents are still high and 
teachers’ preparation for this topic remains limited. This reiterates the 
responsibility of Ecuadorean policy makers and educational leaders. This 
situation leads us to question whether policy about sexuality education in 
Ecuador is contemplating the daily school-reality and considers the daily 
perspective of the key actors – such as teachers, student teachers, and 
adolescent students – when developing related policies. In addition, it is 
necessary at policy level, to review the regulations to incorporate sexuality 
education in Ecuadorean schools whether as a transversal axis, or as a stand-
alone subject or both and to assure the provision of sufficient resources (a place 
in the curriculum, accompanying, time in the schedule, guidelines to discuss with 
parents, didactic materials, etc.) that enables its implementation. This way, policy 
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makers and educational leaders could develop initiatives and to re-design 
strategies to effectively address CSE in schools aligned with Ecuadorean reality. 

Third, this dissertation provides information to policy makers and educational 
leaders to strongly reconsider the topic of sexuality education within the 
programs for in-service teachers’ professional development. In this sense, we 
propose to contemplate the teachers’ cognitions addressed in this dissertation. 
In addition, considering the findings reported in chapters 3, 5 and 6 teachers 
from all subjects - not just the psychologist, or teachers from biology related 
subjects - need clear guidelines on how to implement CSE. This also implies 
fostering the preparation of teacher trainers and mentors. So far, in relation to 
sexuality education, just one course about how to prevent sexual abuse in 
schools was delivered to some in-service teachers in 2014 (Ministerio 
Educacion, 2017). Thus, policy makers and educational leaders should design 
and implement training programs and courses to help the stakeholder group of 
teachers to undertake the challenge of effectively implementing sexuality 
education into their classrooms.  

Fourth, the current dissertation is also relevant for initial teacher education. The 
findings reported in Chapter 2 reveal the need to incorporate the subject of 
sexuality education into the educational curriculum of the future secondary 
teachers in Ecuador. Therefore, we advocate policy makers and educational 
leaders a) to determine the compulsory nature of sexuality education into the 
initial educational programs for future secondary teachers, and b) to define 
competences in relation to address sexuality education that these student 
teachers are expected to achieve. Since the previous aspects also imply an 
increased number of teacher educators prepared in the subject, we also 
advocate for sustainable support to enhance academic preparation of teacher 
educators in sexuality education.  

Fifth, our findings also offer evidence for policy makers and educational leaders 
to strengthen sexuality education for children in primary school. At the same time 
this is a request for school teachers’ preparation and scientific research in this 
matter. This is a big challenge since, as Bobier & Martin (2016) observes, one of 
the main barriers to enactment of sexuality education in primary school is the 
presumed asexuality of children and the imaginary that ‘excessive’ knowledge 
about sexuality education will induce sexual abuse. Despite these difficulties, 
starting sexuality education during childhood help parents/guardians and 
children to become familiar with the language of and questions about sexuality. 
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Such foundations develop the basis of a healthy sexuality during childhood, 
adolescence, and later in adulthood.  

Sixth, the findings of this study provide insights for policy makers and educational 
leaders about the latent impact of left-behind adolescents and young people due 
to international migration. Furthermore, insights for a broader understanding of 
the reconstituted families (due to migration) and therefore, different types of 
families are also provided. These aspects are important for further education 
program development. Moreover, in terms of sexuality education, while research 
documents the effectiveness of parents care and communication (Grossman, 
Tracy, Richer, & Erkut, 2015) the potential protective role of the caregivers in this 
topic, can be derived from our findings.  

Finally, from the results of this dissertation it can be derived that it is necessary 
to infuse course focusing on medicine, psychology, social work, education, and 
law, with topics issues related to adolescents and their rights in matters of 
sexuality education. Thus, policy makers could induce such integration. The 
objective is that these professionals would consider the related knowledge, 
understanding, and skill when attending to adolescents and/or teachers.  

7.6 Final Conclusion 

With this dissertation we have gained more insight into our understanding of 
sexuality education in the Ecuadorean context considering the perspectives of 
teachers, student teachers and adolescent students. Building on the different 
chapters in this PhD thesis, we present the following conclusions: a) teachers 
and student teachers tend to support a CSE approach; b) cognitions such as 
self-efficacy beliefs and attitudes impact teachers and student teachers’ 
behavioral intention to teach CSE; c) regardless their background variables, 
adolescents express high sexuality education needs that reflect a 
comprehensive sexuality education approach.  

Our findings also call for actions: d) to enhance in-service teachers’ preparation 
in view of CSE and to include the subject in the curriculum to prepare future 
teachers for primary and secondary school; e) to analyze the lack of fit between 
current sexuality education programs as received by young people and their 
expressed CSE needs; f) to foster scientific research about this topic.  
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Finally, this dissertation calls – again - for a reflection about the current situation 
of sexuality education in schools, particularly given the high rates of early 
pregnancy and gender violence and sexual abuse in Ecuadorean context.  
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Appendices 

 

Appendix 1 (chapters 2 and 3) 

Questionnaire to assess student teacher and teachers’ cognitions (self-
efficacy beliefs, attitudes, knowledge); behavioral intention to teach, and 
background variables  

Dear Student teacher/teacher: 

This questionnaire is part of a research conducted by the University of Cuenca 
and the University of Ghent (Belgium). The questionnaire is designed to obtain 
a better understanding of the aspects that could create difficulties to futures 
teachers in the implementation of sexual education. Please review the questions 
and answer them as precisely as possible. Your answers will be kept strictly 
confidential. Please answer all questions.  

PART I. Background variables for student teachers 
1.1. Gender:  
 
Male ____ 
 
Female ____ 

1.2. Age:  
 
Years old 

1.3. Have you received training in 
sexual education in one of the 
following instances? 
 Undergraduate studies ____  
 Ministry training courses ____ 
Other workshops or courses ____ 
None ____  

1.4. Are you a 
believer 
practitioner of 
any religion? 
 
Yes ____ 
No ____ 

1.5. Field of your undergraduate program:  
 
History ___ Physical Culture ___ Philosophy ___ 
Natures Science ___ Geographic ___ English ___ 
Language/Literature ___ Mathematics ___ Other ______________ 

 

PART I. Background variables for teachers 
1.1. Gender:  
 
Male ____ 
 
Female ____ 

1.2. Age:  
 
19-25 ___ 
26-35 ___ 
36-45 ___ 
46-55 ___ 
56-65 ___ 
65 + ___ 

 1.3. Years of 
experience as a 
teacher 
 
 
 ________ 

1.4. Are you a believer 
practitioner of any 
religion? 
 
Yes ___ 
No ___ 
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1.5. Courses that you are currently teaching: 
 
Biology ___ Social Sciences ____ Chemistry ____ 
History ___ Physical Culture ____ Philosophy ____ 
Natures Science ___ Geography. ____ English ____ 
Language/ Literature___ Mathematics ____ Arts ____ 
Music ___ Ethics ____ Other ____________ 
  
1.6. Level (s) you are 
currently working with: 
 
8vo. Bas ____ 
9no. Bas ____ 
10mo. Bas____ 
1ro Bach ____ 
2do Bach ____ 
3ro Bach ____ 
 

1.7. What is your higher 
academic degree: 
 
 
High School ___ 
Bachelor ___ 
Technical ___ 
Master ___ 
PhD ___ 
Other __________ 

1.8. Have you received training 
in sexual education in one of the 
following instances? 
  
Undergraduate studies ___ 
Postgradute programs ___ 
Ministry training courses. ___ 
Other workshops or courses ___ 
None ___  
 

 

PART II. Scale to evaluate behavioral intention to teach CSE  
Please read the statements presented bellow and indicate your grade of agreement or 
disagreement with each one, marking one of the follows alternatives:  
 
1. Total agree 
2. Quite agree  
3. Mildly agree 
4. Slightly Disagree 
5. Somewhat disagree 
6. Strongly Disagree 

Enunciated 1 2 3 4 5 6 

2.1 It is my role as a teacher working sexual education with my 
students. 

      

2.2. I will be willing to work sexual education within my classes if I 
had to do it 

      

2.3. I feel that when I will be a teacher, I should have special 
attention to sexual education of students with migrant parents. 

      

2.4. I am motivated for the idea of working sexual education with 
my students. 

      

2.5. As a future teacher I feel that I am the right person to provide 
sexual education to my students in my classes. 

      

2.6. I feel that as a future teacher I am responsible for ensuring the 
sexual education of all students regardless of the personal 
problems they might have. 
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PART III. Scale to evaluate self-efficacy beliefs in regard to CSE  
 
Read the following situations and qualify how confident would you feel to perform each 
one of the situations by recording a number from 0 to 10 using the scale below : 
 
	0	1	2	3	4	5	6	7	8	9	10	
I	couldn’t	doing	Moderately	I	could	doing	Definitely	I	could	doing	
		

Situation 	N.	

3.1. To achieve generating initiatives for working sexual education in my institution. 	
3.2. To achieve identifying the needs of sexual education of my students. 	

3.3. Get addresses the sexual education needs of all my students in class. 	

3.4. Get address in classes the sexual education needs of students in special situations like 
children with migrant parents. 

	

3.5. To achieve designing strategies to introduce sexual education in my courses. 	

3.6. I could get my students to develop positive attitudes toward sexuality *.  
* (Positive attitudes are opinions and values about the actions that lead to responsibly 
handle sexuality). 

	

 3.7. Achieve my students to increase knowledge about sexuality *.  
* (Knowledge is to have information about facts related to sexual education in a 
comprehensive way and adequate to different ages). 

	

3.8. Get my students to develop skills * so that they can manage their sexuality.  
* (The skills are behaviors that students can practice) 

	

3.9. Get helps other teachers in improving their competencies (skills, knowledge and 
attitudes) to work sexual education in their courses. 

	

3.10. To achieve motivate parents or guardians for their involvement in the work of sexual 
education. 

	

3.11. Get to feel confident in dealing gender issues with my students (differences between 
gender and sex, gender roles, masculinity and femininity within the family and in the life 
cycle, stereotypes, inequalities). 

	

3.12. To achieve that my students maintain a respectful environment while discuss issues 
related to gender. 

	

3.13. Get to feel confident in dealing gender issues with my colleagues. 	
3.14. Get to feel confident in dealing with my students issues related to sexual and 
reproductive health (sexuality and life cycle, reproduction, anatomy, contraception, 
pregnancy, sexually transmitted diseases, virginity, abstinence, fidelity, self-esteem). 

	

3.15. To achieve that my students maintain a respectful environment while we address 
issues related to sexual and reproductive health. 

	

3.16. Get to feel confident in dealing issues related to sexual and reproductive health with 
my colleagues. 

	

3.17. Get to feel confident dealing with my students issues related to sexual rights and 
citizenship (policies for sexual rights, ethical barriers to the exercise of rights, participation 
and practice standards, sexual identities, election, free speech). 

	

3.18. To achieve my students maintain a respectful environment while we address issues 
related to sexual rights and citizenship 

	

3.19. Get to feel confident in dealing issues related to sexual rights and citizenship with my 
colleagues. 
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3.20. Get to feel confident in dealing with my students issues related to pleasure (be positive 
about sexuality, gender and pleasure, sexual wellness, safe and pleasurable practices, 
masturbation, love and relationships). 

	

3.21. Achieve my students maintain a respectful environment while we address issues 
related to pleasure. 

	

3.22. Get feels confident dealing with issues related to pleasure with my colleagues. 	
3.23. Get feel confident while deal with issues related to violence with my students 
(manifestation of types of violence against men or women, non-consensual sex, prevention, 
advocacy, seeking help). 

	

3.24. To achieve my students maintain a respectful environment while we address issues 
related to violence. 

	

3.25. Get to feel confident in dealing issues related to violence with my colleagues. 	
3.26. Get feel confident while deal with issues related to diversity with my students 
(compression of the range of diversity in our lives as culture, socioeconomic status, 
disability, sexual orientation discrimination). 

	

3.27. To achieve my students maintain a respectful environment while we address issues 
related to diversity. 

	

3.28. Get feels confident when dealing diversity issues with my colleagues. 	
3.29. Get feels confident in dealing about relationships issues with my students (different 
types of relationships, emotions, intimacy, power dynamics, communication, peer 
pressure). 

	

3.30. To achieve my students maintain a respectful environment while we address issues 
about relationships. 

	

3.31. Get to feel confident in dealing themes about relationships with my colleagues. 	

 

PART IV: Scale to evaluate attitudes about CSE 
Please read the statements presented bellow and indicate the grade of agreement of 
disagreement with each one, marking one of the follows alternatives:  
 
1. Total agree 
2. Quite agree  
3. Mildly agree 
4. Slightly Disagree 
5. Somewhat disagree 
6. Strongly Disagree 
  
Enunciated 1 2 3 4 5 6 

4.1. All the students have a right to have sexual education in 
schools 

      

4.2. Male students should have more sexual education than 
female students 

      

4.3. Teenagers should learn themselves how to manage the 
peer pressure 

      

4.4. It is appropriate to teach teens that sex before marriage 
is unacceptable. 

      

4.5. Work issues related to sexual pleasure helps teenagers 
prevent unwanted pregnancies. 

      

4.6. The information on birth control should be given to 
adolescents regardless if they are sexually active or not. 

      

4.7. Sexual orientation should be included in sexual 
education in schools 
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4.8. The children of migrant parents require special support 
from their teachers regarding sexual education they need. 

      

4.9. Addressing issues of sexual violence in the classroom 
encourage violent practices. 

      

4.10. Sexual education is responsibility of parents and should 
not be taught in school. 

      

4.11. Is important that adolescents be taught that 
homosexuality is right.  

      

4.12. Students who are children of migrant parents have the 
same needs of sexual education than the students whose 
parents have not migrated. 

      

4.13. Give information to adolescents about safe sex 
encourages young people to have sex. 

      

4.14. All subjects can help students to develop gender 
equitable behaviors. 

      

4.15. Teaching about romantic relationships contributes little 
to the care of sexual health in adolescents. 

      

4.16. Female students should have more sex education than 
male students 

      

4.17. Teachers should address issues of sexual violence 
although they do not perceive levels of violence among 
students. 

      

 

PART V. Scale to assess knowledge about CSE 
Read the statements that are bellow and then indicate if each one is true, false o you don’t 
know: 

Enunciated V	 F	 D	

5.1. The gender role determines the behavior of men and women regardless 
of culture. 

	 	 	

5.2. The uses of hormone-based contraception in adolescents cause future 
health problems. 

	 	 	

5.3. Teenagers can have sex whenever they want because it is their right. 	 	 	
5.4. Women feel less sexual desire than men. 	 	 	
5.5. Rape is unwanted sexual imposition using some power. 	 	 	
5.6. Homosexual orientation includes emotional attachment to the same sex. 	 	 	
5.7. Assertive communication allows a sexual partner to impose his/her ideas 
on the other. 

	 	 	

5.8. Gender identity matches with sexual orientation. 	 	 	
5.9. Washing the private parts after sex keeps safe a person from getting 
AIDS 

	 	 	

5.10. The sex education based in rights promotes the abstinences 	 	 	
5.11. Masturbation affects sexual health.    
5.12. Receive groping in the private parts without consent is a form of sexual 
violence 

   

5.13. Homosexuality is a phase that some people who have had troubles is 
passing. 

   

5.14. Passionate crushes have a basis in brain chemistry.    
5.15. The biological sex of a person always matches the gender role. 	 	 	
5.16. A teen can get pregnant while menstruating 	 	 	
5.17. Sexual education should start at puberty. 	 	 	
5.18. The erotic fantasies are an indicator of an abnormality in sexuality 	 	 	

5.19. Adolescents who engage in unwanted sexual intercourse are more 
prone to sexually transmitted infections. 
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5.20. Intersex is a term applied to people who possess biological attributes 
of both sexes. 

	 	 	

5.21. Romantic relationships of adolescents are significant experiences in 
their lives 
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Appendix 2 (chapters 4 and 5).  

Questionnaire to assess adolescents background variables, adolescents’ 
sexuality education needs, perceptions of sexuality education curriculum 
and perceptions of teachers’ professionalism towards this subject 

Dear Student: 

This questionnaire aims to know your perceptions about sexual education. 
Please read the questions given below and answer them in the most accurate 
way. Your answers will be strictly confidential. Please answer all questions. 

PART I. Adolescents background variables 
lease read the items and mark a cross in the category that belongs to 
you: 
1.1. How old are you? 

 
Years________ 
Months_______  

1.2. Gender 
 
Male______ 
Female_______ 

1.3. Which is your current educational 
level ? 

 
8th Basic___ 9th Basic___ 10th Basic___  
1st Bach___ 2nd Bach___ 3rd Bach___  

1.4. Who do you live with? (you can 
mark more than one option) 

 
Dad and Mom____ Grandpa____ 
Just with your mom___ Grandma____ 
Just with your dad___ Brothers/Sisters____ 
Uncles/Aunts _______ Other 
(Who)________ 

1.5. How many 
brothers and 
sisters live 
with you? 

Brothers____ 
Sisters____ 

1.6. Who do you share 
your bedroom 
with? 

Anybody_____ 
Brothers/sisters______ 
Others 
(Who?):___________ 

1.7. What is the principal material of 
which is building your house? 
(mark just one option)  
Cement____ Soil____ 
Wood____ Brick____  
Mix_____ Other 
(which one)__________ 
 

1.8. How many 
rooms do you have 
in your house? (just 
rooms not includes 
bathrooms and 
kitchen) 
 ___________ 

1.9. Which of the follows 
properties hold your 
parents? 
House ____ Apartment ____ 
Farm ____ Land ____ 
Any____ Store___ 
Other _________ 

1.10. One of both of your parents have migrated abroad? 
 
 YES ( ) NO NO( ) 
 
 

1.11. How long ago 
has your dad 
migrated for the first 
time? 
 ____years 
____months  

1.12. How long ago 
has your mom 
migrated for the first 
time? 
_____ years 
______months 

1.13. How many times 
has your dad returned 
since he migrated? 
 _____ times 

1.14. How many 
times has your mom 
returned since she 
migrated? 
 _____ times 

If your answer was yes, 
please answer the follow 
questions 

If your answer was not, please 
answer the questions in the next 
page.  
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1.15. When was the 
last time that your 
dad returned?: 
_____years 
____months 

1.16. When was the 
last time that your 
mom returned?: 
 ______ years 
______months 

1.17. How long on 
average does your dad 
stay when he returns?  
____days ____months 
____years 

1.18. How long on 
average does your 
mom stay when she 
returns?  
____days 
____months 
____years 

1.19. Did your 
parents migrate 
together? 
Yes______ 
Not______ 

1.20. Which of your 
parents migrated 
first? 
Dad____ Mom____ 

1.21. To which country 
has migrated your dad? 
____________________
___ 

1.22. To which 
country has migrated 
your mom? 
_________________
___ 

 

PART II. Scale to evaluate perceptions of importance towards CSE 
dimensions  
Read the following topics related to sexual education and indicate how 
important it is for you to learn about each one, checking one of the 
following options: 
1. Extreme Important 
2. Very Important 
3. Important  
4. Few important 
5. Almost nothing important 
6. No important 
Topics 1 2 3 4 5  6 

2.1. Behaviors regarding the differences of being a boy or a girl.       
2.2. Contraception.       
2.3. Sexual rights.       
2.4. Masturbation (if you or another person touch your genitals with 
the hands to feel pleasure). 

      

2.5. Preventing violence in relationships.       
2.6. Sexual orientation.       
2.7. Types of romantic relationships.       
2.8. Social norms about masculinity and femininity.       
2.9. Sexually transmitted diseases and AIDS.       
2.10. Reproductive rights.       
2.11. Effects of alcohol in decisions about sexual experiences.       
2.12. Sexual abuse.       
2.13. Awareness about violence against women.       
2.14. Development of sexual identity       
2.15. Feelings in romantic relationships.       
2.16. Manage inequalities of being a boy or a girl.       
2.17. Avoid unwanted pregnancies.       
2.18. Finding reliable information about sexuality.       
2.19. Managing the consequences of being sexually active       
2.20. Knowing how to ask for help in sexual harassment.       
2.21. Recognizing discrimination to sexual diversity.       
2.22. Awareness of the influence of media on sexual decisions.       
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2.23. Recognize the relationship between gender and sexual 
pleasure. 

      

2.24. Make conscious decisions about having sex or no experience.       
2.25. Take a position against discrimination to sexual diversity.       
2.26. How to have safe sex practices        
2.27. Sense of responsibility for adolescent childbearing.       
2.28. Being able to deal respectfully with different sexual orientations.       
2.29. Handle peer pressure in your sexual decisions.       
2.30. Inequalities vision of being a boy or a girl.       
2.31. View regarding sexual risk behaviors.       
2.32. Give importance to sexual rights for oneself.       
2.33. Sense of being responsible to decide on the sexual activities       
2.34. Awareness about violence against men.       
2.35. Acceptance of Sexual diversity.       
2.36. Accept that people have different ways of feeling (due to gender, 
age, culture, religion, etc..). 

      

2.37. Consideration of differences in male or female reproduction       
2.38. Sense of responsibility for adolescent fatherhood.       
2.39. Consciousness about sexuality and pleasure.       
2.40. Understand that sexuality is present in all ages, but in different 
ways. 

      

2.41. Understand how personal values influence in relationships.       
2.42. Refuse unwanted sex.       

2.43. What issues/topics that are not here would you like to learn about your 
sexuality? 
 
 
 
2.44. What other topics have you already learned? 
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PART III. Scale to evaluate adolescents’ perceptions of sexuality 
education curriculum  
3.1. Have you received Sexual Education in your current school?  
 
Yes____ No____                                                   No___ 

PART A (if your answer was yes) 

3.2. In which courses have you had sexual education classes? 
 
 
3.3. What did you like the most about sexual education classes that you had? 
 

Please read all the statements presented bellow and indicate the grade of agreement of 
disagreement with each one, marking one of the follows alternatives:  
1. Total agree 
2. Quite agree  
3. Mildly agree 
4. Slightly Disagree 
5. Somewhat disagree 
6. Strongly Disagree 
 

Statements 1 2 3 4 5 6 

3.4. During sexual education classes; topics that were interesting 
to me were addressed. 

      

3.5. The way of working used kept me motivated.        

3.6. During sexual education classes I learned something new 
and important to me. 

      

3.7. The times I worked sex education were enough.       

3.8. During the classes were sexual education topics were 
addressed I felt comfortable. 

      

PART B (if your answer was not) 
 
3.9. How would you like sexual education in your school?  
(Regarding the topics, how to work, what do you like that your teachers do or say, etc). 

3.10. In what subjects do you think sexual education should be included? 
 
 

If your answer was yes, just answer the 
part A of the follow question (just 
answer questions 3.2 to 3.8) 

 

If your answer was not; just answer 
the part B of the follows question 
(just answer questions 3.9 and 3.10) 
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PART IV. Scale to evaluate adolescents´ perceptions of teachers’ 
professionalism towards this subject 
Please read the statements presented bellow and indicate the grade of 
agreement of disagreement with each one, marking one of the follows 
alternatives:  
1. Total agree 
2. Quite agree  
3. Mildly agree 
4. Slightly Disagree 
5. Somewhat disagree 
6. Strongly Disagree 
 
Statement 1 2 3 4 5 6 

4.1. My teachers could clearly express their views regarding 
aspects related to sexual education in front of us. 

      

4.2. My teachers could get their students to develop positive 
attitudes toward sexuality *.  
* (Positive attitudes are opinions and values about the actions 
that lead to responsibly handle sexuality) 

      

4.3. My teachers could get motivate us to feel comfortable as we 
address issues relating to sex education. 

      

4.4. My teachers could get their students to develop skills * so we 
can responsibly handle our sexuality. * (The skills are behaviors 
that students can practice) 

      

4.5. My teachers would consider time to work sex education other 
content although they have addressed in their classes. 

      

4.6. My teachers could get their students to improve our 
knowledge about sexuality *.  
* (Knowledge is to have information about facts related to sexual 
education in a comprehensive way and adjusted to different 
ages). 

      

 4.7. My teachers would have drawbacks if they have to work 
sexual education in their classrooms. 
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Summary 

Worldwide, the need to address sexuality education that ensures sexual and 
reproductive health is patent. Thanks to the effort of advocates, sexuality and 
reproductive rights are included in several international agreements (Chandra-
Mouli et al., 2015; Fajardo-Heyward, 2016). The achievement of this rights is 
growingly recognised as an urgent demand during adolescence stage 
(Sundaram, Maxwell, & Ollis, 2016). In Ecuador, a small Andean middle in-come 
country, adolescents’ right to have an education that guarantees their sexual and 
reproductive health was incorporated in the “good living” socio-political plan 
established in the latest Ecuadorian Constitution of 2008, Article N. 26. 
(Asamblea Constituyente, 2008) and ratified in the “good living national plan” 
2013-2017 (Senplades, 2013). This initiative is fully justified, as indicators of 
sexual and reproductive health in Ecuador are daunting: in 2010 Ecuador 
reported the highest rates of teen pregnancy in South America (García, 
Gonzáles, Forero, & Buitrago, 2010). Further, the rates of early pregnancy had 
risen up to 78% among girls between10 and 14 years old in 2010 (Gomez de la 
Torre, 2016). In addition to early pregnancy, early sexual initiation has been 
directly related to high levels of gender violence (INEC, 2010). This critical 
situation is a main concern in the “good living” national plan 2013-2017 where it 
is stated that: “For teen pregnancies, a 15% reduction in the fertility rate for girls 
aged 15-19 by 2030 is the goal, which shall be met through integrated programs 
of sexuality education” (Senplades, 2013, p. 39). 

To implement a legislation concerning sexuality education, it is broadly 
acknowledged the key role of the national education systems (Bay-Cheng, 2003; 
Thomas & Aggleton, 2016). However, a real incorporation of sexuality education 
into the educational system implies to cope different difficulties at school and 
classroom level. In Latin America countries, sexuality education based on a 
biological approach with an emphasis on repression of sexuality and negative 
views of sexual behavior largely persists at the classroom level despite the 
educational-legal framework to incorporate sexuality education aligned with 
human rights in schools (Darré, Jerves, Castillo, & Enzlin, 2015). In Ecuador, the 
definition of the official sexuality education curriculum in correspondence with 
the aspirations embedded in the “good living” plan has changed in the past ten 
years facing different controversial phases. These phases have moved from a 
biological and health focus approach, to a more comprehensive and rights-based 
approach. In 2015 sexuality education curriculum has changed drastically to a 
conservative approach, in which sexuality education is considered to be tackled 
from the standpoint of traditional values. Currently a new sexuality education 
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curriculum more aligned with a comprehensive approach is planning to be 
implemented (Ministerio Salud Publica Ecuador, 2017). Along these changes, 
the voices of adolescents and teachers has been absent or scarcely considered 
as the limited available research shows. This reflects that sexuality and sexuality 
education are sensitive and polemic issues in the Ecuadorean society. Given the 
fact that a body of literature underlies that reforms to develop or improve a 
particular sexuality education curriculum should contemplate teachers’ angle 
(Myers-Bowman, 2016) particularly with regard with their intentions to teach 
(Cohen, Byers, & Sears, 2012); and should be grounded into the views of 
adolescents as well (Allen, 2005; Helmer, Senior, Davison, & Vodic, 2015) their 
perspectives become a crucial contribution in order to develop more real, 
effective and contextualized sexuality education proposals. 

This dissertation aims at gaining insights to understand the situation of 
comprehensive sexuality education (CSE) in Ecuadorean schools by tackling the 
perspectives of teachers and adolescent students as key actors involved on its 
further effective implementation. More specifically, on one hand we focus on 
teachers and student teachers’ cognitions in relation with behavioural intention 
to teach comprehensive sexuality education. On the other hand, we focus on 
adolescents’ sexuality education needs, perceptions of sexuality education 
curriculum and perceptions of teachers’ professionalism towards this subject. 
We also pursue to articulate teachers and students’ perspectives. To reach the 
aim of this dissertation, three research objectives and six research questions 
aroused from literature review embracing related research and debates about 
the implementation of sexuality education at school throughout the perspectives 
of teachers and adolescent students in Ecuadorean context were formulated. 
The research objectives have been addressed in three survey-based studies. 

First, we aimed to determine the association between student teachers and in-
service teachers’ cognitions and their potential behaviour. This research 
objective was dealt with two studies. The first one encompasses student 
teachers and the second one focused on in-service teachers. Both studies meant 
to know how cognitions about CSE (as self-efficacy beliefs, attitudes and 
knowledge) are associated with behavioural intention to teach CSE. In addition, 
both studies aimed to unravel the role of key background variables teachers and 
student teachers’ behavioural intention to teach CSE.  

The starting point was to define the related conceptual framework. Considering 
the framework proposed by the IPPF (2010), comprehensive sexuality education 
(CSE) was defined encompassing seven dimensions: gender roles, sexual 
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health, sexual rights, pleasure, violence, diversity and relationships. Likewise, 
we adopted the concept of teachers’ cognitions since they are central elements 
to comprehend teaching practices (Borg, 2015). In this dissertation we view 
teachers’ and student teachers´ cognitions in line with the definition of Borg 
(2003, p.81): “the unobservable cognitive dimensions of teaching – what 
teachers know, believe, and think”. As teachers and student teachers are active 
thinking decision-makers, what they believe, what is their knowledge or what 
attitudes they hold will permanently guide their teaching actions and decisions. 
Thus, the cognitions that we considered was self-efficacy beliefs, attitudes and 
knowledge linked to CSE, and how they are theoretically linked to behavioural 
intentions contemplating the Theory of Planned Behaviour (TPB) (Ajzen, 1991). 
Given that available literature indicates that in-service teachers and student 
teachers might differ in their willingness to effectively implement sexuality 
education depending on their gender (İpek & Camadan, 2012), previous training 
in the topic (Harrison & Ollis, 2015), and subject/discipline (Ollis, Harrison, & 
Maharaj, 2013), we included these background variables. In the case of in-
service teachers, we also consider their years of experience and the 
geographical location of the schools where they belong (Saavedra, 2014). Then, 
based on the existing academic sources, a Likert scale research tool was built 
and validated to be workable to the Ecuadorean context. The research tool 
assessed the above explained teachers and student teachers’ cognitions, the 
behavioural intention to teach, and information about the background variables.  

The study with student teachers, reported in Chapter 2, seek to answer the 
following research question: To what extent student teachers’ cognitions about 
CSE (Knowledge, attitudes and Self-efficacy beliefs) influence their behavioural 
intention to teach comprehensive sexuality education? This study involved a 
group of 141 nearly graduating students from different subjects/areas/disciplines 
of the Faculty of Philosophy of University of Cuenca. Data analysis was 
performed using multiple linear regression analysis to establish the associations 
between student teachers’ cognitions (CSE self-efficacy beliefs, CSE attitudes 
and CSE knowledge), background variables and student teachers’ behavioural 
intentions to teach CSE.  

The results of this study revealed that student teachers showed high behavioural 
intentions to teach CSE, high self-efficacy beliefs to implement CSE and to 
address specific CSE topics, and high favourable attitudes towards CSE. 
Significant associations between favourable attitudes towards CSE and self-
efficacy beliefs to implement CSE with behavioural intentions to teach CSE were 
also revealed. The variables knowledge, unfavourable attitudes and self-efficacy 
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beliefs to address specific topics did not reveal a significant association with 
student teachers’ behavioural intentions to teach CSE into their future teaching 
practices. The results also showed that background variables student teachers’ 
gender, previous training in sexuality education and subject/discipline of study 
were not significantly associated with their behavioural intentions to teach CSE 

The study with in-service teachers, reported in Chapter 3, intended to answer 
the following research question: To what extent in service teachers’ cognitions 
about CSE (Knowledge, attitudes and Self-efficacy beliefs) influence their 
behavioural intention to teach comprehensive sexuality education?. This study 
involved a number of 367 no sexuality education specialist in-service teachers 
from 18 urban, rural and urban/rural schools. Since, sexuality education is 
considered part of the transversal axis within the curriculum in Ecuador 
(Ministerio Educacion, 2010), teachers from all subjects were selected by a multi-
stage stratified cluster sampling procedure and invited to complete the survey. 
As it was the case with the study of student teachers, multiple linear regression 
was performed to to determine the association between dependent and 
independent variables.  

The results revealed significant associations between two of the independent 
variables: favourable attitudes towards CSE in schools and self-efficacy beliefs 
to implement CSE in the school with positive behavioural intentions to teach 
CSE. The analysis also showed that favourable attitudes towards CSE in 
general, unfavourable attitudes to CSE in school, self-efficacy beliefs to address 
specific topics and knowledge were all not significantly associated with teachers’ 
behavioural intentions to teach CSE. Likewise, the results indicated that 
teachers’ gender, years of experience, types of prior training, the nature of a 
teacher’s subject or the urban/rural location of a school were not significantly 
associated with their behavioural intentions to teach CSE. 

Second, we aimed to explore adolescents students´ perceptions about sexuality 
education in schools in Azuay-Ecuador. To reach this objective, the study 3 was 
set up. This study meant to identify the sexuality education needs of adolescents 
in schools, their perceptions about the sexuality education they have been 
receiving and the perceptions about their teachers’ performance in addressing 
CSE. To start this study, the related conceptual framework was also defined. 
Consistent with the earlier studies, the IPPF (2010) framework of comprehensive 
sexuality education (CSE) was assumed. Complementary, it was also necessary 
a literature study to understand how to tackle CSE at school, how it has been 
assessed and, to identify relevant background variables of adolescents that 
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might be influencing eventual differences in their perceptions of the needs and 
implementation of CSE in the Ecuadorian context. By investigating different 
indicators in combination with the framework of CSE, four background variables 
were established: gender (McGeeney & Kehily, 2016; Sundaram et al., 2016), 
age (Goldfarb, 2005), geographical location of adolescents’ schools ((Voeten, 
Egesah, & Habbema, 2004), and migrated status of their parents (Marchetti-
Mercer, 2012). Next, a Likert scale research tool was built and validated in view 
to explore adolescents’ perspectives concerning the study variables (expressed 
needs, satisfaction towards sexuality education received and perceptions about 
their teachers’ role) under the umbrella of CSE approach.  

The first part of this study is reported in chapter 4 where we aim to address the 
following research question: What are the adolescents’ expressed needs for 
CSE in schools in relation with their gender, age, geographical school area, and 
the migration status of their parents?. The seven dimensions of comprehensive 
sexuality education proposed by the IPPF (2010) were used to assess the 
expressed needs of adolescents. In this part of the study, 780 adolescents from 
public schools aged 11 and 19 years were recruited by a multi-stage stratified 
cluster sampling and invited to complete the survey. Ordinal regression analyses 
were performed to explore differences in adolescents needs considering their 
background variables. The global results indicated that all CSE dimensions were 
considered important by the adolescents. Studying the specific associations with 
the independent variables (i.e., gender, parental migration status, age and 
geographical location) to the importance attached to each CSE dimension 
revealed slight but significant associations between those predictor variables 
and the attribution of importance to the seven dimensions of CSE. This study 
provided a first picture of the situation of comprehensive sexuality education for 
adolescents in Ecuadorean context. 

The second part of study 3 is reported in chapter 5 where the following research 
questions are addressed: To what extent are adolescents satisfied with the 
sexuality education they were receiving at schools? and To what extent 
adolescents consider their teachers could perform well while addressing 
sexuality education?. In this part of the study, adolescents’ perceptions of 
sexuality education they are receiving at school were labelled as (SSE) and their 
perceptions about their teachers’ professionalism towards addressing sexuality 
education was labelled as (SEPT). Here it was also tackled the possible 
associations of SSE and SEPT with the background variables considered 
relevant in the current dissertation: gender, age, geographical living area and the 
migration status of their parents. With the same multi-stage stratified cluster 
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sampling followed in the study presented in chapter 3, we selected adolescents 
reporting had received sexuality education at schools resulting in a group of 702 
participants from public schools aged 11 and 19 years. For this part of the study, 
a Likert research tool consisting in two scales was also designed and validated. 
Results showed that adolescents are highly satisfied with the sexuality education 
they received at school (SSE) and were moderately in agreement with their 
teachers’ competencies regarding sexuality education (SEPT). As it was the 
case in the first part of this study in chapter 4, an ordinal logistic regression 
analysis was used to determine the specific impact of the independent variables 
to SSE and SEPT. Results revealed associations between three of the four 
predictor variables and the SSE and SEPT.  

Third, the we aimed to establish the relationship or a potential “bridge” between 
teachers’ perceptions and students’ perceptions about CSE at the schools. This 
relationship is reported in Chapter 6 where the following research question is 
tackled: to what extend what teachers and students say is aligned or is 
comparable when it comes to the importance they attach to CSE dimensions?. 
Built on the notion that when teachers and their teaching practices are more 
aligned with students’ interests, significantly deeper approaches to learning are 
reported (Trigwell, Prosser, & Waterhouse, 1999), the ‘alignment’ between 
teachers’ perceptions of attribution of the importance to address CSE in schools 
and adolescent students’ perceptions of attribution of the importance of receiving 
CSE in schools in an Ecuadorean context was examined. This part is developed 
grounded on the data collected in previous studies (chapter 3 and chapter 4). 
Thus, a group of 780 students and 367 teachers belonging to the same school 
completed the survey. Results revealed that teachers’ perceptions on the 
importance attached to CSE were higher than adolescent students´ perceptions 
and for all dimensions. For teachers and students, the higher attribution of 
importance was to the dimension of violence whilst the lower was for gender 
roles in teachers and pleasure in adolescent students. Ordinal logistic regression 
was used to compare teachers and students’ attribution of importance to CSE 
dimensions. The findings revealed significant differences or ‘dis-alignment’ 
between teachers and students in four of the seven CSE dimensions: sexual 
health, violence, diversity and relationships. Conversely, there is an ‘alignment’ 
between teachers and students in gender roles, pleasure and sexual rights.  

Our general findings lead us to present four general reflections. First, we assert 
that teacher and student teachers ‘cognitions and sexuality education integration 
is a promising bond. Our findings underpin the importance of addressing 
cognitions as attitudes, and self-efficacy beliefs in relation to CSE as a priority -
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in comparison with knowledge-, in teachers professional training and student 
teachers’ preparation to boost an effective CSE implementation, not only at 
classroom level but also at school level. This expand the understanding of 
teachers’ features playing an important function in view of effectively incorporate 
CSE.  

Second, it is evident that school-based sexuality education for adolescents is an 
ongoing challenge and urgent need in an Ecuadorean context. According to our 
findings, adolescents express high CSE needs although they acknowledge 
having received sexuality education. However, adolescents strongly associate 
“sexuality education” with the topics related with sexual health supplied mostly 
in the biological sciences subjects. Such association implies a narrow vision on 
sexuality education. It underlines the necessity of reviewing what has been 
provided so far in schools and arguing for the need to enlarge the current 
approach of human sexuality by tackling sexuality education from a more 
comprehensive approach and develop initiatives to its real delivered in schools.  

Third, teaching and learning sexuality in Ecuador implies to consider contextual 
aspects playing a key role: a) the adult-center view on adolescents’ sexuality and 
sexuality education, play a key role in delineating, perpetuating or changing 
values and beliefs surrounding sexuality and sexual expressions of adolescents. 
This ‘adult centric’ perspective does not necessary meet the sexuality education 
needs and expectations of adolescents in Ecuador; b) the conservative view 
about sexuality prevails in the Ecuadorean society. This view tends to repress 
sexual expressions, and is focused on biomedical sexual health, prevention and 
behavior-regulating. The non-conservative or positive/comprehensive/ 
democratic view of sexuality, which refers to health/well-being promotion 
focusing on socio-ecological sexual health, sexual rights, is trying to emerge and 
to expand despite the oppositions. In this scenario the “whole school” 
approaches represent a good option to develop a no-conservative view of 
sexuality and sexuality education; c) the difficulties associated to gender equity 
in Ecuadorean society show the perceived vulnerability of girls to sexual activity, 
but also implied a biased or incomplete sexuality education for boys. This 
suggest that the current way sexuality education is realized in the Ecuadorian 
context worryingly may perpetuate the gender stereotypes already present. This 
could be corroborated with the results of teachers and student teachers who did 
not show significant gender differences in the variables assessed, which might 
suggest that the current gender norms are considered as “normal”, and do not 
deserve a deep reflection nor major changes; d) the high rates of international 
migration, given the fact that 50% of our sample of adolescents reported having 
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one or two parents migrated abroad, calls for a particular consideration in relation 
of CSE. The assumption grounded on the literature, that migratory status of 
parents would strongly affect adolescents’ sexuality education needs, was not 
confirmed. This lead to question and reconsider the role of the “nuclear” family 
in Latin America, the role of substitute caregivers, and the impact of the 
reconstituted families because of international migration with regard to sexuality 
and sexuality education needs of left behind children; and e) the difficulties to 
define and implement policies about sexuality education taking into account that 
national policies reflect an ideology of social development rooted on a specify 
context. In Ecuador, policies of sexuality education are not translating well to 
classrooms.  

Fourthly, we present some arguments explaining the complex relationship 
between sexuality education and school since it tackles the personal and private 
life. The initiatives of sexuality education in schools may generate frictions with 
parents and contradictory messages to adolescents. This situation is also 
confused and difficult to deal with for teachers and school authorities. Moreover, 
sexuality education is not a priority within the school curriculum, and in Ecuador, 
is considered as a transversal axe. Therefore, our results mirror the perspectives 
of teachers and student teachers from different subjects/disciplines assuming 
that they are obliged to integrate sexuality education into their teaching practices. 
In addition, there are adolescents with high needs, expecting to be taught and to 
learn sexuality education without a clear awareness of the subjects or CSE 
themes that might be included in the transversal axe.  

The current dissertation ends indicating the contribution at theoretical level and 
at policy level. At theoretical level, the current dissertation introduced a specific 
conceptual framework and shows how these concepts are suitable in the 
Ecuadorean context. At policy level, our study intends to inform policy makers 
and educational leaders about the urgent need to enhance CSE by formulating 
or re-formulating different elements of programs pursuing the sexual and 
reproductive health of adolescents and young people. Taking into account our 
findings, international policy-makers and educational leaders should review and 
assess the current global initiatives in the field, develop educational projects and 
commit funds to reach more effective ways to promote CSE for adolescents and 
youth. In Ecuador our findings show that, despite the efforts that have been 
made, sexuality education needs of adolescents are high and teachers’ 
preparation in the topic is limited. Responsibility for the later, is, to some extent, 
place in the hands of Ecuadorean policy makers and educational leaders. 
Considering the teachers angle, this dissertation provides information to policy 
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makers and educational leaders to strongly consider including the topic of 
sexuality education within the programs for in-service teachers’ professional 
development. Likewise, our findings reveal the need to incorporate the subject 
of sexuality education into the educational curriculum of the future secondary 
teachers in Ecuador. Evidence for policy makers and educational leaders to 
strengthen the sexuality education for children in primary school which also 
urges for school teachers’ preparation and scientific research in this matter is 
also offer in this dissertation. Insights for policy makers and educational leaders 
on the latent impact of left behind adolescents and young people due to 
international migration is also provided. Finally, based on our findings we 
advocate to introduce into the curricula of disciplines as medicine, psychology, 
social work, education, and law, issues related to adolescents and their rights in 
matters of sexuality education.  
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Wereldwijd wordt de noodzaak vastgesteld om een seksuele opvoeding aan te 
pakken die een seksuele en reproductieve gezondheid garandeert. Recente 
ontwikkelingen zorgen er voor dat seksualiteit en reproductieve rechten zijn 
opgenomen in internationale overeenkomsten (Chandra-Mouli et al., 2015; 
Fajardo-Heyward, 2016. Het garanderen van deze rechten wordt vooral 
benadrukt in de adolescentieperiode (Sundaram, Maxwell, Ollis, 2016). In 
Ecuador, een eerder Klein midden-inkomen land in Latijns-Amerika, zijn de 
rechten van adolescenten m.b.t. seksule opvoeding een onderdeel van het 
socio-politieke plan "Bon Viver” (een goed leven) dat ook is vastgelegd in de 
nieuwste Ecuadoraanse grondwet van 2008, artikel N. 26. (Asamblea 
Constituyente, 2008) en geratificeerd werd in de regeringsperiode 2013-2017 
(Senplades, 2013). Dit plan is een noodzaak omdat de beschikbare indicatoren 
m.b.t. seksuele en reproductieve gezondheid in Ecuador weinig bemoedigend 
zijn. In 2010 rapporteerde Ecuador het hoogste percentages 
tienerzwangerschappen van Zuid-Amerika (García, Gonzáles, Forero, & 
Buitrago, 2010). Het percentage tienerzwangerschappen steeg – in 2010 - met 
78% bij meisjes tussen 10 en 14 jaar oud (Gomez de la Torre, 2016). Naast 
tienerzwangerschappen kent deze groep ook een hoog niveau van 
gendergeweld (INEC, 2010). Deze kritieke situatie staat central in het nationaal 
plan "Bin Viver" 2013-2017, waarin gesteld wordt: "Tegen 2030, wordt wat betreft 
tienerzwangerschappen een vermindering met 15% vooropgesteld bij meisjes 
van 15 tot 19 jaar en dit via geïntegreerde programma's voor seksuele 
opvoeding" (Senplades, 2013, blz. 39). 

Bij het implementeren van wetgeving met betrekking tot seksuele vorming speelt 
het nationale onderwijssysteem een sleutelrol (Bay-Cheng, 2003, Thomas & 
Aggleton, 2016). Een integratie van seksuele voorlichting in het 
onderwijssysteem houdt echter in dat problemen op school- en klasniveau 
worden aangepakt. In Latijns-Amerikaanse landen kenmerkt seksuele 
opvoeding sich nog steeds door een biologische benadering met een nadruk op 
onderdrukking van seksualiteit en het overdragen van negatieve opvattingen 
over seksueel gedrag. Dat is vreemd gezien het onderwijs-juridische kader dat 
voorziet in schoolse seksuele opvoeding die overeenstemt met een 
mensenrechtenbenadering (Darré, Jerves, Castillo, & Enzlin, 2015). Maar de 
werkelijkheid verschilt van deze juridische realiteit. In Ecuador is de invulling van 
het officiële curriculum voor seksuele opvoeding – in overeenstemming met het 
plan "Bon viver" – maar gradueel verschoven van een biologische benadering 
naar een meer omvattende en op mensenrechten gebaseerde aanpak. Maar 
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sinds 2015 kent datzelfde curriculum weer een drastische kentering en een 
verschuiving naar conservatieve aanpakken waarbij seksuele opvoeding wordt 
aangepakt vanuit traditionele waarden. Toch blijft nog steeds het nieuwe 
curriculum voorop staan waarin seksuele opvoeding bekeken wordt vanuit een 
meer comprehensieve benadering (Ministerio Salud Publica Ecuador, 2017). 
Doorheen al deze ontwikkelingen wordt de stem van de adolescenten zelf en/of 
die van leraren nauwelijks gehoord; zoals blijkt uit het beperkte beschikbare 
onderzoek. Dit bevestigt dat seksualiteit en seksuele opvoeding nog steeds een 
gevoelige en polemische kwestie is in de Ecuadoriaanse samenleving. Op basis 
van literatuuronderzoek blijkt overigens dat - om een curriculum m.b.t. seksuele 
opvoeding te kunnen implementeren – best het lerarenklimaat wordt bekeken 
(Myers-Bowman, 2016), hun intenties om dit al dan niet te onderwijzen (Cohen, 
Byers, & Sears, 2012); en de mate waarin rekening wordt gehouden met de 
opvattingen van adolescenten zelf (Allen, 2005; Helmer, Senior, Davison, & 
Vodic, 2015). Efnkel op die manier zou men een realistisch, effectief en 
gecontextualiseerd concept voor seksuele opvoeding kunnen ontwikkelen. 

Dit proefschrift wil een beter inzicht verwerven in de aanpak m.b.t. 
Comprehensive Sexuality Education (CSE) in Ecuadoraanse scholen. Daarbij 
wordt uitgegaan van de perspectieven van leraren en adolescenten als de 
sleutelfiguren die bij de effectieve implementatie ervan zijn betrokken. Meer 
specifiek richten we ons in het proefschrift op de manier waarop cognities van 
leerkrachten en student-leerkrachten hun intentie beïnvloeden om 
Comprehensive Sexuality Education te onderwijzen. Ten tweede kijken we naar 
de concrete behoeften van adolescenten m.b.t. hun seksuele opvoeding, hun 
percepties van het huidige curriculum voor seksuele opvoeding en hun 
percepties m.b.t. de professionaliteit van hun leraren rond dit onderwerp. We 
bandrukken dus de perspectieven van leerkrachten en studenten. Om het doel 
van dit proefschrift te bereiken, zijn drie onderzoeksdoelen en zes 
onderzoeksvragen geformuleerd die gebaseerd zijn op een uitgebreid 
literatuuronderzoek. Deze onderzoeksdoelstellingen zijn vervolgens aangepakt 
in drie afzonderlijke empirische studies. 

Ten eerste wilden we de samenhang bepalen tussen de cognities van student-
leerkrachten en in-service leerkrachten hun hun intenties om seksuele 
opvoeding te onderwijzen. Dit onderzoeksdoel werd aangepakt in twee studies. 
De eerste studie was gebaseerd op data van studentleerkrachten, het tweede 
onderzoek op data van in-service leerkrachten. In beide onderzoeken werden 
cognities over CSE (zoals self-efficacy beliefs, attitudes en kennis) gerelateerd 
aan hun intentie om CSE te onderwijzen. In beide onderzoeken werden ook 
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achtergrondvariabelen meegenomen om nog gedetailleerder de complexe 
samenhang tussen cognities en gedrag te ontrafelen.  

In dit onderzoek werd uitgegaan van een conceptueel raamwerk m.b.t. 
Comprehensive Sexualoty Education (CSE). Volgens het IPPF (2010), wordt 
CSE gedefinieerd aan de hand van zeven dimensies: geslachtsrollen, seksuele 
gezondheid, seksuele rechten, plezier, geweld, diversiteit en relaties. Dit 
raamwerk werd gebruikt om de cognities van (student)leerkrachten in kaart te 
brengen en hun intenties om CSE te onderwijzen (Borg, 2015). In dit proefschrift 
worden cognities van leerkrachten en studentleerkrachten benaderd als (Borg, 
2003, p.81): "de niet-waarneembare cognitieve dimensies van lesgeven - wat 
leraren weten, geloven en denken". Omdat leerkrachten en student-leerkrachten 
actieve, denkende besluitvormers zijn, zal wat zij geloven, kennen en hun 
attitudes leidend zijn voor hun beslissingen bij het les geven. In de verschillende 
studies stonden de volgende cognities centraal: self-efficacy beliefs, attitudes en 
kennis gelinkt aan CSE. Deze verschillende cognities kunnen we theoretisch 
koppelen aan gedragsintenties door terug te valken op de Theory of Planned 
Behavior (TP; Ajzen, 1991). Omdat de beschikbare literatuur ook benadrukt dat 
leerrachten kunnen verschillen in hun bereidheid om seksuele opvoeding te 
implementeren, afhankelijk van hun geslacht (İpek & Camadan, 2012), hun 
eerdere training over dit onderwerp (Harrison & Ollis, 2015) en het vak 
onderwerp dat ze vooral onderwijzen (Ollis, Harrison, & Maharaj, 2013), werden 
deze achtergrondvariabelen meegenomen in het onderzoek. Bij in-service 
leerkrachten werden daaraan nog twee variabelen toegevoegd: jaren 
onderwijservaring en de geografische locatie van de school waar ze lesgeven 
(Saavedra, 2014). Op basis van de literatuur werden aangepaste schalen 
ontwikkeld om de cognities in kaart te brengen en informatie over de 
achtergrondvariabelen te verzamelen. 

De studie met studentleerkrachten, gerapporteerd in hoofdstuk 2, tracht de 
volgende onderzoeksvraag te beantwoorden: in welke mate beïnvloeden de 
cognities van studenten over CSE (kennis, attitudes en self-efficacy) hun intentie 
om comprehensive sexuality education te onderwijzen? Aan deze studie namen 
141 bijna afgestudeerde studentleerkrachten deel, ingeschreven aan de 
Faculteit Filosofie van de Universiteit van Cuenca. Op basis van lineaire 
regressie werd de samenhang onderzocht tussen de leerkrachtcognities (CSE 
self-efficacy beliefs, CSE-attitudes en CSE-kennis), de achtergrondvariabelen 
en hun intenties om CSE te onderwijzen. 
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De resultaten van deze studie tonen aan dat student-leerkrachten in sterke mate 
de intenties hebben CSE te onderwijzen, een hoge CSE self-efficacy 
rapporteren en zeer positief staan ten opzichte van CSE. Er werden significante 
associaties vastgesteld tussen de positieve houding ten opzichte van CSE, CSE 
self-efficacy en de intenties om CSE te onderwijzen. Er is geen samenhang met 
de variabele CSE-kennis, ongunstige attitudes tegenover CSE en de self-
efficacy om specifieke onderwerpen aan te pakken. De resultaten tonen ook aan 
dat het geslacht van de leerkracht, hun eventuele vorige opleiding i.v.m. 
seksuele opvoeding of het vak dat ze onderwijzen, niet significant samenhangt 
met de intentie om CSE te onderwijzen. 

De studie gebaseerd op data van in-service leerkrachten, beschreven in 
hoofdstuk 3, hielp de volgende onderzoeksvraag te beantwoorden: In welke 
mate beïnvloeden cognitieve vaardigheden van leraren over CSE (kennis, 
attitudes en zelfeffectiviteitsovertuigingen) hun intentie om Comprehensive 
Sexuality te onderwijzen? Aan deze studie namen 367 leerkrachten uit 18 
scholen deel. Omdat seksuele opvoeding in Ecuador beschouwd wordt als een 
transversaal thema (Ministerio Educacion, 2010), worden feitelijk alle 
leerkrachten geacht CSE te onderwijzen. Leerkrachten werden via een 
meerstaps-stratificatie-aanpak gesampled. Net als bij de student-leerkrachten 
werden lineaire regressies uitgevoerd om de associaties tussen afhankelijke en 
onafhankelijke variabelen te testen. De resultaten tonen significante associaties 
aan tussen de gunstige attitudes ten aanzien van CSE op school, CSE self-
efficacy en de intenties om CSE te onderwijzen. De analyses tonen ook aan dat 
positieve attitudes tegenover CSE in het algemeen, een negatieve houding 
tegenover CSE op school, CSE self-efficacy en CSE-kennis, niet helemaal 
significant samenhangt met intenties om CSE te onderwijzen. Ook is het zo dat 
geslacht, ervaring, vroegere training m.b.t. seksualiteitsopvoeding, de aard van 
het schoovak dta leerkrachten geven en de geografische locatie van de school 
niet significant samenhangen met de intentie om CSE te onderwijzen. 

Zoals hierboven aangegeven, werden ook de percepties van adolescenten zelfs 
over seksuele opvoeding op school verkend. Om dit doel te bereiken, werd 
studie 3 opgezet. Deze studie hielp de concrete thematische behoeften aan 
seksuele opvoeding van adolescenten te identificeren, hun percepties over de 
seksuele opvoeding die ze op school krijgen en hun percepties over de 
professionaliteit van hun leraren bij het aanpakken van CSE. Opnieuw werd voor 
deze studie verder gewerkt met het IPPF (2010) raamwerk voor Comprehensive 
Sexuality Education (CSE). Daarnaast werden vier achtergrondvariabelen 
meegenomen in het onderzoek die op basis vane en literatuuronderzoek blijken 
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samen te hangen met de onderzoeksvariabele: geslacht (McGeeney & Kehily, 
2016; Sundaram et al., 2016), leeftijd (Goldfarb, 2005), geografische locatie van 
de school (rural/urban; Voeten, Egesah, & Habbema, 2004) en de migratiestatus 
van de ouders (Marchetti-Mercer, 2012). Een Likert-gebaseerd meetinstrument 
werd ontwikkeld en gevalideerd om de perspectieven van de adolescenten in 
kaart te brengen (hun concrete CSE-behoeften, hun tevredenheid over de 
seksuele opvoeding op school en hun percepties over de professionaliteit van 
hun leerkrachten). 

Het eerste deel van de resultaten bij deze studie wordt gerapporteerd in 
hoofdstuk 4, waar we de volgende onderzoeksvraag beantwoorden: Wat zijn de 
concrete behoeften van adolescenten wat betreft CSE op hun school en hoe 
hangt dit al dan niet samen met de variabelen geslacht, leeftijd, geografische 
ligging van de school en de migratiestatus van hun ouders? De zeven dimensies 
van comprehensive sexuality education geven de mogelijke thema’s aan waarbij 
adolescenten concrete behoeften konden aangeven. In het totaal vulden 780 
adolescenten (11 tot 19 jaar) de meetinstrumenten in. Op basis van ordinale 
regressieanalyses werden mogelijke verschillen in de behoeften van 
adolescenten onderzocht, rekening houdend met de eerder beschreven 
achtergrondvariabelen. De resultaten tonen aan dat alle CSE-dimensies voor de 
adolescenten belangrijk blijken te zijn. Er wordt een beperkte maar significante 
samenhang vastgesteld tussen de variabelen geslacht, migratiestatus van de 
ouders, leeftijd en geografische locatie van de school met het belang dat de 
adolescenten hechten aan elke specifieke CSE-dimensie. Deze resultaten 
hielpen om voor de eerste keer in de literatuur een meer gedetailleerd zicht te 
krijgen op wat jongeren zelf belangrijk vinden bij een comprehensive sexuality 
education aanpak in de Ecuadoriaanse context. 

Het tweede deel van onderzoek 3 is gerapporteerd in hoofdstuk 5, waarin de 
volgende onderzoeksvragen worden beantwoord: In hoeverre zijn adolescenten 
tevreden over de seksuele opvoeding die zij op school krijgen (SSE)? En in 
welke mate vinden adolescenten dat hun leerkrachten seksuele opvoeding op 
een professionele manier aanpakken (SEPT)? De mogelijke associaties van 
SSE en SEPT met de eerder beschreven achtergrondvariabelen werden 
onderzocht: geslacht, leeftijd, geografische locatie van de school en de 
migratiestatus van de ouders. Op basis van dezelfde samplingaanpak als in 
studie 3, werden nu enkel data van adolescenten die rapporteerden dat ze 
effectief al seksuele opvoeding hadden gekregen in de analyse betrokken. Dit 
was het geval voor 702 adolescenten (11 tot 19 jaar). Voor dit deel van het 
onderzoek werd ook een Likert-gebaseerd meetinstrument ontwikkeld en 
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gevalideerd. De resultaten tonen aan dat adolescenten zeer tevreden zijn over 
de seksuele opvoeding die kregen op school (SSE) en dat ze hun leerkrachten 
matig professioneel vinden in hun aanpak van seksuele opvoeding (SEPT). Next 
als in het eerste deel van de studie, werd een ordinale logistische 
regressieanalyse toegepast om de samenhang tussen de onafhankelijke 
variabelen en SSE en SEPT in kaart te brengen. De resultaten laten significante 
associaties zien tussen drie van de vier voorspellende variabelen en SSE en 
SEPT. 

Ten derde wilden we een mogelijke link onderzoeken tussen de percepties van 
leerkrachten en de percepties van hun leerlingen over CSE op school. Dit wordt 
onderzocht in hoofdstuk 6 op basis van de volgende onderzoeksvraag: in welke 
mate vinden leerkrachten en adolescenten dezelfde CSE-dimensies belangrijk 
bij seksuele opvoeding? Onze interesse voor deze samenhang is gebaseerd op 
literatuuronderzoek dat aantoont dat wanneer leraren en onderwijspraktijken 
meer aansluiten bij de interesses van studenten, de impact van onderwijs hoger 
is (Trigwell, Prosser & Waterhouse, 1999). We verwachten dus hetzelfde bij een 
'afstemming' tussen de CSE-percepties van docenten en adolescenten over 
CSE op school in een Ecuadoriaanse context. Dit tweede onderzoeksdeel werkt 
verder met de data verzameld in de eerdere studies (hoofdstuk 3 en hoofdstuk 
4). Zo vulden 780 adolescenten en 367 leraren van dezelfde school aan elkaar 
gerelateerde vragenlijsten in. Uit de resultaten bleek dat de perceptie van 
leerkrachten over het belang van CSE, hoger is dan dat van de adolescenten; 
en dit voor alle CSE-dimensies. Zowel leerkrachten als adolescenten vinden de 
volgende CSE-dimensie “geweld” zeer belangrijk. De dimensie “rolpatronen” is 
zeer laag bij leerkrachten. Dit is “plezier” bij de adolescenten. Ordinale 
logistische regressies hielpen de mate van belangrijkheid te vergelijken tussen 
leerkrachten en adolescenten voor elke CSE-dimensie. De analyseresultaten 
tonen significante verschillen of 'dis-alignment' voor vier van de zeven CSE-
dimensies: seksuele gezondheid, geweld, diversiteit en relaties. Omgekeerd is 
er een 'afstemming' voor de CSE-dimensies “genderrollen”, “plezier” en 
“seksuele rechten”. 

Op basis van de algemene resultaten schuiven we vier algemene reflecties naar 
voren. Ten eerste kunnen we stellen dat er een vrij grote adoptie is van een CSE-
oriëntatie. De resultaten bevestigen ook het prioritaire belang van het aansluiten 
op leerkrachtcognities zoals CSE-attitudes, CSE-self-efficacy. CSE-kennis 
speelt daarbij in mindere mate een grote rol. Deze bevindingen zijn van belang 
voor een de lerarenopleiding en de voorbereiding van student-leerkrachten; niet 
enkel op het klasniveau, maar ook op het schoolniveau. De resultaten 



Nederlandstalige samenvatting | 315 

bevestigen ook dat leerkrachten van belang zijn voor een effectieve integratie 
van een op CSE-gebaseerde aanpak van seksuele opvoeding. 

Ten tweede is het duidelijk dat seksuele voorlichting op school voor 
adolescenten nog steeds een uitdaging is en een dringende noodzaak blijft is in 
de Ecuadoraanse context. Volgens onze resultaten geven adolescenten een 
hoge mate aan CSE-gebaseerde behoeften aan; zelfs wanneer ze reeds een 
school-gebaseerde seksuele opvoeding hebben gekregen. Overigens 
associëren jongeren "seksualiteitsopvoeding" op school nog steeds met een 
aanpak die aanleunt bij een biologische visie op seksualiteit. Dit suggereert dat 
zij voorlopig nog steeds benaderd worden via een beperkte visie op seksuele 
voorlichting en opvoeding. Dit onderstreept het belang van een verdere 
aanpassing van het schoolcurriculum en dat daarbij een op CSE-gebaseerde 
aanpak wordt gevolgd. 

Ten derde impliceren onze resultaten dat seksuele opvoeding rekening moet 
houden met de context; in casu de Ecuadoriaanse context: a) Er blijkt nog een 
steeds een volwassen-gecentreerde visie op de seksualiteit en seksuele 
opvoeding te domineren in het onderwijs. Dit 'volwassen-gecentreerde' 
perspectief sluit niet aan op de behoeften en verwachtingen m.b.t. seksuele 
opvoeding van adolescenten in Ecuador; b) de conservatieve visie over 
seksualiteit blijkt nog steeds een rol te spelen in de Ecuadoraanse samenleving. 
Die opvatting zal eerder seksuele expressies te onderdrukken en benadrukt een 
bio-medische visie op seksuele gezondheid, seksuele preventie en 
gedragsregulering. De alternatieve aanpak wint wel aan belang. Die benadrukt 
een positieve, comprehensieve visie op seksualiteit, en gaat uit van seksuele 
rechten. In dit laatste scenario zijn vooral "hele school"-benaderingen een goede 
optie om de nieuwe visie door te ontwikkelen; c) Er is nog steeds een vorm van 
genderongelijkheid in de Ecuadoraanse samenleving. Dit betekent dat meisjes 
ngo steeds kwetsbaarder zijn en betekent ook dat – wat betreft jongens – de 
huidige seksuele opvoeding te kort schiet. Blijkbaar bestendigt de huidige manier 
waarop seksualiteitseducatie wordt geïmplementeerd, de reeds aanwezige 
genderstereotypen. Dit kunnen we indirect afleiden uit de resultaten bij 
leerkrachten en student-leerkrachten waar we geen significante sekse-
gebonden verschillen zien. Dat kan suggereren dat de huidige gendernormen 
als "normaal" worden beschouwd en geen diepe reflectie vereisen; d) de hoge 
migratiecijfers in Ecuador - 50% van de jongeren in onze steekproef heeft 
minstens 1 gemigreerde ouder – blijven de vraag herhalen naar extra aandacht 
m.b.t. seksuele opvoeding oproepen. Waar we verachtten dat er een significant 
verband zou bestaan tussen de migratiestatus van ouders en de behoefte aan 
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seksuele opvoeding van adolescenten, zien we dat de analyseresultaten dit niet 
bevestigen. Dit roept vragen op over de rol van het klassieke 'nucleaire' gezin in 
Latijns-Amerika, de rol van vervangende zorgverleners en de impact van anders-
geconstitueerde gezinnen door de internationale migratie. Die vragen hebben 
dan betrekking op seksualiteit en seksuele opvoeding van de achtergebleven 
kinderen. We kunnen alvast stellen dat veel van die alternatieve 
gezinsconstellaties toch voldoende robuust blijken en/of dat de hedendaagse 
migratie van ouders ander ervaren kan worden door de adolescenten; te laatste 
is er e) de moeilijkheid om een onderwijskundig beleid met betrekking tot 
seksuele opvoeding te definiëren en te implementeren in een context waar het 
nationale beleid nog volop in ontwikkeling is. In Ecuador vertaalt zich namelijk 
dit beleid inzake seksuele opvoeding niet goed naar de praktijk is de klas. 

Ten vierde leveren de onderzoeksresultaten een aantal ideeën op over de 
complexe relatie tussen seksuele voorlichting en de school; vooral omdat het 
aspecten van het persoonlijke privéleven van stakeholders betreft. Initiatieven 
m.b.t. seksuele opvoeding kunnen fricties veroorzaken met ouders en/of 
tegenstrijdige boodschappen naar adolescenten uitzenden. Deze situatie is 
verwarrend en moeilijk om aan te pakken door leraren en schooldirecties. 
Bovendien stellen we vast dat seksuele opvoeding minder en minder een 
prioriteit wordt in het schoolcurriculum, niettegenstaande het in Ecuador gezien 
wordt als een transversaal thema. De groeiende focus op assessment, rankings 
en eindtoetsing doet de aandacht verschuiven naar de kern van het curriculum: 
de vakinhouden. Niettegenstaande de hoge nood aan seksuele opvoeding, 
rapporteren diezelfde adolescenten dat de aandacht voor een CSE aanpak 
vermindert. 

De resultaten van dit proefschrift hebben implicaties op theoretisch en op 
beleidsniveau. Op theoretisch vlak introduceerden we met het huidige 
proefschrift een specifiek conceptueel kader en konden aantonen dat de CSE-
gebaseerde aanpak geschikt is voor de Ecuadoriaanse context. Op 
beleidsniveau kunnen de resultaten van de verschillende studie beleidsmakers 
en onderwijsleiders informeren over de continue noodzaak om CSE beter te 
implementeren in curricula m.bt. seksuele opvoeding. Rekening houdend met 
onze bevindingen, kunnen (inter)nationale beleidsmakers en onderwijsleiders 
huidige initiatieven bijsturen zodat ze sterker geënt zijn op de een CSE-
gebaseerde aanpak. In Ecuador tonen onze bevindingen alvast aan dat, 
ondanks de reeds geleverde inspanningen, de seksuele voorlichtingsbehoeften 
van adolescenten hoog blijven en de voorbereiding van leerkrachten op dit 
onderwerp beperkt is en blijft. Dit wijst op een verantwoordelijkheid van 
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Ecuadoriaanse beleidsmakers en de opleidingsinstellingen. De resultaten wijzen 
ook het belang van een professionele ontwikkeling van in-service leerkrachten. 
Dat kan samengaan met het herontwerpen van het curriculum voor seksuele 
opvoedingsdidaktiek van toekomstige leraren secundair onderwijs in Ecuador.  

We vinden ook nieuwe inzichten terug voor beleidsmakers en onderwijsleiders 
wat betreft de latente impact van achtergelaten jongeren als gevolg van 
internationale migratie van ouders. Ten slotte pleiten we op basis van onze 
bevindingen voor het herbekijken van de curricula van professionals op het 
terrein van geneeskunde, psychologie, sociaal werk, onderwijs en recht, vooral 
wanneer ze in contact zouden komen met adolescenten en seksuele opvoeding. 
Het proefschrift draagt uiteindelijk ook bij tot huidige literatuur m.b.t. leraren, 
student-leerkrachten en het perspectief van adolescenten op seksuele 
opvoeding. 
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