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Presentation

The Ministers of Education of Latin America and the Caribbean ratified at Kingston, Jamaica,
their political decision to face the challenge of implementing in their respective countries, a
sound education –understood as a synthesis of knowledge, understanding, the ability to do, and
the capacity to live peacefully with others– as a means to overcoming the poverty and inequity
plaguing millions of children, men and women in the region.
In a transcendental recommendation –included herein– the region’s highest educational
authorities warned that the fulfillment of this requirement, was the only path that would lead to a
true democracy, development and peace.
The encounters were the Seventh Meeting of Ministers of Education for Latin America and the
Caribbean, and the Sixth Meeting of the Intergovernmental Regional Committee of the Major
Project of Education in Latin America and the Caribbean.
There was general agreement among top educational authorities of Latin American and the
Caribbean, in the sense that providing the type of quality education that is required, entails the
confrontation of challenges that admit no delay, and the definition of new tasks for the following
stage of educational development. These challenges point mostly to basic education, given its
social impact, although an analysis of secondary and higher education reveals that these areas
of education could greatly benefit from reforms.
In his opening speech, Federico Mayor, UNESCO’s Director General, reiterated that in order to
achieve optimum economic growth and a substantial reduction of poverty levels, investments
must be funneled towards education, particularly basic education, adding that “current poverty
levels, mass migrations, frustration, the violent behaviour of those living in sub-human
conditions, constitute tremendous threats”. Following a reference to the effect that throughout
history, teachers and education have played an essential role in the evolution towards a
republican life-style in Latin America and the Caribbean, UNESCO’s Director vaticinated that
permanent education for all, including professional enhancement initiatives for teachers, looms
as the task of the future, provided the countries of the region are willing to offer their people
access to the knowledge and wisdom necessary to infuse into the production models the longed
for social equity.
The commitment made by the Ministers of Education, aims at achieving a better educational
level and more relevant learning as a means of attaining the social changes demanded by
workers, public servants, social leaders, academicians, parents, and society at large. This, as
explicitly set forth in the Recommendation, acknowledging that if education is to fulfill this
function, social development must necessarily stem from a new concept of humanitarianism that
unfolds along three main axes: the universal exercise of citizens’ rights, no exceptions; the total
predominance of modernity codes –understood as the basic languages and skills to participate in
public and productive life– and, the creation of a profound ethical and moral attitude based on
self-respect and respect for others, which implies acknowledging their legitimacy.
In view of the fact that currently universal access to primary education is a near reality, and that
the number of self-confessed illiterates has diminished, the meeting’s working document
acknowledges the difficulties behind raising the quality of the learning processes, due to the
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cultural change it involves which, in turn, requires overhauling the concepts of “education and
knowledge”. Beyond its present meaning, the task lying ahead calls for incorporating into these
concepts the ability to understand what has been learned, to develop high level intellectual skills
for everyday living, and to learn to live with others, in harmony.
The large number of representatives attending this Meeting, prompted UNESCO’s Assistant
Director of Education to remark that “no other regional conference on education has ever before
gathered so many top level representatives. This encounter will go on record as that event where
the Ministers themselves took on the intellectual responsibility of the Recommendations word by
word, as well as that of the projects they involved”.
Along with the Recommendation, we have included the document Education for peace and
development: valuing diversity and increasing individual and group learning opportunities. This
work served as the basis for discussion at this encounter.
One of the demands imposed by this new stage of educational development, has to do with the
need to be increasingly better informed about the educational process. This means not only
counting on reliable information but also having the opportunity to experience learning which is
relevant to every national reality.
Along these lines, Ubiratan D’Ambrosio’s contribution to the Bulletin, presents us with
reflections on performance evaluation of mathematics students, which the author propounds as
valid for the school curriculum as a whole. Interestingly, student performance evaluation is
conveyed as a judgment imposed by those who will later be blamed for their eventual failure, the
teacher, without duly noting the fact that if students are victims to the inefficiency of the system,
teachers are also casualties.
In turn, Marilyn Atherley describes the obstacles confronted within the educational process, in
light of the fact that teacher training programmes do not include the kind of information that will
allow them to gain insight into the way students think, feel and respond to the demands placed on
them by the educational system.
Lastly, we have included a summary of the five year review of the programme Education for All
in Latin America. The work is the result of the analysis of national reports submitted by Chile,
Colombia, Costa Rica, Guatemala, Honduras, Mexico, Nicaragua and Panama, and the
discussions held at the Regional  Seminar Educational Policy sponsored by UNESCO and
UNFPA, in January 1996.
As is customary, the most recent Regional Office of Education publications, are included in the
present issue.
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Recommendation of MINEDLAC VII

EDUCATION, DEMOCRACY, PEACE AND DEVELOPMENT
MINEDLAC VII Recommendation*

We, Ministers of Education of Latin America and the Caribbean, meeting in the city of
Kingston in Jamaica, with the intention of fostering mutual knowledge among our peoples
through education and progressing towards fuller integration in the cultural sphere,

1. Reaffirm the pledges made by the governments of the region when they launched the
Major Project in the Field of Education for Latin America and the Caribbean in 1979. Those
pledges have made possible some progress towards overcoming illiteracy, providing uni-
versal access to basic education and improving the quality of education. We also acknowl-
edge the contributions of the sessions of the Intergovernmental Committee, and in particu-
lar the one held in Guatemala City (1989), where it was urged that education once again
adopt a suitably long-term approach through broad social pacts and the development of
State policies; the Quito session (1991), where the need was established to change the
organization of education systems through new styles of management; and the Santiago
session (1993), which stressed the need to strengthen the role of the school and to make
changes to the methods of teaching and management used in schools.

2. We note the major advances resulting from educational reform, the impetus that has
been given to these processes in the countries of the region and the renewed support of
international and horizontal co-operation in these processes. Nevertheless, we stress the
need to maintain as priorities the promotion of literacy, which today is needed more than
ever for practical purposes, higher retention rates in basic education for the population as a
whole, and the achievement of greater equity in access to quality education.

3. We recognize that democracy, peace and development have become crucial factors in
the evolving pattern of societies. There can be no sustainable development without peace,
no peace without development, and neither peace nor development without democracy.
Indeed, none of this can be fully achieved unless we can guarantee the right of all children
to quality education. The dynamic interaction of these three factors provides the context in
which citizens’ lives unfold. Education systems must be flexible in order to respond to
these new conditions in such a way as to ensure that democracy, peace and development

* Recommendation of the Seventh meeting of Ministers of Education of Latin America and the Caribbean (MINEDLAC

VII), Kingston, Jamaica, 13-17 May 1996.
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are the foundation of the new educational methods. Those methods are based on the
assumption that individuals, acting democratically, must participate and be actors in their
own development; acknowledge the identity and the rights of others and show solidarity
with them in their conduct; make use of the skills acquired in the education system and
take part in a voluntary and responsible manner in the transformation of patterns of
production and social structures that leads to development.

4. We are convinced that peace is not merely the absence of war. Peace is the conse-
quence of justice and is the result of the active participation of all citizens in the fruits of
economic growth and in policy decisions. We recognize that the school is an ideal place in
which to give boys, girls and young people a grounding in the exercise their rights and
duties through the kind of interactions and practices that will contribute to democracy,
peace and development, on the basis of which individuals can play an active part in
society. Hence the importance of sustained action by the governments of the region, with
the co-operation of international organizations, in order to ensure that education is a
means of fostering a culture conducive to democracy and peace.

5. We recognize that in order for the school to fulfil that role it must first be agreed that the
process of social development should be founded on ethical principles and on an ap-
proach imbued with a new form of humanism obeying three rules : (i) the exercise of
citizenship by all inhabitants, without exception; (ii) full mastery of the codes of modernity,
by which we mean the basic linguistic abilities and skills needed to take part in public life
and in production; and (iii) the development of an ethical and moral attitude of respect for
oneself and for others, entailing acceptance of others as individuals with rights of their own.

We undertake to observe the following guidelines in drawing up and implementing our
national education policies.

I. Education as State policy

6. In order to guarantee continuity in national policies, it is necessary to establish consen-
sus mechanisms designed to guarantee more effective participation by civil society, includ-
ing groups such as politicians, entrepreneurs, trade unions, family organizations and other
established social actors in the formulation of medium and long-term national education
strategies.

7. Meanwhile, the needs for educational development which have not yet been satisfied
call for urgent measures which should be harmonized with the medium and long-term
action.
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8. Besides setting up consensus-building mechanisms which guarantee the participation of
organized social actors, it is important and urgent to sensitize and mobilize public opinion
with a view to giving greater political priority to educational changes.

II. Improvement of management capabilities: greater leadership within the local
educational community and a more strategic role for central government

9. Within the new context of decentralized education systems, the objectives of quality and
impartiality will require the State to strengthen its own role, thereby taking responsibility for
ensuring that the basic needs of everyone are met, that equal opportunities exist for
enrolling and remaining in the education system and that it has the ability to propose and
manage these changes.

10. Creating conditions for achieving an appropriate degree of autonomy in educational
institutions. One of the important factors in achieving quality education is that schools must
be better equipped professionally so that they can gradually take charge of their own
management. That autonomy must be accompanied by increased professionalism, mecha-
nisms for accountability and the gradual attainment of financial independence in order to
preserve the idea of a system, to achieve impartiality and to avert the danger of anomie
and general fragmentation.

11. Making provision for the training and continuous upgrading of heads of educational
institutions and for defining and acknowledging their responsibilities as leaders.

12. Developing measures which favour the participation of families in management and the
strengthening of schools. Procedures which allow the community to participate in the
management, planning and implementation of institutional school projects and school
programmes must be developed or strengthened. Other educational strategies, such as
non-formal and continuing education, which are part of an innovative trend and which may
facilitate the current processes of change in education, could also be considered.

13. Creating structural conditions for the development of educational projects for schools.
Within the framework of curriculum reform aimed at achieving decentralization and flexibil-
ity, the educational community must be empowered to participate in developing a range of
educational projects based on the needs of each institution.

14. Optimizing and wherever possible increasing the duration of the school timetable to
improve learning opportunities. To improve educational standards, the school term as well
as the school day must be extended, the administrative activities of teachers must be
streamlined, and teaching-learning activities must be better organized to meet the various
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needs of pupils and exclude activities that are irrelevant to the achievement of in-school or
out-of-school objectives.

III. Priority to all-round learning and training

15. Learning to develop skills with a strong ethical component in a world of expanding
information, change and fluidity, has become a condition of survival and of personal and
social development. This presupposes : effective skills in accessing, organizing, producing,
interpreting and analyzing information: oral and written proficiency in the mother tongue,
the majority national language of communication, and other conventional forms of repre-
sentation; access to and mastery of information technologies; proficiency in basic science
and mathematics; and skills connected with social interaction and integration and emo-
tional balance.

16. Supplementing earlier learning by developing a fundamental scientific and technological
culture from the basic education stage onwards, and by establishing as transverse objec-
tives in education, development of the capacity to know oneself, to establish relations and
interactions with others based on solidarity, while at the same time showing respect for the
natural and cultural environment.

IV. Democratization and the culture of peace in education: putting fundamental
human values on the agenda of educational transformation

17. To democratize education is to guarantee both its quality and effective access to it. For
this purpose, it is necessary to define compulsory and free education as a pledge between
the state and society to ensure that all people attain the necessary level of skills and
acquire an acceptable degree of autonomy in learning.

18. Developing a strategy conducive to a culture of peace by encouraging exemplary
teaching methods and patterns of interpersonal relations in school. Directing the selection
and processing of educational content towards peace in its practical implications, empha-
sizing, inter alia, the values of tolerance, understanding and acceptance of differences, co-
operation, self-respect and respect for others, and the peaceful and political settlement of
conflicts.

19. Enhancing conditions and strategies that foster the development of schools capable of
catering to children with special needs or learning difficulties due to a variety of causes,
such as physical disability, inadequate teaching or schooling, and social exclusions. Schools
that operate on the principle of integration make for equality of opportunity, provide a more
personal education, encourage solidarity and co-operation among pupils, improve the
quality of teaching and render the entire education system more effective.
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20.  Adequate educational provision for indigenous populations should ensure that there is
equity, democracy and the shaping of national identities with a firmly multi-ethnic and
multicultural outlook. Governments must face up to the twofold challenge of expanding
educational services efficiently, while adapting their organization to the distinctive ways of
life and work of indigenous populations, and at the same time creating flexibility in the
curriculum so that it includes the mother tongue and educational content that is relevant to
the cultures, needs and aspirations of the indigenous peoples. Simultaneously, it will be
necessary to broaden opportunities for learning the official language as a second language
facilitating access to a modern science-and-technology-based culture. The national cur-
riculum must promote the development of values which are non-discriminatory and anti-
racist, and attitudes and appreciation for the past and present contributions made by
ethnic and cultural diversity to national identity.

V. Education closer to society: links with the media, the world of work
and the family

21. Interacting with the media. For the immediate future, use of the media in education will
have to go beyond their limited status as channels of information. They must become true
links between institutions and persons that will enable knowledge to be built up through
exchange, dialogue and discussion. Recognizing that media such as commercial televi-
sion, the press, radio and cinema are cultural products of which critical use may be made
in the classroom to bring in structured elements of outside reality as the possible basis for
a new form of curriculum management.

22. Bringing education more fully into contact with the world of work and production. It is
desirable: (i) to emphasize the role of general education as a prerequisite for vocational
qualification; (ii) to bring bodies concerned with work into association with vocational
training and qualification systems and with non-formal education; (iii) to view work not as a
succession of tasks but as an act of broad participation in economic and social life based
on a higher standard of education and vocational training for the unemployed and under-
employed; (iv) to maintain the ethical dimension of work in school, out-of-school and non-
formal syllabuses and curricula; (v) to accept suitable professionals in a variety of specialist
fields as teachers; (vi) to recognize the role of education in the development of entrepre-
neurial capacity. This can be achieved through appropriate curricula and teacher-training
programmes that emphasize participatory and activity-based approaches.

23. Improving the partnership between education and the family. It is particularly important
to establish a closer partnership between families and educational institutions, beginning
with the expansion of quality early childhood education programmes. Educational institu-
tions and systems need to be sensitive to, and make effective use of, the cultural environ-
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ment provided by the family, so as to give children and young people a proper grounding
in their basic skills. For this purpose, it is also desirable to step up the renewal of education
policies, with investment in continuing training and education for parents, particularly moth-
ers, as a determining factor in the education of their children.

24. Ensuring equality of educational opportunities for men, women, boys and girls. It is
important that educational planning, programming and delivery procedures be gender
sensitive, allowing for equity in access and achievement. In this context, teachers should
understand their role in creating a learning atmosphere which allows for positive self-
identification and good relationships between the genders.

VI. Evaluation and measurement of the quality of education:
taking responsibility for educational results

25. Using appropriate criteria and procedures so that an evaluation can be made not only
of the results but also of the processes undergone by students while in developing the
various types of skills. Now that in many countries education systems are in a process of
transition from quantitative to qualitative expansion, it is necessary to develop both qualita-
tive and quantitative, evaluation indicators.

26. Carrying out national assessments to determine the level of skills attained, establishing
assessment systems and improving the methods and instruments used.

27. Developing comparative assessments at different levels. Establishing machinery for
regional analysis of school results in order to carry out studies of attainments and perform-
ance factors at various stages in the educational processes, in different types of schools
and in a range of contexts.

28. Developing systems of indicators for the performance evaluation of schools that in-
clude not only factors such as the attainments of pupils but also others that have to do
with the performance of the institution.

29. Devising ways of making better use of information. Adopting methods of communicat-
ing the results of assessments of educational quality that will enable ministries, schools,
parents and educational communities to adopt and implement measures to improve re-
sults, together with better arrangements whereby society can monitor the performance of
schools.
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VII. Performance-linked professional upgrading of teachers

30.  Professionalizing and broadening the outlook of educators. The professionalization of
teachers involves the ability to address the specific learning needs of each pupil and
assume responsibility for the results. This is a challenge that has to be faced in the difficult
conditions under which most teachers in the region live and work. It consequently calls for
action on the standard-setting, technical, financial and administrative fronts. It also has
social and cultural implications and requires public policies, the participation of the actors
of civil society and a leading role for educators themselves. Enhancing the status of
teachers will be achieved by strengthening their professional body of knowledge so that
their authority is based on their ability to solve the educational problems of the population.

31.  Encouraging the development of a positive social image of the teaching career. This
means that efforts of organization and social communication must be backed by consist-
ent measures to improve teachers’ work situation. Bids to increase their remuneration
must be directly linked to their in-service training and fundamentally related to their per-
formance. Appropriate arrangements will be encouraged to permit relations between gov-
ernments, administrators and the teachers themselves and their representative organiza-
tions, so that all parties are given a voice and a two-way communication is set up between
the teacher and society.

32. Designing long-term training plans for in-service teachers. The training of individual
teachers does not produce significant and sustained changes and innovations in the
educational programme that schools offer. To achieve that, the training procedure intended
for the school as a whole must be upgraded in the light of the needs that arise as it
implements its educational project.

33.  Developing better systems for the recruitment of teachers and comprehensive certifi-
cation criteria which take account of the professional standards and the personal qualities
that every good teacher must possess in order to meet the challenges of educational
transformation.

VIII. Lifelong education to promote continuous learning

34. In order to contribute to democratization, arrangements must be made to incorporate
adult and continuing education in the total education system in order to enable young
people and adults to cope successfully with the demands of a society in constant flux and
to lead a full and healthy life.

35. Determining overall national literacy strategies to break the vicious cycle of poverty.
Overcoming absolute and functional illiteracy through improved learning of reading, writing
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and basic arithmetic by all pupils, giving priority to the most underprivileged groups, and
developing specific strategies for indigenous populations and for women in particular,
including innovative programmes for teaching the official language and the mother tongue.

36. Designing specific strategies to improve educational supply for young people needing
formal and continuing education. In particular, improving the present supply of evening
classes and night schools, incorporating distance and part-time attendance options, self-
instructional material and activities of non-formal continuing education and acquisition of
skills; expanding the present availability of secondary education for these young people
and fostering greater citizen participation and better job opportunities. Renewing agree-
ments between State entities and organizations of civil society concerned with formal and
non-formal education programmes, thereby creating closer partnerships between them.

37. Acknowledging the difficulties faced by those young people who are excluded and
deprived of the opportunities available to those who have been able to complete their
educational career. The signatories to this recommendation undertake to spearhead activi-
ties that will guarantee their economic, social and cultural reintegration under the best
possible conditions, thereby ensuring their participation in the construction of a future of
peace and tolerance in our region.

38. Improving and strengthening teacher-training strategies for the education of young
people and adults. Co-ordinating with training institutions for the incorporation of methods
and content in popular and community education experiments and innovations.

39.  Recognizing that migration from one country to another, whether for a predetermined
or an indefinite period of time, gives rise to challenges and difficulties for the education of
children and young people from migrating families. We reiterate our conviction that the
rights of those children and young people to basic education must be fulfilled irrespective
of the conditions under which their family migrated. The education of migrant children will
be promoted through bilateral agreements conferring recognition on studies already com-
pleted or through support services organized by the home country.

IX. Higher education: a crucial factor in the development of the region

40. Prominent among the problems currently faced by higher education are the poor
quality of many syllabuses and the inappropriate response of the various institutions to the
demands of economic development and the labour market and the requirements of scien-
tific and technological development.

41. Promoting policies which strengthen the capacity of higher education institutions to
fulfil, to the highest standards of excellence, their mission as shapers of human resources,
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and to become focal points of scientific and technological research in close co-operation
with the productive sectors.

42. Stepping up, in conjunction with other social actors, efforts to achieve an authentic
reform of higher education, by exploring new forms of management and funding, with
greater efficiency and equity.

43.  Expedite changes instrumental in converting the universities and other higher educa-
tion institutions into catalysts of improvement in the quality of the lower educational levels,
with special emphasis on curricula and the initial training of teachers.

X. Funding and allocation of resources

44. Despite the fact that governments have, by and large, increased their education
budgets, these remain inadequate when measured against the place education must
occupy in national development. Financial resources must therefore continue to be in-
creased to cope with changes in education, while being used more efficiently both at the
school level and throughout the system.

45.  It is also necessary to reiterate the commitment that places top priority on guarantee-
ing basic education for all, with educational subsidies being channelled to the poorest
sectors.

We recommend that regional and international bodies take account of the foregoing ten
sections, and we request them to:

(i) Promote and facilitate international co-operation in the field of education, so as to
ensure that the external funding processes which have been designed to improve it
are effective.

(ii) Continue to work with the international co-operation agencies in order to promote the
pooling of information and successful experiences.

(iii) Involve the networks of the Major Project and other networks that are active in the
field of education in a set of co-operative activities aimed at improving education.

(iv) Provide the countries of the region with the technical assistance required for drafting
the background documents they will need in order to attract external funding.
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(v) Support ministries of education to provide updated national information that can
assist them in the performance of their functions, and give more and better informa-
tion to countries on their role in formulating programmes and projects for the im-
provement of education.

(vi) Create a system for the exchange of information among international organizations,
the countries of the region and their education sectors by utilising the new communi-
cation media now available, with a view to achieving more transparent and effective
co-operation. Choose priorities among the various subjects of information exchange:
(a) strategic experiments at national level for the improvement of educational quality
and equity; (b) appropriate programmes for the training of teachers and headteachers;
(c) improvement of educational statistics; (d) pooling of information on the assessment
of educational quality.

(vii) Prepare a report at the next meeting of the Intergovernmental Committee for the
Major Project on the results of the drive to improve international co-operation.

(viii) Prepare another report on the State of Education in Latin America and the Caribbean
1980-1997 to facilitate an overall assessment of the results of the Major Project in the
Field of Education until its completion in the year 2000.

46.   Subregional agreements expressing regional integration, constitute valuable opportu-
nities for incorporating those elements of culture and education whose common roots and
diverse experiences are the guarantee better understanding and solidarity for among our
peoples. We shall thus be able to reinforce the move towards integration at the economic
and commercial levels and to meet the challenges of the future. “We therefore support the
initiative of the Latin American Parliament and of UNESCO to carry forward and to co-
ordinate a Plan of Action for the development and integration of Latin America and the
Caribbean”.

47.  We propose that UNESCO and the countries of the region distribute this Recommen-
dation widely in the region by means of publications, technical meetings and other events;
we also urge the Chairperson of the Intergovernmental Committee to present this Recom-
mendation in his report to the General Conference of UNESCO at its twenty-ninth session;
we consider this Recommendation to be the contribution of Latin America and the Carib-
bean region to the preparations for the forty-fifth session of the International Conference on
Education, to be held in Geneva in October this year, whose main theme will be strength-
ening of the role of teachers in a changing world.

48. The Conference requests the Chairperson of the Intergovernmental Committee to
make representations to Heads of State and Government and requests the latter to con-



15

Recommendation of MINEDLAC VII

tinue to give support and the necessary priority to education and to renew their pledge to
maintain continuity in national education policies. The Conference expresses the wish that,
at future meetings, Heads of State and Government may review the progress of these
regional undertakings and assess their achievements at every stage.

The Conference invites the Director-General of UNESCO to establish, in consultation with
the Committee, a group of experts to evaluate the Major Project in the Field of Education.
The Committee would submit its findings and recommendations to the Director-General for
inclusion in the agenda of PROMEDLAC VII.

The Conference further invites the Governments of Latin America and the Caribbean,
countries of other regions, UN agencies, intergovernmental and non-governmental special-
ized organizations, international and regional banks and other funding agencies to co-
operate in activities relating to the Major Project in the Field of Education in Latin America
and the Caribbean, and calls upon the political will of the national authorities to implement
this Recommendation.

 WWW AND NEW ADDRESSES OF ELECTRONIC MAIL

1. It is available our service WWW (World Wide Web) for access to information distributed by
UNESCO through the address.

http://www.unesco.org/

which is possible to access by software Netscape, MOSAIC or other similar

2. UNESCO/SANTIAGO. Regional Office of Education in Latin America and the Caribbean and
its Networks (REPLAD, REDALF, PICPEMCE, SIRI), may be acceded through the electronic
mail by means of two INTERNET electronic mail boxes. The first is connected with the
headquarters in UNESCO/Paris. Its address is:

uhstg@unesco.org

The second electronic mail box is through Universidad Católica de Chile. Its address is

unesco@lascar.puc.el

Through these mail boxes communications as well as documents may be forwarded.

http://www.unesco.org
mailto:uhstg@unesco.org
mailto:unesco@lascar.puc.el
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* Report prepared at the Regional Office for Education
in Latin America and the Caribbean, UNESCO-SAN-
TIAGO.

EDUCATION FOR DEVELOPMENT AND PEACE:
VALUING DIVERSITY AND INCREASING OPPORTUNITIES
FOR PERSONALIZED AND GROUP LEARNING

UNESCO-SANTIAGO*

The Ministers of Education who invited UNESCO to create the Major Project in
the Field of Education in Latin America and the Caribbean (PROMEDLAC) in
1979 anticipated the present social consensus on improving education substantially
for building development and peace. It has been instrumental in meeting two of the
three major goals set at that time –universal access to primary education and self-
reported literacy– but important changes and events have happened in Latin
America and the Caribbean (LAC). The world of 1996 is very different from that
imagined seventeen years ago by the authors of this visionary project. The time
has come to adjust PROMEDLAC objectives and implementation to the challenges
facing us in the immediate future. Making goals more relevant will help to
overcome internal barriers and obtain support from all parties concerned for
universal access to basic education, functional literacy, lifelong learning, and
effective and relevant learning to know, to be, to do and to get along with others
as recommended by the International Commission on Education for the Twenty-
first Century, chaired by Jacques Delors.

The political will expressed in PROMEDLAC
is linked both to progress in meeting the basic
learning needs of all and to the design of rel-
evant approaches to improve quality. This po-
litical will supported actions towards univer-
salization of primary education during the first
decade of PROMEDLAC’s implementation,
thus reducing the number of self-reported illit-
erates. There was also support for focused ef-
forts on problem identification, exchange of
experience, analysis of available information
in the field of education, and innovations af-
fecting classroom processes and key aspects
of the education system. This accumulated

knowledge contributed to reaching consensus
on effective policies for improving the quality
and equity of education; it also gives rise to
new educational problems and leads to rede-
fining old ones. Now is the time to move from
transmission to construction of knowledge,
from teacher-centred to pupil-centred processes,
from teaching to learning, from passive to ac-
tive pupils, and from listening to exploring
well-designed learning experiences.

Complex issues are linked to the next step
towards an education which will support de-
velopment and peace through the formation of
a modern type of citizenship based upon de-
mocracy, equity and respect for cultural diver-
sity. Such education will be able to promote
the international competitiveness of the coun-
try, and incorporate and expand technical
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progress. The main issues involved here are
presented later in this document. PROMED-
LAC’s working programme will be the result
of revised strategies reflecting the progress
achieved in each of the original goals and the
new challenges generated by agreements in a
number of high level meetings: the last five
regional Presidential Summits and the seven
world conferences: the World Conference on
Education for All: Meeting Basic Learning
Needs (Jomtien, Thailand, 1990); the United
Nations Conference on Environment and De-
velopment (UNCED) (Rio de Janeiro, Brazil,
1992); the World Conference on Human Rights
(Vienna, Austria, 1993); the World Conference
on Special Needs Education: Access and Qual-
ity (Salamanca, Spain, 1994); the International
Conference on Population and Development
(Cairo, Egypt, 1994); the World Summit for
Social Development (Copenhagen, Denmark,
1995); and the Fourth World Conference on
Women (Beijing, China, 1995).

UNESCO’s role, as in the past, will be to
help implementing the decisions adopted in this
meeting, working in close co-operation with
the respective national commissions, the United
Nations Children’s Fund (UNICEF), the World
Bank, the United Nations Development Pro-
gramme (UNDP), the Inter-American Devel-
opment Bank (IDB), the Organization of
American States (OAS), the Organization of
Ibero-American States for Education, Science
and Culture (OIE), and subregional and bilat-
eral agencies. Concretely, UNESCO will con-
tribute by creating a favourable environment
and encouraging support for MINEDLAC’s
recommendations and by mobilizing support
from the international community.

I. THE REGIONAL CONSENSUS ON
THE NEED TO IMPROVE
EDUCATION FOR MEETING
SOCIAL DEVELOPMENT
CHALLENGES

In 1979, the Ministers of Education alerted the
region to the need to improve education at all

levels, especially that delivered to deprived
groups in the region. Their foresight made it
possible to carry out the studies and experi-
ments that have paved the way for timely and
relevant responses to the educational demand
produced by political, economic, social, tech-
nological, and cultural changes in the 1980s,
currently considered as a take-off period. The
education systems are therefore now ready to
move towards delivering the type of educa-
tion that leaders throughout the region recog-
nize as having highest priority. However, in
several countries authorities and the public
must be better informed in order to improve
education.

There is a growing social consensus on the
need for good education –seen as a synthesis
of knowledge, understanding, know-how and
the ability to live together–  as a necessary
condition for the region to benefit from the
opportunities of the next millennium. This con-
sensus is being reached now that the region
has decided, with some few exceptions, to
move forward on the long road to democracy,
development, equity and peace. Argentina,
Brazil, Chile, Colombia, Ecuador, Jamaica,
Mexico, Panama, Dominican Republic, and
Trinidad and Tobago are examples of coun-
tries in which consensus processes have set
long-term policies.

When launching PROMEDLAC in 1979, the
LAC Ministers stated that education meant not
simply the number of grades completed or
years spent at school, but the development of
all creative human potential. Such education
will enable the region to change its produc-
tion patterns in a context of increasing social
equity. Efforts have therefore focused on at-
taining education for all, aimed at: (i) intellec-
tual autonomy and personal freedom; (ii) ca-
pacity to dissent and argue without using force
and (iii) understanding of oneself and of one’s
fellows. On the other hand, Member States
did not want an education model that would
produce submissiveness or blind obedience.
This vision of education represented a huge
challenge in a region where instruction has
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been based on frontal teaching  –called “bank-
ing education” by Paulo Freire because it
“transmits knowledge” by teaching the whole
class, with poorly prepared lectures, following
the curriculum rather than adapting to basic
pupils’ needs, centred on instruction of the “av-
erage” student in spite of high heterogeneity
of pupils, evaluating mainly the ability to re-
call facts and concepts, with a long tradition
of cheating in tests, demanding silence to al-
low the teacher’s voice to reach all pupils, and
punishing any questioning of a teacher’s state-
ments or alternative divergent answers to their
one-right-answer questions. This kind of edu-
cation is also called teacher-centred education.

The vision of education eventually involved
in the early 1990s to enhance citizenship and
competitiveness through: (i) providing access
to the codes of modernity, i.e. the set of knowl-
edge and skills needed to participate and per-
form effectively in public life; (ii) persevering
in the right to question unsupported statements;
(iii) increasing capacity to listen, together with
articulating one’s own arguments without vio-
lence or use of force; and (iv) continuing search
for consensus. This type of education implies
increased capacity to communicate efficiently
through the main languages used in society in
each country.

The consensus achieved on the type of edu-
cation needed arises from: (i) the changes that
have taken place in the region and in the world
as a whole which put knowledge and informa-
tion in the centre of social processes, thus re-
quiring “higher order thinking skills” for most
people, rather than for a small elite; and (ii)
the surge of new problems (or the re-defini-
tion of existing ones) corresponding to this new
stage of educational development. Ability to
adapt to changes and to cope with problems
usually depends upon knowledge, skills and
values generated in learning processes based
on development of the human being as a whole,
in accordance with his/her specific needs. There
is a need therefore to take into account what is
really happening in the school and at the class-
room levels, mainly in regard to the learning

and teaching processes, particularly in urban-
marginal and rural schools.

Looking back, PROMEDLAC’s creation and
implementation has been a visionary enterprise
that anticipated a crucial social reality: that
peace and development are closely linked, and
that both are based in the quality of education
and the equity in its distribution. UNESCO’s
enthusiastic support derives from the fact
PROMEDLAC’s objectives are in agreement
with the Organization’s ethical, political and
practical role: “since wars begin in the minds
of men, it is in the minds of men that the
defences of peace must be constructed”.

II. THE POLITICAL, ECONOMIC,
SOCIAL AND CULTURAL
PATTERNS DEMANDING
EDUCATION QUALITY

In the seventeen years since PROMEDLAC
was created, the world as a whole and LAC in
particular have changed radically, and many
of the new trends call for better education.
Observable patterns overlap remarkably in
closely related areas such as: (i) the locus of
power; (ii) the economic use of resources; (iii)
the rapid development of technology; (iv) the
role of the state; (v) the building up of a com-
mitted society; (vi) the organization and role
of family; (vii) the moral capacity to ensure
justice; and (viii) the expression of the cultural
identity of minority populations.

These patterns lead to expectations of better
living conditions, but at the same time they
may affect peace, through contradictions, mis-
understandings and challenges that cause doubt,
confusion, and social conflict. The potential
conflicts, built into the present patterns of the
social behaviour, call for a new style of educa-
tion that can prepare people to build develop-
ment and peace. Society demands educated
people, able to make rational decisions, to par-
ticipate actively and perform effectively in
solving social problems. This demand implies
critical assessment of everyday events; knowl-
edge and intellectual ability to define options;
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moral values to select relevant criteria for de-
cisions; skills to gather and process reliable
information; know-how to choose and imple-
ment alternatives; ability to work in groups;
and willingness to evaluate and monitor the
decisions adopted.

The locus of power is under close examina-
tion. LAC countries removed de facto govern-
ments during the 1980s and today representa-
tive democracy has gained a solid foothold in
most countries. Nonetheless, the role of the
ruling groups is frequently questioned, particu-
larly the role of the political parties, and in
several countries political leaders are defend-
ing themselves from corruption charges (show-
ing also a new ability of the society to detect
and prosecute corruption). The end of the ideo-
logical East/West confrontation –the Berlin
Wall’s fall being its most representative sign–
has facilitated the peace processes. Countries
now look for social equity, agree to respect
social diversity and seek consensus rather than
exacerbating unnecessary conflicts. Now it is
possible to make an optimistic forecast of po-
litical development in LAC given the initia-
tives for national reconciliation found in Cen-
tral America, Argentina, Haiti, Chile, Colom-
bia, Mexico, Paraguay, Peru and Uruguay.
These multiple efforts aim to consolidate real
democracy, defend and respect human rights,
and to build a durable peace and increased
equity. This forecast again emphasizes the need
for a more educated and active people, ready
to participate in the democratic practice, with
better access to information, critical and ana-
lytical abilities, and a positive behaviour with
respect to the differences between people.

The economic use of resources triggered by
a new model of economic development has
helped several LAC countries to achieve a rapid
economic growth, but this also requires a bet-
ter educated labour force as discussed in a joint
ECLAC-UNESCO report. This new model is
based on: (i) opening up national economies
to international competition, (ii) financing na-
tional investments on the basis of international
resources, (iii) maintenance of macro-economic

equilibrium, (iv) liberalization of the economy
and the labour force, (v) transfer of technolo-
gies (including innovations), and at the same
time (vi) operation of democratic governments,
vii) reduction of social inequities and extreme
poverty and (viii) building up the endogenous
capacities necessary to maintain national com-
petitiveness.

Achieving higher levels of development by
implementing such economic models depends
ultimately on more efficient production units
with decision-making power at every point of
the organization, thus demanding a better edu-
cated work force, which in turn requires in-
creased access to quality education. Perverse
external disturbances such as unexpected mon-
etary devaluations in large countries may cre-
ate uncertainty and disequilibria with high so-
cial costs. Private-sector managers need an in-
ternationally competitive labour force able to:
(i) adapt to continuous technological change
rather than to master specific skills; (ii) absorb
new information, methods and ideas through-
out their working lives; (iii) perform effectively
in a context of growing autonomy; and (iv)
work in groups to analyse and agree upon new
ways to organize functions and tasks. These
linkages between education and “productive
transformation with equity” are carefully ana-
lysed in the ECLAC/UNESCO report. Coun-
tries are aware of these demands and have re-
quested UNESCO to increase efforts to gener-
ate a more relevant education.

The rapid development of technology also
demands a lifelong ability to learn. The tech-
nological and scientific revolution stems from
the dissemination of micro-electronics tech-
nologies, especially those related to informa-
tion processing and transmission. The unique-
ness of this revolution, compared to those of
the past, lies in the increasing convergence of
scientific development and technological ad-
vances, and their application to the produc-
tion, distribution and consumption of goods
and services. This convergence implies the ex-
istence of “technological systems”, which are
the foundation for increased productivity. The
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systemic nature of innovation is illustrated by
the alliances set up among enterprises and be-
tween them and public institutions, non-gov-
ernmental organizations and other economic
agents.

The role of the state is quickly changing in
the region; the state is reducing its executive
or productive capacity, while the economic
model generates pressures for the state to in-
crease its capacity to guarantee conditions of
real equity. In spite of the increase in average
income per capita, the new economic model
has not been able to overcome certain social
disequilibria: increasing poverty, growing drug
traffic and abuse, violence, organized crime,
and environmental depredation and high pol-
lution levels. Growing awareness of these prob-
lems calls for the state to defend non-organ-
ized social groups and to articulate their needs
and opinions. This new role the state is called
upon to play has created tension between gov-
ernments and voters, and has made evident the
need for stronger participation mechanisms that
may guarantee governable countries.

Building up a solidary society requires posi-
tive discrimination and attention to values edu-
cation. However, the region suffers from un-
equal income distribution and an alarming level
of poverty, in spite of a drastic reduction of
rates of population growth. Some 200 million,
mostly children and young people, live in slums
and below the poverty line. The number of
street children who dropped out of school or
need special attention is enormous. There is a
striking contrast between the top stratum of
the population which enjoys the benefits of
modernization and the majority faced with in-
equity. Despite the fact that in recent censuses
most of the population reported that they can
read and write (less than 10 per cent declared
themselves to be illiterate and these are mainly
members of minority ethnic groups and
women), only half the region’s population is
really able to communicate in writing at the
level required in contemporary society; the
other half is functionally illiterate. The func-
tional illiteracy of such a large percentage of

population indicates that education systems are
not contributing towards the more equal soci-
ety required for further economic development
and participatory democracy. There is an ur-
gent challenge to advance towads equity in
education.

Present demographic patterns facilitate posi-
tive discrimination. Universal access to primary
education is linked to demographic transition
and the slower rate of population growth has
generated a virtuous circle: increased space and
materials have facilitated school attendance and
slowed down urbanization. However, further
lifelong training is needed to help the large
number of functionally illiterate adults in their
self-development.

Governments are looking for solutions to the
challenges posed by new societal problems in
formal and non-formal education. While edu-
cation has had an impact in health programmes
in most countries, it has not been able to pre-
vent pandemic diseases or unwanted adoles-
cent pregnancies in the region. AIDS, cholera
and tuberculosis have recorded impressive
growth in different social strata and education
levels. Education has also had some success in
providing learning and training opportunities
for youth. Massive programmes including for-
mal education, retraining-refresher courses and
wide mass media campaigns are needed ur-
gently to secure good health and training for
all.

The organization and role of family have
also drastically changed. Families have become
smaller and the number of one-parent homes
(many headed by females) have increased sig-
nificantly. The number of adults in a house-
hold who can take care of children is dimin-
ishing and time devoted to transportation is
increasing. The traditional male/female role in
income generating and domestic tasks has also
changed. With the opening up of new chan-
nels of communications, less time is devoted
to personal interactions. As a result, there is
less control over children and they now have
more free time to spend in the streets. These
changes place new demands on education: in-



21

Education for development and peace…

creasing the length of the school each day,
more school personnel to supervise children’s
homework, and coherence between school
regulations and home norms.

The moral capacity to do justice demands
education for peace, tolerance, co-operative
work and understanding of multicultural set-
tings. While there are many examples of ef-
forts undertaken to ensure justice for refugees,
deprived groups, minorities, children suffering
from abuse and women in Latin America, and
boys and young men in the Caribbean, there
are also signs of increasing intolerance, vio-
lence (domestic and social) and xenophobia.
These problems create an urgent need for new
modalities of co-operation in the fields of edu-
cation and culture, sharing ideas and encour-
aging efforts to reinforce mutuel understand-
ing and respect for individual, social and cul-
tural differences. More gender-sensitive cur-
ricula at all levels of education are also re-
quired.

Mass media have a crucial role in bringing
issues of intolerance and inequity into the pub-
lic eye. However, education must provide stu-
dents with the ability to evaluate media mes-
sage contents critically and thus avoid artifi-
cial conflict manipulation that may eventually
hamper the search for suitable solutions.

The characteristics making up the cultural
identity of each country should include respect
for cultural diversity. UNESCO’s efforts to
promote an inter-cultural dialogue have over
time created deeper respect for and understand-
ing of cultural diversity. Recently, specific cul-
tural identities have been awakened by the
globalization of high speed communications,
the internationalization of exchanges, the stand-
ardization of norms and rapid urbanization. In
some cases ethnic communities, religious as-
sociations or linguistic groups fight at any price,
sometimes with terrible consequences, to pre-
serve their identity. This suggests that schools
do not provide adequate education concerning
the positive contribution of diversity in order
to increase students’ tolerance and respect for
different views. Countries are aware that edu-

cation is not responding to the diversity pat-
terns and relevant strategies being tested are
discussed below.

Each of the eight social patterns discussed
in this section are closely related, even though
each of them call for radical (but consistent)
changes in quality and equity of education.
Among these changes a crucial one involves
shifting from emphasizing the transmission of
contents to constructive and group learning.
This change in turn implies an important
change in the role of teachers as they move
from applying teacher-centred methods to stu-
dent-centred methods. Obviously, institutional
and financial adjustments are also required.

It is, therefore, necessary to examine the edu-
cational progress and achievements that took
place in the region in order to select the most
promising approaches and to extend them
throughout the countries, thereby enabling edu-
cation to respond to the demands generated by
the rapid changes of the society. As a result of
the examination of the education systems, six
challenges are discussed in the final section of
this document.

III. BASIC EDUCATION: GOALS,
STRATEGIES AND ISSUES

Even though PROMEDLAC encouraged the
universalization of primary education, success-
ful innovations and the use of research find-
ings to increase quality because few changes
have reached the classroom, a certain pessi-
mism about education persists. Once near-uni-
versal primary education had been attained and
illiteracy controlled by late 1980s, the prob-
lem was no longer to speed up on-going ac-
tivities, but rather to innovate. Better and more
of the same activities was not enough; learn-
ing should be improved by increasing oppor-
tunities for meeting basic learning needs
through personalized and group processes.

PROMEDLAC made efforts to define in a
very precise way the educational learning prob-
lems and then to identify the most relevant
experiences to attack those problems. Testing
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of achievement levels carried out as part of
those efforts has shown that many pupils are
not able to understand what they read even if
they are in the final grades of basic education.
The fact that these findings are obtained in
countries that have carried out many activities
to improve education may explain the pessi-
mism of certain educators, but now is the time
to transform the classroom processes. Collect-
ing information along with in-depth analysis
and evaluation facilitated a progressive advance
from consciousness-raising to problem-defini-
tion and then to agenda-setting in the last three
meetings of PROMEDLAC’s Intergovernmen-
tal Regional Committee.

At PROMEDLAC III (Guatemala City, 26-
30 June 1989), the Ministers of Education dis-
cussed the UNESCO report on the severe learn-
ing problems affecting the education systems
in most LAC countries, as reflected by high
rates of repetition, particularly in early grades
of urban-marginal and rural basic education.
In fact, the rates of repetition estimated by
UNESCO were much higher than those re-
ported by principals, because most of the pu-
pils they reported as drop-outs eventually en-
rolled as repeaters the following year. Such
poor outputs led to careful attention on what
was happening at the classroom level, without
ignoring external factors (for example nutri-
tion, health, or parents’ education) influencing
the learning process among young people.

Even though the Ministers noted that the
impressive advances towards universalizing
access to primary education also meant that
most youngsters attained literacy (according
to self-reporting literacy levels in the popula-
tion aged 15 and above), they also reviewed
data showing that 50 per cent of adults (mainly
those in the lower half of the socio-economic
distribution) could not understand what they
read, or communicate simple messages in writ-
ing, or make use in their day-to-day life of
what they had learnt to repeat by heart. These
problems led to a redrafting of educational poli-
cies for adults and youngsters, and to further
research into the causes of this functional illit-
eracy.

At PROMEDLAC IV (Quito, 22-25 April
1991), the participants knew more about the
main causes of poor quality education and dis-
cussed a preliminary ECLAC-UNESCO report
on the importance of quality education for eco-
nomic and social development. Evidence from
research and national reports suggested that
low quality education, expressed by high rep-
etition rates, corresponds to a great extent to
difficulties encountered by children in learn-
ing to read with understanding. The Ministers
concluded that improving the quality of edu-
cation implied a deep transformation of peda-
gogical practice and consequently agreed on
the “need for a new style of educational devel-
opment”. This decision was reinforced by the
discussions and recommendations of the World
Conference on Education for All (Jomtien,
Thailand, 1990).

Participants insisted that solutions should be
based on: (i) setting up long-term strategies
based on national consensus; (ii) concerted ef-
forts from all sectors of activity (because edu-
cation affects –and depends on– all sectors of
a society); (iii) participation of an increased
number of social actors from outside formal
education; and (iv) well-developed educational
information systems for designing and moni-
toring educational development.

The emphasis at PROMEDLAC V (Santiago,
8-11 June, 1993) was on the analysis of a new
style of educational development based on: (i)
targeting the activities carried out by the Min-
istries of Education and (ii) professionalizing
the school teachers and school principals for
raising quality of education. The activities of
the Ministries of Education would be targeted
to: introducing positive discrimination benefit-
ing the most economically, socially and cul-
turally deprived groups; encouraging innova-
tion in education; providing incentives for ac-
tive participation of parties concerned; and
measuring learning achievements, and setting
up learning standards and a reliable informa-
tion system on shortcomings and causes.

In order to professionalize pedagogical proc-
esses, PROMEDLAC V recommended four
changes at the classroom level: (i) encourage
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personalized and group learning processes, par-
ticularly for the most heterogeneous popula-
tion segments mainly living below the median
income level, (ii) give high priority to modern
reading-writing learning methods, (iii) use care-
fully designed and well-evaluated self-learn-
ing materials that guarantee the active involve-
ment of all pupils in relevant learning experi-
ences that include group work, and (iv) define
long-term policies on pre-service training and
periodic in-service upgrading of teachers in line
with the most promising strategies for an ef-
fective educational development.

UNESCO and several international institu-
tions shared efforts for implementing these rec-
ommendations at the school level. The starting
point was a careful identification and selection
of successful experiences carried out in the
region. Among the successful innovations that
show the increasing interest in improving qual-
ity and equity in education, UNESCO and
UNICEF have identified the following: self-
learning materials (study outlines), pre-primary
education, bilingual education, classroom li-
braries, “learn-your-letters” classrooms, criti-
cal approach to mass media, mainstreaming
children with special needs, increasing time
available for learning, interactive computer pro-
grams linking schools in networks, testing
learning achievements, decentralization and
new organization approaches (including core
curriculum that can be implemented at the lo-
cal level), regional exchange of research find-
ings and information, increased participation
of parents and civil society in school manage-
ment (including management of public funds
for paying teachers’ salaries in rural schools),
and mechanisms for reaching consensus on
strategies for improving education.

The best learning materials used in those suc-
cessful experiences were upgraded and tested
in several countries (Colombia, Costa Rica,
Chile, Ecuador, Guatemala, Honduras, Peru and
Dominican Republic), and the results were dis-
cussed in periodic seminars and during the an-
nual regional training courses in educational
management organized by UNESCO in co-op-

eration with the Government of Spain. The
materials have also been analysed in the joint
UNESCO-Asociación de Televisión Educativa
Iberoamericana (ATEI) Tele-Seminars ad-
dressed to LAC university professors through
the Spanish HISPASAT satellite. Further com-
parative experiences in half a dozen countries
will be carried out with support from IDB.

Future policies should encourage efforts that
have attained the desired results and those de-
serving higher priority in line with the level of
education attained by the countries and the
impact on cost. Evaluation of results, costs and
feasibility should be as precise as possible. For
example, more evidence is needed on the re-
sults of many attempts to extend time avail-
able for learning. It would be useful to evalu-
ate experiments undertaken in the 1990s by
Argentina, Chile, Cuba, Costa Rica, Mexico
and Venezuela in extending the number of class
hours per year (in LAC, the average in urban
areas is near 800 hour per year, 5 hours daily
for 160 days; it is much shorter in rural areas)
and to estimate the negative effect of fewer
hours through comparisons with developed
countries (where the school year exceeds 1.200
hours per year). Evaluation of experiments with
the use of computers (especially the use of
interactive systems as in regional or national
networks) carried out in Argentina, Brazil,
Costa Rica, Chile, Mexico, Uruguay and Vene-
zuela is also a priority.

Many other changes have been also carried
out even though the final impact has not been
identified or evaluated. These changes include
curriculum reforms (that many teachers, mainly
those working in urban-marginal and rural ar-
eas, are unable to implement); constitutional
amendments granting base budgets or free edu-
cation; educational radio and television pro-
grammes for literacy adult campaigns; the
school “nuclearization” strategy; financing or
subsidizing projects designed by the teaching
staff of each school; and courses for in-service
teachers’ training. Several LAC countries have
decentralized decision-making, drastically re-
duced the curriculum to a minimum, changed
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the administrative structure or encouraged par-
ents’ decisions by widely diffusing informa-
tion on scores from testing learning achieve-
ments. All efforts undertaken reflect the inter-
est countries have in improving education. The
main question remains as the key sequences of
relevant and cost-effective innovations that can
improve education.

Some common characteristics of innovation
processes can be emphasized: (i) on-going ac-
tivities have been generated within a demo-
cratic context, (ii) a firm decision to raise the
quality of education, to assess the results and
to establish accountability, (iii) growing use of
informatics in educational practices and meth-
ods, (iv) decision-making power transferred to
the local and school level (for example control
of effective class time innovations in the
“EDUCO project” in El Salvador, “Instructores
Comunitarios” in Mexico, “Plan Social
Educativo” in Argentina, “Escolas Padroes” in
Brazil, PRYCREA in Cuba, the “P-900”, in
Chile and the “Proyecto Educativo Institu-
cional”, PEI, in Colombia), (v) the key role of
external financing in both design and stable
implementation, (vi) decisions made in spite
of a context of social turmoil, including teach-
ers’ unions and state confrontations, (vii) and
changing the centralized role of the Ministries
of Education by reinforcing its ability for analy-
sis; forecasting and solving problems; assess-
ing valuable national and foreign experience;
defining and implementing fundamental regu-
lations; and creating suitable incentives.

The strategy for changing classroom prac-
tices (targeted as the core of the problem) that
emerged from the successful innovation expe-
riences implied: (i) changing the teacher’s role
by reducing by 50 per cent the time devoted to
straight lecturing, (ii) providing self-learning
guides to pupils (texts, modules or outlines)
for relevant learning experiences that replace
the obsolete curriculum, (iii) ensuring class-
room libraries that pupils can freely use, (iv)
organizing co-operative learning work in small
groups, (v) lengthening the school year, (vi)
using a critical analysis of mass media infor-

mation, (vii) guaranteeing bilingual inter-cul-
tural education for those children whose mother
tongue is not the official national language,
(viii) enhancing early childhood education (in-
cluding pre-school and early stimulation pos-
sibilities), (ix) organizing in-service workshops
to upgrade teachers, especially in reading learn-
ing methods, (x) involving the family in the
learning process; (xi) introducing computers
and networks, and (xii) financing higher teach-
ers’ salaries for more working hours. A brief
analysis of the present situation is presented
below for assessing the problems of imple-
menting the strategy just outlined and defining
the specific challenges. Further details are
available in The state of education in Latin
America and the Caribbean, 1980-1994
(UNESCO-Santiago, 1996).

Since the 1980s significant progress on ex-
panding school access and increasing the real
length of the school year have been achieved
in LAC. However, only purely didactic meth-
ods (see para. 7) are used in most LAC class-
rooms and over half of public schools do not
provide adequate education in keeping with
the new demands generated by development
processes or cultural and social changes (in
fact, many students never learn to understand
what they read).

Children from practically all culturally de-
prived homes are attending school now that
the region is close to achieving universal pri-
mary education. Furthermore, almost all Car-
ibbean children and one out of three Latin
American children are enrolled in pre-primary
schools; however, few children from rural ar-
eas benefit from pre-primary education. There
has been a dramatic increase in access to pri-
mary school, from 60 per cent in 1960 to near
95 per cent in the mid-l990s. In 1992, school
enrolment for 6-to-11-year-olds was 87.3 per
cent while for those aged 9 it exceeded 95 per
cent.

There is a gap between years enrolled at
school and grades passed that is linked with
the quality of education. Dropping out has been
put off until age 14 in most countries, but still
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many teenagers have completed few grades due
to high repetition rates. School attendance has
an average of six years but on average chil-
dren are promoted only four grades. The two-
year gap is a relevant indicator of poor teach-
ing practices (due to lack of relevant materi-
als) and inequity in the distribution of re-
sources.

Even though disparities in family incomes
are not an obstacle to enrolling in primary
schools, a relatively low income level is in
fact a serious constraint as regards reaching
suitable learning achievement levels (given that
schools in urban-marginal and rural areas have
pupils who differ substantially in age, ability
and time to study, but cannot receive individu-
alized attention because the teacher dictates to
the whole class at once. Socio-economic back-
ground will continue to be an important factor
determining graduation from primary educa-
tion and the attainment of the knowledge lev-
els required for admission to secondary educa-
tion, unless effective innovations are imple-
mented. Schools are facing a more diverse
population, with whom traditional didactic
methods have failed.

Implementing innovations requires additional
resources (or more effective use of existing
resources). All the innovations have also taken
advantage of new patterns of international co-
operation that are emerging as we enter the
twenty-first century. The total amount of aid
to education projects financed by external as-
sistance agencies in the region has averaged
over US$1.1 billion per year during the period
1990-94. While this is not large in comparison
with total education budgets, it amounts to
more than half the new investment in improv-
ing education in the region, and a very large
portion of the funding available for innova-
tions and reforms aimed at improving the qual-
ity and equity of education.

In addition, lateral co-operation between de-
veloping countries (LCDC) has played an in-
creasing role, and new mechanisms for ex-
change of information and analysis of data have
extended the impact of innovative projects far

beyond their original scope. For example, the
Escuela Nueva in Colombia took six years to
achieve national success, but replications are
being carried out in only one or two years in
other countries that have adapted the Escuela
Nueva model to their own context (and have
benefited from additional improvements of the
model). Disseminating the results of success-
ful experiences reduces the risk associated with
innovations and helps avoid mistakes during
implementation. LCDC has increased the
timely exchange of information between coun-
tries and made it possible for national officials
to visit other countries and familiarize them-
selves with successful on-going experiments
(trans-regional, regional and sub-regional). An
important issue relating to external aid to edu-
cation is the degree of co-operation and co-
ordination –between assistance agencies and
between countries themselves– and how co-
ordinated activities can improve the effective-
ness of programmes that seek to improve edu-
cation in the region.

Regardless of the impressive efforts deployed
and the educational achievements, the avail-
ability of effective feasible strategies and the
increasing financial co-operation, there is a
certain pessimism concerning what should be
done in the field of education, and especially
public education. Test scores on learning
achievement show that pupils barely learn 50
per cent of the official curriculum (pupils en-
rolled in private schools easily learn near 100
per cent) and only half the fourth grade pupils
taking the test are able to understand what they
read. In fact, even the average score of pupils
enrolled in elite private schools is only close
to the national average score in developed
countries.

Cross-country comparisons made by the In-
ternational Association for the Evaluation of
Educational Achievement (IEA) show that (i)
the achievement scores attained in Trinidad and
Tobago, and in Venezuela –which in fact are
representative among the education systems in
LAC– are rather closer to African averages
than to those of East Asia, and (ii) there are
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serious educational equity problems in the re-
gion. Even in the case of Chile with its decen-
tralized decision-making, deregulated schools,
trained teachers, textbooks, achievement meas-
uring and disclosed scores, reduced class size
and flexible curriculum, no substantial changes
were observed in achievement scores in the
1982-90 period, even when comparisons are
made among groups that are homogeneous in
terms of socio-economic levels, geographic lo-
cation, and type of school.

In short, efforts carried out in the 1990s have
generated an institutional change and the time
is ripe for a pedagogical renewal (methods,
contents and teacher-training). Available com-
parative data –cross-country and over a long
period of time– suggest the need to review the
main present challenges that still prevail in the
region in spite of PROMEDLAC’s efforts to
solve them. Such a review will be presented in
Chapter VI after discussing goals, strategies,
issues and problems in secondary and higher
education.

IV. SECONDARY EDUCATION:
MASSIVE EXPANSION AND
CRUCIAL ISSUES

Growing dissatisfaction with secondary edu-
cation must be looked at in the context of the
education system as a whole and society in
general, in part at least because countries are
demanding learning and training opportunities
for marginalized urban and rural youth. Sec-
ondary education can no longer be considered
an end in itself because students should con-
tinue learning, either in post-secondary educa-
tion or in a work and lifelong education con-
text. In many countries, there is a growing de-
mand for secondary school graduates and there
is a growing queue of primary school leavers
waiting to go on to school. One youngster in
three goes on to some form of higher educa-
tion; by 2010 half the region’s youth will prob-
ably have access to higher education, and more
and better secondary school graduates will be
required. Improvement in the quality of pri-

mary education will reduce repetition and
–given that dropping out is mainly related to
age– increase the graduation rate from primary
school, thereby adding pressure to expanding
secondary education. The expansion process
in a context of fierce competition for limited
public resources for education does affect
achievement levels. It is possible to find illit-
erate children in secondary education, but they
in fact represent a failure of primary education
rather than a side-effect of the massive expan-
sion of secondary school places.

Secondary-school education is also affected
by social patterns, especially technological
change. Youngsters now entering secondary
school think they know everything: urbaniza-
tion, city living with its shows, its television
and its entertainment give them the impres-
sion that they are knowledgeable, that they are
grown-up. They are used to the speed of tel-
evision and video games, and they get bored
at school learning things they believe they al-
ready know and cannot imagine what use they
will be to them later on. It is indeed the task of
secondary education to help youngsters to be
able to use their knowledge, to critically as-
sess (and challenge) the messages received
from mass media and to discuss in small groups
their fears and doubts, thereby avoiding the
charge that these fears can eventually lead to
violence. Students also must have access to
quality and up-to-date content.

The end result of all these related factors
has been a massive expansion of urban sec-
ondary schools in terms of numbers of stu-
dents and the size of the payroll in many coun-
tries. Ten Caribbean countries have universal
secondary education and several Latin Ameri-
can countries have secondary gross enrolment
rates exceeding 70 per cent. Still, countries
need to define a clear expansion policy. Such
a policy should take into account the probable
rising graduation rate from primary education
as well as sources of financing.

An intriguing question arises from rising de-
mand and the remarkable increase in enrol-
ment, investments and current expenditures:
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why is there so little celebration and so much
dissatisfaction with the state of secondary edu-
cation? While the question certainly can be
answered in terms of low achievement levels,
especially in public high and technical school
(liceos), a number of factors appear to offer at
least a partial explanation. Secondary educa-
tion is affected by outdated technology and
textbooks, and traditional didactic methods (as
is the case of primary education) but it also
has additional problems as regards quality, se-
lection, streaming and articulation with the
world of work, foreign language learning, in-
vestments, financing, teacher pre-service train-
ing and, in several countries, the need to ex-
pand coverage. These factors lead to a mis-
match between what the high schools deliver
and social demands. Fortunately experiments
with new technologies are now being imple-
mented in several countries.

The qualiy of secondary education is ques-
tioned both by first year university professors
who claim that most secondary school gradu-
ates are not able to communicate in writing,
and by employers of graduates from technical
vocational schools. Testing according to ex-
pected curriculum standards only show near
50 per cent achievement levels. The question
of whether the standard curriculum can be cov-
ered within a standardized instructional frame-
work of five or six years is not relevant, be-
cause it usually can be achieved in good pri-
vate schools. However, students are intelligent
in different ways, but teaching is delivered for
the so-called average student. This wide varia-
tion in ability, aptitude and achievement is in
sharp contrast to the standardized curriculum
structure of secondary education (presented in
boring textbooks to be learnt by rote) and strict
lecture. The question becomes: How can these
two realities be accommodated? How can rel-
evant and interesting learning experiences be
presented to students? How can personalized
and groups learning processes be delivered?
However quality is defined, critical issues cen-
tre around its measurement, certification and
meaning. What are reasonable standards of in-

put, context, process or outcome in a mass
system of education, given all the factors op-
erative in such system? How can knowledge
and skills acquired through self-learning or
work be certified?

Pedagogy in secondary schools is generally
perceived to be outdated in its capacity to ad-
dress contemporary ethical and behavioral is-
sues, and obsolete as regards technology em-
ployed in instruction. Technology in the sec-
ondary classroom appears outmoded compared
to many homes, most offices and modern en-
tertainment, and out of step with the learning
styles of teenagers comfortable with the infor-
mation revolution and excursions into
cyberspace. Even though very fine teaching is
done via straight lecture, most secondary teach-
ers use it as the only teaching method, ne-
glecting learners’ needs and distorting key edu-
cational objectives. For example, some 80 per
cent of Chilean secondary-school teachers dic-
tate their lessons to students.

Teaching methods have pervasive effects on
the ability to use knowledge, on creativity, on
values and on attitudes. Current trends of only
lecturing to the whole class imply: (i) accept-
ing an authoritarian academic structure; (ii)
focusing on the transmission of information;
(iii) asking the students to “learn by heart”;
(iv) insisting that there is only one correct an-
swer to a question or a problem, thereby elimi-
nating any chance to discuss alternatives; (v)
closing down all peer group discussion; (vi)
limiting opportunities to learn about how to
reach social consensus in a forever-changing
world; and (vii) bypassing opportunities for
using the local context in interesting learning
experiences. Thus, many attempts to address
the issue of values and attitudes of youths
–teaching about what is right– has taken place
in the context in which the rights of youth to
access to meaningful learning opportunities are
being flagrantly disregarded. Students are be-
ing exhorted to behave correctly, respect par-
ticular conventions and treasure particular out-
looks while at the same time the gates to the
most sought-after areas of secondary educa-
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tion are closed to them, joblessness is their
future prospect and the streets their main cen-
tre of social intercourse. In summary, they are
being asked to espouse a value system from
which they are excluded in classroom life.

Teacher training must be improved since
quality education relies on teacher excellence.
A balance between subject matter and peda-
gogical training is needed in the curriculum of
teacher-training institutions and a hands-on
approach must be developed (teachers must
learn to design self-learning materials in each
subject). Solutions should take into account the
huge gap between youngsters’ expectations and
the present opportunities (learning experiences)
offered by secondary education. It is now so
difficult for a teacher (without well-prepared
and tested material) to present a really inter-
esting learning experience for youngsters ex-
posed to large amounts of information. The
design of such learning experiences should be
the task of highly qualified teams that can share
their prototypes with classroom teachers. Those
designs should use mass media rather than
compete with them. Argentina has decided not
to admit students to the first year teacher-train-
ing institutions in 1996; this academic year
will be devoted exclusively to upgrading the
training of the staff and to improving pre-serv-
ice training.

Selectivity is clearly observed in secondary
education. Despite the expansion in access,
poor children of Black, East Indian and Amer-
indian origins from rural areas, outer islands
and depressed urban communities still have
considerable difficulties gaining access to and
maintaining themselves in the secondary edu-
cation system that offers the best prospects for
upward social mobility. It is precisely in this
group that gender inequalities still prevail in
the region (young males being discriminated
against in the Caribbean and females in Latin
America). The promises of equity and equality
have not materialized for most of the people
who constitute these segments of the popula-
tion, and who have become disappointed by
and distrustful of such claims.

Countries must strike a balance between edu-
cation (seen as child development leading to
the ability to create in co-operation with oth-
ers a desirable social milieu for living) and
training (seen as the acquisition of useful and
practical abilities and skills). In secondary edu-
cation the balance is more difficult to reach,
because contents (and some skills) must be
thought out differently, depending on whether
it is seen as the culmination of primary educa-
tion (half of the LAC countries have over eight
years of compulsory education) or as prepara-
tion for a diversified higher education. Accept-
ing that the goal of keeping all children in
school until age 17 or 18 years is both desir-
able and feasible, the problematic becomes the
working definition of secondary education
employed for policy purposes, and the pub-
lic’s understanding and acceptance of that defi-
nition. Countries must define when and which
type of technical education should be supplied
(how to combine the advantages of general
education with training provided by institutions
such as SENAI in Brazil or SENA in Colom-
bia) and the flexibility of transfer between gen-
eral and vocational streams.

Many countries try to cope with these alter-
native demands by offering a wide variety of
types of secondary schools predicated on a
combination of criteria based on ability and
anticipated target occupations with or without
further study. The usual divide is between gen-
eral and technical/vocational education. At the
same time many countries have, in recent years,
expanded technical/vocational education and
training for school leavers, related to the eco-
nomic sectors in which they are likely to find
jobs or self-employment. This form of educa-
tion responds to demands of industrial society
to lengthen the training period in order to ob-
tain skilled labour and technicians capable of
reading plans, making calculations and operat-
ing complex machines. It must be remembered
that there is a large range of types of vocatio-
nal education, from, for example, pre-engineer-
ing training to training plumbing assistants.

Even though research suggests that second-
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ary vocational education is not always cost-
effective –students continue on to university
rather than entering the workforce directly–
there are pressures for expanding it: because
half of the secondary-school graduates or drop-
outs join the workforce. A large empirical lit-
erature has developed over the last twenty-five
years arguing strongly against vocational
schooling on cost-benefit grounds, even though
cost effectiveness may differ significantly from
country to country, as a function of unemploy-
ment levels and rate of growth of economic
activities. On the other hand, vocational sec-
ondary education has at least two benefits that
may have been overlooked: firstly, it has con-
tributed to maintaining the work ethic of the
youth, as the programmes centre around work-
like activities; and, secondly, there is some
evidence that this type of education is relevant
to activities taking place in the informal sec-
tor. In fat, there is an increasing demand from
the world of work for students who have a
higher level of general education, are train-
able, and have wholesome attitudes and hab-
its; but also there is a demand from parents
with low education who hope their children
will get a job after completing some vocational
training. UNESCO is strengthening the
UNEVOC project, with support from Germany
and other Member States, to better understand
problems for improving vocational education
and to respond to the demands from economic
activity.

Most governments have identified foreign
languages and science as critical to economic
development, but options as to which languages
are studied should be available in secondary
education. The globalization of markets, and
the need to conduct business across language
and cultural divides, to understand instructions
or software, and the importance of tourism have
been the principal stimuli here. However,
more  attention to options and suitable tech-
nology –for example, language labs or total
immersion for short periods of time– is needed
for a realistic approach to effective foreign lan-
guage learning.

In spite of huge investments in science labs
and libraries financed by international banks
or bilateral sources in the 1970s and 1980s,
secondary education did not improve; however,
investments in computers and interactive soft-
ware could be cost-effective if young assist-
ants are available or teachers are given enough
time to adapt. Strong moves are afoot in al-
most all countries to modernize secondary edu-
cation through the use of information technol-
ogy. These policies and programmes relate to
both administration and instruction. Manage-
ment information systems in Ministries of Edu-
cation, with links to schools, is part of the
planned future of most countries. So too is the
use of computer technology in classroom in-
struction creating linkages between schools lo-
cally through networks and with schools across
the world through the Internet. Parents, com-
munities, the private sector and schools have
joined with governments to achieve these goals.

Unit costs in secondary education are rising
and better quality will eventually require fur-
ther co-operation from parents. There are pres-
sures to restructure the financing of education
to increase cost effectiveness and include cost
recovery, cost sharing and special taxes to meet
educational expenditure, but equity must be a
key criterion. Countries must carefully review
their policies on subsidized provision of text-
books, payment of examination fees and other
school-related expenses. If schools are to
charge fees, poor students should not be de-
nied education, that is, government should sub-
sidize their fees. Interestingly, in countries in
which student fees have been introduced, the
policy statements have included the proposi-
tion that no student should be denied second-
ary education because of inability to pay fees.

Secondary education for adults and young
drop-outs is a growth area in the region and
positive discrimination should help to reduce
present intra-country learning gaps. The major
consumers are those who have had access to
regular secondary education but who dropped
out or who finished but did not achieve to the
requirements of employment or further educa-
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tion or even to their own satisfaction. The pro-
vision of formal secondary education to those
who missed out while they were of school-age
is an important element of any overall human-
resource lifelong development policy. The main
providers are secondary schools, in urban cen-
tres, offering evening programmes on a self-
financing basis; non-governmental organiza-
tions are also involved. Such arrangements tend
to exaggerate the differences in educational
opportunities between urban and rural areas in
that adults residing in rural areas must go to
urban centres to continue their education. How-
ever, face-to-face instruction through full-time
or part-time programmes is only one modality
of education. Alternative modes of instruction
(for example, distance education) will be
needed. Costs analysis of telesecundaria in
Mexico seem to indicate that it provides qual-
ity education similar to that of the regular sec-
ondary schools, and is a cost-effective means
of reaching relatively isolated regions of the
country. Similar analysis should be carried out
for alternative programmes operating in Costa
Rica (Information Kiosk), Argentina (TELAR)
and Chile (Enlaces). Evaluation of achievement
levels in each type should be made public to
help customers to make the right decisions.

There is a growing interest in the region to
systematically improve secondary education by
testing out and evaluating promising ap-
proaches –especially in technical/vocational
secondary education– in order to respond to
the diversity of cultures and of labour-market
demands. Several draft resolutions presented
in the last General Conference of UNESCO
related to secondary and vocational education,
and to youth problems. This interest suggests
that there may be advantages to extending
PROMEDLAC activities up to Grade 12.

V. HIGHER EDUCATION AND
RESEARCH: INCREASING THE
SCIENTIFIC AND
TECHNOLOGICAL POTENTIAL

Training elites is a crucial aspect of educa-

tional policies, but it is no longer by definition
attributed to higher education or to universi-
ties. Massive expansion in higher education
enrolment in the last two decades coupled with
reduced public spending triggered a growing
variety of higher education institutions and gen-
erated wide differences in the quality of their
graduates. There are some 8 million university
students to 1 million faculty, but in spite of
their rapid growth, universities are no longer
the only institutions carrying out research.

Following this massive expansion, the goals
of the concerned parties are no longer homo-
geneous, the system has become bureaucratic,
and pressure from teachers and students un-
ions must be taken into account. The rapid
increase in enrolment has posed insurmount-
able financial problems, resulting in a sharp
decline in average quality. The performance
of higher education has also been affected by
the decline in average academic standards of
secondary-school graduates, which in turn re-
sulted from the rapid growth of enrolment with
the increased access for students from tradi-
tionally less privileged populations. At the same
time, standards are difficult to maintain in the
face of dwindling resources per student.

Higher education problems can be illustrated
by the poor quality of the faculty staff and
unequal distribution of benefits. Less than 20
per cent of university faculty members have
doctoral training, and half –including a large
share of full-time faculty– have another job.
In addition, the distribution of higher educa-
tion across socio-economic levels remains un-
equal; the reduction in public resources per
student has not improved the unfair distribu-
tion. The wealthiest quintile of the population
receives nearly half the public subsidies to
higher education, while the poorest quintile
receives just 5 per cent.

The massive enrolment increase has forced
governments to control the product (rather than
the traditional control of process) and triggered
the creation of a variety of higher education
institutions. Careful regular monitoring of a
few elite institutions has been replaced by at-
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tention to the quality of graduates and the de-
velopment of voluntary accreditation systems.
At the same time, the growing social demand
for higher education and changing labour mar-
ket needs have encouraged the development
of non-university institutions, while financial
constraints have encouraged the expansion of
private institutions. Two-year technical centres
and four-year professional institutes are now
operating in several countries, some offering
completely new courses. These new institu-
tions have introduced flexibility in higher edu-
cation training policies but have not affected
research, mainly carried out in a few state uni-
versities. The wide range in terms of quality
and uncertainty concerning the reaction of pro-
spective employers to the new qualifications
offered make it difficult for high school gradu-
ates to take the right decision concerning fu-
ture studies.

There is also a variety of private institutions,
ranging from profit-making to non-profit-mak-
ing communitarian organizations. In countries
where private universities must be non-profit-
making, lavish salaries to the owner(s) and rela-
tives can bend the rules. Private institutions
are also using low-cost teaching strategies, in-
cluding the employment of full-time staff from
state universities. Although private institutions
have been a counter-balance to the highly po-
liticized state universities, they are not attempt-
ing to replace them. The public should be bet-
ter informed and more relevant information
should be made available to help students and
their parents in selecting an institution of higher
education and a career.

As is the case for primary and secondary
education, innovative experiences should be
evaluated and the best examples widely dif-
fused. The utilization of new technologies to
facilitate regional and international co-opera-
tion should be carefully evaluated. Under the
UNITWIN programme, the Regional Centre
for Higher Education in Latin America and
the Caribbean (CRESALC) helped to launch
the Proyecto IESAD-Innovación de la educa-
ción superior a distancia para América Latina

y el Caribe including a network of institutions
in Venezuela, Brazil, Colombia, Costa Rica,
Cuba, Ecuador and Mexico. The University of
West Indies uses teleconferencing to reach par-
ticipants in all the Caribbean. The Universidad
de Brasilia has a UNESCO chair in Distance
Education that carries out innovatory work with
thirty universities.

All in all, there is a lack of high quality
training capable of producing for elites. Those
who work on a national or regional scale need
outstanding and sophisticated training to be
able to assume their vocational responsibili-
ties; they must be capable of assuming their
responsibilities as citizens of the world and of
their country. All levels of higher education,
including top specialist training, must include
the humanities in the broadest sense of the
term, teaching people to understand themselves
and others, and to understand the world.

Research in each country is concentrated in
a few, mainly state, universities; there is also
an increasing number of public and private re-
search institutes and enterprises. These few
universities play a major research role in most
countries, but their research is constrained by
faculty members without doctoral training and
scarce incentives, especially financial, for con-
ducting research. Training young researchers
depends on fellowships, because it is difficult
for them to plan a long-term career that will
provide a reasonable income and standard of
living in view of the cost of becoming a re-
searcher. Partnerships between doctoral pro-
grammes, research projects and fellowships for
doctoral studies are minimal, even though
RELAB and on a lesser scale UNITWIN net-
works, UNAMAZ and the Association of Mon-
tevideo are providing successful examples; sev-
eral LAC Universities are linked to networks
in other regions.

Latin America and the Caribbean remains
extremely weak as regards producing and us-
ing knowledge. The percentage of GDP allo-
cated to research and development is only one-
fifth of the proportion allocated by member
countries of the Organisation for Economic Co-
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operation and Development (OECD) and barely
one-third of the newly industrializing econo-
mies of East Africa. Externally-reviewed re-
search project funding is increasing and re-
cently some countries started to reimburse uni-
versity overhead costs and to gradually increase
funding levels.

In brief, higher education needs to improve
quality through increased relevance, which
means better co-ordination with the world of
work, a clearer input into the development of
the whole education system, and a contribu-
tion to sustainable development and to better
understanding among nations and peoples. In
a world in which conflicts are numerous, uni-
versities should renew their efforts to better
define contents, methods and pedagogical ma-
terials in international education. They will be
more efficient if they are able to educate citi-
zens capable of understanding major world
problems and of applying a democratic ap-
proach, respecting human rights. The networks
being developed by UNESCO in such fields
as sustainable development and human rights
shows the potential of international co-opera-
tion in these areas.

VI. SOLVING CHALLENGES AND
DEFINING NEW TASKS

The social changes discussed above demand
better levels of education and more relevant
learning for the public at large –the labour force
(learning to learn and to innovate), civil serv-
ants, social leaders, scholars and parents. Avail-
able evidence suggests that in spite of the in-
crease in enrolment and the reform efforts car-
ried out to date, the required quality and eq-
uity of education are far from being achieved
in most countries, particularly in case of pu-
pils living in urban-marginal and rural areas.
This is a constraint on development in the re-
gion (according to the findings of research into
the East Asian miracle) and reduces govern-
ment credibility despite progress toward other
PROMEDLAC goals.

Delivering education of the quality demanded

by society requires solving two major tasks:
firstly, revising the concept of education,
changing the role of pupils and teachers, and
secondly, optimizing the use of funds provided
by internal sources and by international agen-
cies. These tasks also have priority for meet-
ing the remaining main objective of PRO-
MEDLAC. They involve facing six challenges
for improving the quality of education as well
as defining new tasks to be undertaken by the
education sector. Meeting these challenges is
the next step in educational development. The
challenges are mainly focused on basic educa-
tion, given the social priority accorded to that
level, but analysis of secondary and higher edu-
cation shows that related improvements are also
required in those levels.

An effective answer to social demands for
an improved learning process is difficult to
implement because it calls for a change in the
concepts of “education” and “knowledge”.
Education includes the ability to understand
what has been learnt, developing intellectual
skills of a higher order, using these skills,
knowledge or information in day-to-day life,
and the ability to live together with other peo-
ple. Democracy calls for effective and critical
participation and the ability to work together.
The trade and production sectors need work-
ers with increased ability and skills, and rel-
evant knowledge rather than specific trivia.
Parents want their children be able to “make”
and not only to “know” or to “remember”. Fi-
nally, there is a growing interest for children
to behave according a socially well-accepted
set of values.

Meeting all these different requirements at
the same time is difficult because, up to now,
education has concentrated on the transmis-
sion of “knowledge”, that is to say on master-
ing the most recent data rather than develop-
ing the ability to do and to make creative use
of such knowledge, both of which are essen-
tial for social development and international
competitiveness. Fortunately, demands from
outside are now pressing education for intelli-
gent people with basic values, able to evaluate
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critically and to define problems, look for in-
formation and define relevant options. These
demands are shared by educators, social lead-
ers, employers and parents.

Social change demands extending schooling
well beyond the six years of primary educa-
tion. Recent research into the causes of the
economic success in the East Asian “miracle”
countries suggest that ten to twelve years of
good quality schooling is important. Studies
carried out by ECLAC also report that ten years
of good quality schooling are necessary in or-
der to overcome poverty.

Fortunately, reaching that level of compul-
sory schooling is not a problem for many coun-
tries in the region. If the quality of education
at basic level increases and most pupils learn
more than the minimum required to be pro-
moted in each grade (irrespective of their socio-
economic status or the school in which they
are enrolled). In that case, better quality basic
education will make it possible for most of the
12-to14-year-old pupils now enrolled in Grades
1 through 6 (because they had a late entrance
or multiple repetitions) to be promoted on time,
to graduate from primary education and, even-
tually, to continue far beyond in secondary edu-
cation.

At the same time, new demands have been
created by past educational progress. For ex-
ample, now that illiteracy (defined as those
declaring themselves illiterate to the popula-
tion census) has declined and only 10 per cent
of those aged 15 and above report themselves
to be illiterate, a slightly different goal must
be defined. Most of the self-reported illiterates
live in rural and indigenous areas, are aged 40
and above and have access to alternatives for
learning to read. However, UNESCO research
carried out in seven countries found many func-
tional illiterates, people unable to communi-
cate efficiently in writing or to benefit from
the new technologies at their disposal (for
example, the use of a public telephone) be-
cause they are unable to understand written
instructions. Several countries have reques-
ted UNESCO to target this group –including

young adults and out-of-school youth– as a
priority.

To cope with the pending challenges and
the new goals to be defined, it is necessary to
identify the causes of problems. For example,
reducing functional illiteracy is a new specific
task that involves providing good quality uni-
versal basic education and new lifelong edu-
cation options for young and adults. In gen-
eral, the best solution for any educational prob-
lem consists in eliminating the source of the
problem rather than attacking the eventual ef-
fects. This requires careful analysis of prob-
lems and their causes.

Learning about the causes of problems will
allow identification of criteria for optimizing
educational investments (given that financing
from international agencies is available). If re-
sources from multilateral banks are well uti-
lized (through careful appraisal of benefits and
costs), a positive change in quality and equity
of education will take place. The UNESCO-
sponsored “LAC Lab for education assessment”
will help in providing objective evaluation of
promising experiments and will effectively con-
tribute, therefore, to improving educational
quality.

In summary, improving education requires
better educated staff, careful testing and evalu-
ation; at the same time, innovations must be
introduced without relying either on additional
voluntary time spent by teachers or on recruit-
ment of better-trained replacements. These are
tough conditions, but have been fulfilled in
some successful projects. All successful inno-
vations have involved some degree of consen-
sus generated by in-depth and wide-scale con-
sultation within the societies, including indi-
viduals and groups related to economic activi-
ties in Ministries and statutory bodies within
the public sector, large and small enterprises
within the private sector, associations repre-
senting these enterprises and comprising those
representing small businesses, manufacturers,
commerce, tourism and hospitality industry,
commodity groups and financial services; and
professional organizations representing various
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professions including law, medicine, engineer-
ing, journalism, accounting and others. They
also included individuals and groups represent-
ing civil society consisting of various religious
bodies, service clubs, citizens associations, po-
litical parties including the opposition and gov-
erning parties, trade unions, and non-govern-
mental organizations engaged in social, eco-
nomic and philanthropic ventures. Also inclu-
ded in the consultations were school-related
individuals and groups (principals and teach-
ers at all levels), teachers’associations and un-
ions, parents’ organizations and parent/teach-
ers’ associations, students and student associa-
tions, and boards of governors where these ex-
isted. Finally, the consultations included the
political directorate both those in government
and opposition. The six challenges presented
below require adaptation to the specific char-
acteristics of the country concerned through
these consultation processes.

Challenge 1: Creating public support for
personalized and group learning in order
to overcome the key causes of low quality
education

Generating good quality learning requires a
national consensus for laying down a long-
term relevant educational policy. This is diffi-
cult to achieve because it involves destroying
myths and implementing strategies quite dif-
ferent from those accepted by the general pub-
lic. However, consensus can be achieved if
based on solid research findings and reliable
information. Although little is known about
how to carry out effective education innova-
tions, research has identified the most impor-
tant factors linked to low quality education and
inequity.

Research findings indicate that certain inter-
nal factors can be modified to increase learn-
ing at the classroom level (some of which dif-
fer from conventional wisdom) while factors
external to the education sector also affect
learning but cannot be modified through edu-
cation policies: poverty, malnutrition (includ-

ing iron deficiency), affective (personal or fam-
ily) problems, low parents’ education and lack
of family support for homework. Research sug-
gests, therefore, that it is feasible to increase
the quality of education by using relevant edu-
cational strategies (including positive discrimi-
nation) to change those modifiable internal fac-
tors effectively.

The review of research findings on the “nec-
essary” and “sufficient” conditions for an ef-
fective learning process might help to show up
the misconception of conventional wisdom or
traditional beliefs about quality of education.
One “necessary” condition for learning con-
sists of the provision of basic inputs such as
principal’s time to lead the school, teachers’
time spent in the instruction process, suitable
teachers’salaries, school maintenance, basic
services, textbooks, chalk, paper or pencils. But
access to basic inputs is not enough. On the
other hand, lack of basic inputs will certainly
constrain the design and implementation of a
good learning process. For example, little learn-
ing would be achieved in a school with multi-
grade classes without enough self-learning
guides enabling pupils of each grade to be in-
volved in a personalized and group learning
process while the teacher is helping pupils of
another grade. In short, inputs are a necessary,
but not a sufficient condition for learning.

It is also possible to consider as inputs the
school feeding and health programmes for pu-
pils whose families live below the poverty lev-
els. These programmes are not discussed here,
because they should be analysed within the
framework of national health strategies. How-
ever, the existence of such programmes would
not guarantee a classroom learning process of
the expected quality. Key elements for effec-
tive learning (that differ from the quantitative
inputs of para. 89) include: the specific activi-
ties and leadership carried out by the princi-
pal, activities carried out by teachers in the
classroom; time available for pupils to learn
(including relevant homework and its evalua-
tion); and design of learning materials.

Good quality learning requires students to
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spend “time on relevant tasks” now missing in
most LAC classrooms. Good learning is
achieved when pupils: (i) become involved in
an exciting learning experience; (ii) interact
and discuss in group the proposed learning task;
(iii) have enough available time for learning
the proposed task; (iv) get involved in a learn-
ing task linked to their context or expectan-
cies; (v) receive formative evaluation to over-
come problems faced while working on the
learning task; and (vi) are aware that they are
learning relevant knowledge together with their
teachers. In fact, when the students are learn-
ing by themselves (alone or in groups), fol-
lowing suggestions for a carefully designed
learning experience, the teacher has time to
help effectively by expressing affection and
interest, extremely valuable given that many
learning problems have emotional roots.

Few of these relevant tasks happen in the
region’s schools. Classroom processes mainly
involve passive listening and rote learning with
little relevance to the life of the pupils and
seldom evaluated in a formative way. In addi-
tion the initial grades in primary education sel-
dom integrate play, physical and artistic ac-
tivities into the teaching and learning proc-
esses. There are also few opportunities for the
personalized attention of basic needs that
should characterize most pre-school and basic
education practices.

All the necessary learning activities are sim-
ple, but require well-trained and committed
teachers and principals or good learning de-
signs to be implemented by less well-trained
teachers and principals (who can improve their
training in the process). The reason for 35 per
cent of first grade pupils repeating lies in in-
adequate teaching techniques, particularly re-
garding reading and writing. Poor first grade
teaching is clearly evident when pre-schoolers
leave their “learn-your-letters” rooms  with
their meaningful written messages –including
pupil’s names and the names of objects seen
or used by pupils– posted on the walls, rooms
where they actively learn, alone or in groups,
and move into the first grade of primary school

where they must sit in silent rows passively
receiving the lecture of their teacher. Unfortu-
nately, most teachers received their own train-
ing through this method and provide one-way
instruction, transmitting information (hastily
organized from a notebook) to an “average
pupil” (while in fact the class is a highly het-
erogeneous group) to be learnt by heart and
repeated later at examination time. Teacher
training is a complex problem that challenges
all countries (see Challenges 4 and 5).

The lecture model does not work when it is
used by untrained teachers to an heterogene-
ous group of pupils such as primary and sec-
ondary students of deprived urban-marginal or
rural areas. It is less harmful when used in
private schools or universities. It cannot achieve
positive results when large age differences pre-
vail, when there is a large gap in abilities, when
family support is very different or if some pu-
pils speak a mother tongue different than the
official language of instructions. On the other
hand, it results in good achievement levels with
students of the same age, with a common cul-
tural background and solid family support, and
who are members of an educated family group;
in this case, obviously, lectures must be deliv-
ered by excellent teachers, able to motivate
students to use previously-acquired and reason
on their own and ask stimulating questions. It
should be noted that the average results of stu-
dents in private schools are poor when com-
pared to those in developed countries. Despite
this, individual students from good private
schools moving to developed countries have
no problem in adapting. This method also
works in massive systems when students are
relatively homogeneous in age and cultural
background, as is the case of some East Asian
or Central European countries.

Strategies to improve the quality of educa-
tion should initially be focused on pupils from
urban-marginal and rural areas, where owing
to the heterogeneous nature of classes, the risk
of failure is higher. In fact, traditional didactic
methods punish all those students less able than
the “average student” who is the ideal target
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of teacher performance; they are by definition
doomed to grade repetition. These methods ha-
ve proved especially punitive in case of first
grade pupils (even for those coming from pre-
primary education who are familiar with a
socialization process) when permission to move
or speak is never granted and they must there-
fore remain quietly seated in their place in the
classroom rows. On the other hand, an excel-
lent teacher can always find suitable strate-
gies. In Japan good lecturing prevails, but the
brightest children are taught to help their
slower-learning comrades and smooth out in-
terpersonal relations.

In summary, the public should be informed
of poor quality levels and their main causes as
well as the conditions (including the teaching
style and the role of primary and secondary
teachers) affecting quality of education. Re-
search findings and suitable information should
help in reaching a national consensus on re-
quired improvements for raising the quality of
education to expected levels. This calls on the
public to support changing from straight trans-
mission of information to constructive learn-
ing experiences by adding other teaching mod-
els (to the prevailing didactic methods so
deeply rooted in school tradition and practice,
by improving pre-service training and by learn-
ing plans that can be implemented by less well-
trained teachers.

Challenge 2: Advancing towards equity in
education for development and peace

Knowledge is distributed unevenly throughout
the region. However, there is today a general
willingness to improve the sharing of knowl-
edge, to respect diversity and to value toler-
ance in order to achieve increased social and
economic development, and to reduce future
social conflicts that may hamper peace. All
children have access to school, but at present
half –mainly those in the lower half of the
socio-economic distribution– will not learn to
read well enough to really understand written
messages. Positive discrimination –giving more

to those deprived– is needed to reduce ineq-
uity effectively.

The quality gap between the education re-
ceived by the most privileged and by the most
deprived groups has blocked efforts to cope
with poverty and to reduce social inequity.
There are different schools for the wealthy and
for the deprived, especially indigenous chil-
dren and those with special needs. Differences
in provision for boys and girls persists only in
terms of teacher expectations at the classroom
level, and there is a reverse effect in the Car-
ibbean; however, more gender-sensitive cur-
ricula should be used at all levels of educa-
tion.

Equity is now closely linked to a good qual-
ity of education (based on well-defined stand-
ards) and, at the same time, involves support-
ing diversity. Getting universal access to edu-
cation was the first step towards equity, and
now virtually all pupils remain enrolled at least
six or seven years in the education system.
The next step towards equity involves deliver-
ing education that guarantees a minimum ac-
cepted quality for everybody, not only for the
upper 50 per cent in terms of the socio-eco-
nomic and ability distributions.

Education systems should respond appropri-
ately to social, economic, geographic, linguis-
tic, cultural and individual differences; the
present system has resulted in high levels of
functional illiteracy, repetition and temporary
drop out. Some form of positive discrimina-
tion is needed for the most deprived social
sectors to improve educational equity.

Early childhood education should be ex-
panded to urban-marginal and rural areas. Cam-
paigns to help parents to provide early stimu-
lation to their children educational television
programmes and expanding pre-primary edu-
cation are powerful means of compensating
for shortages and handicaps, as well as to pre-
vent future learning difficulties. However, they
tend to be concentrated in the urban sector and
not to reach the most deprived population
groups. Expanding pre-primary education
should rely on the best models among the rich
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variety of community or home-based pro-
grammes.

Primary education should use teaching mod-
els that adjust to heterogeneous groups and
discriminate positively in favour of children
of extreme poverty and ethnic groups, making
heterogeneity an asset rather than a problem.
The same applies to schools that offer the ini-
tial grades only, so pupils must switch to other
schools in order to complete their primary edu-
cation and to pupils with irregular or tempo-
rary school attendance, those who enrol late
and repeaters. In all cases appropriate self-
learning materials are a required (but not suf-
ficient) condition for success. Self-learning
material can also be instrumental in providing
the knowledge and skills needed to participate
in public life and play a productive part in
modern society.

A special effort should be made for children
with special needs and for ethnic groups. Most
children with special needs are now attending
the formal system of education, but do not re-
ceive special attention; some 10 to 20 per cent
attend segregated special schools. Only a very
small percentage of children with special needs
are not enrolled, mainly those living in rural
areas. Mainstreaming represents access to an
equal opportunity and full participation in regu-
lar and extracurricular activities. Personalized
and group education is required for effective
mainstreaming. Mainstreaming encourages
solidarity among students and, at the same time,
improves the cost/benefit ratio of the educa-
tion system as a whole.

Better equity involves a willingness to help
all children to learn, to concentrate on teach-
ing substance, to progress towards open and
flexible curriculum, and to improve the flex-
ibility of the education system. These goals
are consistent with the recommendation
adopted by the World Conference on Special
Needs Education: Access and Quality (Sala-
manca, Spain, 1994) that all schools must fa-
cilitate access of all children whatever be their
personal, cultural or social status: disabled or
gifted children; street children or those of eth-

nic, linguistic or cultural minorities; or from
deprived or marginal areas. These objectives
constitute a real challenge for any school sys-
tem; they may be beyond the level of eco-
nomic development of some LAC countries at
present, but they map the future development
of education systems.

Bilingual and intercultural education is not
sufficiently well developed despite major ef-
forts undertaken since the 1980s. Projects in
Guatemala, Mexico, Paraguay and Peru have
proven the success of such education. How-
ever, most projects were targeted to indigenous
groups by linguists and anthropologists but
lacked the support of educators and specialists
in school textbook design.

An equitable distribution of socially signifi-
cant knowledge is a basic condition to creat-
ing a culture of peace and tolerance. The
school’s role should be to educate in the di-
versity and, at the same time, to improve the
quality of education. Future citizens should be
educated within the framework of enrichment
through diversity and integration, respect for
one’s fellows and valuing differences. These
objectives involve the opportunity to meet and
to live in harmony and solidarity with other
people.

There is a regional consensus that each coun-
try should find the right balance between the
community and the individual, and should en-
sure adequate mechanisms through which sig-
nificant knowledge is produced and distributed.
In 1990, the ECLAC Ministers of Finance
adopted in an unanimous vote the proposal on
“productive transformation with equity” and
later, in December 1991, they underlined the
key role of education in such transformation.
Ministries and other governmental bodies as
well as non-governmental organizations should
undertake joint efforts to implement the edu-
cational complement of national development
models. Social policies based on consensus
should make it possible to shape the new role
of the state in educational matters (financing
inputs and monitoring the required increased
quality and equity).
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In summary, the equity challenge is closely
linked to PROMEDLAC’s objectives, mainly
through improvement of the quality of educa-
tion provided to the neediest pupils, positive
discrimination for poor schools and emphasis
in the potential of deprived groups. The equity
education strategy includes early childhood
education, early stimulation, personalized learn-
ing opportunities by providing materials for
teachers to help children to learn far more than
the minimum required standards, materials and
self-learning guides for rural multigrade-class
schools, and reaching the unreached such as
street children and isolated population groups.
To meet this challenge, a solid political back-
ing for implementing equity strategies is
needed.

Challenge 3: Educational management
and decentralization

Educational management has not been able to
break the vicious circles constraining effective
learning processes and social consensus at the
central or the school level, but decentraliza-
tion patterns show openings for improvement.
The implementation of successful learning
models has been rather slow; teachers are still
trained according the straight lecture model;
and decisions are made without the systematic
support of research findings, for example, re-
sources are used to reduce class size rather
than to extend the annual school hours or to
raise teachers’ salaries. More global appoaches,
for example, relying on the educational mar-
ket, have also been unable to rise pupils’
achievement levels. However, several countries
have been able to increase time for learning
by decentralizing resources to the community
level.

A well-informed public opinion, aware of
educational advances and shortfalls, is crucial
for building up social consensus on long-term
education changes. Some well-designed strat-
egies will contradict conventional wisdom and
should be endorsed by public opinion in order
to reach the national consensus for long-term

implementation of those strategies. Social con-
sensus is required on the need to change the
training of future teachers according to the de-
sired learning processes (and even to stop train-
ing while upgrading and reshaping teacher-
training institutions) and for increasing the
amount of public resources allocated to the
education sector.

There is a deeply felt need to set up suitable
methods for school management –beyond at-
tempts to make people accountable– by sup-
porting efforts aimed to: (i) improve the peda-
gogical leadership of principals, (ii) evaluate
achievement reached in each type of educa-
tional context, (iii) encourage new research
projects and benefit from educational research,
and (iv) compare in a systematic manner the
elements and rationale of the most successful
experiences carried out in the region. New de-
velopments such as the public selection of prin-
cipals in the state of Minas Gerais, Brazil, and
the national testing and publication of average
scores for schools and courses should be care-
fully evaluated.

The operation of education systems in a
highly imperfect market have produced
underinvestment in education, allocations too
low for current operation and the use of obso-
lete technologies. It is necessary to be aware
of market imperfections generated by: (i) too
general labels for the alternative types of edu-
cation provided, (ii) long-term lagged effects,
(iii) naturel geographic monopolies generated
by isolated, scarcely populated locations, (iv)
availability of public resources for improving
quality and equity linked to a large extent to
the effect of demographic patterns upon school
enrolment, (v) lack of information on the rela-
tive effects of school peer groups and parents’
socio-economic level; (vi) subsidies to school
supply, (vii) too many legal and bureaucratic
regulations, and (viii) ability of corporative
vested interests to legislate. The education
market is also rooted in colonial traditions pro-
viding little or no incentives for self-realiza-
tion, and in a legal structure which applies to
expected rather than real behaviour.
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Decentralization processes of different types
have been carried out in several countries, but
the final impacts have not been carefully evalu-
ated. In Argentina and Brazil there has been
decentralization to “states” and “provinces”,
but at the same time funds are being decen-
tralized to the school level. In El Salvador,
Nicaragua and Mexico funds for paying rural
teachers have been transferred to the local civil
bodies and the time available for learning has
increased substantially. Educational decentrali-
zation may require improving transparency, in
terms of costs to be borne by parents and com-
munities, of the education market and major
changes in the legal framework. Eventually
decentralization may become in effect private
education. However, applying the market
model to education does not guarantee im-
proved efficiency or effectiveness; it does nor-
mally lead to greater inequity.

Diminishing pressure for linear expansion of
primary education frees resources for improv-
ing inputs, including teachers’ salaries. None-
theless, once low salaries have launched the
vicious circle of negative selection for the
teaching career, and once the teaching staff
includes a large number of poorly trained teach-
ers, it becomes very difficult to improve the
training level of teaching staff. In fact, incre-
ments in teachers’ salaries might have positive
results only on long-term basis because the
teachers in place will continue teaching, with-
out any change in their training. Furthermore,
research shows that no performance-based in-
centive system has proved effective.

Education managers are not longer fighting
for more resources to expand the system, but
are facing key decisions as to how to allocate
resources for innovating and improving its op-
eration. The demand for resources for a linear
expansion of education have decreased (ex-
cept pre-primary education which should be
expanded and should offer different options
for children needing special education). There
is less need for quantitative expansion because
most countries have lower rates of demographic
growth –an important consequence of univer-

sal access to primary education, particularly
for girls. However, in some countries demand
for secondary and higher education places has
increased, and there is pressure for linear ex-
pansion in those levels. The really tough deci-
sions deal with balancing resources among
more time for learning, suitable training mate-
rials, early childhood education to help chil-
dren to succeed in primary school, increased
attention for children with special needs,
intercultural and bilingual education, if needed,
lifelong education for adults and, last but not
least, suitable salaries for teachers to work a
regular schedule. Fortunately, it is possible that
all these inputs might be made available to
schools, given that present demands for devel-
opment give priority to the solution of educa-
tional problems.

The role of the Ministries of Education
should adapt to changes generated by decen-
tralization, market forces, and the need to im-
prove equity and to increase accountability. The
new role sometimes involves the creation of
new public or autonomous institutions for
accreditating, evaluating students, allocating
competitive research grants, handling compre-
hensive information systems and guaranteeing
a systematic exchange of research findings. A
balanced distribution of functions between cen-
tral, regional, and school levels should be de-
fined. All these activities require a well-quali-
fied staff in new areas including management,
informatics, testing and research.

Some strategies will require improving the
social context for effectively implementing re-
forms. It may be necessary to change the
mechanisms and criteria for staff selection; to
provide information on the impact on access
to the labour force for making education more
transparent; or to adjust the incentives and the
legal context (for example, principals and
teachers should not be responsible for lost or
damaged textbooks; at present those inputs are
not used in many schools due to such respon-
sibility and remain stocked in boxes or on
shelves in the principal’s office).

In summary, the use of research findings for
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decision-making and diffusion of relevant in-
formation to the public may contribute to bet-
ter educational management. Special attention
should be paid to adjusting the operation of
Ministries of Education to the new context.
Providing adequate information for parents and
students to select among the various educa-
tional alternatives will also introduce their
monitoring of quality standards of the various
units composing the system. At the same time,
broad national consultations on key educational
reform issues may also help the design of long-
term strategies. Obviously, the modernizing and
decentralization strategy to be adopted will dif-
fer from one country to another.

Challenge 4: Upgrading in-service teachers
towards a professional role  that encour-
ages personalized and group learning

Teachers’ training is closely related to the suc-
cess or failure of the education system. Unfor-
tunately there is at present a gap between the
required and the present average training lev-
els, evidenced by the fact that half of the pu-
pils fail first grade. However, the results of
certain well-tested innovations show that
teacher-training can be upgraded by implement-
ing good learning designs. The problem is com-
plex because any attempt to change the teach-
ers’ pre-service training implies profound
changes in school management, increments in
salaries and hours of work, and adjustments to
the social context as a whole (as discussed in
Challenge 3). However, successful experiments
in several countries show that the teacher (i)
can provide personalized help to pupils or
monitor group projects by reducing the time
spent in giving routine instructions and infor-
mation (when learning guides are available with
a printed version of all routine instructions and
information that the teacher should explain in
loud voice) and (ii) can improve professional
training by sharing ideas with colleagues in
periodic workshops and can be trained in the
use of computers and share ideas through net-
works.

In one LAC country 80 per cent of second-
ary-school teachers dictate their lessons. What
has been detected in that country is not an
exception but rather the norm in the region.
Unfortunately, teachers’ training cannot be sub-
stantially improved using short in-service
courses.

Moreover, those teachers whose first prior-
ity was not in fact the teaching career but who
ended up as teachers because they could not
enrol in the preferred career may transmit their
frustration to their pupils. They may not care
enough for the children’s basic needs. They
may distort important educational objectives.
In fact, research shows that pupils’ poor
achievement levels may be traced back to low
levels of teachers’ professional satisfaction
compounded at present by low salary levels.
Teachers’ attitudes generated by negative se-
lection and low professional satisfaction can-
not be easily improved through short traditional
training courses.

Pupils’ achievement scores and parents’ pref-
erences suggest that teachers in the public sec-
tor are less well trained that those in the pri-
vate sector. Public opinion shows a preference
for private education because it ensures better
instruction without recurrent salary or political
conflict (surveys carried out in ten LAC coun-
tries show that even officials working in the
Ministries of Education send their children to
fee paying private schools). Chilean parents
massively moved their children to subsidized
private schools when a financial subsidy
equivalent to the public unit cost was granted
to these schools.

When well-trained and committed teachers
are lacking, the alternative is a good learning
design that can be implemented by the aver-
age teacher. The best available alternative is
based on self-learning material that frees teach-
ers’ time for more professional work, for ex-
ample, with those pupils who have problems
learning by themselves or working effectively
in groups. Given that the self-learning materi-
als (for individual or groups) will be directly
used by pupils, they need to be carefully de-



41

Education for development and peace…

signed, tested and evaluated. Ideally, an evalu-
ation report for each guide should be available
so that the teacher may know exactly what the
expected results are with a variety of types of
pupils (with a suitable indicator of statistical
reliability), in order to select which material
might be used for each specific group of pu-
pils. Well-designed self-learning materials will
allow teachers to invest a greater portion of
their working time in helping their pupils to
solve the specific learning problems they are
facing. Experiences carried out in eight coun-
tries prove that teachers’ and pupils’ work is
more effective when pupils are using suitable
materials. In fact, after a few sessions trying
out materials teachers can easily explain the
advantages their use generates for them and
for their students. Those materials are a per-
manent source for upgrading teachers’ train-
ing. However, the whole experience suggests
that pre-service training should also be changed
(as discussed in Challenge 5).

The present gap between the required
teacher-training levels and their actual training
(which may also be estimated by the differ-
ence between expected and tested achievement
scores) is socially expressed in terms of low
salary levels (discussed in Challenge 5) that
tend to generate periodic salary conflicts and
strikes, reducing time for learning and further
restricting salary increments. The sources of
salary conflicts are compounded by too opti-
mistic self-appraisal of professional ability.
Most teachers claim they deserve salary incre-
ments because thy feel they have the required
skills and abilities to teach. The poor levels of
pupils’ achievement challenges that claim, but
there are no effective individual performance
evaluation methods available to identify which
teachers are or are not performing according
to the standards of the teaching profession.

Salary demands (and potential conflicts) are
also linked to gender and to annual timetables
because over than 65 per cent of LAC teach-
ers are women and society or labour markets
usually discriminate against working women
who normally are (or prefer to be) appointed

on a part-time basis. However, the expected
salary all teachers want to receive is a “full-
time well-trained male teacher” wage. Fortu-
nately, both a growing consensus to reduce
discrimination against women and probable
reductions in the average hours of work (from
today’s 70.000 to 40.000 annual hours over
fifteen years time) will eventually reduce these
sources of salary conflicts and will allow teach-
ers’ salary levels to rise.

The potential for salary conflicts is even
higher in the public sector because the best
qualified teachers try to be hired in private
schools where salaries normally are two to five
times higher than in state schools, or try to
move into non-teaching jobs.

Pressure for higher salaries in public-sector
schools is expressed in teachers’ demonstra-
tions for salary improvement as well as peri-
odic (at least once a year) strikes. Teachers’
unions have solid support for these activities
because teachers are a large group among na-
tional civil servants, often organized into pow-
erful unions and federations backed by con-
gressmen and leaders of political parties. Some-
times, teachers are prominent local civic lead-
ers and they are in high demand in electoral
periods and political campaigns.

Even though recurrent strikes have not in-
creased teachers’ salaries in the last decades,
they have eroded pupils’ achievements. Some
teachers’ unions are now becoming interested
in improving the teaching and learning proc-
esses in order to increase social prestige and
salaries. This change may be related to test
findings showing better scores in private
schools’ parental preference for private schools
and examples from countries such as Japan
and Republic of Korea with excellent pupils’
achievements and well-paid teachers.

In summary, a careful and realistic evalua-
tion of teacher-training should help decision-
makers to decide whether to rely on improv-
ing pre-service teacher-training to a level that
allows them to use a variety of teaching mod-
els or to carry out a concerted effort (in which
teachers have an important voice) for upgrad-
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ing teachers in-service using various methods,
including self-learning materials for pupils.
There should be public awareness of the im-
provements in teacher performance (and pu-
pil-achievement levels) in order to support a
national effort to increase teachers’ salaries for
longer hours of work.

Challenge 5: Improving pre-service
training

New strategies for admission, training and se-
lection are being carried out by several coun-
tries trying to break the vicious circle gener-
ated by negative selection of low-achieving
applicants to teaching, by teacher pre-service
training based on the same traditional didactic
method they should be taught to avoid and by
poor selection of graduates for teaching jobs.
These strategies may overcome the tough and
complex social factors which have critically
constrained improvement of teaching with the
result that pupils’ learning achievement level
has not improved.

Teacher-training institutions have low re-
quirements for admittance because there are
not many candidates. A few excellent second-
ary-school graduates are attracted by the in-
trinsic value they attach to teaching, short daily
schedule, long vacation periods, low require-
ments for admittance, no discrimination against
women and job stability, but these unfortu-
nately are the exception. Most secondary-
school graduates are reluctant to apply to
teacher-training institutions, given the predicted
low salaries, low levels of job satisfaction,
modest social prestige, poor working condi-
tion and facilities, and lack of professional sat-
isfaction due to low level of pupils’ achieve-
ments.

In spite of the low range of candidates’ test
scores on academic achievement, it is possible
to use personal characteristics related to pro-
fessional success as effective criteria to select
better future teachers. Few teachers now in
service decided to teach because they were
drawn by vocational or personal interest: most

teachers selected the profession because they
did not make it into more prestigious post-
secondary careers or because they wanted to
work a short schedule. This negative selection
is highly damaging for the teaching career be-
cause the teaching process is a very compli-
cated function requiring high standards of for-
mal knowledge and skills. Research on the ef-
fect of teacher characteristics on student
achievement indicates that criteria for select-
ing candidates for teaching should include
motivation, optimism and perseverance as well
as substantive knowledge, skills and related
personal factors.

This problem of negative selection into the
teaching profession is compounded by a pre-
service training of teachers based on only one
teaching model. In addition, teacher-training
institutions deliver lectures on structural gram-
mar, linguistics, developmental psychology or
teaching/learning models for the future teach-
ers to learn by rote but do not develop projects
for learning together, nor do they coach future
teachers on active individual and group-teach-
ing strategies to be used in classrooms. Pre-
service training needs to be drastically reshaped
to move from transmission of knowledge to
re-construction of knowledge.

Pre-service training of future teachers must
be consistent with the educational goals and
methods discussed in Challenges 1 to 4. At the
end of training, teachers should (i) strongly
believe that all pupils (boys and girls) can learn;
(ii) be able to bring about pupils’ personalized
learning instead of “transmitting information”;
(iii) be able to design learning activities that
are linked with understanding and value judge-
ments; (iv) be able to select learning experi-
ences dealing with the foundation of each topic
or subject matter; and (v) be able to ensure
that the teaching process eventually generates
intellectual curiosity and independent thinking
because the aim of good teaching should be
the eventual ability and desire of pupils to learn
on their own.

At the end of their pre-service training, all
new teachers should be able to effectively teach
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by: (i) using well-tested and evaluated tech-
niques (or those of their own design if stu-
dents’ achievement level generated by their
own design is higher than the level generated
with the well-proven materials and techniques);
(ii) enhancing pupils’ research capacities rather
than demanding that they memorize and re-
peat the right answer; (iii) using elements from
the context known by pupils (even when their
family incomes may be lower than the national
socio-economic average); (iv) inspiring and
complementing pupils’ learning experiences
(accepting that the pupil is the learner) rather
than coming between the learning process and
the pupil (transmitting instead of helping to
construct knowledge); and (v) designing a
meaningful course of study by selecting a se-
quence of well-tested learning experiences
rather than following a pre-defined list of cur-
riculum contents.

Criteria for selection and salary level mecha-
nisms are under revision in several countries.
Given similar academic backgrounds, criteria
on personal characteristics (motivation, opti-
mism or perseverance) are being considered
for selecting candidates. However, when no
trained teachers are interested in a rather diffi-
cult job, the salary should be raised and a new
search for applicants made until the higher sal-
ary can attract a trained teacher.

In summary, a major change in faculty staff
training of pre-service training institutions is
required as well as higher admission selection
criteria, if their graduates are going to be able
to perform at the levels required. One possi-
bility would be to provide one or two years of
retraining for teacher-training faculty members,
including work in demonstration schools, so
that they learn to appreciate and implement
the new training methods required to face this
challenge.

Challenge 6: Resource availability and use

Once the five key previous challenges for im-
proving the quality of education have been de-
fined, it is necessary to review resource avail-

ability and use. Now that the region competes
on the world market, its children must have an
annual amount of time for learning similar to
that available for children of developed coun-
tries. They must have well-trained and well-
motivated teachers and adequate inputs such
as textbooks. These elements will require ad-
ditional resources and their wise allocation.
LAC countries are trying to make better use of
resources, but increased resources are also re-
quired for: increasing time available for learn-
ing; providing universal pre-schooling; improv-
ing the quality and availability of training ma-
terials (better-designed and tested for reliable
achievement of standard learning objectives);
and increased salaries so that teachers will work
longer hours.

Democratic societies recognize the crucial
role of reliable teaching staff at all levels and
the need to provide adequate social and eco-
nomic rewards; unfortunately, they have no
way of rewarding staff according to their rela-
tive ability levels. However, the vicious circle
must be broken. Increasing teachers’ salaries
may help the recruitment of good candidates
for teaching training and provide a selection
of good potential future teachers and better
teachers in-service because they work in an
activity that was their chosen professional ca-
reer. Some countries have increased teachers’
salaries in order to have a longer working day
or an extended school year to help them to
better prepare their lectures, to help pupils with
their homework at school, or to do remedial
work with them.

The LAC governments have issued strong
statements on the need to improve education
and have committed themselves to implement-
ing reforms and increasing financing for hu-
man resources training. These ideas were re-
cently endorsed in the Ibero-American Presi-
dents’ Summit (Bariloche, Argentina, October
1995), but were also made explicit in the four
previous summits and in the Miami Hemi-
spheric Summit (October 1994).

The time has come to implement effective
educational reforms and a social consensus
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must be reached in each country on the amount
of educational financing to be provided by pub-
lic and private sectors. On the average, LAC
countries allocate about 7 per cent of their GDP
to education and human resources training, with
about 4.5 per cent financed by public sources,
but an ECLAC-UNESCO study suggests that
present effort should be increased by 50 per
cent in order to ensure an education system
responsive to societal needs, including an av-
erage public sector contribution of 6.5 per cent
of GDP. Heads of State should issue a state-
ment at their next summit on the social effort
their countries are willing to make to ensure
the expected quality of education for their chil-
dren.

Given that most parents these days have com-
pleted basic education and are better prepared
to make responsible decisions on amounts and
types of schooling, it now seems possible that
parents and students should become actors in
any educational decision to be taken and share
a higher proportion of education costs. This
also implies transferring the risks of decisions
and, for example, reducing formal conditions
for admission and increasing choice possibili-
ties in the light of experience throughout the
world.

Closing the quality gap involves a large in-
crease in financial resources over a long pe-
riod of time. Even though most countries of
the region have overcome the most severe eco-
nomic problems of the 1980s, resources are
still limited and must be allocated effectively
to assure their impact on the quality of educa-
tion. In terms of national resources, the reduc-
tion of the quality gap means ensuring that, in
addition to funds for increasing salaries, funds
are available for expenditures such as teacher
training, school textbooks and self-training ma-
terials, pre-school education and mass media
campaigns to help parents provide early stimu-
lation, extending the school year from 800 to
1.200 hours, improving testing and diffusion
of student achievement results, and testing and
evaluating new educational approaches. Social
consensus is crucial to ensure long-term im-

plementation of the selected strategies even in
the event of changes in government.

In view of the large resources needed, inter-
national assistance to education must play an
important role. External aid to education now
averages over US$ 1.1 billion per year. This is
not large in comparison with the approximately
US$40 billion that the region as a whole spends
on education, but it represents about half the
funds spent on new investment, and a very
large share of the scarce flexible funds that
can be used for innovations and qualitative
improvement.

In summary, LAC countries will need to
reach a social consensus to undertake major
national efforts to increase both public and pri-
vate funding of education. The average public
effort should be close to 6.5 per cent of GDP.
In the area of international aid, countries will
have to take charge of the flow of external
assistance and co-ordinate the multiple projects
financed by international agencies, while the
agencies themselves need to improve co-ordi-
nation, both among themselves and with the
countries in order to make aid to education as
efficient and effective as possible.

Education for development and peace

Lifelong education for all, including continu-
ing professional education for teaching staff,
might be the agenda for the future if LAC
countries want their people to have access to
knowledge and wisdom in order to change pro-
duction patterns with social equity. This ob-
jective goes beyond original PROMEDLAC’s
goals, but responds to the importance societies
accord education and the production of knowl-
edge. PROMEDLAC has been instrumental in
the design and setting in motion of a global
policy in basic education, but changes in the
social context require corresponding adjust-
ments and a social consensus on priorities.

In 1979 LAC Ministers of Education ana-
lysed the state of the whole education system
and targeted PROMEDLAC’s objectives in
basic education and literacy. The starting point
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for reshaping these objectives should be a glo-
bal analysis of the lifelong education system.
Lifelong education and training involves alter-
native opportunities at various life stages and
attention to specific needs. Countries are try-
ing alternative delivery systems because of in-
creased job changes or new types of job re-
quired by technical development, as well as
longer life and work expectancies. The quick-
ening of the regional integration process and
the need for continuous technological change
may raise the social priority for lifelong edu-
cation.

Lifelong education is being compared with
a complex transportation system, ready to de-
liver new passengers to the most unexpected
destinations. For example, higher education
–especially universities and further education
institutions– are expanding their role as per-
manent learning centres for professional re-
training and upgrading, and even there are cases
of accrediting courses without formal admis-
sion requirements (but the student assumes the
risk of failure). The next step in lifelong edu-
cation would then consist of “learning without
frontiers” by opening education to life, and
reinforcing second-chance education. This is
in line with UNESCO’s interest in improving
training and crediting individual’s knowledge
and skills.

Reshaping PROMEDLAC in a lifelong edu-
cation perspective requires that each country
simultaneously take decisions with respect to
the expected activity level of the alternative
education mechanisms available for learning
in each life stage and the additional financial
resources to be allocated to the different types
of education alternatives. Technology is quickly
expanding feasible alternatives.

UNESCO and other agencies have carried
out a diagnostic analysis and detected nine key
areas that countries can use as a checklist for
priority attention in the perspective of lifelong
education: secondary education with special
attention to technical and vocational education;
learning opportunities for at-risk youth; pre-
service teacher training; pre-primary education;

special education; functional literacy; higher
education and graduate research programmes;
and educational research and development.
Member States must decide on their relative
urgency and on the need of regional co-opera-
tion.

A transdisciplinary area which should be dis-
cussed within all of these key fields is educa-
tion for a culture of peace. This issue deals
with how to educate for tolerance, respect for
human rights, the practice of democracy and
learning about the diversity and wealth of cul-
tural identities. A contemporary view of the
problems relating to these issues is offered by
the Declaration and Integrated Framework of
Action on Education for Peace, Human Rights
and Democracy respectively endorsed and ap-
proved by the Twenty-eighth Session of the
General Conference of UNESCO. The transla-
tion into national languages and preparation of
national plans for their implementation are im-
mediate tasks of governments. Regional and
international co-operation could be foreseen for
the production of materials on human rights
and democracy, revision and development of
textbooks, in particular in history. The Associ-
ated Schools Project and its spectacular exten-
sion can be a valuable instrument in the pro-
motion of this education. Multilingual educa-
tion as well as the promotion of mother tongues
and languages of minorities are also necessary
ways of creating a climate of understanding
and peace, while international co-operation in
the field of language teaching can be promoted
within the LINGUAPAX project.

Secondary and vocational education can no
longer be organized in terms of teaching/learn-
ing a long list of contents and the mastering of
some intellectual skills. Those objectives could
be accepted in the 1960s, when only 10 to 20
per cent of each single-age population group
was enrolled in secondary education. Now that
over half of the teenaged population have ac-
cess to secondary education, the issues deal
with how to help them select learning alterna-
tives linked with their future work or learning
options, and where they can find relevant



46

BULLETIN 40, August 1996 / The Major Project of Education

knowledge they need to understand everyday
life situations or to carry out activities con-
nected to the ever-changing reality of their
lives. Learning experiences in secondary
schools should be linked with everyday life
and the working world to complement the
gradual introduction of active and participa-
tory education, and to ease transition to the
labour market.

The true policy question on secondary and
vocational education goes to the heart of the
excellence versus equity arguments: should all
students, regardless of past performance, cur-
rent aptitudes or vocational interests, be re-
ceiving identical curricular experiences in sec-
ondary education? In any case modern sec-
ondary education must (i) promote respect for
the law, (ii) provide opportunities for reaching
social consensus within a democratic context,
(iii) encourage freedom of speech and respect
for other’s opinion within a pluri-cultural so-
cial context, (iv) support the independent op-
eration of justice as part of democratic prac-
tice and (v) increase the ability to systemati-
cally explore technological facts and princi-
ples, and master the basic ideas of massive
technological development. Secondary schools
should also give special attention to communi-
cation skills, mathematics and science.

It is essential that the approach to teaching
at the post-compulsory level involve students
in the production as well as the consumption
of knowledge. This change involves alterna-
tive methods to the usual traditional didactic
methods: project work, group discussions,
seminars, systematic analysis based on study
visits, or question sessions with guest partici-
pants whose activities are relevant for the stu-
dents. Participation of the local business com-
munity and opportunities for dual technical
education as well as internships should be ac-
tively pursued. Opportunities for work or play
with computers should be encouraged. A de-
tailed analyis of teaching and learning of for-
eign languages, including the pros and cons of
a few hours per week versus short-term im-
mersion courses, should be carried out. In ad-

dition to developing the ability to handle com-
puter languages, there are role games (for ex-
ample, SimCity) that stimulate the ability to
create alternatives, make decisions in the face
of uncertainty, programme use of resources,
and take into account complex relationships
with environment and development problems,
and that motivate participants to persevere for
hours with the game.

Learning and training opportunities for
marginalized at-risk youth are a complement
of the improved secondary education, an ele-
ment of an effective strategy to combat crime
and violence among youth and to reinforce a
culture of peace by increasing access to knowl-
edge and work. The fight against drugs and
AIDS can benefit from extracurricular activi-
ties and youth programmes offered by second-
ary schools and from community libraries op-
erated in close relation to or even within the
secondary school itself. There are more and
more innovations in this area with UNESCO
playing a clearing-house role, leading co-op-
eration among world-level specialists. Many
aspects of the education system need to co-
ordinate their activities.

Pre-service teacher training needs to be
looked at seriously. Teachers’ main role today
is to give advice on access to various informa-
tion sources, help to cope with specific prob-
lems and learn with the students by following
well-designed outlines or guides. This new role
implies an important change in pre-service
training as regards designing and providing
active learning. Better teaching strategies for
reading and writing as well as mentoring should
be included in pre-service training. Selection
mechanisms to increase commitment should
go hand in hand with incentives for improving
pre-service training measures to improve the
level of training of the teachers already in serv-
ice.

Pre-school education is the first stage of life-
long learning and as such should be made avail-
able to all children. It is particularly important
for  urban-marginal and rural pupils. Pre-school
teachers can interact with primary teachers if
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primary schools make space available for pre-
schoolers as a result of lower population growth
and reduce the number of repeaters. When ac-
tive and participatory learning prevails in pri-
mary education, pre-schoolers can be integrated
into first grade classrooms when space is avail-
able. Educational television programmes, par-
ent-training programmes and mass media cam-
paigns on early stimulation can also comple-
ment or replace pre-school education. Pre-
school education can initially be delivered with
assistance from the mother or a relative. This
will help keep the cost of pre-school projects
similar to that of primary education until uni-
versal pre-schooling is attained (pre-school
classes need to be small and the unit cost can
easily be twice that of primary school).

Special education can be provided in all
countries implementing personalized and group
learning by mainstreaming most children. Spe-
cial education is an example of the need to
look to the diversity of the basic learning needs
and is a key element of educational equity.
UNESCO has been working on the special
needs in the classroom project in most LAC
countries.

Lifelong education is vital to ensuring func-
tional literacy. Research carried out by
UNESCO in nine countries confirm the prob-
lems that most adult workers have as regards
writing.

Countries are making special efforts to train
university academic staff. Owing to the low
academic level of most university staff, uni-
versity students today are usually educated via
a rote learning method based on outdated
books. The academic level of university staff
is a function of low salary levels and limited
opportunities for graduate studies. University
faculty salaries have been declining in real
terms and are unlikely to be substantially raised
in the near future given the economic situation
of most LAC countries. The central issue of
matching increasing demands on and expecta-
tions from higher education with a scarcity of
resources requires the mobilization of all ac-
tors and stakeholders in order to raise invest-

ment in higher education. Higher education is
an important social investment and requires
adequate allocations from public funds as well
as an earnest search for new approaches to
funding, based on participation by all those
who either directly or indirectly derive benefit
therefrom, including the economic sector, lo-
cal communities, parents, students and the in-
ternational community. Broadening the re-
source base should be accompanied by sys-
tematic efforts on the part of higher education
institutions themselves to increase their cost-
effectiveness and efficiency.

Graduate education programmes should be
expanded to stimulate research and to train
university faculty members. These programmes
are usually developed by pooling resources for
doctoral programmes, fellowship grants to less
well-trained faculty, research grants and on-
going research projects. Public funds can be
used to raise salaries for the small elite of sen-
ior researchers (about 10 per cent of the uni-
versity faculty) of international standing able
to staff graduate programmes (and at risk of
moving abroad). The cost of a programme in-
volving research grants for such an elite group
and doctoral fellowships should be near 20 per
cent of public financing of the university un-
dergraduate programmes.

Education think tanks at national level are
needed to provide effective long-term responses
to the challenges presented above and the new
tasks. They should function in a relative au-
tonomy and on a permanent basis, undertaking
analysis of the education system in order to
diagnose problems, causes and issues at na-
tional level. If resources are available, their
remit could extend to contracting external re-
search and evaluations, carrying out reliable
comparisons of the local education system with
foreign experiences, supporting educational
development projects and research designs, and
evaluating results, and proposing alternative
policy issues for discussion by governmental,
parliament or ad-hoc groups. In this respect
studying autonomous school organization sys-
tems (such as those functioning in Uruguay)
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or current practices regarding long-term mem-
bers of the justice system could prove useful.

LAC production and use of education re-
search findings should be subsidized to increase
the efficiency of the education systems. Re-
search is an integral part of graduate work, but
its application involves the continuous devel-
opment of the regional and national exchange
networks. Research on design and evaluation
of learning materials should be privileged.
Available research findings should be used in
diagnosing educational problems at national
and local levels, in identifying causes and al-
ternative solutions or successful projects, and
in designing policies. Given that benefits from
educational research cannot be appropriated by
researchers, there is a need for public subsi-
dies to this activity. Some 1 per cent of the
education budget should be allocated through
externally reviewed project funding. LAC re-
gional networks such as REDUC might con-
tribute to the think tanks as well as to the po-
tential expansion of the Internet. Furthermore,
UNESCO will re-enforce specialized publica-
tions and PROMEDLAC’s Regional Informa-
tion System. As for LAC Member States, they
also should reinforce their own capacity for
increased information gathering and exchange.

The above-mentioned networks could also
co-operate in the attainment of long-term
UNESCO projects such as those referring to
the General History of Latin America and the
General History of the Caribbean, the
UNITWIN/UNESCO Chairs Programme, the
Bolivar Programme for university/industry re-
inforcement and other co-operative projects that
facilitated improvements in educational plan-
ning (REPLAD), adult education (REDALF),
bilingual education, multi-grade education and
special education (PICPEMCE), or educational
statistics.

As far as lifelong education is concerned,
not enough attention has been given to identi-
fication of key problems, particularly problems
directly affecting classrooms and schools at
both primary and secondary education levels.
There has been a certain reluctance to cope

with the real problems and too much time de-
voted to solving irrelevant problems. The
checklist of problems and main causes pre-
sented in this document is intended for use in
carrying in-depth analyses in each country that
can generate public support.

Countries are building social support for
feasible long-term strategies

Providing relevant information to the public
helped reaching a social consensus on key long-
term educational policies in several countries.
Public opinion may become aware of alterna-
tive ways and means to improve education by
discussing controversial issues. However, other
countries lack appropriate mechanisms for such
discussion. Consensus mechanisms may reduce
the power of political coalitions and parties,
while strengthening democracy. Professional
analysis might dismiss simplistic statements
from conventional wisdom.

The first step in designing successful strate-
gies to reform education in line with the key
elements supported by a social consensus is
the identification of groups affected by low
quality and lack of equity in and research into
the causes in order to identify the positive dis-
crimination measures need for real reform.
Groups and interests that will be affected by
the reform processes must also be identified
and taken into account. A real reform usually
means gradual introduction of complex changes
rather than drastic sudden changes.

Although it seems that all possible educa-
tion changes have already been tried out, most
have dealt with institutional aspects. An effec-
tive pedagogic reform that may increase the
quality of education is now just starting. This
is the reason for UNESCO to focus on com-
paring experiences among countries and to plan
joint activities for undertaking experiments and
evaluations.

UNESCO, as an inter-governmental organi-
zation with a world mandate, will certainly co-
operate with LAC countries in designing and
implementing recommendations and strategies
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that can be adapted to each country’s reality.
The Organization will also pay increased at-
tention to co-ordinating resources, and sharing
and comparing ongoing experiences carried out
in Member States coping with similar prob-
lems. UNESCO will encourage comparisons

between expected results and evaluating find-
ings, and will target its activities towards the
most relevant issues relating to improving qual-
ity and equity in education in Latin America
and the Caribbean.

FIFTH INTERNATIONAL CONFERENCE ON ADULT EDUCATION - REGIO-
NAL PREPARATORY CONFERENCE

(Brasilia, 6-8 November, 1996)

REDALF. Regional network for training of personnel and specific support
in literacy and youth and adult education programmes

The meeting involving Latin America and the Caribbean that will define the regional
contributions to the agenda of the V World Conference on Adult Education “Adult Learning:
Key for the 21st Century” (Hamburg, July 1997) has been convoked and is presently being
sponsored by the various United Nations organizations, and the national government and
non-government organizations concerned with youth and adult education.

UNESCO through its Regional Office for Education (Santiago. Chile) and Latin America’s
Adult Education Council (CEAAL), has made the initial arrangements to summon said
organizations. ECLAC, CINTERFOR/OIT, UNICEF and GTZ have been invited to take
active part in the event.

Brazil’s government gratefully accepted the designation as host country for the Regional
Conference to be held in Brasilia, on November 6 to 8, 1996.

The organizational strategy to be used at the Regional Conference, envisages broad
participation by the various countries’ public and non-government institutions, national
specialists, and the mass media. To this end, activities have been planned culminating in

meetings which address those topics suggested in the preparatory document elaborated for
these national meetings. The contributions of the various countries to the Regional Conference
may touch on other aspects relevant to the construction of a future education with the
participation of youths and adults.

National meetings will be held starting mid-March and through September 1996. Each
group must elaborate a summary synthesizing the proposals submitted at each national
working session. Information will be forwarded to UNESCO prior to September 1996.
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EVALUATING STUDENT PERFORMANCE.
CLASSROOM RESEARCH: COMPLEMENTARY
PEDAGOGICAL ACTION

Ubiratan D’Ambrosio*

Although most of this work is related to mathematics, both the discussion and
analysis presented here, are of a general nature and valid for all other subject
matters contained in the school curriculum.
Evaluation emerges as a judgmental appraisal on the ability of students to perform
academically which, paradoxically, is implemented by those responsible for its
inevitable failure, the teacher.1 We bemoan the fact that students are victims to a
brutal and inefficient system while paying little heed to a second –perhaps less
conspicuous– casualty, the educators themselves. Those who choose to undertake
such an emotionally fraying profession, under socially and financially humiliating
conditions, who are often blamed for the –inevitable– failure of a misguided
system bent on repairing rather than reforming, are veritable silent heroes of our
modern society.

*  Ubiratan D’Ambrosio. Original article in Portuguese:
“Avaliaçao de Rendimento do aluno. Pesquisa, em sala
de aula: Ações pedagógicas complementares”.

1  In the United States, a teacher being sued by parents
over the low academic performance of their children is
not uncommon. In fact, teachers’ associations often
insure their members against such eventuality. I have
information on similar occurrences here in Brazil.

As of late, performance evaluation through tests
as well as research findings, have been sub-
jected to profound scrutiny. The spiralling
school failure, repetition, and drop out rates,
have rekindled the debate on evaluation. Con-
cern is universal. Researchers specialized on
education have also been accused of directing
their research and using their findings in the
subject areas of their Masters or PH.D. theses,
which bear little or no relation to the actual
classroom education being delivered.

In general terms, these observations are not

justifiable. Although it is true that most theses
end up pigeonholed in libraries, we must ad-
mit that every piece of research, their findings
and the publications they give rise to, have to
do with education as a whole, and with the
pedagogical action.

Regrettably, through neglect or inaccessi-
bility, these may never become part of the
teacher’s arsena. Because teachers have been
abandoned to their common sense and didac-
tic manuals, important education innovations
have missed their intended mark. This state of
affairs is not unique to Brazil; on the contrary,
it has taken pandemic proportions.

A case in point. Many of our education
institutions adopted the system of passing a
cycle –two or three years– rather than a school
year. Despite the availability of indicators that
vouch for the wisdom of the cycle system and
argue for even more extended cycles –eight
and three years– resistance by teachers, par-
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ents and students, have prompted a return to
traditional testing schemes; while there has
even been talk of implementing nation-wide
examinations.

Actually, the subject should not be nearly
as controversial, since nothing seems to fa-
vour one system over the other. None of the
research has convincingly demonstrated that
evaluations, as currently implemented, consti-
tute performance indicators. Quite the oppo-
site in fact, important research has shown that
performance in a given course has no inci-
dence on subsequent courses, thus negating a
possible connection. Particularly in mathemat-
ics, there is an evident inability to transfer
knowledge to a new situation.

Two exercices for classroom teachers

i) Give a test, correct and hand out the results
as you  normally would do. Keep the cor-
rected tests. Without warning, give the same
test three months later. As before, correct
them and compare the results. Discrepancies
should be obvious, that is, results do not
reflect assimilation by students, even by
those who passed the test the first time around.

ii) If you are teaching equations using a, b, c ...
and coefficients x, y, z ... as unknowns, try
using x, y, z as coefficients and ask the
students to solve for a, b, c. However, do not
forewarn them.
The above, points to the little relevance

there is between evaluating through tests and
examinations and actual learning. True, stu-
dents pass tests they have been prepared for,
but, it is essential that the distinction is made
between training and educating. I have already
commented on the excellent job done by teach-
ers in preparing students for university entrance
examinations where they become genuine mas-
ter “trainers”. However, I must insist that train-
ing does not constitute education, at least not
in the sense of shaping future generations so
they can fully exercise their rights as citizens,
giving and taking what society, as a whole,
demands from and owes to them.

Evaluation is directly linked to the philoso-
phy of education advocated by all of us. The
learning phenomenon, it is interesting to note,
is present in every animal species, and is
closely linked to survival. Man is no different.
One learns to breathe, eat, walk and so on.
The evaluation that accompanies that learning
experience is intrinsic to the process. If you do
not learn to eat, you starve; if you do not learn
to walk, you stay put!

The post-medieval western tradition that has
governed our education for the past four-hun-
dred years, focuses on the intellect as its prime
concern, and regards it as something partially
or totally detached from the body. We speak
of “a sound mind in a sound body” only as a
concession to the ancient Roman tradition. Par-
ticularly in Brazil, this is purely symbolic as
any promising young athlete who is failing
important subjects –specially mathematics– will
be willing to tell you.

I am reminded of the times when I worked
for Sao Paulo’s State Educational Council. On
numerous occasions I rejected parents’ appli-
cations requesting the promotion of their sons
based on their having passed mathematics, al-
though they had flunked other subject matters.
Their thinking went:if he/she passed math, it
should be enough. The rest is superfluous. My
opposition to failing students, never lend itself
to encouraging a libertine interpretation of the
current educational system. And, placing a
greater value on one discipline over others or
on one type of knowledge over all others is, in
fact, a form of intellectual libertinism.

What is more important: learning point 3
or point 5? What do we know about what is
important for an individual in terms of life-
long learning? What do we know about better
meeting his/her eagerness to know, explain or
act? As regards students enrolled in the same
class; what do we know about them? That they
belong to the same age-group? What does this
mean? How would this individual –student–
behave in his/her natural setting, that justifies
supervising, repressing or forcing a change in
this behaviour, so that he/she can become part
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of a society that follows normalcy,2 behav-
ioural, health and knowledge criteria, set forth
by this self-same society? When will we be
giving that being (entity) the chance of being
(existing)?

The dichotomy between making and know-
ing goes back to 17th century cartesianism.
Since then, western philosophy has been
dichotomizing human behaviour between body
and mind, matter and spirit, knowing and mak-
ing, manual and intellectual endeavors. Since
then, learning theories have evolved which
separate repetitive knowing/making from dy-
namic knowing/making, favouring the former.
The model implies expectations which, in turn,
favour knowing as knowledge and making as
production; production is measured by the
model through a quality control mechanism,
and knowledge through evaluation. Actually,
both share the same niche within the model as
well as a main characteristic: they are static.
In other words, evaluation as currently
practiced, resembles a quality control test for
a mass-produced good. It has little to do with
people in its fullest sense.

Creative knowledge, that which accompa-
nies artistic pursuits, is poorly understood;
speculative knowledge, that which accompa-
nies intellectual endeavors, is practically im-
possible to ascertain. Thus, systems emerge
that circumvent the difficulties inherent to that
which is creative and to that which is specula-
tive. It is extremely hard to measure innova-
tion. Hence, that which is easiest to measure,
mass-produced –a model of repetitive know-
ing/making– is developed through an evalua-
tion, in the guise of quality control.

The analogy goes farther when mass-pro-
duction systems overflow into production and
education. The concept of “scientific manage-
ment” introduced to industrial production sys-
tems by F.W. Taylor in the early 1900’s, is
strongly linked to the learning of mathematics.
Under the principle of mass-production –ap-
plied to education–, the student becomes a car
in an assembly line, i.e., the process’ objec-
tive, which is automatically furnished with  an
engine, a body, and wheels, which represent
curricular contents, by an assembly-line worker
trained to make optimum use of his allotted
time, that is, making use of a pre-determined
methodology. Education is analogous to
taylorism in its curriculum and its components,
objectives, contents and methods. However, like
in the assembly line setup, a control must be
made at each stage, to ensure that the engine
was installed and that it is working properly.
At the end of each course the student must
take an examination while, continuing the anal-
ogy, at the end of the assembly line the car
must be driven off and tested to verify compli-
ance with market specifications. In my opin-
ion, this is not education. It is merely training
individuals to do a specific thing. The objec-
tives are intellectually wanting, good enough
–perhaps–  to prepare an individual for routine
jobs, but not nearly good enough for educat-
ing the citizens of a modern, democratic soci-
ety.3

The critical component must prevail in this
education modality. In this regard, and in con-
nection with the taylorism analogy, Ole
Skovsmose’s4 leading work is strongly recom-
mended.

How can we further these reflections? A
first item would have to deal with the curricu-

2 The discourse on normalcy, on what is right, consti-
tutes one of the most fascinating topics the modern
world has to offer. It should rightfully take priority on
reflections over education, behaviour, health and
criminality. I highly recommend Anna Maria G.H.
Schmitt’s powerful Masters thesis  entitled “O Fetiche
da Formaçao Escolar e Académica”, Universidad Fed-
eral Santa Catarina, Florianópolis, 1994, soon to be-
come –hopefully– a book.

3 See Ubiratan D’Ambrosio’s: “Cultural Framing of
Mathematics Teaching and Learning” in Didactics of
Mathematics as a Scientific Discipline, eds. R. Biehler,
R.W. Scholz, R. Strasser and B. Winkelmann, Kluwer
Academic Publishing, Dordrecht, 1993; pp. 443-445.

4 See Ole Skovsmose’s “Towards a Philosophy of Criti-
cal Mathematics Education”, Kluwer Academic Pub-
lishers, Dordrecht, 1994.
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This quotation leads us to reflect upon
standardized tests, an even more useless and
deceitful way of evaluating than regular test-
ing and examinations. Unfortunately, in many
countries including Brazil, standardized tests
are being proposed as an education enhancing
initiative. I would like to make myself per-
fectly clear with regard to tests and examina-
tions which reveal practically nothing about
learning and create enormous distortions on
educational practices. In fact, in addition to
revealing little, tests have a negative impact.
On this subject, refer to Teresa Amabile’s re-
search programme contained in a book released
ten years ago, but with which few educators
are familiar.7

Someone could say: if evaluation is needed
in everything we do, why is it not required in
education? And he would be right; evaluation
is necessary and can be implemented more ad-
equately, which is what I intend to show in the
next pages.

The educational process is comprehensive
and, it really always yields positive results,
albeit, often not those sought. Throughout life,
learning happens naturally, without the inter-
vention of schools or teachers. In the class-
room, what is being taught through that holis-
tic concept of education? A lot, about a lot of
things, which probably have little to do with
what the teacher has in mind. Evaluation is a
means of verifying how much of the teacher’s
message came across, if the objective –trans-
mitting ideas, not training– had been met.

In the case of theoretical studies, this can
be accomplished through an analysis of how
the class was received by the student, which
contents stayed with him/her following the
teacher’s attempt at transmitting something.
This could take the form of a class evaluation-
report handed to the teacher and keyed to cer-
tain rules:

lum. How to define it. As with taylorism, which
establishes a production style and serves as a
strategy to execute it, the curriculum may be
defined as a strategy for educational action.
Upon analyzing the curriculum, three compo-
nents are readily identifiable: objectives, con-
tents and methods. Obviously, these three com-
ponents are all part of the same process which
is illustrated by the following cartesian-inspired
rendition.

Clearly, objectives, contents and methods
must be mutually consistent.5 One of the main
reasons that account for the failure of modern
mathematics, is the fact that content change
was not accompanied by a parallel change in
objectives and methodology. The difficulties
arising from implementing the use of comput-
ers and calculators in schools are still severe,
due to the emphasis on preserving traditional
contents and objectives: mechanical skills and
solving standard problems.

Calculators and computers must go hand
in hand with a reformulation of contents, leav-
ing behind the curricular deadwood –such as
the solving of artificial and rather uninterest-
ing problems– whose only claim to fame is
having been there for a long time,  and press-
ing on to modern subject matters that could
not be tackled without the aid of this technol-
ogy. Education as it is conceived today, can-
not afford to train someone to reproduce con-
cepts that are detached from reality, in other
words, to develop totally artificial tests and
examinations. In the words of Robert Reich,
current United States’ Secretary of Labour:
“standardized tests are still a very accurate
method for measuring the few things that go
beyond the ability of children to answer to
standardized tests”.6

5 For a more profound discussion on curriculum, please
refer to my book “Da Realidade a Açao: Reflexoes
sobre Educaçao e Matemática”, Sumus Editorial, Sao
Paulo, 1988.

6 Robert B. Reich, “The Work of Nations”, Vintage
Books, New York, 1992;  p. 227.

7 Teresa Amabile, “The Social Psychology of Creativ-
ity”, Springer-Verlag, Boston, 1993.
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1. identification of the student, the teacher, the
subject matter, the topic covered, date and
grade;

2. a page long summary of the class content;
3. relevant bibliography and references differ-

ent from those suggested by the teacher;
4. comments and suggestions on the class, topic,

discipline in ten lines or less.
Why the proposal? Let us analyze point by

point.
1. In every classroom session the student must

identify the topic being covered and insert it
in the subject matter that is part of his on-
going study programme. This helps him keep
a continuity of topics, class after class. The
name of the student and teacher must be
included since, curiously enough, on many
occasions at the end of the term, the student
ignores the teacher’s full name and vice
versa. This information is important to both
parties. Repetition helps retain in our
memory, facts we are interested in knowing.

2. The suggestion regarding a brief written
account of the class content, is intended to
encourage the writing of a synthesized ver-
sion. A stirring lecture which encourages
note-taking lends itself to writing an exten-
sive report. But, if there is a space limitation,
comprehension becomes the organizing prin-
ciple. Besides, the ability to synthesize ideas
within pre-determined spaces, is a must in
every activity of our daily lives.

3. The opportunity the students gets to com-
ment on lecture-related subjects is most im-
portant. He/she feels appreciated. Occasion-
ally, it will introduce the teacher to a new
author or work.

4. Does the student feel his course-expecta-
tions are being met? What could the teacher
do to improve his class presentation? For
teachers, knowing his/her performance is
being appraised is stimulating.
However, perhaps the most important as-

pect of all this, is that the teacher through this
instrument (report-evaluation), has at his dis-
posal one of the richest educational research
tools. Reading and analyzing these reports, fol-

lowing a straightforward synthetization tech-
nique, places the teacher at the research level
and enables him to orient and execute his edu-
cational action plan inspired on the students’
expectations, while making the educator aware
of the existing constraints and conditions that
govern his function. This is one of the most
interesting proposals I have come across with,
and it happens to be the brainchild of Rafaella
Borasi. It is intended to give teachers an active
hand in the definition of their own pedagogi-
cal action.8 In fact, everything points to future
mathematics teachers performing as research-
ers. The reader is encouraged to read the work
of Beatriz Silva D’Ambrosio, who has made
important observations regarding this aspect
of future education.9

This proposal acknowledges that teachers
are immersed in an on-going professional en-
hancement process and, this being the case,
nothing could be better than having the recipi-
ents of his/her instructional practice provide
the elements for self-analysis. Thus, teachers
become interested in finding out how much
did their students actually learn. If his mes-
sage fell on deaf ears, his obligation is to back-
track and tackle it again perhaps using a new
approach. If, on the other hand, the message
was understood in general lines, but the re-
ports show that some students did not grasp its
essence, it falls to the teacher to find out what
may be preventing those students from learn-
ing like the rest, help them if needed, encour-
age them if necessary. It is a form of evaluat-

8 Rafaella Borasi, “Learning Mathematics Through In-
quiry”, Heinemann, Portsmouth, 1992. Borasi’s re-
search on learning mathematics associated to reading-
writing and error analysis, are also important papers in
this area. Of particular interest are Rafaella Borasi and
B.J. Rose’s “Journal Writing and Mathematics Instruc-
tion”, Educational Studies in Mathematics, vol. 20,
No. 4, November 1989, pp. 347-365, and R. Borasi’s
“Capitalizing on Errors as Springboards for Inquiry”:
A teaching experiment, Journal for research in Math-
ematics Education.

9 Beatriz Silva D’Ambrosio, “Formaçao de profesores de
Matemática para o século XXI: o grande desafio”, Pro-
Posiçoes, vol. 4, No. 1 (10), março 1993, pp. 35-41.
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ing as a whole, where rejection is not an alter-
native, but making him aware that there are
things he ignores, is. Once he is cognizant
of this fact, the responsibility for not knowing
–be it for lack of interest or learning capacity
(most difficult to define)– must fall to the stu-
dent himself, whether an adult or a youth.

As educators, our duty is not to reject indi-
viduals. Rejection as well as the selection of
individuals to assume certain responsibilities
or perform specific tasks, is the mission of
other professionals and institutions, usually
those which represent segments of society con-
cerned with screening citizens; but that is not
education.

The time has come for me to define educa-
tion: education is the strategy society uses
aimed at providing each individual with the
necessary tools to attain his/her creative po-
tential, and develop his/her capacity to work
with others in common actions that seek com-
mon goals. As educators, our mission is to
develop this strategy to its fullest expression;
mathematics teachers, will use mathematics as
the instrument with which to instrumentalize
this ambitious mission. We believe mathemat-
ics serves this purpose, hence we defend its
permanence in the curriculum.

Our first concern is education, the student,
not mathematics. Those who place their disci-
pline ahead of everything else, are wrong; they
are not educators, but merely specialists.
Clearly, they do provide a valuable service to
society, but educators, they are not; they sim-
ply are not.

In the case of practical studies, the report-

evaluation entails the execution of a task, not
unlike a creativity indicator. If an attempt was
made to teach an individual or a group to do
something, let the individual or the group do
it. Many teachers, prisoners of formal evalua-
tion techniques, will obviously see in this a
concession to tests and examinations. Abso-
lutely not. To do something means to materi-
alize a project. For instance, when studying
mathematical models the idea is to construct a
model of something that interests the student
himself, and not so much the reproduction of
techniques, the demonstration of mechanical
skills or of the ability for solving standard prob-
lems. In these cases, creativity is absent, and
so is the ability to use variegated knowledge
to face a global situation. The project method,
for teams, reveals something about the way
individuals interrelate, how they join hands in
the pursuit of common objectives, how they
learn to discern among leaders and followers.
This should only serve to guide the teacher in
his work with individual students, provide an
insight into the student’s personality, and, based
on this knowledge, fulfill his role as educator.
Mathematics applied to projects, is the vehicle
we use to catalyze the process.

In closing, evaluation must provide guid-
ance to teachers in the performance of their
professional activities, yet never become an
instrument for rejecting or holding back stu-
dents actively engaged in building their theo-
retical and practical knowledge structures. Re-
jecting, selecting, ranking, and screening indi-
viduals, are activities foreign to the mission of
the educator.
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STUDENTS REALLY WANT TO LEARN

Marilyn Atherley*

Most teachers have recognized the fact that they are also counsellors in the
classroom. It is impossible to help someone learn without really knowing that
person. We need to know how they think, feel and respond to situations.
Educational training is incomplete without some psychology courses. Teaching and
counselling must be specially blended together.
One of the key issues for young people is respect–respect for their thinking, respect
for their capabilities and respect for their capacity to learn. The more of this
respect they get, the more they learn and the more they want to learn.
One of the greatest obstacles to their learning is confusion. They feel confused
about what is going on around them, about adults’ reactions to them and about the
information (or lack of it) that is presented to them.
A good teacher knows that his or her roles include guiding the student through the
learning process, not to be an authority and to help the student keep his attention
clear. The teacher then trusts that the learning will take place. The teacher needs
to hold out high expectations to the student and to offer appropriate challenges.
The information here is to help teachers to fulfill these roles.
Some people say that parenting is perhaps the hardest most underpaid and
undervalued job. Teaching, I think, runs a close second. Teachers, like parents,
deserve complete respect and admiration for doing this job so well over these past
hundreds of years.

* Marilyn Atherley. B.Sc., M. Ed., M. Phil, is presently
pursuing a Ph.D. in Education at the University of the
West Indies. She has been a teacher for 18 years. Also
a Re-evaluation Counselling Teacher, she leads teacher
workshops and support groups including an Educational
Change group.
From: The Study Centre An Educational and Family
Resource Centre 109 Eastern Main Road, St. Augustine,
September 1995.

The process of learning

Learning can be defined as the ability to take
in new information, check it against previously
acquired and stored information, evaluate it and
store it for further use. Then take that new
information and respond appropriately to the
present situation.

If we are to consider this definition then there
are some things that learning is not. It is not
responding rigidly to situations. It is not
cramming of information and regurgitation. It
is not conditioning.

What interferes with learning?

Learning can be interfered with at different
stages:
– Interference with the storage of information

process. E.g. information going in mixed up
with other signals such as unnecessary noise.

– Difficulty in comparing and contrasting the
new information with the old e.g. not
sufficiently clear codes and clues stored with
the information.
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– Inability, at the moment, to come up with an
appropriate response to the situation. e.g.
when the brain is shut down and so depends
on rigid responses previously clued in with a
somewhat similar incident (but not exactly
fitting the present situation).

Leaning can therefore be interfered with by
both internal and external factors. The internal
factors can be actual physical damage to the
brain at birth or later, physiological problems
within the system (chemical imbalances,
damage to the nervous system etc.) or internal
feelings which were allowed to accumulate and
to take up the attention that should be used for
learning.

The external factors include: the learning
environment (structure of classroom, physical
comfort etc.), material to be learned and
practices of the teacher.

The emphasis here is on the unreleased
internal feelings and their effect on learning
i.e. when the learning difficulty is the result of
an emotional problem.

Learning blocks

In order for learning to take place then, the
learner must be feeling good-must not be tired,
hungry, depressed, frightened, embarrassed,
confused, bored etc. We can think of ourselves
and how we don’t think straight when we are
angry, or how we don’t concentrate when we
are depressed or hungry.

Several factors can be responsible for the
learner not feeling good and not being able to
concentrate or experiencing this temporary shut
down.

Unreleased painful or unpleasant feelings

From very early in life we have unpleasant
experiences from needing to be fed or held,
being in wet diapers or falling down to being
physically or emotionally abused. At these
early stages in our lives we are never allowed
to completely release all these feelings that
come up. None of us was allowed to cry as

much or as loudly as we would have liked to
sometimes. We were never allowed to get rid
of our angry feelings. We were accused of
throwing tantrums and we were sometimes
even punished for that.

I remember once when my daughter was
about two years old and my mother was around.
My daughter got upset about something and
proceeded to do what she knew was best for
her-make noises and get rid of the anger. My
mother tried to stop her with the usual “Behave
yourself!” comment. So I calmly told my
mother it was okay and she just needed to get
rid of some angry feelings. My mother’s
response was, “What does a two year old know
about being angry?”

So at what age do we begin to feel angry?
Or at what age should we stop shutting it away
and deal with it? If we are not taught from
early to deal with these feelings then more
than likely we do have difficulty later on
knowing how to handle them. Then we are
expected to somehow know what to do when
we get hurt or angry.

We can think of the amount of these pent
up, stored away feelings we have from early
in life through school. Whenever something
comes along to remind us of these feelings
that we had to stuff as far away as possible to
stay out of trouble, then they can take up our
attention again. So we don’t need to go through
unpleasant experiences all the time, we just
need to have the feelings registered once and
then have them being occasionally or constantly
pulled up.

For some of us a teacher with a tone of voice
like an authoritarian or abusive parent can
remind us of some to these feelings. An
unpleasant remark or a criticism can pull
something back up. A place that looks fami-
liar, a smell associated with an unpleasant
experience all of these can remind us of some
pent-up feelings. Having these feelings come
back up can confuse us. In addition to
interfering with learning, the young person has
great difficulty understanding and knowing
how to handle these bad feelings and knowing
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how to handle the result can sometimes look
like delinquency or disruptive behaviour.

Criticism and invalidation

If a child is criticized or invalidated too often
then that child gives up trying. The child,
hearing too often that he can’t do something
well enough, will start believing it of himself.
If the teacher or parent (or any other adult)
expresses low expectations of the child then
the child eventually feels there is no point in
trying to achieve anything or to aim too high.

We usually either live up to what is expected
of us (no matter how little it is) or we set out
to prove otherwise. The latter can be an
additional struggle for us and can lead to more
frustration and disappointment.

Humiliation

Especially for poor academic performance or
not coming up to the teachers’ standards can
also lead to low self-esteem and lack of self
-confidence. If the child is humiliated for her
first attempt then she will be too scared to try
again or to try harder for fear of being further
humiliated if she doesn’t quite make it.

Lack of control or autonomy

Children are motivated to learn when they have
some choice over what they learn and when
they learn it. We all can think of topics or
even subjects, that we were forced to study in
school. Some of us can remember struggling
to keep up with the pace of the class. Some of
us did in fact put aside all our feelings and
thoughts and just crammed the work. Some of
us managed to do well in those subjects, well
at least we passed the required exams. But how
much of it do we really remember now? And
wouldn’t it have been much better if we had
enjoyed what we wanted to learn? Then school
may not have seemed like something we just
had to endure and get out of and never want to
experience again.

Inability to read

A reading specialist once told an interesting
story of a young boy who was accused of
disruptive behaviour in the classroom. He
would hit another student or stir up trouble for
no apparent reason. It was later discovered that
he did this whenever he anticipated that he
would be called on to read aloud in class. He
felt it was better for him to cause a disruption
to distract the teacher and the others from
discovering that he could not read.

Too much information too fast

If a student is bombarded with information that
she cannot process at a comfortable rate she
will feel overwhelmed and this will lead to
shutdown. Different students have different
capacities for taking in information and take
different lengths of time to process and store
that information. The student must not be made
to feel stupid or incompetent because of this
difference.

Removing the learning blocks

Clearing the attention

Most students come to class predisposed to
shut down. They come with a lot on their mind
about home and family life that is not going so
well. Some are anxious about their performan-
ce in school. Some are under the strain of
unreasonable expectations put on them.

A few minutes to be listened to will make a
big difference, especially at the beginning of
the day. Start the day or the class period with
each person having a few minutes to talk about
what has been going on for them, either to the
group, or in pairs. At the same time students
are taught to listen respectfully, completely and
without interruptions, criticisms and
invalidations.

During class when you notice that their
attention is drifting indicated either by general
shutdown, inattentiveness or restlessness, stop
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and change the activity. Play a short game, get
the students to move around a little (doing
something positive, not the very distressing
hands up and out exercise). Perhaps you can
get them to go and pay a compliment to
someone in class that they don’t usually have
a lot of contact with.

Allow brief intervals for processing of
information. Prevent the overloading. Stop
every fifteen minutes or so (or whenever
appropriate) and allow the student to think
quietly about what they have been studying or
listening to and to perhaps talk about it. This
will also give them a chance to notice what
they don’t understand or are not clear about.

Listening

Teach the students to listen to eath other in
turns. Everyone needs to be listened to
occasionally. This helps to clear up thinking
and express negative thoughts and feelings in
a situation that does not cause harm to anyone.

The student will eventually learn how to ask
a classmate or friend to give them a few
minutes of attention to express themselves
when they feel the emotions coming up and
they can sense that they will do something
that might get them into trouble.

When a child is very disruptive and it is
necessary to send them out of the class for a
brief cooling out period, it helps to send
someone with her Good attention from another
human being always helps.

Team Teaching/Peer Tutoring

Students who have understood something well
or quickly can be encouraged to help the slower
ones. The quick student benefits from having
to teach someone - it helps her to know that
she does in fact understand the work and it
gives her a sense of accomplishment. Often
peers can find ways of relating better to each
other than adults can to a younger person. The
slower one also feels encouraged by the fact
that his peer can learn this so maybe he can
too.

Validation and Positive Reenforcement

Use praise freely and often. You can always
think of something positive to say to a person.
Make sure to praise effort and improvement
and not just performance. “I see you have got
two more correct this time” rather than “You
got 10 wrong again!” or “You only got 4 right!”

Don’t punish for not learning or not getting
something right. No student gets something
wrong on purpose. And a learning difficulty is
never entirely the child’s fault. Beating or
punishing will not help the child to figure out
and correct a learning difficulty. This only leads
to more shutdown.

Giving choices

Give a choice of assignments, of topics to be
studied, of methods of presentation of
assignments where possible. As much as
possible allow students to have some input in
what they must learn and how to show what
they have learned. Remember people learn and
express themselves best in different ways.

Setting up rules and regulations

Discuss with the students the rules and
regulations of the classroom. They will be more
inclined to follow rules that they understand
and that they have been consulted about. This
does not mean that you have to be permissive
with them. You, the teacher, have the final say
in this, and you must see that the rules are
followed. But it helps when there is some open
discussion with the students. Rather than
present them with a list and say this is what
you must do and not do because I say so, spend
some time asking for their suggestions, and
talk about why the rules are necessary.

You may be pleasantly surprised at the
limitations and guidelines they will impose on
themselves and what they won’t tolerate from
their classmates. It also helps to avoid students
breaking rules just to be rebellious. They won’t
rebel against something they have decided on.
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They also appreciate the respect you show
them.

Interruption of put-downs

Students appreciate an atmosphere that does
not allow insults and put-downs and they feel
safer knowing that you will stand up for
everyone. This lifts the threat of embarrassment
and humiliation that tends to make some
students very shy and withdrawn

It is especially important not to allow
negative comments and “jokes” that are about
someone’s race, economic class, background,
religion etc. These are very hurtful, but most
times the victim has to pretend she isn’t
bothered by it. In fact what we do is internalize
it and then begin to feel ashamed of ourselves
and our own people.

Have positive discussions and sharing of
everyone’s background. Teach them to be
proud of who they are and to be always
respectful of each others’ differences.

Equal participation

Encourage equal participation in class. When
there is time for discussion share the time
equally. Make sure everyone speaks at least
once before anyone speaks a second time. It is
important for everyone to know that they do
have something valuable to contribute.
Discourage comments especially negative ones,
while it is someone’s turn to speak.

Release of emotions

Set up special times for releasing emotions.
This is an important activity which clears the
attention. This can be done in several ways:

Talking and listening time: This is special
time set aside for each person to have a turn to
talk and express himself and be listened to and
supported. Sometimes someone may have
difficulty talking, they may be deeply distressed
or shut down. Give them a turn anyway and
continue to pay them good attention while they

use their time in anyway they want. Some
suggestions for talking and listening time:
– Let the sudents take turns to scan pleasant

memories of when they learned something.
– Tell about their early experiences of school

what was good, what was difficult, what they
liked/disliked.

– Take pride in all that they have learned
(including talking, walking, thying their
shoelaces etc.)

– Appreciate themselves and their intelligen-
ce.

– Talk about when they “faked” or pretend to
know something; how they felt, how they
would have liked it to be.

– Talk about what they feel confused about or
times when they felt confused and what
would have been helpful then.

– Relate their expectations of themselves as
students.

– Talk about other people’s expectations of
them as students.

All through this keep the atmosphere and
tone positive and validating. Discourage any
put-downs, criticisms, interruptions. Encourage
the speaker to express their feelings completely.
Keep reminding them that having negative or
bad feelings does not make them a bad person
and getting rid of these will allow the real
person to surface.

Playing games: Especially those that
encourage positive physical contact. Go outside
and do this if possible so that they can rnake a
lot of noise. Remember what it was for you as
a child to run and scream and play and how
attentive and “out” you were after.

Soft pillows/cushions: Have these available
for banging or screaming into. Use these
particularly when you see anger coming up in
someone.

Role playing: This helps students to express
frustration and step out of the victim role for a
while and so feel more empowered and not so
hopeless and helpless. The student, for
example, gets to play the role of the person
who is hurting her and gets to be in charge of
the situation. Have you ever noticed how
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children like to play teacher and once they are
in that role they inevitably boss around the
students?

Keep reminding them that it is only for the
purpose of clearing out some feelings and not
for real life. At the same time help them to
come up with alternative behavioural responses
to their victimization.

Goal setting

This is a very empowering activity. Help the
students to set realistic goals, not necessarily
limited by what you think about the student.
Break it into short term steps that can be easily
accomplished and set indicators of the
accomplishment. Discuss with them obstacles
they anticipate and how they will handle then.
Review these goals periodically and keep
encouraging them.

The teacher as counsellor

It is important for you, the teacher/counsellor

to have support for yourself. It is necessary for
you to notice the times you yourself are getting
reminded of some of your earlier experiences
with school and learning. These will get in
your way of reacting flexibly at that moment.

You may also need to share your thoughts
and feelings about what it is like for you to
allow students to release their emotions as
different from what we have learned before:
that teaching is about passing on information
and not “disrupting” the class.

At times your own hopelessness and despair
about the whole situation will come up. You
need to clear that out, to be reminded of your
own good thinking in all this and to keep
noticing the positive effects you are having on
your students.

You need allies, getting together with other
teachers to share time to talk, release, think,
listen to each other and validate each other.

Be creative and have fun with the students.

Remember, learning can and should be
fun and so should teaching.

REVAMPING PARAGUAY’S ADULT LITERACY AND
ADULT EDUCATION DEPARTMENT - TOWARDS PERMANENT

EDUCATION FOR YOUTHS AND ADULTS

REDALF. Regional network for training of personnel and specific support in literacy
and adult education programmes

Ministerial Decree No. 252, of March 12, 1996, turned the former Adult Education and
Literacy Department into the Permanent Youth and Adult Education Directorate. The demise
of the Ministry of Education and Cult, granted the department the category of Directorate.

Concurrently, Paraguay officially joins REDALF backed by the Directorate’s solemn
commitment to funnel the efforts of both civil society and the State, towards the promotion
of plans, programmes and projects which address pluriculture, illiteracy, post-literacy, basic
education, and youth and adult education for productive and socially meaningful work, with
special emphasis on  economically deprived areas, women, ethnic groups, peasants and
other minorities.
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REPORT OF THE EFA MID-TERM REVIEW OF THE LATIN
AMERICAN REGION (1990-1995)

UNESCO-SANTIAGO*

Even though it is agreed that Jomtien has made a profound impact in the Region,
the goals of the Education for All Declaration (March 1990) have already been
taken into consideration in the Major Project for Education in Latin America and
the Caribbean, particularly in the Declarations and Recommendations made
during the Ministers of Education Meetings in 1991 and in 1993.
The present review is the product of the examination of the national reports
received by UNESCO from Chile, Colombia, Costa Rica, Guatemala, Honduras,
Mexico, Nicaragua and Panama, (see Bibliography) as well as a summary of the
discussions that took place during the Regional Meeting on Educational Policies
sponsored by UNESCO and UNFPA (Santiago de Chile, 29-31 January 1996). Ten
countries were represented in this Seminar to examine progress achieved between
1990 and 1995, what is known as the Mid-Decade Review, of the implementation
of the World Declaration on Education for All.

* Report prepared by María Luisa Jáuregui, specialist of
UNESCO-Santiago and Sergio España, Sub secretary
of Compensatory Policies, Ministry of Education and
Culture, ARGENTINA; Irene Kit, Director of Com-
pensatory Policies, Ministry of Education and Culture,
ARGENTINA; Celio Da Cunha, Director of Studies
of Educational Policy Secretariat, BRASIL; Iván Núñez,
Consultant, CHILE; Gloria Calvo, Consultant, COLOM-
BIA; Hugo Hernández, Manager of Urban Marginal
Schools Programmes, Ministry of Education, COSTA
RICA; León Vieira, Sub secretary of Education, Min-
istry of Education and Culture, ECUADOR; Rodolfo
Ramírez, Coordinator of the Counsellors of the Sub
secretariat of Basic and Normal Education (SEP),
MEXICO; Raúl Quintanilla, Ministry of Education,
NICARAGUA; Gerardo Becerra, National Director of
Educational Planning, PANAMA; César Briceño
Rosales, Vice-minister of Education, VENEZUELA.

The subjects of equity and quality of educa-
tion remain an important preoccupation for all
countries of the region and measures are being
taken to improve them. Most of the partici-
pants in the Seminar considered that there are
still problems and difficulties in attaining eq-

uity in the region because of lack of continuity
of public educational policies; large numbers
of illiterate adults; insufficient social partici-
pation in education; in some instances too much
autonomy by the regions (provinces or states);
low teachers salaries and little criteria for allo-
cation of national educational investment. On
the other hand, during 1990-1995, there has
been a notable increase of coverage of basic
education in spite of the fact that there still
remain important groups of the population liv-
ing in rural or marginal urban areas, and in
spite of geographic isolation, lack of teachers,
problems of infrastructure, double shifts in
school, lack of equipment or other such diffi-
culties.

Political and social consensus for education

Educational legislation has been enacted in
most countries during the period covered
(1990-1995); there are national plans for edu-
cation in many of these countries and on-go-
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ing processes of educational reforms, includ-
ing curriculum reform, however there is still
need to reach a real social consensus for edu-
cation in some of these countries.

A great majority of the Latin American coun-
tries have included education in the agenda of
priorities. This is shown in the legislation on
education which has been enacted between
1990-1995 (In Paraguay (1992), Argentina and
Mexico (1993), Colombia (1994), Chile, Nica-
ragua, Panama, and Venezuela (1995) , and in
Brazil (1996).

There is increasing participation of the dif-
ferent sectors of society in education. The ac-
tors have diversified and concentrated more
attention in educational problems. This is why
there is an increase in reaching national con-
sensus which define political compromises and
lines of action to promote education and im-
prove its quality. At the same time, this par-
ticipation becomes a guarantee of continuity
of educational policies. According to the re-
ports received, national plans exist in Argen-
tina, Brazil, Chile, Colombia, Costa Rica, Hon-
duras, Guatemala, Mexico and Panama.

The majority of the countries considered have
on-going processes of educational reforms, the
purposes of which coincide with the recom-
mendations of Jomtien as they seek to pro-
mote access, permanence and completion of
basic education for all children; as well as eq-
uity in terms of educational opportunities and
the quality of the education they receive. These
policies have tried to give attention to the di-
verse factors that influence the educational
process.

In the national documents received, there is
ample evidence of educational reforms, includ-
ing curriculum reform in Argentina, Brazil,
Chile, Colombia, Mexico and Paraguay. These
include an important thrust towards decentrali-
zation (core national curriculum) and the mod-
ernization of the Ministries of Education; in-
creases in national budgets for education (with
the exception of Ecuador and Mexico); as well
as a move towards major autonomy for the
schools.

In spite of the progress achieved, in some
countries there are still difficulties to initiate

or to deepen the processes which lead to po-
litical and social consensus around the priori-
ties of education for all. This difficulty is re-
lated to the scarce mobilization of non tradi-
tional technical, financial, or material resources
(from the productive sector or other public or
private sources). This is also true of the pro-
grammes which articulate the school and the
world of work.

According to the discussions in the Regional
Seminar and the documents received, in Bra-
zil, for example, in 1992, the Ministry of Edu-
cation takes the first Plan in the Framework of
Education for All and discusses a Ten-Year
Plan with parents, teacher trade unions, politi-
cal parties, municipalities, etc, using all means
at its disposal such as the mass media. This
process is completed in 1994. A national con-
sensus is reached on the need to improve the
quality of education in the country. As a re-
sult, a basic salary is established. Since then,
there has been a change of Government, but
work continues, the implementation of mecha-
nisms to improve salaries, overcome financial
disparities, etc. A curriculum reform has started
with national parameters and an Educational
TV Channel has been created to impart 4 hours
of programmes for basic education.

In Chile, the General Educational Reform
has started, together with a curriculum reform,
on the bases of consensus and the previous
creation of new political (Ministerial) and tech-
nical conditions. There is nevertheless a ne-
cessity to go slowly and to continue integrat-
ing resources.

In Colombia, there is a permanence in the
educational policies thanks to the National Plan
for Education (covers ten years). There is a
National Policy for Sexual Education and the
introduction of other new subjects in the school
curriculum.

In Costa Rica, a national plan called Educa-
tional Policies Towards the XXI Century has
been launched (1995-2005).

In Nicaragua, after Jomtien, a National Plan
for Education was designed called “With All,
for All”. There was a consultation at all levels,
initiated in 1991 which ended in a National
Congress to adopt the Plan. UNESCO and
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UNICEF gave financial and technical support
for the initiation of this Plan in 1992. This
Education for All National Plan of Action is
incorporated in the “National Plan of Human
Development, Infancy and Youth” (1992-2000)
and in the “Strategy to Overcome Poverty”.

In Mexico, the objectives of Education for
All were incorporated in the National Devel-
opment Plan (1989-1994). These proposals
were introduced in a Programme of Educa-
tional Modernization in the Public Education
Secretariat.

Venezuela’s Ministry of Education has
drafted a National Plan of Action which gives
the principal lines of action, but there is a lack
of consensus and agreement which guarantee
continuity of actions. The educational reform
is in its first phase and it is concentrating in
teacher training, school administration and fi-
nancing. The curriculum reform has not yet
started however.

Pedagogical processes and teacher training

The problem of quality is very much affected
by the insufficient training of teachers, but also
by the absence, in many countries, of higher
level teacher training. Teachers salaries are
lower than those of the other professions and
the training of new teachers is poor. Research
and reflection are needed in order to improve
in-service teacher training and the upgrading
of teachers. In some countries measures are
being taken to improve the teaching profes-
sion through economic stimulus or on the ba-
sis of better results. New modalities such as
distance education are also being used.

In the discussions of the January Regional
Seminar, one of the most important barriers to
improving the quality of basic education is the
lack of dynamism in the teaching/learning proc-
ess. Educational practice shows that the cur-
riculum being implemented is very poor in re-
lation with the approved programmes and
plans, which affects the real quality levels, par-
ticularly in the most deprived social sectors.

It is for this reason that there is an emphasis
in assigning a central role to the school and
the classroom in pedagogical processes, which

in turn is translated into increased autonomy
by the school. At the same time, there is an in-
creased effort to reformulate curriculums, con-
tents, methods and materials. In addition, there
are continuous efforts to implement or initiate
processes for measuring the quality of learn-
ing.

The problem of quality is very much affected
by the insufficient training of teachers, but also
by the absence, in many countries, of higher
level teacher training.

In spite of the fact that it is widely recogni-
zed that teacher training is a key element in the
improvement of the quality of education and
that in some countries important steps have
been undertaken to improve it, there still is a
lack of an integrated treatment of the problem
of the teacher profession. Some of the reasons
given by the Seminar´s participants are the fol-
lowing:
 –The teacher salaries have a lower level than

that of other professions, below the needs and
expectations of the teachers, thus making it
difficult to recruit better students;

 –The training of new teachers is very poor,
because there is a lack of contact between
training institutions and other higher educa-
tion institutions, or research institutions; as
well as with the reality of school practice.

 – In-service teacher’s training or the upgrading
of teachers is an area where more research and
reflection is needed. There are no appropriate
formulas to face the heterogeneity of needs
and conditions and overcome problems such
as the poor emphasis in technical and didactic
aspects, the weak value given to practice, as a
source of knowledge, the preference given to
formal courses, in detriment to training in situ.
The deficiencies mentioned are more severe
among teachers working in difficult and poor
areas and call for targeted attention.

Measures are being undertaken to improve the
teaching profession. In Brazil, Chile, Costa
Rica, and Mexico, economic stimulus are be-
ing offered to the teachers who are producing
better results. In Colombia there is an increased
participation of the teachers’ trade unions in
decision making and there are proposals to have
differentiated salaries for teachers according
to results.
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In the case of initial teacher training, in 1996,
Argentina has suspended entry to students for
the first year of the teaching career, to restruc-
ture the teacher training profession. In-service
teacher training is being concentrated in
mathematics (problem solving) and spanish lan-
guage (comprehensive reading, text production).
It is being offered to some 50.000 teachers, 10%
of the schools are being given follow-up.

In Colombia there is an on-going reform for
teacher-training, like in Argentina, the students
entry is also closed.The Universities are
strongly intervening in the reform for peda-
gogical training, which is being oriented to-
wards a disciplinary training. In Panama, the
Teacher Training Institution (Escuela Normal)
will become a Higher Education Institution
(April 1996).

In Brazil there is a National Plan to develop
basic education and improve the status of teach-
ers. This Plan provides additional funds from
the state (15% of the resources dedicated to
education). These resources estimated to be 12
billion US dollars will be given according to
the number of students. The expenses by stu-
dent and by year have been calculated to be
US $ 300 which is above the amount recom-
mended by UNESCO or ECLAC (US $ 215).

In each State 60% of the budget will be des-
tined to teachers’s salaries. This percentage will
permit the increase of the medium salary of
teachers to US $ 300. The Plan proposes a
structural change, its approval depends on the
decisions taken by the National Congress,
which will happen soon. Amendments in the
Constitutional Reform are being analyzed by
the Congress with the personal support of the
President of the Brazilian Republic. This Plan
will promote equity in the distribution of re-
sources in the country.

In Chile, the strengthening of the teaching
profession has been recognized as one of the
five principal objectives of the educational
policy. In 1991, the Statute of the Profession-
als of Education was approved, by which the
salaries of teachers has improved 69% between
1991 and 1995. The different programmes for
the improvement of the quality of education
include components of in-service teacher train-

ing which, in 1995, covered the training of
60.000 teachers.

In Costa Rica, in 1994, a special teacher
training programme was launched for schools
having one teacher only, in co-operation with
the National University. Some 2.496 teacher
training activities have been organized recently.
Furthermore, there is a new programme for in-
service teacher training which is given through
integrated workshops which include creativity
and artistic and cultural subjects. These work-
shops promote the participation of the com-
munity. The Project for Learning Improvement
in Marginal Urban Schools has trained 1.400
teachers in their subjects areas and in values
education.

In Ecuador, in-service teacher training will
have an important improvement during the sec-
ond phase of the educational reform, starting
in 1996.

In Guatemala, in-service teacher training has
been straighten for all levels of basic educa-
tion, on subjects such as mathematics, evalua-
tion processes, educational administration,
pedagogical leadership, special education, so-
cial sciences and natural sciences, population
and environmental education, research and
participative processes. An important advance
has been the creation,by the Ministry of Edu-
cation, of a National System for Educational
Training, which has reached 40.000 primary
education teachers, 6.000 primary school di-
rectors, 400 pedagogical orientators, 245 edu-
cational supervisors, 22 department directors
and 16 professionals of the technical-pedagogi-
cal department.

Distance education is also used for teacher
training: 200 teachers and 400 tutors have been
reached this way. There is also a B.A, for Pri-
mary Education, 120 pedagogical orientators
have been received. A Masters in curriculum
has reached 25 participants. The National Pro-
gramme for Bilingual Education, (PRONEBI),
is also developing teacher training for bilin-
gual education. It has trained 806 bilingual pro-
moters, 1.600 bilingual teachers, 16 technicians
and 50 supervisors. It has also produced 30.775
materials and didactic resources in four Maya
languages.
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In Honduras, the Centers for Teacher Train-
ing have trained 18.267 teachers, or 66% of
the total number of basic education teachers.
More than a million and a half textbooks have
been produced, as well as methodological
guides, booklets and other auxiliary materials.
Efforts are also being undertaken to improve
curriculum adapting it to the realities of the
country, incorporating contents on Population
Education.

In Mexico, the teaching career has been es-
tablished and promotion is being given accord-
ing to results, in-service teacher training is be-
ing promoted and thanks to the National Agree-
ment for the Modernization of Basic Educa-
tion, with the support of private editorials, in
1993, teachers received 800.000 books and
900.000 didactic guides in all different sub-
jects. Furthermore, in 1993 a System for the
evaluation of the Teaching Career was applied
for teachers, supervisors, directors and support
personnel, 780.151 teachers were evaluated.

Since 1990, Nicaragua has drafted and ap-
proved a Law and its regulations for the Teach-
ing Career. In addition, a Project of School
Autonomy has been launched which requests
voluntary donations from the parents, is giv-
ing increases to teacher salaries, 50% to 80%
raise is evident in secondary education centers
(48% of the total) and in 328 primary schools
(7.3% of the total in charge of the Ministry of
Education).

In Nicaragua there is a reduction of 3.7% in
the enrollment to teaching careers. The Minis-
try of Education is making efforts to organize
in-service teacher training. In 1995, there were
3.976 empirical teachers enrolled in
professionalization courses, 98% of which were
assumed by the Ministry of Education.

In Panama, since 1994, some 6.891 teachers
have benefitted from special courses including
subjects such as sexual education, drug and
AIDS prevention. These subjects are included
in the teacher training curriculum of the
Teacher Training School Justo Arocemena.

In Venezuela a Regional Center for Teach-
ers Support has recently been created to re-
spond to teacher training needs and in-service
training.

The Major Project for Education Regional
Network PICPEMCE gives support to the im-
provement of the quality of teacher training in
the region.

School coverage, quality and equity

During 1990-1995 there has been a notable
increase of the coverage of basic education in
spite of the fact that there still remain impor-
tant groups of the population living in rural or
marginal urban areas who are not included in
the education system; and in spite of geo-
graphic isolation, lack of teachers, problems
of infrastructure, double shifts in school, lack
of equipment, lack of attractive proposals for
youth; lack of knowledge of social diversity.
This is why widening of coverage must utilize
strategies that take into consideration the par-
ticularities and the basic needs of diverse popu-
lation groups.

The groups which are presently out of the
school system, and who have not been able to
profit from the improved coverage which has
been produced in the last few years are mainly:
early childhood (0-4 years old); children who
are school age but because of their situation
may not attend school (mainly children living
in rural and marginal-urban areas); persons who
require special education (handicapped mainly);
youth and adults who deserted school or could
not initiate their schooling, or who wish to
pursue their education.

In spite of this, according to the country re-
ports received, in the majority of the countries
one can observe a notable increase of the cov-
erage of the majority of the levels in the edu-
cational system. In addition there are a number
of programmes and strategies which have been
designed to improve the situation of the schools
which are left behind, either because of their
location (rural areas), or because of specific
needs of given populations which require
greater flexibility from the education system.

In Chile, there are no problems of school
coverage and there is a rather low rate of school
desertion. There are, in addition, massive pro-
grammes focused on the improvement of the
quality of schools in poor areas, with rather
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positive initial results. In 1990, the average
achievement of public schools was 58.9%. In
1994 it was 67.7%. In the same period, the
specially supported schools of poor areas (900
Schools Programme) increased their average
from 52.1% to 61.6%.

In Colombia the “Escuela Nueva” pro-
gramme has been extended to all rural schools
that now cover most of the country.

In Costa Rica, school coverage of the pri-
mary education level increased 16.6% between
1990 and 1995. School retention is 6.1% in
the rural areas and 15.5% in the urban areas.
School desertion is 1% in the urban areas and
5.1% in the rural areas.

In Guatemala, there are two programmes,
one in the Spanish language, which covers 93%
of the total population and another in Maya
and Spanish thorough bilingual intercultural
education programmes which cover 7% of the
population. Furthermore, the National Pro-
gramme for Bilingual Education was extended
in 1992 to include 4 more Maya languages,
and 400 additional schools. The programme
covers children speaking 13 different Maya lan-
guages. About 1.240 schools from pre-school
to the 4th grade, the 400 additional schools
offer complete basic education. The extension
now covers 100.000 students. These efforts are
being strengthened thanks to the impulse which
has been given to indigenous concerns through
agreements of the Government and its repre-
sentatives and the Declaration of the Decade
of Indigenous People by the UN.

The Guatemalan Ministry of Education has
given impetus to school coverage through a
National Programme of Self-Management for
Educational Development (PRONADE), which
has as its goal to attend 200.000 students. Since
1993, the National Fund for Peace
(FONAPAZ) has helped build 113 schools and
the Funds for Social Investment (FIS) in 1994
had built 25 schools. Since 1993, 960 schools
were offering evening classes.

In Honduras, school coverage is of the order
of 86%. There is nonetheless a problem of
school retention for more than the 3 first grades,
as 50% of the students abandon school before
completing the third grade. This problem is

more acute in rural areas. The cost per student
is about US $ 74. Parents must assure US $ 21
for uniforms and school supplies. Nonetheless
73% of the population lives in extreme pov-
erty, making it difficult for most parents to
send their children to school. Furthermore, only
74% of the schools have 6 grades. The rest of
incomplete schools are 17% in the urban areas
and 83% in the rural areas. 36% of the chil-
dren enrolled in 1988 succeeded in the sixth
grade. School repetition diminished from
13.2% to 11.4% in 1994. School desertion has
also been reduced from 3.7% in 1990 to 3.3%
in 1992. Different strategies are being used to
improve this situation.

In Mexico, school coverage is increasing
thanks to the impulse being given by compen-
satory programmes (for example the “Instruc-
tores Comunitarios Programme”); curriculum
reform, textbook production and teacher train-
ing programmes. A special programme was
designed for out-of-school children 10 to 14
years old. The programme which started in
1990 has reached 144.313 children.

Since 1980, the enrolment ratio in Nicaragua
went from 50% to 75%. In 1994 it was 78.6%.
This is due to the fact that the Ministry of
Education created a National Council for Edu-
cation with representatives of the religious,
political, intellectual sectors, as well as educa-
tors. This happened as a result of the First
National Congress on Education of 1991. In
spite of this, there are still some 200.000 chil-
dren out of school. Curriculum transformation
in Nicaragua, the provision of textbooks, in-ser-
vice teacher training programmes, the reconstruc-
tion of schools, the Integral Nutrition Pro-
gramme, are all part of the strategies to help
schools in marginalized urban and rural areas
improve their quality of educational offer.

In Nicaragua, curriculum transformation is
helping primary school children complete 6
years of schooling; programmes are being of-
fered to children above 15 years old; rural
multi-grade schools and intercultural bilingual
education for indigenous populations, includ-
ing youth are also being implemented. In sum-
mary, there is an improvement in infrastruc-
ture, improved teacher training, textbooks and
improvements in the reduction of desertion.
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In Panama, between 1990 and 1994 there
was a 2.1% increase in primary school
enrollment. Data from the Ministry of Plan-
ning shows that in 1991, the rate of schooling
was 93% for children aged 6 to 11 years old.
Since 1990, the percentage of students finish-
ing primary education has increased. In 1989,
it was 78.3% of those who started in 1984. In
1993, 80.1% finished school from those who
started in 1988.

UNESCO produces updated information on
the situation of education through its publica-
tion “The State of Education in Latin America
and the Caribbean” in the framework of the
Major Project Regional Information Network
SIRI.

Expansion of pre-school education

There has been a gradual increase of pre-pri-
mary education, but the private sector has
grown faster and there are numerous examples
of programmes conducted by the non-formal
sector. There is also an increase of programmes
addressed to indigenous populations in their
mother tongues and ample evidence of sup-
port given by UNICEF, the World Bank and
the World Food Programme. The countries
showing greater increases in this field are: Ar-
gentina, Brazil, Chile, Colombia, Costa Rica
and Mexico.

In Argentina, the Federal Law of Education
contemplates 10 years of basic education in-
cluding one year of pre-school education. This
has not been achieved completely but it is
gradually being realized.

In Chile, between 1990 and 1995, there was
an increase from 19% to 22% of pre-school
coverage of children aged O to 5 years old,
and the average of children aged 5 years old is
82.9% in 1995. New programmes are being
planned for the next years.

In Colombia, in 1994, 110.662 children were
enrolled in pre-school education. Efforts are
being made to increase enrollment rates with
the help of other institutions. Basic education
covers 9 years and there is a generalization of
grade 0. Nonetheless, there is a difference in
the application of policy in the different re-
gions.

In Costa Rica, in 1995, 73% of the pre-school
population was covered. The majority of the
programmes addressed to pre-school children
are given under non-formal education. There
are also other programs which include the in-
tegral education of children and youth, in this
context, 700 educators and 200 parents have
been trained. Itinerant teachers have been
trained to support integral pre-school for chil-
dren. Several didactic guides have been pro-
duced for incorporating the parent in the edu-
cational process or to include subjects such as
the protection of the environment.

In Guatemala, pre-school education covers
some 20% of the population. Most of it is of-
fered in urban areas, but there are also efforts
to reach the indigenous populations living in
rural areas through bilingual education. The
Ministry of Education has a Programme for
the Integral Attention to the Child, which has
248 centers with the participation of the com-
munity. It covers 75 communities in 40 mu-
nicipalities. In 1994, almost 25.000 persons
benefitted from this programme, including par-
ents. The programme has received support from
UNICEF and the World Food Programme. At
least 320 children who have just returned to
Guatemala are being attended by a special pro-
gramme in 6 communities of the country.

In Honduras, in 1995, there was an
enrollment of 72.286 pre-school children in
1.176 formal education institutions, 73% in
urban areas and 27% in rural areas. In the ru-
ral areas, there is a non-formal education struc-
ture, the Community Centers for School Ini-
tiation, which in 1990 covered 12.000 chil-
dren in 385 centers. An increment was pro-
duced in 1994 with the increase to 829 centers,
benefiting 35.985 children, with the help of
2.319 voluntary workers. Both modalities
reached 25% of the total pre-school popula-
tion in 1994. There are other programmes
which support pre-school education such as
school feeding programmes.

In Mexico between 1990 and 1994, there
was an increase of 29% in enrollment of pre-
school children, in the formal system. In 1993,
the reform of educational contents of initial
education was completed and 837 courses were
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offered to 19.457 teachers, and more than 2
million educational textbooks and materials
were distributed.

Between 1990 and 1994, non-formal educa-
tion covered the training of 732.013 parents
and a million children from rural, indigenous
populations and marginal urban areas. At the
end of 1993, the Project for the Development
of Initial Education covered 141.544 children
with the help of 108.880 trained parents.

A strong effort was made to provide schools
with teaching materials (104.466 packages),
musical instruments (34.822), audiocassettes,
music books (69.644 packages), etc. In 1991,
a project entitled “Reading Corner” was
launched. This project is present in 14.461
schools, 80% of these schools are in rural ar-
eas and 20% in indigenous areas.

In Nicaragua, there has been an increase in
pre-school education through non-formal
means, supported by the community. During
the last five years, coverage grew by 53.7%.
The State covers 77.3% of the pre-school
centers. The rest is covered by the private sec-
tor. The non-formal modality will be strength-
ened with the financial support of the World
Bank and UNICEF, and will include parents
and community participation.

In Panama, pre-school education is obliga-
tory by law (1995). In 1993, coverage was
26% at the national level, 37% were in urban
areas and 13% in rural areas. In 1994, 35.863
children benefitted from pre-school, 24.678 in
official centers and 11.185 in private centers.
In 1994, the official sector improved coverage
for 8.6%, even though the number of classes
diminished 12.2%. Teachers numbers grew
7.8% and the enrolment grew 9.7%. The prob-
lem remains however in the rural areas. In the
non-formal area, the Community and Family
Centers for Initial Education covered in 1994,
2.800 girls and boys. This programme started
in the San Miguelito District with important
social and economic problems, to improve de-
sertion and grade repetition rates.

In Panama, pre-school education is favored
by a National Council for Interinstitutional Co-
ordination for Child Development and the Pact
for Panama’s Children signed by the First Lady

and the Ministries of Justice, Education,Labor,
Social Affairs, UNICEF and other NGO’s and
Civic Clubs.

There are several large scale non-formal edu-
cation programmes being carried out in Latin
America. A programme conducted by the
Catholic Church in Brazil called Coordenaçao
Nacional da Pastoral de Criança; Know your
Child Programme in Chile, the Atlantic Coast
Project In Colombia and the Colombian Insti-
tute for Family Well-Being in marginal urban
areas; Pre-School Education Programme in
Ecuador, EDUCO Programme in El Salvador,
Parents’ Education Programme in Mexico, and
Early Childhood Education in Panama.

Efforts to improve the quality of basic
education

The subject of equity and quality of education
remain an important preoccupation for all coun-
tries, as was mentioned by the participants of
the January Seminar and in the countries re-
ports, measures are being taken to improve
them through legislation, educational reforms,
decentralization and the increased autonomy
given to the schools.

With respect to equity, compensatory pro-
grammes have been designed to respond to the
needs of particular groups of the population
who, because of isolation or social margina-
lization, have not had access to education serv-
ices or study in very disadvantageous condi-
tions. In this respect we can recall what has
been said about indigenous populations.

These compensatory programmes include
support to schools in rural areas or marginal-
urban areas. Argentina, Brazil, Chile, Colom-
bia, Costa Rica, Mexico, Panama and Vene-
zuela are offering such programmes. Even
though most of the countries have literacy or
bilingual education programmes, the partici-
pants of the Seminar feel that much remains to
be done in order to improve coverage and the
quality of these programmes.

In Argentina, a compensatory programme is
being implemented to improve infrastructure,
teacher training, provide equipment and insti-
tutional guidance. Since 1993, US $ 130 mil-



70

BULLETIN 40, August 1996 / The Major Project of Education

lion has been invested in this programme for
10.000 basic education schools (39% of the
public schools almost 2 million students), all
outside Buenos Aires area which has a differ-
ent budget. The programmes have a pedagogi-
cal impact. There is an evaluation system im-
plemented yearly. The results of the last test
given to seventh graders were highly positive,
as two of these schools received the best re-
sults in mathematics.

Furthermore, in Argentina there is a pro-
gramme called “Incentives to Initiative” to pre-
vent drop-outs in the poorer schools, through
the promotion of school projects. There is also
a programme called “New School”, which is
based upon the Colombian “Escuela Nueva”
pedagogical model, by which the students have
a more active participation in the class.

In Brazil there is an important Project being
implemented in the North-East Region which
is the poorest region and covers 9 States. This
Project is being implemented with the finan-
cial support of the World Bank and is for a
total of US $ 600 millions. In this way it is
expected to contribute in school coverage, in
the prevention of school repetition and the fight
against illiteracy.

The Brazilian National Programme for
School Textbooks contributes to the univer-
salization of education and the improvement
of its quality through the distribution of books
throughout the country. It covers yearly some
thirty million students, guaranteeing books
from the first to the eight grade. In 1994 it
distributed 60 million books and in 1995, 110
million (the higher number of books distrib-
uted in the history of this programme). At
present there is an on-going process of decen-
tralization for the distribution of books. In ad-
dition, the programme sponsors the produc-
tion of textbook catalogues; the creation of
teams by subject matter and the convening of
Seminars on textbook production and evalua-
tion.

In Chile, there has been the creation, im-
provement, extension, diversification and bet-
ter targeting of governmental programmes of
educational equity. Some relevant achieve-
ments are: 33.600 classroom libraries (one for

each classroom from the first to the fourth
grade of all the public schools and 3.400 addi-
tional libraries for each fifth and sixth grade
classroom of poor areas schools); food provi-
sion for 820.000 students; health coverage for
all the students from the first to the fifth grade;
two or three textbooks freely provided for each
student of the basic level. There are two spe-
cial programmes known as the “900 Schools
Programme” and the “MECE Rural Pro-
gramme”, which give support to the public
schools that have lower average achievement
scores and in the poorer or isolated areas of
the country.

In Colombia, a PASES Programme has been
designed to increase enrollment. In addition,
in 1992, there was a 100% textbook provision
to students;school furniture had been provided
to 65% of the schools; 50% of the teachers
had been re-trained and 50% of the school
buildings had been repaired At present, in the
urban areas, there are small libraries in 100%
of the schools, textbooks have been given to
90% of the students, furniture has been pro-
vided to 50% of the schools and 93% of the
teachers have been trained.

In Costa Rica, in 1993, was initiated a Pro-
gramme for the Improvement of General Ba-
sic Education (PROMECE) to guarantee solid
human resources and improve the quality of
life. This was achieved through targeted atten-
tion to marginal urban schools and rural
schools, particularly those who have only one
teacher, 1400 rural schools have been reached.
Other compensatory measures include the crea-
tion of “Leader Schools”, the introduction of
computers in the schools, and the establish-
ment of special bonus for poor children (78.810
in 1994). There is also the provision of schol-
arships, school materials and uniforms (91.000
children from rural schools) and school feed-
ing programmes (477.474 students reached in
1994). In addition, Costa rica is offering spe-
cial education programmes to single mothers
(47.000), to prisoners and to indigenous groups.
Some 700.000 students have been given ac-
cess to Social Security.

In Mexico, between 1990 and 1995, special
support was given to rural and indigenous edu-
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cation. The number of schools increased by
69.9% in rural areas and 11.7% in indigenous
areas. the number of teachers and students also
increased. In order to reduce grade repetition,
school desertion and improve efficiency, in
1992, compensatory programmes were
launched in Chiapas, Oaxaca, Guerrero and
Hidalgo. Later, it was extended to other 10
more areas. Some 330.966 packages of teach-
ing materials were distributed in 15.906 schools
to benefit 1.302.615 students. Books (218.900)
were printed in seven indigenous languages
and distributed among the students of the first
two grades, bibliographic material was also
distributed, all totaling 2.646.555 books. The
Programme “Reading Corners” allowed for the
distribution of 159 literary works in 74.489
rural, indigenous and poor urban schools in
8.000 communities and in 101.848 non-com-
plete schools.

In terms of quality, Chile has a system to
measure the quality of learning achievement
(SIMCE) and there are numerous efforts to
improve the general efficiency of the schools.
Similar systems are being implemented in Co-
lombia and in Costa Rica.

In Ecuador, an innovative experience is go-
ing on in 10% of the schools, with the support
of the World Bank and the IDB. There are 83
Matrix Educational Centers, as they are called,
in the rural areas, 29 in the urban areas, for a
total of 112 schools of 9 grades. These matrix
centers provide multiple services to improve
the quality of education in surrounding schools.
The matrixes have been granted considerable
autonomy.

In Guatemala, USAID is supporting the Min-
istry of Education through a Project called
BEST. This project started in 1991 a Testing
Center to evaluate learning acquired. The first
tests were applied in 1992 to evaluate math-
ematics and language in the third grade and
was applied nation-wide. The project has also
developed an Information System; a Project to
promote girls education until the sixth grade
and a New Unitary School, implemented in
100 schools which have one to two teachers.

In Mexico, thanks to compensatory pro-
grammes applied between 1990 and 1994, na-

tional rates of school desertion were reduced
from 5.3% to 3.4%; school failure from 10.1%
to 8.3% and terminal efficiency improved from
56.4% to 63.6%. The number of textbooks for
students increased 70.3% and for teachers
643.8%. A National Evaluation of Education
System was applied, covering more than 5 mil-
lion students, 180.064 teachers of 44.365
schools in the whole country. Another pro-
gramme designed to Reduce the Educational
Lag has also evaluated 50.455 students, 3.068
teachers, 308 directors in 842 schools. Some
15.971 parents have also been interviewed.
Mexico also participated in the Third Interna-
tional Evaluation of Educational Progress of
students aged 9 to 13 years old, in sciences
and mathematics, 4.380 students of 204 schools
were evaluated in 21 municipalities.

In Nicaragua, the success rate of primary
education went from 11.6% in 1990 to 22% in
1993. During this period, the average duration
in school went from 4.5 years to 4.9 years.
Nonetheless, desertion went from 2.7% to
2.9%. According to a UNICEF Report, deser-
tion of girls is double than that of boys, par-
ticularly in rural areas. In terms of repetition,
boys repeat 31% and girls 27%. In the urban
area repetition is 22% whether in rural areas is
31%. A Directorate for Evaluation has recently
been created.

In Panama, in 1994, a National Commission
for the Improvement of the Quality of Educa-
tion and its Modernization was created by a
Presidential Decree. In addition, there has been
an introduction of testing and evaluation which
have given satisfactory results. 80.000 tests of
mathematics and language were conducted for
the 6 and 9 grades. The public schools per-
formance was the same as the private ones.
There was also a reduction in the number of
school failures by 12.5%.

In Venezuela, compensatory strategies are
being used such as the provision of school text-
books, the creation of classroom libraries, the
provision of uniforms and other school mate-
rials and the rehabilitation of infrastructure. In
addition, a food programme is being imple-
mented by civic associations with the partici-
pation of parents.
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Attention to individual special needs

Important advances have been made in some
countries to integrate children with special
needs in the regular schools (Argentina, Chile,
Colombia, Ecuador and Guatemala), nonethe-
less there is still much to be achieved in this
particular area.

In Chile, since 1990 there is a Decree which
regulates the integration of this kind of chil-
dren in the regular school. In Costa Rica, there
is a special programme to promote the integra-
tion of children with special needs in pre-school
education.

In Guatemala, there is a strengthening of sup-
port for special education: in-service teacher
training of regular and special education teach-
ers; technical support to special programmes;
production of support material; participation
in special events.

In Honduras, there is a Project for the Inte-
gration of Pre-School Handicapped Children
into regular pre-schools and an Integrated Plan
to provide health and education.

In Mexico, between 1990 and 1994, special
education enrollment increased 33.3%. This
was due to the creation of 280 special centers,
representing an increase of 14.9% in the
number of schools, 2.208 teachers were in-
volved in this type of education. Special text-
books were produced and in co-ordination with
the National Commission for Free Textbooks,
12.244 books were produced and distributed
in Braille. An alternative measure being used
in the regular schools to respond to the needs
of students is the Service Units to Support
Regular Education.

In Nicaragua, since 1990, there has been an
impulse given to special education through non-
formal means such as networks based on the
community. In this period, there was an in-
crease of 49% coverage. The State covers 77%
of the centers (formal education) and 23% of
the centers organized in private homes (non-
formal education).

In Panama, there are several Governmental
entities in-charge of promoting special educa-
tion for children. In 1992 a Council for the
Attention of Handicapped Children was cre-

ated, which among others, seeks funds for spe-
cial education. In addition a National Council
for Interinstitutional Coordination for Child
Development was created to co-ordinate ef-
forts of the different institutions, which includes
attention for children under 6 years old. A Di-
rectory for Services for Handicapped Children
has also been produced. The number of Spe-
cial Education Schools was 26 in 1994.

UNESCO has been given support to pro-
grammes which promote the integration of chil-
dren with special needs into regular schools.

Absolute illiteracy, youth and adult basic
education

Absolute illiteracy rates have been reduced in
most of the countries. Brazil, Guatemala and
Mexico are implementing special programmes
towards this end, including programmes of-
fered by radio in the mother tongues. There
are some examples of adult education pro-
grammes in most countries, but there is a need
to extend and improve the coverage of basic
education to out-of-school functional illiterate
youth.

According to the national reports received,
in Brazil, the North-East Project financed by
the World Bank, which covers 9 States, will
be offering literacy programmes.

 In Chile, 5% of the population is illiterate.
There is nonetheless a serious problem with
300.000 youth with incomplete basic educa-
tion and about 1.500.000 youth without sec-
ondary education, but there is little financing
to solve their problems. In 1994, a Law for
Indigenous Populations was adopted which in-
cludes the promotion of bilingual education.
The Government will start supporting these
programmes in 1996.

Like other countries, Colombia offers
evening courses for youth and adults through
a Life-Long Education Programme. In addi-
tion, efforts are being made to launch a per-
manent literacy and adult education programme
using the mass media. The Government is also
planning on launching a National Plan for
Reading.

In Costa Rica, illiteracy rates are 7%. Most
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of the public supply of literacy education is
given through evening basic education courses
to youth and adults. In 1993, 2.896 graduated
successfully. Ten integrated Centers for Adult
Education have been created. Illiteracy is be-
ing dealt with by non-formal education pro-
grammes which introduce community educa-
tion. In 1993, more than 20.000 persons
benefitted from a literacy plan launched in the
poorest regions of the country. In 1994, a test
was conducted to evaluate the efficiency of
literacy programmes and 60.2% persons trained
succeeded in these tests. Recently, the Minis-
try of Labor has signed an agreement with the
Ministry of Education to give literacy pro-
grammes to employed illiterate adults, so far,
3.597 have benefitted from this programme.

In Guatemala, illiteracy rates are particularly
alarming in rural areas were 77% of the popu-
lation are illiterate. Furthermore, 56% of the
total female population are illiterate. It is for
this reason that the Guatemalan Government
created CONALFA (National Literacy Com-
mittee) and allocated to it 1% of the total
budget. Between 1985 and 1993, CONALFA
has succeeded in reducing illiteracy rates from
52.3% in 1985 to 41% in 1993, this effort was
recognized recently through a UNESCO
Honorable Mention of the International Read-
ing Association Prize. CONALFA offers pro-
grammes for children and youth (9 to 15 years
old) who have no access to school. There are
also programmes promoted by the Catholic
Church, which are addressed to indigenous
populations and are offered in the Maya
languages.(Salesianos, etc.)

The Guatemalan Out-Of-School Directorate
is covering some 4.455 persons in economic
–productive projects in 10 departments of the
country. There is also an Out-Of-School Modu-
lar Education Programme for illiterate adults
and employed children (10 to 14 years old). In
1994, 1.663 persons, including 321 children
benefitted. Other programmes are carried out
for employed children by other Governmental
Offices.

In Honduras, there are several programmes
for functional education for adults having
reached the sixth grade level. There are Centers

for Popular Culture, offering vocational train-
ing. In 1990, an Education Project for Work
(POCET), was launched with the support of
FAO, to provide vocational training in rural
areas. Two million persons participated in this
project. Another programme which is also of-
fering literacy courses is the Programme for
the Development of Refugee and Repatriated
Persons (PRODERE).

In Mexico, during 1990-1994, there was a
reduction of illiteracy rates from 12.4% in 1990
to 9.7% in 1994. This was due to campaigns
which reduced illiteracy by 21.8% during this
period. Literacy programmes reached, between
1990-1993: 1.922.725 persons, of whom
1.163.323 were made literate. Adult Educa-
tion programmes were launched to support lit-
eracy through the radio or the use of materials
in different subjects such as health, ecology,
culture, community work, human rights, etc.

From 1990 to 1993, 3.328.904 adults
benefitted from these programmes which
incremented coverage by 24.9%. Primary edu-
cation for adults increased by 6.1%; secondary
education by 74.8%. The number of literates
which increased in primary and secondary edu-
cation went above 100% in both cases. Non
–formal training programmes for employment
have covered, between 1990 and 1994 some
1.962.191 adults.

In Nicaragua, illiteracy rates grew between
1990 (23.1%) and 1994 (31.3%). From the to-
tal, 40% are women and it is more acute in the
rural areas (45%). Most of the literacy pro-
grammes are offered by non-governmental or-
ganizations. The Ministry of Education offers
primary and secondary levels at evening
schools. Recently, a Ministry of Social Affairs
was created to offer health, education and cre-
ate temporary employment for the most disad-
vantaged groups (indigenous populations, per-
sons demobilized from the army, women heads
of household, orphans, repatriated persons, poor
peasants, etc.) There is also a programme to
include secondary education students in literacy
programmes on a voluntary basis.

In Panama, the national rate of illiteracy was
10.7% in 1990, with 44.3% of illiteracy among
indigenous populations. Between 1990 and
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1993, 8.935 adult illiterates were covered by
educational programmes. The budget invested
in literacy increased from almost US $ 3 mil-
lion to US $ 8 million in 1994. A special lit-
eracy programme through the press (6.343
adults reached) was developed with the finan-
cial assistance of UNESCO (1992-1994). The
IDB has also given support to a project for
literacy and education for work in marginal
urban areas (1987-1993), this project was of-
fered to marginal populations and to indigenous
populations and it covered 13.424 persons. New
bilingual education programmes are being
launched with the support of UNICEF, Canada
and UNESCO.

In Venezuela, the literacy programme is be-
ing revised and there is an Office for Indig-
enous Populations Education in the Ministry
of Education. Rural schools are being included
in the MECE Project supported by UNESCO
and UNICEF.

UNESCO gives support to bilingual educa-
tion programmes and basic education for youth
and adults in the region through the Major
Project Regional Network REDALF.

New challenges of education

Secondary education and its links to the
world of work

In the national reports, little has been men-
tioned about secondary education and its links
to work. This is probably due to the fact that
secondary education is not considered as part
of “basic education” as such.

In Argentina, there are three years of
polymodal education, which follows the basic
education cycle which has now a length of ten
obligatory years. The polymodal education has
been prepared in consultation with the produc-
tive sector, among others. Some 1.400 second-
ary schools have already been provided with
special equipment to be used in this type of
education.

In Chile, there is a Ministerial Programme
for Training and Development of Technical
Education which offers technical assistance and
teacher training to improve technical educa-

tion. The reform of the secondary level initi-
ated in 1995, includes the strengthening of the
general skills required in the modern labor
market, the improvement of science teaching
and the introduction of technology in the gen-
eral curriculum (including an informatics labo-
ratory in each State supported secondary school
and its linkages to national and international
networks).

In Costa Rica, a new law is giving impulse
to technical and vocational education through
the financing of teacher training, infrastruc-
ture and equipment. In addition, special Di-
dactic Productive Units have been created in
these schools to benefit women’s entry into
the labor force.

In Guatemala, there are two secondary edu-
cation systems, one is called “basic” and the
other is called “diversified”. Half of the stu-
dents go to one or the other. The majority of
the establishments are private and are situated
in the urban areas. The diversified cycle has
an equal number of women and men students.
Estimates show a national deficit of secondary
level education (15 to 20 years old) of 68.6%
in the basic cycle and 86.4% in the diversified
cycle.

In Mexico, secondary education coverage
increased between 1990 and 1994 by 7.2%.
This was due to efforts concentrated in build-
ing infrastructure: buildings and roads. Teach-
ers increased to 9.6% and schools buildings
increased to 15.7%. TV coverage of second-
ary school increased by 31.8% in 1994. In
1994, 618.570 secondary students were reached
in 10.439 schools, 11 million textbooks were
produced as well as 1.518 TV programmes.
There is also an open system by which stu-
dents may combine study and work. Between
1990 and 1994, a total of 698.620 persons ben-
efited from this possibility. Of these, 88.9%
completed the baccalaureate, 10.8% received
post-graduate courses and 0.3% went on to re-
ceive the middle professional level.

During 1990 and 1994, in Mexico, technical
and vocational education increased by 14.4%
during this same period. The number of teach-
ers grew by 8.1% and of students by 3.5%.
More than two million persons benefitted of



75

Report of the EFA mid-term review of the Latin American Region (1990-1995)

these programmes. The Secretariat of Educa-
tion made contracts with 13 federal institu-
tions, increasing the number to 51 institutions
during this period. Scholarships were offered
for an equivalent sum of 90 days of the mini-
mum salary. School libraries were installed
(196) and books distributed (329.937).

Education and peace, human rights,
democracy and the environment

Education and peace, human rights, democ-
racy, sexual and environmental education,
drugs and AIDS prevention, are some of the
new subjects which are slowly being introduced
in the national curriculums of the countries of
the region. UNESCO and UNFPA are collabo-
rating in these efforts through technical and
financial co-operation including contents of
Sexual/Population Education in the curricula,
the production of teaching/learning materials
and teacher training.

In Argentina, the recently-approved mini-
mum essential contents curriculum includes sex
education and environmental education as
cross-cutting subjects. In Brazil, the Educa-
tional T.V. Channel, recently established, pro-
duces 4 hours programming for basic educa-
tion on subjects such as community relations
and citizenship. In addition, there is a national
consultation in process to approve curriculum
contents on sexual education, education for the
environment, for health and community rela-
tions. This process in being given support by
UNESCO and UNFPA.

Chile has conducted contests, with the help
of UNESCO, on textbook production on is-
sues of peace and human rights. In Costa Rica
there is also an effort to introduce values edu-
cation in the school curriculum which includes
the peaceful resolution of conflicts, as well as
health issues and the gender perspective. In
Mexico, adult education promoted the use of
educational materials on health issues, living
conditions, ecology, culture, community work
and human rights.

In Guatemala, the school curriculum includes
concepts of peace, democracy and solidarity.

In addition, population education, the educa-
tion for work, the conservation of the environ-
ment and human rights have been included,
materials on these subjects have been produced,
and workshops for in-service teacher training
have been carried out. In the case of Popula-
tion Education, the Government set up an
Intersectorial Commission for Population Edu-
cation, which includes representatives of the
different sectors of the society, including the
Catholic Church, and which has approved the
contents to be included in its curriculum.

 Different projects in Guatemala, including
a UNESCO/German Project, have been pro-
moting initiatives in the context of civic edu-
cation and the promotion of human rights. The
Human Rights Procuraduría is promoting edu-
cational programmes for children and adults
(teachers, community leaders, etc.). The Hu-
man Rights Office is developing a Popular
Education Programme with the support of the
newspapers.

In Nicaragua, there are particular efforts to
include contents and methods to help prevent
conflict. Three modules have been developed
for primary school teachers and community
leaders to promote peace, for psychosocial
well-being in the community and to face situa-
tions of war and after the war. Three guides
are also being used for education and attitudes
of peace and the development of the family
and the community. Curriculum transforma-
tion includes subjects such as: environmental
concerns, democracy and peace, tolerance and
the gender perspective.

The Rights of the Child is one of the sub-
jects which has been included in the in-service
teacher training conducted in Panama. In addi-
tion, a special national prize has been offered,
with the support of UNICEF, to promote the
publication, by the press, of the Rights of the
Child.

Population/Sexual Education is being in-
cluded in the education programmes in Bo-
livia, Brazil, Costa Rica, Colombia, Domini-
can Republic, Ecuador, El Salvador, Hondu-
ras, Panama and Peru, with the support of
UNESCO and UNFPA.
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Education, informatics and the use of the
mass media

The use of non-conventional means of educa-
tion is largely been used. There is an increase
in the educational supply through distance edu-
cation; an extensive use of radio and televi-
sion for literacy and adult education, besides
children’s basic education and the press is also
being put to the service of education. The use
of informatics and networking is also increas-
ing in Brazil, Chile, Costa Rica and Panama.

Numerous countries reported using distance
education (Argentina, Honduras, Guatemala
Panama). Brazil envisages the creation of a
Ministry of Distance Education, and in Panama,
distance education has been used for teacher
training in educational research, planning and
administration at the local level, evaluation and
project design, among others.

With respect to the use of television, Brazil
is already implementing 4 hours of basic edu-
cation through a TV channel, transmitted na-
tion-wide via satellite. The first phase will
cover 50.000 schools, with the provision of
basic infrastructure for reception, recording and
utilization of the programmes. Colombia is
opening spaces to the Universities in Channel
4, and in Panama there are two educational
TV channels.

In Mexico, the radio and TV educational pro-
grammes increased between 1990 and 1993
by 39.3% in TV and 151.6% by radio. Sec-
ondary education has been transmitted through
television thus increasing secondary school
coverage to 31.8%. In 1994, 1.518 TV pro-
grammes for secondary education were pro-
duced. At least 20.967.714 books were distrib-
uted to school libraries, public libraries and
higher education libraries.

In Venezuela there is an Educational Televi-
sion Channel which is receiving support from
the Association of Iberoamerican Educational
Television. It has produced a special pro-
gramme for teaching tutors in the teaching of
Natural Sciences.

Radio programmes are being used in several
countries to provide literacy, adult education,

bilingual education, general education, as was
mentioned in the national reports of Costa Rica,
Ecuador, Guatemala, Honduras, Mexico, and
Panama.

In Guatemala, there are several programmes
transmitted by radio in the Maya languages,
some of these are: The Popular Movement for
Education “Fe y Alegría”; the Guatemalan In-
stitute for Education by Radio; the Radio
Nahualá in Sololá, which is a radio programme
for the development of women in K’iché lan-
guage.

In Honduras, the General Directorate and the
Educational Communications Enterprise have
been providing integral basic education through
the radio to reduce illiteracy. It started in 1993
and it has covered 40.630 persons in the first
level and 558 persons in the second level. Sub-
jects included relate to the three Rs, popula-
tion education, natural sciences, rights of
women, social studies, civic, legal and demo-
cratic education and family education.

In Costa Rica, there is a radio programme
being offered to support literacy programmes
and in Panama, literacy is offered through the
radio with the support of Mexico and Spain.

The press is widely used to support educa-
tion. There are special educational supplements
in Argentina, Bolivia, Chile, Colombia, Ecua-
dor, El Salvador and Peru. In Honduras the
press is helping with literacy and adult educa-
tion through the “El Heraldo” newspaper.

With respect to the use of informatics and
networking, in the country reports we find that
Argentina has started a Telematic Network
which benefits 400 schools and includes con-
tracts with universities.

In Chile there is a Network called “Enlaces”,
maintained by the governmental Programme
MECE and technically managed by seven re-
gional universities under the coordination of
the University of La Frontera. In 1995, this
Network served 212 primary and secondary
schools and in 1996, it will include 412 schools.
The Government has passed the goal of 50%
of the primary schools and 100% of the high
schools connected to Enlaces in 19 institutions
including universities.
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Costa Rica and Panama are also investing in
introducing computers in all primary schools.

In Costa Rica, the use of informatics is be-
ing introduced in the Ministry of Education to
improve management procedures. Since 1990,
24.000 primary education students have
benefitted from courses in informatics. A center
of informatics called KIOSKO has also been
created to offer teachers pedagogical orienta-
tion. A new programme for youth and adults
is also being designed which includes the use
of television, radio, computers and the press.

In Panama, the Mobilizing Project for Edu-
cation for All (UNESCO/UNDP), trained 734
teachers and 159 leaders in educational
informatics. With the financial support of the
Educational Insurance, computers were in-
stalled in 44 schools. An intermediate strategy
called “Open Doors” was developed.

Research and information for decision
making

Little information has been provided in the
national reports on the use of available infor-
mation or achievement results or the findings
of research of education for decision making.
This is a crucial problem in the region which
has also been mentioned in “ The State of Edu-
cation in Latin America and the Caribbean”
(UNESCO-Santiago, 1996); which must find
a solution in the coming years if we are to
improve the quality and equity of education.

There are some examples of the promotion
of research we wish to note: In Guatemala ef-
forts are being made to promote educational
research in subjects such as family educational
patterns in the Maya communities; the com-
munity school, evaluation of the impact of the
educational decentralization at the national
level, of local councils of education, etc. And
in Panama , the Mobilizing Project for Educa-
tion for All (UNESCO/PNUD) created a Na-
tional Research and Innovations Project for
Education and promoted links with the Major
Project Networks.

Administration, planning and management
of education

The ministries of education have been mod-
ernized in most countries and have been freed
from the direct administration of the schools
and teachers. These measures have allowed for
a deconcentration and an adequate articulation
between the regular administration and ad hoc
compensatory programmes. Problems arise
however, when this modernization does not
cover all instances in the National Government
(statutory norms and regulations of personnel,
slow procedures, etc). In some countries (Ar-
gentina, Chile, Ecuador) there are movements
towards increased autonomy by individual
schools.

In Argentina, the Federal Law of Education
was adopted in 1993, which accompanies the
final decentralization of the education system
to the provinces. This meant a profound re-
structuring of the Ministry of Education. The
consensus of the Federal Council of Education
facilitated the approval of a national curricu-
lum setting forth basic minimum contents and
allowing the provinces to elaborate these mini-
mum contents and create their own curricula.
Advances have also been made in the mod-
ernization of educational management, which
is now based on a series of special programmes
rather than the traditional bureaucratic struc-
ture.

The programmes are highly decentralized.
The implementation is directly under the re-
sponsibility of the schools. The central level
defines the programmes and financing. The
Province generates technical documentation,
selects schools and presents an executive
project. Local executing units are constituted
and funding is transferred directly to them.

Programmes have a pedagogical impact. The
central level distributes textbooks, dictionar-
ies, etc. to the students or it creates classroom
libraries. The first grade textbooks are replaced
each year, the rest are replaced in 20% of
the schools. Each school presents an institu-
tional project to receive extra funding. The
educational policies promote autonomy of
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the schools: the schools formulate plans, de-
centralized models to conduct compensatory
policies and evaluation formats. These com-
pensatory measures are made to improve eq-
uity.

In Brazil, there are mechanisms which fa-
cilitate the provision of funding directly to the
schools for buying materials, teacher training,
etc. giving preference to the poorest of the
schools.

In Chile there is a strong administrative de-
centralization towards the municipalities and
the private sector. At present there is a move
towards a pedagogical and curricular decen-
tralization. There is nonetheless insufficient
agreement on the role of the National Govern-
ment and the other partners. There is also con-
cern about how decentralization will affect eq-
uity. (36.4% of the primary and secondary
schools are under private management, but only
8.8% of all schools is totally paid by the fam-
ily; the other 81.2% is financed totally by State
subsidies).

In Colombia, the educational reform is be-
ing implemented, in what is called “Certified
Regions” following the Education Law adopted
in 1994. There is pedagogical decentralization
and increased autonomy by the schools through
institutional educational projects. Furthermore,
the Central Government, through the Techni-
cal Secretariat of the Ministry of Education
supports the consolidation of regional plans
and evaluates the autonomy of these in order
to facilitate the management of resources. Un-
til now, there are ten regional plans in the 33
certified regions.

In Costa Rica there have been important ad-
vances in deconcentration of educational man-
agement and administration at the Ministry of
Education level and a move towards greater
administrative independence by the schools.
There is a project for the training of educa-
tional administrators in coordination with the
University of Costa Rica, and efforts are being
made to provide training to teachers for their
new administrative role.

In Ecuador, a program to decentralize func-
tions to the provinces is under way. Projects

financed by the IDB and the World Bank fi-
nanced decentralized quality-improvement and
equity programs in the poorest schools in rural
and urban marginal areas, but curriculum re-
form is still slow. Modernization of the Minis-
try of Education has also started.

The National development Plan and the Pro-
gram for the Modernization of the Public Edu-
cation Secretariat of Mexico (1989-1994), pro-
motes decentralization of educational admin-
istration to the regions to increase their crea-
tivity and initiative. The 1992 National Agree-
ment established the federalization of the edu-
cational system. During 1993 and 1994 there
was a reform of the curriculum for primary
and secondary education. The Public Educa-
tion Secretariat is now in-charge of providing
norms and is not directly involved in the ex-
ecution.

In Nicaragua, there is an administrative re-
structuring of the Ministry of Education
through a collegiate direction, the reduction of
personnel and the use of informatics. Nicara-
gua is implementing the transformation of the
curriculum in the first four grades of the pri-
mary school, and has started with the teach-
er’s training curricula. In the last three years,
the Ministry of Education has implemented
projects of School Autonomy and the Munici-
palization of Education, as means of deconcen-
tration. The first transfers administrative func-
tions to the centers and promotes financial sup-
port from the parents, of which 50% is des-
tined to the improvement of teachers salaries
or infrastructure. In these autonomous schools
there has been a creation of School Councils
with the participation of teachers, students and
parents.

In Venezuela, decentralization started in
1995, through a Law for the Transference of
Competencies and the signature of two agree-
ments. The election of new governors will favor
transference of responsibilities beginning in
1996. The process of reorganization and re-
structuring has started. In 1996 a strategic plan
will be designed. There is however resistance
from the teachers unions to replace the present
structure. Some intermediate strategies are be-
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ing implemented such as the unification of the
educational authorities of the state and of the
Ministry of Education. There is a total
deconcentration from the Ministry towards the
state and the schools. The Ministry itself is
being restructured and reorganized. The Peda-
gogical Project for Schools has started to al-
low schools to formulate plans, programmes
and projects destined to correct difficulties in
the teaching process.

The processes of educational decentraliza-
tion and school autonomy are being given sup-
port by UNESCO and UNFPA through the
Regional Network of UNESCO REPLAD of
the Major Project and through the UNFPA
Population Education projects.

Financing of education

According to the information received, during
1990-1995, important increases have been
made in the financing of education, nonethe-
less, the participants of the January Seminar
referred to the increasing tendency of the coun-
tries of the region to invest more in higher
than in basic education, although this was not
indicated in the country reports.

In Argentina, important advances have been
made in agreements between the national gov-
ernment and the provinces and in a sustained
increase of the educational budget.

In Chile, public and private educational fund-
ing rose from 2.6% of the GDP in 1990 to
4.5% in 1994, and there is a governmental com-
mitment to raise it to 7% of the GDP at the
beginning of the next century. In 1994, the
educational budget was allocated in 62.8% to
the pre-school and basic education level; 16.8%
to the secondary level and 18.5% to higher
education; 1.9% was dedicated to cultural ex-
tension.

In Colombia, public spending for education
has been growing slowly. In 1980 it was 2.3%
of the GDP and in 1993 it was 3.1% of the
GDP. (It is however inferior to most of the
countries in the LAC region). In 1994, of the
total education budget, 31% was for basic edu-
cation, 28% for secondary education and 19%

for higher education. Public spending for edu-
cation has increased in the last two govern-
ments. At present it is of the order of 4.2% of
the GDP.

In Honduras, between 1990 and 1993 there
was an increment in the education budget of
71%, but most of this increase was destined to
teachers’ salaries. In 1994, 47.3% of the edu-
cation budget was destined to primary educa-
tion; 16.4% to secondary education; 0.7% to
adult education. The private sector contributes
little to basic education; its help only covers
5% of the school population.

In Nicaragua, during the last five years, be-
tween 34% to 61% of the educational budget
has been given to the first four grades. Of these
funds, 80% is destined to teacher salaries and
other related social investments. Of the total
budget for education, 61.3% are destined to
primary education. In 1990 it was only 34.3%.

In Panama, the educational budget increased
13.4%. For the pre-school and primary levels
the increase during these five years was 16.5%,
but in the total investment on education it has
diminished 34.5%. In spite of this reduction,
the cost per student increased 13% in the pre-
primary and primary level; 15.9% in the sec-
ondary level and 21.9% in the university level.
Scholarships given by the Institute for the
Training of Human Resources increased from
262 in 1990 for the primary level, to 1.545 in
1994. Nonetheless, the numbers are superior
in the secondary level.

According to the new Law of Education, in
Panama, public spending cannot be inferior to
6% of the GDP of the previous year. The mu-
nicipalities will dedicate 20% of their budget
to primary education and 5% to physical edu-
cation for primary and secondary level.

In Venezuela there is consciousness that there
is a need to increase investment in education,
however the 1996 budget for education remains
the same as in 1995.

International cooperation

International co-operation was mentioned as
being important for promoting continuity in
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public policies; to support educational reforms
in the form of technical and financial co-op-
eration; to strengthen technologies and pro-
grammes using the mass media (radio and TV);
to support the use of informatics and the ex-
change of information among countries; to
strengthen educational statistics, the develop-
ment of evaluation systems, and the creation
of indicators for the evaluation of the quality
of education.

All along this document we have mentioned
financial support from international sources to
the educational programmes in the countries.
In this section we will give some additional
examples:

Between 1992 and 1995, UNESCO and Ger-
many launched a Central American Textbook
Development Project.

Chile has a US $ 240 million loan from the
World Bank for pre-school and basic educa-
tion, which covers the period 1992-1997, and
a new US $ 206 million funding, partially fi-
nanced by the World Bank, for the reform of
high school level during the period 1995-2000.

In Costa Rica, financial support has been
received from UNESCO, IDB and other
sources. including the World Food Programme.
USAID has given support to a programme for
youth and adults and funds have been received
from Spain for technical education and from
France, England and Netherlands for other edu-
cational projects.

Since 1991, external aid has been support-
ing educational investment in Nicaragua. Be-
tween 1990-1995, Nicaragua has received
US $ 34 millions from the World Bank,  US $
30 million from US AID and  US $ 432.500
from the IDB.

Between 1992 and 1993, UNESCO and
UNDP financed a Mobilizing Project for Edu-
cation for All in Panama. This project was suc-
cessful in promoting national and international
resources for basic education. The national to-
tal financing was of the order of US $ 111.000.
International technical support was US $
85.000. Other organizations which contribute
to basic education are OAS, Andrés Bello Con-
vention, UNFPA, UNICEF, the World Bank
and IDB.

Between 1990 and 1995, UNFPA contrib-
uted US $ 20.250.000 to the execution of edu-
cation projects and in population and commu-
nications programmes in Latin America, many
of which were conducted in co-operation with
UNESCO.

Conclusions

If we examine closely the advances in the
achievement of the recommendations of the
Education for All Conference and of the Ma-
jor Project for Education in Latin America and
the Caribbean we can safely conclude that
much progress has been achieved during the
1990-1995 period, although much remains to
be done.

As we have seen, the subjects of equity and
quality of education remain an important pre-
occupation for all countries and measures are
being undertaken to improve them. The status
of teachers, salaries and training have been
improved in some countries in the region but
are still far from adequate. Programmes for
pre-school education, special education, bilin-
gual education and adult literacy have to be
strengthened, although some interesting and
innovative programs are being initiated.

According to the participants in the January
Seminar, the principles and thought of Educa-
tion for All have been, to a large extent, incor-
porated into the planning and thinking in most
of the countries in the region. However, in
many cases educational policies do not suffi-
ciently reflect the broad definition of basic edu-
cation (do not include secondary education) or
give a clear definition of basic learning needs.
It is important to see how to translate words
into practice. This would imply consensus on
the criteria to define quality and the educa-
tional needs of the country.

The participants felt that International Or-
ganizations, including UNESCO, have an im-
portant role to play in promoting continuity in
national educational policies. (With frequent
changes of Government, International Organi-
zations sometimes provide the only institutional
memory, and can thus play a key role in keep-
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ing Education for All on the educational agenda
and helping ensure that plans are transformed
into action). The same is true, it was said, for
facilitating the exchange of information and in
advocacy work.

With reference to the Major Project for Edu-
cation in Latin America and the Caribbean, as

was made evident particularly in the external
evaluation conducted by the UNESCO-SAN-
TIAGO REGIONAL Office for Education, the
time has come to formulate a new educational
proposal that will consider present needs and
incorporate new advances.
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