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Presentation

The new millenium, looming ever closer, reminds us ofthe advisability of evaluating achievements

andproposing newgoalsfor educationin the region. Humanity is onlyfive years awayfrom that date

which coincides with the completion of the Major Project ofEducation.

The educational decisions we make today, will have an impacton the lives and aspirationsfor better

opportunities ofmillions ofhuman beingsliving in the region. In this context, the informationfound

in the following articles may contribute to influencing decision-making at the nationallevels.

In this issue, the Bulletin presents a discussion of regional education spanningfifteen years. This

work,ispart ofthe third report on The State ofEducation in Latin America and the Caribbean, 1980-

1994, elaborated by UNESCO’s Regional OfficeforEducation in Latin America and the Caribbean.

The unabridged text, includes a second section which analyzes the state ofbasic education in each

country, and a third section containing statistical tables that facilitate comparisons by countries,

subregions and within the region.

The regional view corroborates both theprogress attained in terms ofeducation andtraining, as well

as the consensuson the role theyplay infuture human development, while exposing the obstacles that

stand in the wayofenhancingtheirquality anddistribution, and the deficiencies that nurturepoverty.

Aspointed outinthe report, the idea is that access to a quality education currently enjoyed by a small

group, may extendto the rest ofthe population afflicted bythe unjust distribution ofthe educational

supply. Thefact that merely 50% ofschool children are capable ofwritten communication, the need

to disseminate information ofnew diseases like AIDS or others believed bannedforeverfromthe

region, such as cholera or tuberculosis, and the importance of learning to choose alternatives or

group learning in order to reduce intolerance and xenophobia, are issues that call for assertive

actions.

The second article discusses a curricular reform experience carried out in english-speaking

Caribbean countries. Here, Desmond Broomes highlights the need to emphasize mathematics

literacy in primary and secondary schools. He comments on the feasibility of setting up a

participative and open-ended teaching strategy that may be adaptedto the various kindsofchildren,

and that turns the teaching of mathematics into a mental process through which the individual

acquires quantitative and spatial concepts to describe, explain or predict phenomena.

For their part, Rosa Blanco and Cynthia Duk, present an analysis of the progress observed in

integrating students with special needs into the region’s schools, and indicate the requirements these

demandscallfor.

In closing, we present the document Action for equality, development and peace presented by

UNESCO’s general director at the Fourth Conference on Women,heldin Beijing, September 1995.

As is customary, our Regional Office for Education in Latin America and the Caribbeanlists the

latest titles published in its Publications section.



QUALITY OF EDUCATION, DEVELOPMENT, EQUITY AND

POVERTY IN THE REGION,1980-1994

K. Schiefelbein, A.M. Corvalan, S. Peruzzi, S, Heikkinen and I. Hausmann*

In the pastfifteen years, efforts in the region have tendedto stress the priority

given to education -acknowledging its closeness to development, equity and

poverty- reduce absoluteilliteracy, complete basic education’s coverage, and bring

about a partial improvement in terms of equity. Progress towards these objectives

-setforth by the countries that called upon UNESCOto sponsor the Major Project

ofEducation in Latin America and the Caribbean (MPE)— has been characterized

by the use of consensus as the preferred mechanismfor defining educational

policy, and by the implementation of strategies designed to reform pedagogical

processes. Although quality of learning and teacher training have not undergone

drastic changes, information and research on policy-making has increased; new

educational administration, planning, and management models have been created

and put to work; fresh sources offinance are emerging, and international

cooperation is beginning to play a significant role.

In the midst of buoyant optimism,the result of

first steps taken on behalf of the Major Project

and of progress made towards the design ofits

operational mechanisms, the crisis of the

1980’s strikes. In the years that followed, the

MPEunfolded laboriously under the profound
social, political and economic crisis that

scourged the region. Despite adverse condi-

tions, it was possible to gather information,

discover and identify relevant experiences, and

consolidate four organizational and manage-

ment regional networks, In the late 80’s and

early 90’s, the time was right to conduct an

objective analysis of the situation, and to pro-

* Suggestions offered by D. Silva, J. Rivero, J. Casassus,

A. Matute, S. Clarke, R. Blanco, M.L. Jauregui,

J.Jolibert, M. Moyano, R. McMeekin, M. Nifiez and

A. Taborga; the collaboration provided by UNESCO

Statistics Division’s G. Nascimento, and L. Carrizo;

the references prepared by G. Alberti and E. Stagnaro;

editing by R. Pifia and transcriptions by P. O’Ryan,

are gratefully acknowledged.

pose the guidelines that would facilitate the

design of specific strategies. A third stage,

which identifies the magnitude of the problem

and pending challenges, gets under way in

1989; 1991 brings homethe realization that a

new educational development model should be
sought, while two years later successful inno-

vations are identified and the main components

of the solutions are evaluated. First successes

in overcoming crisis related problems, bring a

new waveof optimism to the region, reinforc-

ing the process and acknowledging education

as a key development factor given its impact

on equity, quality of knowledge, and partici-

pation.!
This article analyzes the state of education

in the region during the 1980-1994 period, out-

1 BCLAC/UNESCO, 1992. “Education and knowledge:

Basic pillars of changing production patterns with so-

cial equity”. Santiago, Chile; Gajardo, M. and Infante,

M.I., 1994. “Informe de la evaluacién del Proyecto

Principal de Educacidn”. Santiago, Chile.
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lining the relevant elements and relationships

that identify the various trends towards change

that may be compared with those observed in

the individual countries. This document was

prepared using information regularly submit-

ted to UNESCObythe participating countries,

and data forwarded to the Regional Office for

Education in Latin America and the Caribbean

to be processed by the Regional Information

System (SIRI). Complementary data, particu-

larly those contained in REDUCand previous

papers? was used where information was in-

complete.

Ananalysis of the eleven main issues emerg-

ing from the recommendations adopted in the
last two Conferences of Ministers? andthe five

meetings held by the MPE’s Intergovernmen-
tal Regional Committee‘ during the 1980-1994

2 The State of education in Latin America and the

Caribbean, 1980-1985. UNESCO.Regional Office for
Education in Latin America and the Caribbean. Regio-

nal Information System (SIRI), 1988. Santiago, Chile.

The State of education in Latin America and the

Caribbean, 1980-1987. UNESCO/SIRI, 1990. Santia-
go, Chile. The State ofeducation in Latin America and
the Caribbean, 1980-1989. UNESCO/SIRI, 1992. San-
tiago, Chile.

3 Regional Conference of Ministers of Education and

those Responsible for Economic Planning of Member
States in Latin America and the Caribbean. UNESCO/

ECLAC/OAS, 4-13 December, 1979. Mexico City,

Mexico: Final Report. Sexta Conferencia Regional de

Ministros de Educacién y de Ministros Encargados de

Ja Planificacién Econémica de los Estados Miembros

de América Latina y el Caribe. UNESCO/ECLAC, 30

March- 4 April 1987. Bogota. Colombia.
4 Rapport Final. Reunion Regional interguvernementale

sur les objetifs, les stratégies et les modalités d’action

d’ un Projet majeur dans le domaine de |’education

dansle région del’Amerique Latine et des Caraibes. 6-
10 abril 1981. Quito Ecuador; Informe Final. Primera
Reunién del Comité Regional Intergubernamental del
Proyecto Principal en la Esfera de Educacién en Amé-

tica Latina y el Caribe. 5-9 noviembre 1984, Mexico;

Final Report. Second Meeting of the Intergovernmental

Regional Committee for the Major Project in the Field

of Education in Latin America and the Caribbean. 24-

28 March, 1987. Bogota, Colombia; Informe Final.

Tercera Reunién del Comité Regional Interguberna-

mental del Proyecto Principal en la Esfera de Educa-

cién en América Latina y el Caribe. 23-26 junio, 1989.
Guatemala; Informe Final. Cuarta Reunién del Comité

period, identified those areas where progress

was made, others where limitations were evi-

dent, and still others where problems are yet

to be solved. These issues address topics such

as: giving priority to education as a factor in

development, and gradually increasing its as-

sociation with equity and poverty; seeking out

consensus in policy-making; designing inno-

vations aimed at revamping pedagogical proc-

esses, and building new teachertraining strat-

egies; advancing in terms of coverage, quality

and equity; reducing illiteracy; proposing new

educational demands; increasing research and
data-gathering to facilitate policy-making de-

cisions; implementing trials aimed at enhanc-

ing administration, planning, and management

processes; evolution of educational financing;

international cooperation and its possibilities;

and contributions to the MPE by higher edu-

cation institutions.

Although two outof the three goals set forth

by the Major Project have been accomplished

simultaneously —namely, universal access to

basic education and reduction of illiteracy— im-

portant changes have taken place in today’s

world, which seem to greatly depart from the

original concepts upheld by the insightful au-

thors of the Major Project. Profound social, edu-

cational, political, economic and cultural chan-

ges compel us to review these goals in terms

of the region’s present and future situation.

The analysis undertaken concluded that for

the remainder of the MPE’s period, emphasis

should be placed on the following: identify

.and evaluate innovations made to pedagogical

processes; design and evaluate suitable mate-

rial to carry out effective learning experiences;

foster the training and professionalization of

teachers; extend the number of school-year

Regional Intergubernamental del Proyecto Principal en

la Esfera de Educacién en América Latina y el Caribe.
22-25 abril, 1991. Quito, Ecuador; Informe Final. Quin-

ta Reunién del Comité Regional Intergubernamental

del Proyecto Principal en la Esfera de Educacién en
América Latina y el Caribe. 8-11 junio, 1993. Santia-
go, Chile.
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hours offered to students; increase and improve

pre-school educational supply; stress reading-

writing skills and basic mathematics; guaran-

tee teaching programmesin the native tongue

when different from the language of instruc-

tion; support the creation of schools that will

integrate special education children; incorpo-

rate various educational media such as com-

munications, informatics, and others; avoid

gender stereotyping; characterize problems and

strengthen education’s middle level. There is

an evident need to make moreefficient use of

available resources and abilities in line with

the new roles assumed by the State and other

social actors, while defining the institutionality

and the proper management and administra-

tion models to be implemented.

1. Education, development and their

interrelations with equity and poverty

Thepriorities established in 1979 —which called

for eradicating extreme poverty using every

available resource to deliver a quality basic

education to all children, and set as second

objective the obliteration ofilliteracy-, lost its

momentum in the 80’s, only to regain it in the

90’s, as the close interrelation between educa-

tion and development -revealed by research

and acknowledged in various international fo-

rums°*—- became, once again, prominent in the
mindsof the people.
The new development models of the 90’s

based on international economic competition

rely fundamentally on man’s intelligence and

knowledge, and the fair distribution of this

knowledge. Therefore, they seem to coincide

with today’s political and cultural demands.

This explains why, nowadays, social and eco-

nomic policies seem more harmonic; educa-

tion is being reformulated as an important fac-

tor in the eradication of poverty, and the role

5 Schiefelbein, E. and Tedesco, J.C., 1995. Una nueva

oportunidad. El rol de ia educacién en el desarrollo
de América Latina. Santillana, Aula XXI. Buenos Ai-

res, Argentina.

of the State has been modified to allow direct

intervention —albeit only in the absence of other

alternatives— while increasing its capacity to

supervise and create adequate inducements.

In 1990, at the ECLAC assembly, the re-

gion’s Ministers of Economy unanimously

adopted the productive transformation with

equity model, in order to changethe historical

developmenttrend, alleviate the painful tran-

sition which characterized the 80’s, and meet

the challenges posed by the democratization

process of the 90’s, as well as the demands of

modernity and international competitiveness.®

The idea is to raise the competitivity level

which,in turn,will raise the population’s stand-

ard of living through increased productivity

made possible by technological progress, and

to facilitate the convergence between

competitivity and social sustainability. The

objective, is to strike the proper balance be-

tween economic growth and social equity.

At the 1992 congress, the Ministries of

Economy acknowledged that misalignments

along the education-knowledge axis, had jeop-

ardized progress in other aspects associated

with the incorporation and dissemination of

technological advancement.’ For their part,
UNESCO and ECLAC,stressed the central

nature of education and knowledge production

in the development process, characterized the

foibles of the regional panorama, suggested the

need to redouble efforts geared towards re-

forming education and training, and increase

the region’s scientific and technological po-

tential with a view to building a modern

citizenry equally involved with democracy and

equity as with international competitivity (com-

parative advantage).®

6 XXIII period of ECLACsessions, May 1990, Caracas,
Venezuela. Transformacién productiva con equidad.
La tarea prioritaria del desarrollo de América Latina

y el Caribe en los afios noventa. ECLAC, 1990, San-

tiago, Chile.

7 JL. Londofio, 1995. “Pobreza, desigualdad, politica

social y democracia”. Technical Department for Latin
America, World Bank.

8 ECLAC/UNESCO (1992), op.cit.
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In the region, however, the average per capita

income increase generated by the new eco-

nomic models, has failed to resolve the social

imbalance —particularly as regards the rise of

poverty rates~ and growth appears all but im-

possible, given the poor quality and distribu-

tion of education. About 200 million persons,

most of them children and youths, live under

conditions ranging from poverty to extreme

poverty. In other words, the benefits that a

segment of the population derives from mod-

ernization, are seen to contrast dramatically

with the inequality that afflicts the majority.

Investing in education and curtailing demo-

graphic growth have, in fact, facilitated the

schooling process; however, only 50% ofall

graduating students, are capable of communi-

cating in writing as prescribed by modern so-

ciety. This implies that one half of the popula-

tion of Latin America and the Caribbean should

be classified as functional illiterates. Hence,

the need to increase the State’s capacity to

guarantee adequate quality, and genuine con-

ditions of equity. This requirement includes

additional education opportunities for a large

numberof functionalilliterates and support for
their development as humanbeings.

Education has hadlittle effect on pandemias

such as AIDS,cholera, tuberculosis, precocious

pregnancy, and in most of the countries in the

region, its impact on health programmes has

been limited. Conversely, intolerance, violence

(domestic and social) and xenophobia have

risen, a fact that would seem to indicate that

education should provide relevant learning op-

portunities in terms of motivation and team
work. This, in order to appreciate the context

wherein the school is immersed, and heighten

respect and tolerance for different points of

view. In short, there is an urgent need to cre-

ate new modalities in the fields of education

and culture, promote ideas and actions for in-

creased mutual understanding and respect for

individual, social and cultural differences.

These problems are not exclusive to the re-

gion. The strategic importance of education

brought about by the MPE,has been corrobo-

rated by several important worldwide events,

such as:

a. the World Declaration on Education for All

(Jomtien, 1990), whose action lines coincide

with the objectives of the MPEat the regional

and local levels. Additionally, the solid

commitment with education adopted by the

four international organizations which

sponsored this meeting;

b. UNICEF’ s World Summitin FavourofInfancy

(September, 1990) and its regional expression

inthe Narifio Commitment (April 1994) which

—in line with MPE objectives— advance

improving children’s education;

c.the World Summit on Social Development

(Copenhagen, March 1995) which

acknowledged the fundamentalrole ofparent’s

education, particularly that of mothers, to

facilitate the struggle against the vicious cycle

of poverty and schoolfailure, promote social

integration, particularly that of marginal and

underprivileged groups, and increase

productive employment;

d. the role ofeducation hasalso been highlighted

atWorldConferenceson: environment (1993),

special education (1994), and the role of

women in development (1995).

At the regional level, support to the Major

Project has taken the form of three important

facts which reflect a renewedinterest by mem-

ber countries on educational development:

a. the priority conferred to education at the five

iberoamerican presidential summits held in

Guadalajara (1991), Salvador de Bahia (1993),

Cartagenade Indias (1994), Bariloche (1995)

and Miami’s Hemispheric Summit (1994);

b. the influence of the recommendations adopted

by representativesofthe countriesparticipating

in the MPE- sponsored Intergovernmental Re-

gional Committee, on regional educational

reform and,in particular, on acknowledgingthe

need to “start a new stage of educational

development that meets the challenges of

productive transformation, social equity and

political democratization ofthe countries in the

region”, and on defining the fundamental

elements requiredto design adequatestrategies.
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c. the substantial financial support provided by

the World Bank and the IDB, for regional

projects involving educational renewal and

reform.

In Latin America and the Caribbean,there is

increased awareness that education must be

improved and distributed more equitably if it

is to become an important factor of the devel-

opmentprocess. It is acknowledged that dec-

larations propounding the main role played by

education in development, imply a greater ef-

fort on the part of Ministries of Education and

other government organizations, families and

the private sector.

There is a need to harmonize actions under-

taken by civil society and the State. Under-

privileged sectors have, to a great extent, been

given democratic access to and permanence in

the educational system. The new challenge is

to achieve a learning methodology that meets

the requirements of the new development mod-

els. Fortunately, the vision of the Ministries of

Education in 1979, has allowed enough time

to elaborate answers to the current educational

demandscalled for by the political, economic,

social and cultural changes brought along by

the 80’s. An accumulation of valuable experi-

ences have made possible the supply of a type

of education that leaders in the region admit to

being essential.

2. Consensus on educational policy

Numerous countries have agreed on the type

of education required and how badly it is

needed. As a result, resources earmarked for

education have been increased and their utili-

zation maximized. These consensuses have

been generated by regional and worldwide

changes, and by PROMEDLACIII which has

spearheaded the concept of creating State-in-

spired educational policies that transcend the

short life span of a particular government ad-

ministration. The region has come to recog-

nize as a priority, an educational system that

develops the individual’s ability to adapt to

change, while the knowledge, skills, and val-

ues generated by the learning process revolve

around the comprehensive developmentof the

human being in accordance with his/her spe-

cific needs.

Educational policy is no longer the exclu-

sive domain of the Ministries of Education,

and in several countries a wide rangeofpoliti-

cal, social and financial actors, have rallied

around the educational banner. The search for

a long term vision, inserted in a framework of

broad social policies, has allowed countries

such as Argentina, Brazil, Chile, Colombia,

Ecuador, Mexico, Panama and the Dominican

Republic, among others, to clear the hurdles

imposed by an educational policy thatrelies

exclusively on the support of a transitory ad-

ministration. Consensus meanslong term goals,

and acknowledging the importance oflasting

agreements which incorporate broad proposals

with a high content of equity, and opentoall

social agents.?
Argentina, through a parliamentary agree-

ment, passed the Federal Education Act (Law

24 195 sanctioned in 1993), which established

the basic regulatory framework for reforming

all levels of education including higher educa-

tion. The chief propounders of the law were

appointed to the two top-most positions within

the Ministry of Education in order to hasten

its implementation. In 1994, the heads of the

variouspolitical parties signed the Federal Edu-

cation Pact, thereby committing themselves to

enforce the Federal Act.

The Dominican Republic resorted to a proc-

ess of consultation involving the various ac-

tors to draft a Ten Year Education Plan, which

was completed in December, 1992. The elabo-

rate consultation process was selected over the

conventional, centralized, vertical and

exclusory planning mechanisms.’°

9 F. Mayor, “Prélogo”, in Schiefelbein and Tedesco
(1995) op. cit.

10 Plan Decenal de Educacion. Sintesis del Plan Decenal

de Educacién. December, 1992. Santo Domingo, the

Dominican Republic.
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In early 1994, Chile convoked a wide group

representing the various sectors of nationallife

in order to draft a proposal that would upgrade

the country’s educational system. The group

voted unanimously for a programmethatplaces

emphasis on the quality of education to be de-

livered to the 21st century society, and pro-

posed specific strategies to meet tho condi-

tions imposed by modernity."!
Brazil created a Ten Year Education Plan

for All, through a country-wide open debate.

The Plan was drafted by a Consultative Com-

mission and an Executive Group formed by

representatives of Ministries, directors of State

Secretariats of Education, Municipal Leaders

of the Educational Workers Union,andofsev-

eral government and non-governmentagencies.

The National Plan of Education for All, which

contains essential aspects for a minimalrecov-

ery of basic education in the country, was

signed in September 1994.”
In 1992, Ecuadorcalled a “Twenty-First Cen-

tury Education” National Consultation Meet-

ing. It involved every social sector in the coun-

try and reached consensusas reflected by the

“National Agreement for Educational Trans-

formation in the Twenty-First Century”. Of the

many events scheduled, the highlight was the

National Conference held in Quito, 12 to 15

April, 1992.¥

Commendable efforts were undertaken by

several countries: Mexico attempted to increase

national participation in the process of educa-

tional modernization; Bolivia called upon its

political leaders and succeeded in placing edu-

11 “Tos desafios de la educacién chilena frente al siglo
XXI” Technical advisory committee for national dia-

logue on modernization of chilean education.

Nominated by the President of the Republic, September

9, 1994. Santiago, Chile.

12 Plano Decenal de Educacao para Todos. Ministerio da

Educacao e do Esporto. 1993. Brasilia, Brazil.

13 Consulta Nacional, Educacién siglo XXI (Informe Fi-
nal). Consejo Nacional de Educacién. MEC-CONUEP-

CONFEDEC-CONFEDEPAL- CCE-ARECISE-
AFEFCE-UNE-UNESCO-UNICEF, June 1992. Qui-
to, Ecuador.

cation and its reforms, amongthe basic issues

underpinning future growth; Colombia recently

sponsored two National Pedagogical Con-

gresses with active participation by teachers’

unions, where the report of the “Commission

of the Learned” was submitted!* ; in 1995,

Panama passed the educational reform law;

Peru created the Educational Forum, an initia-

tive by civil society, aimed at finding and

analyzing consensuses regarding educational

reform.

Broadly speaking, the greatest obstacles in

the path of a national consensus in matters of

educational policy, have to do with getting the

various national actors involved (teacher un-

ions, productive sectors, and so forth), from

the government’s perspective. The lack of rel-

evant information, is also seen as a major stum-

bling block. In general, the countries acknow}-

edge both the absence of mechanisms that

could facilitate educational debate, as well as

the lack of objective studies dealing with the

analysis, understanding and definition of ma-

jor problems, particularly those affecting the

classroom. This would explain why important

coordination efforts made in several countries

have not necessarily resulted in supportive po-

litical actions.

3. Pedagogical processes and teacher

training

The countries in the region have acknowledged

that in order to raise the quality of education,

drastic changes in terms of pedagogical proc-

esses are required, particularly in the design

and implementation of learning-centred mod-

els, the frequent use of interactive material, in-

service teacher training, and a qualitative and

quantitative expansion of the time devoted to

learning. Long term goals, also call for im-

proving initial teacher training.

14 Misién Ciencia, Educacién y Desarrollo: Educacién
para el Desarrollo. Presidencia de la Republica,

Consejeria para el Desarrollo Institucional.

COLCIENCIAS,1995. Santafé de Bogota, Colombia.
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The large number of students who do not

acquire minimum reading-writing skills -even

after six years of schooling— warn of the ur-

gent need to design and implement new teacher

training (initial and in-service) strategies.

With the notable exception of experiences

carried out in a dozen countries, the predomi-

nance of pedagogical processes based on ex-

position and repetition of the information, is

still markedly evident. The identification of

models and processes that may replace the tra-

ditional frontal method of education, is a slow

and laborious task. Hence the gap between edu-

cational proposals and the new scientific and

technological demands.» In most of the coun-

tries in the region, the identification of alter-

native pedagogical models constitutes a gradual

(at times controversial) undertaking. As of

1992, several of these countries —Argentina'®,

Bolivia!’, Chile!*, Costa Rica!®, Ecuador”,

Mexico#!, Paraguay ” , Peru”, and the Carib-

15. Schiefelbein and Tedesco, 1995, op.cit.
16 Aguerrondo,I., 1995. “Argentina-1995. Unatransfor-

maci6n educativa en marcha”. Latin American seminar

on public policy for basic education quality. September

20-22, 1995. Foz de Iguazu, Brazil.

17 “Desarrollo diferente para un pais de cambios. Salir
del circulo vicioso de la riqueza empobrecedora”. Pilot

mission’s final report on socioeconomic reform in Bo-

livia. Social Agenda Group. Interamerican Develop-

ment Bank, 1995, Bolivia.

18 Guttman, C. Todoslos nifios pueden aprender. El Pro-
grama de las 900 Escuelas para los sectores pobres de

Chile. UNESCO, 1993. 31 p. Paris, France.

19 “Una propuesta de un proyecto educativo nacional ha-

cia el 2005 (EDU 2005)”. Ministerio de Educacién

Piiblica, 1995. San Jose, Costa Rica.
20 Ministerio de Educacién, Cultura y Deportes. Funda-

mentos. Reforma Curricular. Ministerio de Educacién,

Cultura y Deportes. Doc. 1, 53 p. 1994. Quito, Ecua-

dor.

21 “Programa de desarrollo educativo 1995-2000”. Se-
cretaria de Educacién Ptblica. 1996. Mexico City,

Mexico.

22 Reimers F. 1995. “Proyecto de la Universidad de
Harvard. El didlogo y la participacién como formas de

lograr consensos educativos para mejorar la educaci6n”.
In: Cuadernos de Educacion, year 1, No. 4, Ministerio

de Educacién y Culto. Asuncién, Paraguay.

23 Educational Forum. Bases for a national educational
project. July 1995. Lima, Peru.

bean*— are addressing important educational

reformsor innovations, and implementing new

curricular models devised to overcome learn-

ing difficulties, particularly those observed
among the underprivileged. These changes are

recent, so no data is available to evaluate their

outcome.
During the fifteen years of life of the Major

Project, teacher training programmeshaveun-

dergone many changes* designed to encour-
age professional autonomy and ethics among

educators, since there is growing awareness

that “the educator is one of the essential ele-

ments of the educational process”. Worth men-

tioning are, the lengthenedinitial teachertrain-

ing programmes, and the implementation of

participative methodologies for on-goingtrain-

ing where the same educational centre serves

as preferred space for in-service formation.

However, certain deficiencies are present in

initial and in-service teacher training pro-

grammes, particularly the fact that frontal

teaching methods (which entail passive learn-

ing) are still being used, and that the few in-

service training opportunities are referred to

individual teachers rather than to groups.

In other countries, salaries have been raised

in an effort to provide teachers with living con-

ditions consistent with the social responsibil-

ity inherent to their profession. On several oc-

casions, the promotion roster has been restruc-

tured in order to provide inducements for fur-

thering teachers’ professional capacity and in-

creasing social recognition. Likewise, some

countries (Costa Rica, Chile, Mexico) are cur-

rently offering teachers economic inducements

contingent on educational outcomes (produc-

tivity), although significant results have yet to

be confirmed.

24 CARNEID Coordinating Centre. Seventh Regional
Biennial Consultation Meeting of the Caribbean

Network of Educational Innovation for Development.

1995. Bridgetown, Barbados.

25 Salmon, H.M. 1991. “Formacién docente para unsis-
tema mejorado de educacién”. Bulletin, No. 26. The

Major Project of Education. UNESCO.Santiago, Chile.
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In terms of initial teacher training for basic

education, by 1994, teacher training schools in

over half the countries had either disappeared

or were undergoing curricular transformations.

Additionally, the number of teachers receiving

training in universities or higher education in-

stitutions, is on the rise. Training in the latter

institutions does not seem to have hadsignifi-

cant effect and, in somecases, the results have

been rather negative.”° A recurrentcriticism of
current training programmes has to do with

the fact that the prevalent teaching-learning

style used in the training centres relies on

memorization, and is perceived as dissociated

from the everyday reality of school and com-

munity life. To make things worse, future edu-

cators are being trained to teach a homogene-

ous (non-existent) population a fact which ac-

counts for the myriad difficulties they encoun-

ter when trying to relate to real student

populations and their communities.”’ Currently,

a number of countries in the region are revis-

ing their initial training programmesfor basic

and middle education teachers, and identify-

ing their minimum contents (Argentina has

temporarily stopped student enrollment for

1996 in order to upgrade the training delivered

to first year student teachers); likewise, some

countries are seeking to coordinate initial

teacher training institutions with on-going

teacher training centres. UNESCOis partici-

pating in an ambitious experimental design to

train educators to carry out active learning ex-

periences at the individual and group levels.

Available research showsthat teachers are

interested in on-going training and wishto suc-

cessfully tackle the demands modern society

26 Gajardo, M. and Andraca, A.M. 1992. Docentes y

docencia. Las zonas rurales (Table 29). UNESCO,Re-

gional Office for Education in Latin America and the

Caribbean. Santiago, Chile.
27 Garcia-Sipido, M.J. et al. 1994. “Diagndstico sobre la

formaci6ninicial y permanente del profesorado de cien-

cias y matematica (nivel medio) en los paises ibero-

americanos”. Organization of Iberoamerican States for

Education, Science and Culture (OEI). Madrid, Spain.
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imposes.” However,traditional teacher courses

(where the frontal teaching schemeis repeated)

should be overhauled.” There are success sto-

ries, exemplified by Colombia’s Escuela

Nueva, where educators are trained in work-

shops which make use of learning materials

that change the role played by the educator.”

By ensuring the satisfactory performance of

their students, teachers receive from the com-

munity recognition of their capacity to improve

the educational level and strengthen cultural

identity.

The strategies designed to substantially up-

grade primary education standards, through

enhanced training methodologies for new

teachers and further training for those in-serv-

ice, require the introduction of elements that

facilitate evolving towards workable pedagogi-

cal models which take into consideration the

various social, educational and cultural settings.

There are interesting experiences involving

successful transformations achieved through the

use of learning materials on science and tech-

nology, humanrights, education for peace, en-

vironment, and bilingual intercultural educa-

tion, among others. In the past decade, MPE’s

PICPEMCEnetwork has endeavored to inte-

grate initial and on-going teacher training pro-

grammesandpolicies into a permanent educa-

tion project, specially designed for basic edu-

cation student teacher-trainers, with emphasis

on reading-writing skills, a topic that shows

the greatest training deficiencies.

The professionalization of teaching in

schools, constitutes a key strategic feature

which demands important changes of manage-

ment practices. The training given to school

28 Schiefelbein ef al, 1994. “Las caracteristicas de la pro-

fesién maestro y la calidad de la educacidn en Améri-

ca Latina’. Bulletin, No. 34. The Major Project of

Education. UNESCO.Santiago, Chile.

29 Alexander, A. 1995. “Una educacién basica de cali-

dad: la evolucién del rol del docente”. Bulletin, No.

36. The Major Project of Education. UNESCO.San-

tiago, Chile.

30 Vera, R. 1984. La légica y la experiencia en talleres

de educadores. PIE, Santiago, Chile.
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principals should be reinforced to ensure that

the educational action is efficiently conveyed

to the classroom. Rather than elaborating

teacher performance regulations -which do not

promote a sufficiently autonomous and crea-

tive type of managementto guarantee relevant

education— there is a need to develop the ca-

pacity to lead and motivate teachers as a group;

generate innovations and bring about, as a

team, those processes that will result in the

fine-tuning of school activities.

An important step, first taken in 1990, has

to do with the promotion of educational inno-

vations through stimulating the elaboration of

institutional projects at the school level. Among

the cases likely to succeed in this field are:

Argentina’s Compensatory Programmefor im-

plementing the Federal Education Act; Bra-

zil’s improvement programmes; Chile’s Qual-

ity Improvement Programme for Education

(MECE); Colombia’s Institutional Educational

Projects (PEI); Costa Rica’s Educational En-

hancement Project; and, Peru’s Peruvian Insti-

tute of Business Administration (IPAE) devoted

to the training of school principals with the

cooperation of private businesses.

The ministries of education are beginning to

place special emphasis on research and inno-

vations that lead to the modification of the

educational processes, the creation of novel

teaching and learning strategies and, in gen-

eral, to the solution of educational problems.

A recommendation has been made, to encour-

age the participation of researchers, teachers,

students, and local communities, focusing

chiefly on learning reading-writing skills, the

teaching of mathematics, and the incorpora-

tion of a scientific and technological culture.

Curricular flexibility and pertinence have in-

creased, and research showsthat, in fact, there

are no effective limits for teachers who wish

to experiment.*! New pedagogical optionsbuilt

into literacy training, basic education for youths

and adults, and non-formal education pro-

31 Bulletin, No. 34. The Major Project of Education.

UNESCO. August 1994. Santiago, Chile.

grammes, have been designed and tried out.

On the other hand, in some instances empha-

sis has been placed on weakening the teacher-

student relationship, although research findings

suggestthat this strategy —per se— will not im-

prove learning.

The education delivered to indigenous groups

and the problems emerging from multilingual

settings, are issues that gathered momentum in

the early 80’s. Ecuador”, Guatemala’, Mexico™,
Paraguay*, and Peru®, have implemented pro-
grammesthat recognize the political and legal

standing of cultural specificity which constitutes

a right of native and other cultures coexisting in

the region. It would be interesting to follow-up

on these experiences in the wake of Bolivia,

where educational reform and bilingual educa-

tion is just getting under way. Mention should

be made of those States that carry out pro-

grammesonliteracy training, adult and popular

education, and formal basic school instruction,

in vernacular languages. In these countries, the

teaching of spanish as a second language is a

problem that deserves special attention.

4. Coverage, quality and equity

Since the 80’s, significant progress has been

made in the region in terms of increasing ac-

32 Oficializacién del Modelo de Educacién Intercultural
Bilingue. Ministerio de Educacién, 1992. Ecuador.

33 Statistical Yearbook 1993. Ministry of Education. Gua-

temala; “Informe Nacional de Guatemala”. Regional

workshop on educational indicators for human

development. 1995. Guatemala.

34 Rights of indigenous populations. Indigenous peoples

in mexican Constitution (Article 4, first paragraph).

Instituto Nacional Indigenista, 1992, 42 p. Mexico;

Chiodi, F. 1990 (comp). La educacién indigena en

América Latina. Mexico, Guatemala, Ecuador, Peru,

Bolivia. EBI (MEC-GTZ). Quito, Ecuador. Abya Yale/

UNESCO.VolumesI and II (543 p. and 510 p.).
35 Presidencia de la Repéblica del Paraguay. Ministerio

del Interior. Decree No. 9235 of June 8, 1995, whereby

the Action Secretariat under the Presidency of the

Republic is created.

36 National Report, Peru. Regional workshop on
educational indicators for human development. Ministry

of Education, 1995. Lima, Peru.
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Table 1
ESTIMATED ENROLLMENT AND SCHOOLING RATES
(Average annuat rate ofgrowth)
 

 

 

Average annualrate ofgrowth

1960- 970- 1980- 1985- 1980-
Level 1960 1970 1980 1985 1990 1992 1970 1980 1985 1902 1992

Pre-school education
Number of students 983 1728 4739 8257 10663 11244 58 106 W7 46 «75
Rate of coverage" 24 3.3 78 11,9 16.7 17.4

Primary education
Number of students 26653 46576 65927 70215 75689 77 168 57 34 15 1.4 1.4
Net schooling rate ‘
for the 6-114 year old group? 57.7 71G ©6829 85.5 87.1 87.5
Gross schooling rate* 72.7 90.7 104.5 105.9 108.7 108.3

Secondary education
Numberof students 4085 8107 16967 20549 22376 23155 710 77 39 #17 26
Net schooling rate
for tha 12-17 year old group? 36.3 49.8 62.9 65.0 86.2 68.0

Gross schaoling rate® 14.6 255 46.3 514 52.5 83.2

Higher education
Numberof students 873 1640 4889 6 344 7413 7924 «644.4 «145 63 32 44
Net schooling rate
for the 18-23 year old group® 57 11.6 241 25.6 26.9 25.4
Gross schooling rate* 3.0 6.3 13.6 15.6 474 WT
 

 

Source: UNESCO. Statistical Yearbook 1994; 1978/79.
2 Pre-school snroliment as a percentage ofthe 0-5 year old population. © Number of stucants (independent of grade) divided by the population for that particular age group.
© Total enrollmentfor that grace divided by the total population for that age group.  
 

cess to education and lengthening the school

year. However, frontal teaching methods are

still almost exclusively used in most class-

rooms, and more than half of the public schools

(particularly those catering to under-privileged

social groups) have failed to deliver an educa-

tion capable of meeting the new demandsstem-
ming from development processes and social

and cultural change.*’

The numberof enrollments at each educational

level has shown a markedincrease in the region

(table 1), as has the numberofliterate individu-

als (self-admitted) in population censuses; how-

ever, repetition has increased, and classes con-

tinue to shrink in size raising the cost per stu-
dent despite severe financial constraints. Fur-

thermore, the periodic groupactivities that func-

tion as a partial deterrent to the critical social

problems that buffeted the region in the 1980-

1992 period, are being actively discouraged.

37 Schiefelbein and Tedesco (1995), op.cit.
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In the 1980-1992 period, the number of in-

dividuals accessing the region’s formal educa-

tion system at all four levels —pre-school, pri-

mary, middle and higher education— rose from

91.9 millions in 1980 to 119.5 millions in 1992.
In this twelve year period, the student popula-

tion of the countries in the region, has swelled

by 30%, with pre-school and higher education

showing the highest rates of annual average

growth (7.5 and 4.1%, respectively). The edu-

cational system seems to have expandedatei-

ther end, since universal access to basic edu-

cation has been practically achieved. This is

whythe rate of annual average growth ofpri-

mary education —for this period— has remained

stable at 1.4% per year, that is, it has kept

pace with demographic growth.

The percentage of children attending school

is higher than ever before, and Latin America

and the Caribbean are at the brink of attaining

universal access to basic education, thus im-

parting education to individuals from every

culture and practically every deprived home.
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Moreover, one out of three Latin American

and Caribbean children have enrolled in pre-

school, but very few rural area students (ex-

cept in the Caribbean) can actually enjoy this

level of education. Access to primary educa-

tion has shown substantial growth going from

60% in 1960 to nearly 95% in the 90’s. In

1992, school enrollment for children aged 6 to
11 reached 87.3% while access for the 9 year

old group, surpassed 95%.

Notably, the region’s gross schooling rate

exceeds 100%, with a few exceptions, which

would indicate that the educational supply is
sufficiently large to handle the entire student
population (assuming a zero repetition rate).

In any event, an important segmentof the 6 to

11 year old group have yet to be incorporated

into the educational system, and live in iso-

lated areas under conditions of extreme pov-

erty or in indigenoussettlements.

The educational status of women, as com-

pared against men’s, has improved substan-

tially in the past few decades. In the 80’s, popu-

lation censuses no longer showed the huge gen-

der-related educational gaps of the 50’s. Nowa-

days, in fifty per cent of the countries where

women have made headway in terms of ac-

cessing primary and secondary education, the

situation has clearly made an about face.*
Briefly, in most of the countries in the region,

women’s enrollmentfigures for basic and mid-

dle education, have matched men’s, while in

several countries —mainly caribbean~ they have

exceeded higher education schooling rates for
males.*? Increased access to education by young
women will tend to reduce illiteracy rates in

38 Schiefelbein and Peruzzi, S. 1991. “Oportunidades de
educacion para la mujer: el caso de América Latina y

el Caribe”. Builetin, No. 24. The Major Project of

Education. UNESCO.Santiago, Chile.

39 BCLAC,1994.“Hacia una estrategia educacional para
jas mujeres de América Latina y el Caribe”. Sixth Re-

gional Conference on the integration of women into

the economic and social development of Latin America

and the Caribbean. September 26-30. Mar del Plata,

Argentina.

years to come, and provide a stronger founda-

tion for the homes of future generations.

The early 90’s recommendations, geared to-

wards enhancing the quality of basic educa-

tion, and suggestions for future investments,

have focused on four main elements: increased

pre-school services; availability of adequate

teaching material (computers and software, if

at all possible) including changes in the be-

haviour of classroom teachers so they can pro-

vide individual and groupinstruction; a length-

ened school year to narrow the gap with de-

veloped countries, and catering to students’

basic needs. *° These elements are discussed in

the following sections.

a. Expansion ofpre-school education

Increased pre-school enrollmentrates, particu-

larly among the 5 to 6 year old group, repre-

sents a significant achievementin termsof the

quality of the service rendered based on the

economic strata covered, and the training and

remuneration of the educational actors involved

(table 2). When analyzingstatistical data,it is

advisable to consider the differences between

one country and the next as regards the age

groups covered, modalities employed, and

structural aspects, since these blunt the accu-

racy of a comparative analysis.

Pre-school education appears as the most

dynamic sector, not only as it relates to quan-

titative aspects but also when it comesto per-

sonalized attention, coordinating between for-

mal and non-formal modalities and intersecto-

rial and interdisciplinary relationships. By the

mid 80’s, in better than half of the countries,

evidence of innovative elements in curricular

design were beginning to emerge. This

progress, however, widened the gap with pri-

40 Wolf, L; Schiefelbein, E; Valenzuela, J. 1993. “Mejo-
ramiento de la calidad de la educacién primaria en
América Latina y el Caribe: Hacia el siglo XXT’. Latin

America and the Caribbean, Technical Department.

Regional Studies Programme. Report No. 28. World

Bank.
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Table 2

(Absolute figures in thousands)
EVOLUTION OF PRE-SCHOOL, GROSS ATTENDANCERATES, FORMAL EDUCATION

 

 

 

South America Gentral English-
School population and fostoF ti America Guif of speaking
attendance rates Year Brazil countries and Panama Mexico Caribbean Total

0-5 year otd population 1980 19 835 18 930 4697 15717 642 59 822
1985 20 850 20081 5 061 15 859 660 62 612
1994 21 116 21044 5 583 16.415 695 64 853

Students - Total for the level 1980 1335 1915 2t4 F314 194 4970
1985 2 466 2543 299 2 650 197 8 155
1991 3798 3421 404 3219 216 11 057

Percentage private education, 1991 Total 30.74 27.4 31.9 11.5 79.7 24.9
Urban 34.47 33,3 33.3 11.6 87.5 28.0
Rural §.24 7.6 12.3 0.1 49.2 3.4

School attendancerate (%) 1980 6.7 10.4 46 8.3 30.2 83
1985 11.8 12.7 5.9 16.7 29.8 13.0
1991 18.0 16.3 7.2 19.6 310 17,0
 

 

® 1989. Source: “The State of Education in Latin America and the Caribbean, 1980-1994". UNESCO-Santiago, 1996. Tablas 5 and6 (Statistical annex).
Note: Where information is not avaliable the closest years have been used.Private sector data by geographical area are exclusively from countries which

provide such information and, therefore, are not comparableto private sector “total” figures (in the english-speaking Caribbean subregion,for instance,
the total private percentage corresponds to 11 countries; 3 countries if taken by zone).   

mary education programmes, except in coun-

tries where efforts had been madetoraise their

quality. Furthermore, the fact that there are

different modalities of education (formal and

informal) with different degrees of participa-

tion by both parents and the community, in

addition to the various pedagogical approaches

currently in use, are factors that contribute to

muddle any form of analysis. Paradoxically,

excellent pre-school education sometimes re-

sults in a problematic transition to first grade,

particularly whenthe latter is characterized by

rigid, frontal teaching methods which require

children to sit passively at their desks.

As regards equity, numerous experiences

being carried out in Latin America are attempt-

ing to raise the quality of life of pre-school

children living under conditions of extreme

poverty and, consequently, excluded from nu-

tritional, health and education services. Pre-

school educational supply, nevertheless, has

progressively evolved to take the form of a

joint effort involving family, community and

school, since formal pre-school programmes

tend to cost twice as much as primary school
programmes,due to the smaller numberof chil-

14

dren per teacher involved. Several countries

promote educational T.V. shows like Sesame

Street which have an extremely positive effect

on children’s abilities and ease their transition

into primary schools. T.V. campaignsthat urge

parents to have a handin the early education

of their children, have also received favour-

able reviews.

Some countries are opening pre-school

courses in primary schools where vacancies in

the beginning grades are produced (due to

smaller repetition or demographic rates, or to

emigrations that depopulate the area), at a mar-

ginal cost approaching zero,since the resources

used are shared jointly.

In the 1980-1992 period, the numberofchil-

dren aged 0 to 5 attending school doubled, but

only reaches 17% in 1992, despite having

grown at an annual rate of 10% during the

1980-1986 period. By the mid 80’s, growth

wasparticularly strong in Mexico, Brazil, Ar-

gentina, Chile, Nicaragua, Costa Rica and the

Dominican Republic, and was fully consoli-

dated in the Caribbean. The english— speaking

Caribbean countries along with Cuba, Mexico,
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Argentina, Venezuela, Chile, Brazil, Peru and

Uruguay exhibit attendance rates —for the 0 to

5 year old population— in excess of 15%, while

Costa Rica barely falls short of this mark. This

strong uptrendis attributed, among otherthings,

to growing pressure exerted by mothers who

demandthat society partakes in the care and

attention of their children, and to a desire for

curbing the incidence of school failure in pri-

mary education.

Private education has played an important

role among urban groups that can afford to

pay for educational services. In the rural areas,

however, its contribution has been limited (ta-

ble 3). In many caribbean countries, practi-

cally all educationis private (80%), albeit heav-

ily subsidized by the respective governments.

In 1991, pre-school private education in South

America reached 29%, with Colombia and

Paraguay exhibiting the highest percentage

(over 50%). Conversely, in Venezuela, Peru

and Bolivia, private sector participation was

less than 20%. The State has gradually imple-

mented a hands-on educational policy through

subsidies, supervision, equipmentprovisions or

in-service teacher training —particularly through

assistance to marginal areas— with the backing

of international organizations such as UNESCO

and UNICEF.In general, reliable statistics as-

sociated with the supply of private education

are hard to comeby,specially in rural areas.

Pre-schools are concentrated in urban areas

while pre-school supply favours the middle and

upper incomestrata that can pay for private

education. The inequality index showsthat,

with the possible exception of the Gulf of

Mexico subregion and the english-speaking

Caribbean, there is a clear tendency for pre-

school education to concentrate in urban ar-

eas, although some countries exhibit some

‘growth in rural sectors (table 3).

Between 1980 and 1991, the average number

of students per teacher dropped from 27 to 23

(table 4), however, information regarding the

 

 

 

 

 

  

Table 3
PRE-SCHOOL EDUCATION. STUDENT POPULATION BY GEOGRAPHICAL AREA, 1991

South America Central English-
Rest of the America and Guifof speaking

Student population BraziF countries Panama Mexico Caribbean Totat

Total .
Urban area 3316 +977 324 2 185 23 7 a22
Rural area 482 915 83 4 000 23 1903

Rural area students as a percentage ofthe total 13 12 21 32 51 19

Rural population percentage 25 30 57 3+ 51 at

- Inequality index 05 o4 04 4.0 10 0.6

Students per teacher
Urban area :
Total 24 24 28 28 19 25
Private at 21 22 20 14 21

Rural area

Total 22 21 36 21 26 21
Private 23 14 25 19 7 18

Students per school
Urban area

Total 90 75 71 100 93 86
Private 100 58 58 1 79 30

Rural area
Total 29 24 42 30 46 29
Private 48 20 46 43 32 30

Source: “The State of Educationin Latir: America and the Caribbean, 1980-1994". UNESCO-Santiago, 1996. Tables 6, 8 and 10 (Statistical annex).
Note: Private sector databy geographical areaare exclusively from countries which provide suchinformation and,therefore, ara notcomparabletothe private

sector figures containedin Table 4.
* 1989.  
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Table 4
PRE-SCHOOL EDUCATION. TEACHERS, STUDENTS AND SCHOOLS

South America Central English-

Teachers, students : Rest of the America Gulf of spéaking
and schaols Year Brazil counties and Panama Mexico Caribbean Total

Teacher posts 1980 58 788 64 601 5 8411 a7 524 6 375 183 099
1985 115 140 97 §79 9 095 105 080 7 403 334 307

1991 160 192 152 925 13 972 148 589 8 026 483 594

Students per teacher 1980 23 30 37 28 30 27
1985 21 26 33 25 27 24
1991 24 22 23 22 2? 23

~ Private sector 1991 21 20 21 24 au 21

Teacher schoals 1980 15 320 19 205 2 662 14 298 2 489 53 974
1985 38 418 29 652 6 143 37 136 2 888 114 237
1991 53 681 49 361 6 642 56 229 2991 168 904

Students per school 1980: 87 100 80 92 78 92
© 4985 64 a6 49 7 68 71
1991 71 69 61 57 72 65

- Private sector 1994 98 77 55 61 74 73

Source: “The State of Education in Latin America and the Caribbean, 1980-1994". UNESCO-Santiago, 1996. Tables 7, 8, 9 and 10 (Statistical annex).
Note: Private sector data by geographical area are exclusively from countris which provide such information and,therefore, are not comparable to private

sector total figures.It is not claar wheatherit includes Family Welfare students or whether mothere who help with thé children’s education are considered
amang the teachers,   

time volunteers put in (mothers and the com-

munity) is not available. There are no appreci-
able differences between the numberof stu-

dents per teacher in the public and private sec-

tors. In this respect, and based on available

information for 1991, differences are also small

between urban and rural areas being slightly

less in the latter (24 and 22, respectively). How-
ever, in the rural areas of Central America and

Panama the overall student/teacher ratio is

somewhat higher (36), even thoughthe figure

for the rural private sector is barely 25, a fact

that would indicate that the ratio in the rural

public sector is considerably higher than 36.
Pre-schools tend to be smaller than primary

schools, and have continued to shrink during

the period. In 1980, the average number of

students per school was 92, dropping to 71 in

1985 only to drop further to 65 in 1991. The

average numberof students in private schools

is slightly higher (73). Variations between

countries, however, are relatively small since
they all average less than 100 students per

school. In order to guarantee adequate fund-
ing, the size/unit cost relationship merits close

scrutiny, particularly with regard to non-for-

mal programmes. Urban public schools are

16

twice —orthree times-— the size of rural schools.

Private sector schools, on the other hand, are

similar in size whether located in urban or ru-

ral areas (32 students per school), perhaps be-

cause this is the size their financing requires.

Public schools in urban areas are larger (aver-

age 84 students); the cases of Mexico, Vene-

zuela and Guyana which average in excess of

100 students per school, constitute exceptions.

On the other hand, rural schools only cater to

an average of 29 students, with Uruguay and

Peru having the smallest student population (4

and 15, respectively).

b. Quality enhancing efforts in primary

education

Multiple efforts aimed at closing the gap be-

tween the number of years students remain

enrolled (and attend) and the grades passed,

have been made. However, quality problems

persist, and in most countries students begin

dropping out at age 14, while many of them
—given the high rates of repetition— have only
managed to pass a few grades. Students attend

school an average of six years, but pass an

average of four grades. The two year differ-
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ence between attendance and passed grades,

constitutes an indicator of the poor quality of

current teaching practices.

Improving the quality of education calls for

increasingly more complex policies which, in

turn, demand the kind of information and

knowledge that will facilitate decision-making.

Measurements of academic performance lev-

els in Latin America and the Caribbean’s edu-

cational systems, constitute an important source

of information. Using this information is an-

other matter, since the definition of quality edu-

cation is relative, and expectations differ de-

pending on the demands that are made on the

educational system. Moreover, this informa-

tion needs to be complemented with data on

the factors and processes that impinge uponit.

Because spanish and mathematics are regarded
as basic cultural tools, and constitute the mini-

mum objectives of any primary education pro-

gramme, emphasis has been placed on meas-

uring academic performance in these twoar-

eas, as important quality indicators. UNESCO

has contributed to these initiatives -through

REPLAD- submitting quality measurement

mechanisms for the first four years of basic

education in Latin America.*!
Academic achievementscores reveal the real

inequality levels. While average students meet

scarcely 50% of the official curriculum expec-

tations, students enrolled in private schools

easily approach 100%. In fact, the scores of

students enrolled in elite private schools can

only be matched by average scores typical of

developed countries.”
Comparative studies conducted by the Inter-

national Association for the Evaluation of Edu-

cation Achievement (IEA), reveal that scores

41 Medicién de la calidad de la educacién. Resultados.

Volume III. REPLAD. UNESCO.Regional Office for

Education in Latin America and the Caribbean. 1994.

Santiago, Chile.

42 Schiefelbein, E. 1995a. “La reforma educativa en Amé-
rica Latina y el Caribe: un programa de accién”.
Bulletin, No. 37. The Major Project of Education.

UNESCO.Santiago, Chile.

achieved in Trinidad and Tobago and Vene-

zuela, which are representative of the region’s

educational systems, are closer to scores from

African countries than to those characteristic

of Eastern Asian countries. Analysis of re-

sponseselicited by a reading-writing test item,

reveals that two out of five students (fourth

and fifth graders), do not understand what they

read. These students also happen to come from

low socio-economic backgrounds, and indica-

tion that the regionis still afflicted by severe
problems concerning equitable education. Na-

tional averages suggest that three out of four

children —in the lower half of the income dis-

tribution curve— are unable to understand what

they read in fourth orfifth grade. Even in coun-

tries where structural reforms have been im-

plemented, and conditions have been greatly

improved, achievement scores between 1982-

1990 have not changed dramatically, despite

the fact that comparisons have involved ho-

mogeneousgroupsin terms of socio-economic

levels, geographical area, and type of school.

By the late 80’s, cognitive performance

evaluations covering the first grades of pri-

mary education conducted in half a dozen coun-

tries, suggested that the poor performancelev-

els exhibited by lower than average socio-eco-

nomic groups, remained unchanged. Morein-

formation is needed in the region, regarding

the quality levels achieved. To this end,

REPLAD/UNESCOhasenlisted the coopera-

tion of sixteen countries in the creation of ap-

propriate measuring mechanisms through the

Quality Measurement Laboratory Project, and

by mid 1996 important information should be

available.

The underlying causes of the marked differ-

ences between gross and net schooling rates

(112% versus 86%), also shed a light on qual-

ity problems: late entry; premature entry; and,

repeaters. This last factor, seemsto becritical,

although late entry is a topic that warrants re-

search in every country. The difference be-
tween gross and net schooling rates suggests
an average rate of repetition for primary edu-

cation approaching 25%, which would seem

17
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Table 5
PRIMARY EDUCATION. PERCENTAGE OF REPEATERS BY GRADE, BASED ON SMMG MODEL, 1990

Central English-
South America and Guif speaking

America Panama of Mexico Caribbean Region

Total level 34.8 24.2 19.0 30.2
Grade 1 46.1 41.2 30.4 42.5
Grade 2 35.2 23.6 19.9 309
Grade 3 30.4 18.4 16.5 26.1
Grade 4 28.7 15.5 146 241
Grade § 35.3 13.4 15.4 28.9
Grade 6 32.4 10.6 12.2 25.6
Grade 7 31.2 26.1 15.0 26.3
Grade 8 24.6 21.6 19.4 22.8
Grade 9 30.7 215 22.5 27.8   
 

Source: “The State of Education in Latin America and the Caribhean, 1980-1994", UNESCO-Santiago, 1996. Table 48 (Statistical annex).

to indicate —based on available research— that

first grade repetition must be considerably

higher. In 1980, the average rate of first grade

repeaters in the region approached 50%, while

twelve years later it had dropped to 35%,still

too high a level of repetition (table 5). Age

heterogeneity amongfirst grade students is in-

dicative of higher repetition rates than those

reported in statistical forms, as demonstrated

by a previous study.”
The lack of adequate responsesto linguistic,

age, cultural, geographic, economic andsocial

plurality conspicuously absent from today’s

educational systems, has translated into low

levels of reading comprehension, and high rep-

etition rates which, in turn, have resulted in

increased age heterogeneity in the classroom.

This heterogeneity is particularly aggressive

to the lower income segments,as it limits the

efficiency of traditional frontal teaching meth-

ods. These students attain very low learning
levels, and, thus, the seeds for a severe condi-

tion of inequality are sown. The advisability

of customizing the learning process and adapt-

ing the curriculum to regional and local condi-

tions, has been acknowledged. This objective

can be achieved with the help of a teaching

43 The State of Education in Latin America and the
Caribbean, 1980-1987. UNESCO-SIRI, 1990. Santia-

go, Chile.
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staff capable of creating a dynamic individual

and group learning process (or through learn-

ing materials that lend themselves to this type

of experience), the collaboration of commu-

nity organizations, parents, and the students

themselves.

Low teachers’ wages, the short effective du-

ration of the school-year, the reduced time de-

voted to learning as such, the insufficient

number of textbooks to go around,the state of

disrepair of some schools, the high rate of tem-

porary drop outs, and the presence of unquali-

fied teachers, suggest —in terms of the avail-

ability of didactic elements— that primary edu-

cation in the region is not exempt from quality

problems. These are reflected in the number

of overaged students that crowd the first grades

(table 6).

The age dispersion observed in the various

grades (table 6), hobbles the learning process

(when the frontal method is used) particularly

in the first school years, and givesrise to rep-

etition. Comparisons between enrollment fig-

ures for a particular grade and the correspond-

ing single age population, yield an indicator of

the high rate of repetition.

The quality enhancementstrategies attempted

in an effort to check repetition and dropout

rates, rely on: generating methods that elicit

active learning (both individual and in groups)

in the first grades of schooling; developing bi-

lingual, intercultural education among primary
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Table 6
ENROLLMENT BY AGE AND GRADE,1991

 

 

 

 

(In thousands)

Net

Grade Total schooling

Age 1 2 3 4 5 6 f i it Vv ¥ Vi enrollment Population rate (%)

4 § 239 169 1 Qo 0 0 0 0 0 8 0 0 5 409 10 513 854 0.1

5 39? 413 7 $42 311 30 0 0 0 0 0 0 0 0 405 295 10 571 237 3.8

6 5 565 676 498 519 8 120 408 7 9 0 a 0 0 0 8 6 072 630 10 689 874 56.8

7 4836157 3925815 . 557 646 9991 686 9 1 0 9 9 0 0 $ 330 305 10 752 283 86.8

8 2615017 3 362 248 3 326 494 549 623 14697 §52 19 0 a 0 0 Q 9 865 650 10 786 234 915

g 1558 430 1994 083 2 800 997 2 956 420 $47 072 42 485 607 16 0 0 0 9 9870 109 10 485 369 941

10 1054 555 1 305 012 1728301 2 437 944 2611583 637 318 17 105 573 14 0 0 9 9 692 404 10 272 840 943

aa] 668 349 864 342 1 145 968 +508 035 2 154 972 2 32? 842 476 258 14049 677 35 0 0 9 160 549 9 998 474 916

12 486 399 603 373 804 866 1038 396 1 432 464 4872 462 1 969 139 408 833 12 365 663 48 72 8 630 082 10 029 543 86.0

13 264 719 440 442 §23. 074 686 631 995 430 1 158478 1582138 1660504 357 835 9911 §50 103 7 666 815 9 725 924 788

14 171 257 221 723 324 119 410415 633 324 771946 978489 1 382 650 1502 074 256 993 9 855 718 6613 563 9639 444 68.6

15 142079 111928 139.095 201 023 399 837 473 431 619 458 811 736 1164742 1080972 206 332 8 258 § 358 896 9 443 037 56.7

16 . 74597 Bt 108 78 480 109 471 257 293 272 430 351 750 468 340 732 742 861 533 893 092 212 362 4393 191 9 283 526 ATS

17 1504 42 989 55 087 60 961 161 334 184 747 223 425 263 280 478 767 $53 621 712 061 920 736 3 658 512 9 169 244 39.9

8 2632 1 966 28 973 44 218 94 131 416 699 153 669 172 342 314 §23 362 087 452 099 563 681 2 307 020 9 119 229 25.3

19 28 4164 2083 25 102 72511 71 146 93 108 107 311 204 947 230 734 279 887 264 201 1 352 222 8 568 953 158

20 18 558 1343 2 161 39653 56319 55 890 70 416 179 198 181 526 196 876 140 817 924 770 8 128 465 114

21 0 0 654 1342 1875 26 722 42 305 39.610 113 727 145 944 147 291 61 860 520 726 7 753 117 67

22 0 0 0 626 1200 1800 21386 31115 87 408 89 707 89 177 34 833 357 253 6 460 366 55

23 Q 0 0 0 561 1047 2791 15 689 46979 47 669 49 729 19 541 184 006 6 394 727 29

24 0 0 0 0 0 458 1598 1950 1716 3 823 5 132 11676 26 353 5 709 169 05

25 0 a 0 0 0 0 715 B65 1 254 1 599 1934 3969 10 337 5 664 464 0.2

26+ 0 0 8 6 0 0 6 328 834 1616 2092 4714 9 585 § 349 027 0.2

Totai 17863963 «13432982 11525635 10043797 9415632 7882891 6589851 5399006 5199803 3798433 3016150 2247540 96415683 204 475400 472

Net schooling rate: 6 grades 86.1% 12 grades 72.9%

Gross schooling rate (7-12) 112.6% (7-18) 81.2%  
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education students of indigenous background;

encouraging timely entry, in order to reduce

overage in the first grades of basic education,

and extend the time spent in school (daily and

annually); and, providing learning opportuni-

ties consistent with the student’s life and mi-

lieu. More evidence of attempts to expand the

available learning time is needed. Initiatives

undertaken by Argentina, Chile, Costa Rica,

Mexico and Venezuela with the purpose of

extending the school year calendar, are worth

looking into. This information would allow us

to evaluate the negative effects of the current

gap, as compared to developed countries where

the school year exceeds 1200 hours (In Latin

America and the Caribbean the annual aver-
age is approximately 800 hours, that is, 5 hours

a day, 160 days per year).

c. Educational supply inequality-
characteristics

Inequality is greatest among children who have

no access to education (5%), and among abso-

lute illiterates (addressed in the following sec-

tions), although it is also acutely felt by stu-

dents who learn very little when attending

schools that cater to families ranked below the

national socio-economic average. The need to

educate children that have never accessed the

system has been acknowledged by oneandall.

Various programmesdesigned to extend edu-

cational coverage to poverty stricken areas, and

to provide social and economic aid to under-

privileged students, have been implemented dur-

ing this period. The latter programmes rely for
their success, on free education, nutrition, health,

textbook distribution, and scholarships. Mexi-

co’s Community Instructors programme, and E]

Salvador’s EDUCO programme exemplify suc-

cessful attempts to bring education to isolated

groups(specially rural) and ethnic minorities.

A large percentage of those who have been
excluded from education in South America,live

in rural areas. The inequality index —understood

as the ratio between the percentage of rural popu-

lation attending school and the percentage of

rural population— points to a diminished educa-
tional supply in rural areas (table 7). Where this

phenomenonis seen to occur, the necessary steps

are being taken to increase the coverage of edu-

cational services in rural areas.

 

 
 

 

 
  

Table 7 ;
PRIMARY EDUCATION. STUDENT POPULATION BY GEOGRAPHICAL AREA, 1991

South America Central English-
Rest of the America and Guilt of Speaking

Students BraziP countries Panama Mexico Caribbean Total

Tota
Urban area 22399286 13007 420 2 148 660 11 102 610 40 661 46 698 638
Rural area 6 943 185 § 502 201 2326 313 6 340 036 AT 237 20 558 971

Rural area students as
percentageof the total 22 12 $2 36 50 30

Rural population percentage 28 28 54 30 50 30

~ Inequality index og 0.4 1.0 12 1.0 1.0

Students per teacher”
Urban area
Total 23 27 31 29 24 26
Private at 27 26 3 26 26

Aural area

Totat 22 23 36 26 20 29
Private 24 23 32 33 18 25

School size?
Urban area 44t 227 396 327 262 330
Rurat area 41 7 89 91 241 62

Source: “The State of Education in Latin America and the Caribbean, 1980-1994". UNESCO-Santiago, 1996, Tables 21, 22, 27 and 28 (Statistical annex).
a 1989.
» Boes not include countries for which information is unavailable,   

20



Quality of education, development, equity and poverty in the region, 1980-1994
 

Equity is also affected by the “distribution”

of the student/teacher ratio in primary educa-

tion. Although average values declined from

29 to 25 students per teacher in 1980 and 1991,

respectively, this average figure conceals ex-

tremely high numbers (up to 50 or 60 students

per teacher) in schools catering to low socio-

economic groups (table 7). Based on available

data (that excludes Argentina and a large part

of the english-speaking Caribbean), this ratio

has been estimated at 26 in the urban areas

and 30 in the rural areas, while no significant

differences have been detected between the

private and public sectors.

Between 1980 and 1991, the total number of

basic school teachers had increased signifi-

cantly surpassing the 3 million mark in 1991

(table 8). This figure makes salary increases

and teacher training in the region harder to

finance through traditional funding sources,

even whensalaries are not always high enough

to lure degreed teachers, as discussed below.

Note that out of 100 primary school teach-

ers, only 80 work in classrooms(table 9), a

fact that may modify the analysis of the stu-

dent/teacherratio. The rest of the teachers hold

managementand supervisory posts and are not

directly involved with students. This relation-

ship should be carefully analyzed, since in

many cases supervisors have little impact on

teaching excellence.

The concentration of non-degreed teachers

in schools that cater to the lower half of the

incomedistribution groups, has a strong effect

on equity. One out of five pre-school and pri-

mary education teachers has not earned a de-

gree which, in the lower half, is equivalent to

having 40% of the teaching staff without a
professional degree (table 10). This state of

affairs, which has a direct impact on one of

the main actors of the teaching-learning proc-

ess, will most definitely influence the quality

of education and its outcomes. Many countries

have jobless degreed teachers living in the cit-

ies, who are unwilling to move to rural areas

at the salary levels being offered. In these cases,

salaries should be gradually raised until they

are high enoughto interest degreed teachers.

 

 

 

 

 

  

Table 8
PRIMARY EDUCATION, STUDENTS, TEACHERS AND SCHOOLS

: South America Central English-
Students, teachers Rest ofthe America and Guifof speaking
andsehaols Age Brazil countries ama Mexico Caribbean Total

Students 1980 22 898 254 19 325 469 3997208 17 882. 916. 975 783 64179 627
4985 24769359 21503 794 3990689 18282839 982 844 69 529 525.
1991 28742 474% 24383 927 4474973 17 442 G46 954 595 74 996 612

Private sactor (%) 1991 12.0 18.4 10.7 9.0 22.6 13,2

Teachers 1980 884 257 717 066 95 794 497 420 32 306 2 228 933
1985 + 026 028 795 677 141 284 580 522 39212 2852 723
1991 ¥ 253 020% 1009 131 133 704 $10 315 $3 029 3.099 208

Students par teacher 1980 26 2? 36 36 30 29
1985 24 27 36 aI 26 27

1991 23 23 3 ag 2 2
Private soctor 1991 24 26 26 31 23 24

Schools #980 201 926 120 687 26 342 96 252 3 189 447 396
1985 491 000 131 146 26 774 97071 3077 449 065
1997 206 S26 157 165 31 598 +03 246 3 290 502 $25

Students per school 1980 412 180 134 186 306 143
1985 130 164 149 7188 319 165
1991 139 149 142 768 290 149

Source: “The State of Education it Latin America and the Caribbean, 1980-1994", INESCO-Santiago, 1998. Tables 21, 23, 27 and 26 (Statistical aririex).
Note: Where information ig not available the closest years have been wsed.
* 4989,   
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Table 9
PRIMARY EDUCATION. CLASSROOM TEACHERS, 1991

“4 South America Central English-
Restofthe America Gulf of speaking

Teachers Brazil countries and Panama Mexico Caribbean Total

Total*
Total classroam teachers 1 657 483 67 937 60 030 3 462 1 788 892
Percentage in private sector an 14.8 11.6 oo 38.0 14,3

Rural area
Total classroom teachers 416 816 24911 22 017 1335 465 079
Percentage in private sector we 2.5 24 oap 424 25

Classroom teachers as a percentage
of tha total number of teachers

Total for the country bee 73.3 85.0 79.7 91.2 80.3
Urban area be 78.3 79.7 74.5 84.8 78.0
Rural area we 81.9 90.4 90.8 82.0 84.7

Source: “The State of Education in Latin America and the Caribbean, 1980-1994", UNESCO-Santiago, 1996. Table 26 (Statistical annex).
® Includes countries for which information 1s available only.
© In the Gulf of Mexico's subregion the only country that keepsstatistics is Cuba: hence.the figure (%)for private teachers.

Table 10
PRE-SCHOOL AND PRIMARY EDUCATION. TEACHING STAFF BY ACADEMIC TRAINING, 1991

South America Central English-
lest of the America Guif of speaking

Teaching staff Brazil countries’ and Panama? Mexico Caribbean Total

Pre-school education _
Tota! numberof teachers 147 087 80 091 8 168 185174 3 683° 257 $46

Non degreed teachers 35 976 25 526 1547 0 3312 66 361
Percentage 24.5 31.9 18.9 0.0 89.9 25.8

Primary education
Total numberof teachers 1 201 034 1851 147 86 727 87 073 23 4739 2 048 420

Non degreed teachers 232 458 397 570 18 161 2 297 4816 422 844
Percentage 19.4 215 20.9 26 20.5 20.6

Source’ “The State of Education in Latin America and the Caribbean, 1980-1994", UNESCO-Santiago, 1996. Table 25 (Statistical arinex).
4 4989.

> Correspondsto pre-schools in Bolivia (public sector), Colombia, Chile, Ecuador, Peru, and Venezuela: for primary education add Paraguay to these
countries,

© Does not include Guatemala.
4 Cuba only.
© Aruba, Grenada, Jamaica and Saint Christopher and Nevis.
t Cuba and the Dominican Republic,
9 Aruba, Dominica, Grenada, Guyana, Jamaica, Saint Lucia, Saint Christopher and Nevis, and Trinidad and Tobago.   
Numerous countries insist on improving the

quality of education by reducing the teacher’s

workload rather than using material conducive
to individual and group learning. In the 1980-
1991 period, the number of students per teacher
at the various educational levels has decreased
slightly and, particularly so, at the pre-school

and primary levels (table 11). Reducing the
numberof students by one, implies a 4 to 6%

increase in per capita cost, enough to provide

adequate learning materials to every student in

the class.

22

Another source of inequality in Latin

America and the Caribbean, is the dispropor-

tionate size of urban schools as opposed to

rural institutions. The latter, given their reduced

size, must necessarily become multigrade

schools and (owing to the predominance of

the frontal teaching method) cannot provide
each grade with differentiated instruction (ta-

ble 7), or have to limit their educational-sup-

ply to the first few grades (table 12). Average
school size in urban areas is 330 students com-

pared to 62 in rural areas, which adversely
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Table 11
TEACHING STAFF AND NUMBER OF STUDENTS PER TEACHER ESTIMATES

Annual rate

Educational level 1980 1985 1990 1992 of growth 1980-92

Pre-school education

Total numberof teachers (thousands) 177 320 455 470 8.2
Numberof studgnts per teacher 27 26 24 24

Primary education

Total numberof teachers (thousands) 2 256 2594 3011 3 18 24
Numberof students per teacher 29 27 25 25

Middle education
Total numberof teachers (thousands) 1083 1 339 1 504 1 584 2.8

Numberof students per teacher 16 18 415 15

Higher education
Total numberof teachers (thousands) 385 505 626 676 44
Numberof students per teacher 13 13 12 42

Source: UNESCO,Statistical Yearbook 1994. Paris, 1994. |

Table 12
PRIMARY EDUCATION. INCOMPLETE SCHOOLS BY DEPENDENCIES, 1991

South America Central English-
jest of i America Guifof speaking

Incemplete schools Brazil countries? and Panama? Mexico* Caribbeart Total

Total 38,702 7 795 19 347 20 65.864

Urban area 3929 375 6.0 4304

Public 2676 89 245 4.0 4011
Private 1 283 197 0.0 + 450

Rural area 34773 7 420 0.0 42 193
Public 34 288 4313 3.234 2.0 41 8397
Private 485 588 13.0 + 086

Total of incomplete schools as percentage
of the total of primary schools 44.9 33.4 22.5 7.0 33.6
Urban area 15.2 &.7 a 0.8 76
Rural area 575 39.6 11,2 30.4

Source; “The State of Education in Latin America and the Caribbean, 1980-1994". UNESCO-Santiaga, 1996. Table 29 (Statistical annex).
4 Includes Bolivia, Colombia, Ecuador, Paraguay and Venezuela.
© includes &l Salvador, Honduras and Panama.
® Includes Mexico and the Dominican Republic's public sector; data by area refers to tha Dominican Republic, According to SIRI's surveyfigures for

Hotidurag correspond to the public sector. We have, however, taken them asfotal figures (after comparing them against WNESCO's 1994 Statisticat
Yearbook).

4 Figures correspond to Aruba and Surinam,  
 

affects the cost of providing education or the

quality of education delivered in rural schools.

In 1989, Brazil exhibited an even larger aver-

age difference between urban and ruralinsti-

tutions: 441 versus 41 students, respectively.

Multigrade instruction in ruralsettings can only

be successful when teachers have received

training in multigrade education and, simulta-
neously, are provided with textbooks or work

manuals that facilitate adequate individual and

group learning by students (multigrade classes

are a must whenthe total student population

of a rural schoolis less than 100 and,specially

so, in countries which average 50 orless stu-

dents per school).

Likewise, the fact that one third of the re-

gion’s schools are incomplete (33.6%), limits
opportunities for finishing primary education.
This national average indicates that in rural

areas two out of five schools are incomplete
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(Table 12). The numberof incomplete schools

is extremely high in South American countries

(44.9%), particularly in urban areas (57.5%).

English-speaking countries do much better in

this respect, since the percentage of incom-

plete rural schools is only 11%. The percent-

age of schools that fail to deliver a complete

education serves as another inequality indica-

tor, since the families of primary school stu-

dents are hardly in a position to pay for their

children’s education in schools located too far

from home. Argentina is taking experimental

steps with an “alternating” system for grades 7

and 9, where students attend classes for one

week then go back home to work on a “project”

following detailed instructions contained in a

“learning manual”. The project is finished dur-

ing the third week upon returning to school.

Theavailability of educational spaces limits

the possibility of enhancing the quality of edu-

cation through prolonged school working ses-

sions (schedule), but it does not hinder the use

of individual and group methods. Nowadays,

increasing the time devotedto learning is quite

difficult to do, since schools normally work in

two or more shifts. However, spaces permit

scheduling night classes for non-schooled

youths and adults who seek additional educa-

tional opportunities. Although the existing in-

frastructure will have to be revamped, and the

provision of equipmentincreased, these short-

comings should not stand in the way of an

active education centred on the student and

capable of achieving high levels of learning.

Traditional classrooms designed for frontal

teaching can be easily turned into a group edu-

cational space (cooperative) by simply putting

two to four desks together, and creating open

spaces suitable for working in groups. A shelf

to hold classroom library books should not be

hard to find. However, thinking ahead, room

should be secured for a computer and an inte-

grated audio and videosets.

In order to improve the existing relationship

between primary education and the working

world, the learning process must bear relation

to the student’s environment, since in most

24

cases, curricula are designed for middle or up-
per middle socio-economic strata. UNESCO

and UNICEF have elaborated self-learning

guides that force students to include their con-

texts as part of their own learning situation.
Their evaluation reveals that, because they are

linked to vital experiences and to problems

associated with fundamental community needs,

they contribute importantly to motivate the

learner.“ These guides have been equally suc-

cessful in elite private schools. In conclusion,

the best preparation for the working world is a

good quality education that fosters the devel-

opmentof the individual along its various di-

mensions.

Progress towards guaranteeing an equitable

educational supply is contingent on radically

upgrading the quality of education, and focus-

ing on individual differences, whatever the con-

text or school type: urban-rural; public and/or

private; based on gender or geographicalarea.

The 90’s mark the beginning of experiences

which show the feasibility of implementing

viable strategies, such as Chile’s 900 schools,

El Salvador’s EDUCO, Mexico’s Community

Instructors, and Colombia’s New Schoolpro-

gramme, which having started in the 80’s is

still an important referent in the region.

d. Catering to the various basic learning

needs

AS universal access to primary education be-

comes a reality and concern aboutits quality

and equity rises, the need to meet basic learn-

ing needsasserts itself. This, of course, entails

an educational system that respects and takes

into account the students’ individual differ-

ences.

44 UNESCO/UNICEF.1993. Guias de aprendizaje para

una escuela deseable; UNESCO/UNICEF/CIDE.1993.

Adaptacion de guias de aprendizaje: dos casos exitosos;

UNESCO/UNICEF. 1993. Nuevas guias de aprendi-

zaje para una escuela deseable; UNESCO/UNICEF/

CIDE. 1995. Guias de aprendizaje para iniciacién a

la lecto-escritura, 1° 2° grados. Santiago, Chile.
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So far, the prevailing school of thought has

advocated that only handicapped students are

entitled to a customized type of education

adapted to their specific needs, although the

strategy was to group them in special class-

roomsor schools taught by specialized profes-

sionals. Differential education has been offered

exclusively to students who display concrete
evidence of a deficit, while numerous others

—whofor various reasons endure learning dif-

ficulties— are kept in regular classrooms where

their individual needs are not satisfied. This

hasled to repetition and to increasing the class’

age heterogeneity (table 6).

Asregards special education, the MPE has

formulated new practices and brought about

important changes in the region. “mainstream

schools” have been created, where students

learn together —but, through an individual and

group approach— regardless of personal, social

or cultural specificities. Special education, is

no longer a subsystem concerned exclusively

with handicapped children, but, rather, a pool

of resources at the service of general educa-

tion and regular schools catering to any stu-

dent who, for a variety of reasons, may have

learning difficulties. Thus, a better quality of

education is made available toall.

In addition to handicapped children, there

are other special groups to be reckoned; these

are students who in virtue of different ethnic,

cultural or deprived socio-economic back-

grounds, are seen as “peculiar”.“° They also
need to be given special opportunities so that
the disadvantage they bring along is not mag-

nified by an educational response which only

takes into consideration the needs of the ma-

jority. From this viewpoint, it is no longer valid

to talk of different categories or types; rather,

students are regarded as variegated group who

present a numberof educational needs, some

collective, others individual. Some of these

45 MacPherson-Russell, P. 1995. “Strengthening the
rehabilitation programmeof the correctional services”.

The University of West Indies-UNESCO/Kingston.

needs may be special and demand educational

services (either temporary or permanent) that

differ form those provided to the rest of the

students. This implies shifting the role of the

educator (from transmitter to presenter), mak-

ing use of material that lends itself to develop-

ing individual and group learning experiences,

and the possibility of adapting the curriculum

and differentiated strategies to the students’

difficulties or rhythm. Moreover, this process

allows the teaching staff —-to the extent that the

educator participates in significant learning

experiences as contained in the students’ ma-

terial— to become specialized in this area.

The World Conference on Education for All

(1990) was categorical in guaranteeing the right

to education of every individual, regardless of

specificities. The World Conference on spe-

cial needs (Salamanca, Spain, June 7 to 10,

1994), launchedthis right in earnest. The guid-

ing principle advocated in Salamanca’s Action

Framework, is that schools must welcomeall

children independent of personal features; the

handicapped, the gifted, street children, eth-

nic, language or cultural minorities, deprived

or marginal children, a veritable challenge for

the school system. Mainstream schools repre-

sent a favourable environment for equal op-

portunities and full participation. They con-

tribute to a more personalized type of educa-

tion, foster solidarity among students, help im-

prove the quality of teaching and the cost-effi-

ciency relationship of the whole educational

system.
However, the actual “hands on” implemen-

tation of this principle is closely linked to other

quality enhancing actions, particularly to the

design and evaluation of suitable learning ma-

terials. Broadly speaking, the countries that

have madethe greatest progress towards “main-

stream” schools, are those where educational

reforms have been implemented or are under

way: Argentina, Costa Rica, Chile, Ecuador

and Paraguay. Peru is also working on an ex-

perimental integration programme. Argentina,

for instance, has successfully integrated a large

percentage of children into its regular schools,
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Table 13
SPECIAL NEEDS CHILDREN ESTIMATES. 1991

Central Engligh-
South America Gulf speaking

America and Panama of Mexico Caribbean Regior*®

Special needs students? 3.999 368 455 687 1545 708 84 066 6 084 827
As a percentage of the 7 to 12 old population 1.3 0.9 2.0 o6d 1.4
As a percentage of the 10%
of the 7 to 12 year old population 12.8 9.3 19.7 61 14.2

Attend ragular schools but do not receive

special instruction (minimum estimate)*
Nurnber 231 663 38 704 8 838.8 279 206
Percentage 2.2 3.4 5.3 2.6

Numberof students per teacher
in the field of special aducation 9 20 7? 18 9
 

 

Source: “The State of Education in Latin America and the Caribbean, 1980-1994". UNESCO-Santiago, 1996. Tables 30 and 31 (Statistical annex),
* Only those countries for which information is available are included in each subregion. Averages are weighted,
» International studies on persons with disabilities -either innate or acquired- estimate the population with special laarning needs at 10%. These raports,

however, reveal that between 10 to 20% of the school population requires some type of special instruction or aid. See: U.N. World Action Plan for the
Handicapped. 1983; Disability; strategic and political panorama. 1987. Hegarty S. The education of children and young people with disabilities: principles
and practice. UNESCO, 1990.

© Corresponds to ages § to 10.
3 Refers exclusively to countries where netrates(first six grades) exceed 90%,sirice calculations were done by substracting from the 10% corresponding

to the 7 to 12 year old population, the numberof children not enrolled in schools (among reference age groups for primary education) and the number of special needs studentsclassified as such (whetherin special or regular schools).   
while in Venezuela practically half the chil-

dren with special needs attend special schools.

In 1991, the 7 to 12 year old population

with special needs was estimated at 6 million

(10% of the region in that age group). 14.2%

of these children attend special schools and an

estimated 335 thousand attend regular schools

but are provided some kind of special aid (ta-
ble 13). However, almost half of the student

population with special needs, go to regular

schools and receive no special attention (the

rest have not accessed the educational system),

an adverse factor in the child’s personal and

social development. Special education is of-

fered in urban areas exclusively, and 27% ofit

is supplied by the private sector to families

who can afford to pay for the service, a fact

that poses a serious equity dilemma.”
South America and the Gulf of Mexico

-specially Argentina, Brazil, Mexico and Cu-

ba— have a very small numberof students per

teacher (4,7,4 and 9, respectively). On aver-

46 The State of Education in Latin America and the

Caribbean, 1980-1994 (Table 31, statistical annex).

UNESCO-SIRI, 1996. Santiago, Chile.
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age, the relationship students teacher in the

region is low (9) and raises the cost of the

educational service. Conversely, in Central

America, Panama, and the Caribbean, the

numberof students per teacher is considerably

larger (20).

In the early part of the period, specific ef-
forts were made along the following lines: up-

dating and upgrading specialized educators

through higher education training programmes

in this field; introducing occupational training

programmes which included investments on
_school equipment; start up of non-formal edu-

cation programmes and prevention of various

types of disabilities through the use of mass

media, in order to incorporate the handicapped

into family and social life; setting up intersecto-

ral health and education services for the pre-

vention, identification and treatment of vari-

ous types of peculiarities; creation of logopedic
classroomsassigned to primary and basic edu-

cation; training programmes for teachers and

specialists on the identification and treatment
of learning difficulties; introduction of new

processes aimed at preventing reading-writing

learning difficulties in the curricula for the first

grades of primary and basic education.
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Since 1991, UNESCOhas been active in the

region through the teacher training project

“Special classroom needs”, which aimsat dis-

seminating the new special education concept

and the creation of schools that take into ac-

count the diversity of their student population.

Presenters have been trained in most english-

speaking Caribbean countries (Bahamas, Bar-

bados, Belize, Dominica, Grenada, Guyana,

Saint Lucia, Saint Vincent, Suriname and Trini-

dad) and in a dozen Latin American countries

(Argentina, Brazil, Colombia, Costa Rica,

Chile, Ecuador, Mexico, Panama, Paraguay,

Peru, Uruguay, and Venezuela). The success-

ful outcome of the DANIDA/UNESCOproject

in support of Peru’s special education pro-

gramme, made it possible to extend its cover-

age to Bolivia and Ecuador.

Despite progress made, the real situation of

these students has yet to be defined while steps

should be taken to: formulate clear and asser-

tive school integration and individual and group

educational policies; devise efficient mecha-

nisms for resource redistribution to basic ar-

eas; ificrease private and public funding; de-

velop training programmesdirected not only

at specialists but at regular school teachers,

changing the clinical and rehabilitation per-

spective for a curricular approach to learning

difficulties; develop community-based rehabili-

tation programmes and turn Special Education

schools into resource centres for regular schools

while changing the role of the teacher, the cur-

riculum, and the educational practice, along

the lines of a more individual and group-ori-

ented instruction.

In the last ten years, great strides have been

made in the region in terms of furthering the

education of children from minority ethnias or

cultures. There is growing awareness of the

need to consider the child’s original culture

and language. Many students exhibit learning

difficulties because they attend schools with a

different culture and language of instruction.

In Ecuador, the Ministry of Education’s Na-

tional Office sponsors bilingual intercultural

education programmes. Bolivia, Chile, Guate-

mala, Mexico and Peru are promoting projects

designed to disseminate the importanceofthis

type of education, although they are restricted

to the indigenous population and to field spe-

cialists. In Paraguay, however, bilingual edu-

cation for all and the incorporation of curricu-

lar contents associated with the guarani cul-

ture, constitute one of the cornerstones of the

country’s Educational Reform.

A large percentage of the region’s children

live under high risk conditions; working chil-

dren, street children, children living in excep-

tionally deprived or marginal social and eco-

nomic milieus. These children require a par-

ticularly intense attention, flexible and diver-

sified methodologies, positive attitudes, and a

teaching staff specially motivated and trained
to keep students in school and discourage drop-

ping out. Other initiatives geared towards alle-

viating students’ extreme living conditions
should be planned.

The 80’s has been characterized by the many

different projects spanning the globe, which

seek to improve the lot of underprivileged

groups through educational, nutritional, and

social programmes. Most of them are being

sponsored by NGO’s and financed by interna-

tional organizations, with the not quite direct

support of the governments involved. UNESCO

and UNICEFhavejointly developed a world-

wide professional education and training plan

for working and street children, covering three

action areas: public information, mobilization

of finance, and cooperation sources.*” Steps

should be taken by the various governments to

identify and combat the causes of these prob-

lems, implement funding and preventionstrat-
egies, and design global economic and social

policies to eradicate the problem.

47 Working with street children. Selected case-studiesfrom

Africa, Asia and Latin America. UNESCOPublishing/

ICCB, 1995; MacPherson-Russell (1995) op.cit.
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Table 14
NUMBER OF ESTIMATED ABSOLUTEILLITERATES AGES 15 AND OVER
(in millions)

Category 1980 19908 2000"

Total population 362.8 438.4 520.2
Oto 14 years of aga” 144.0 153.3 04 162.0

15 and over ® 219.8 285.0 0.6 358.2

illiterate individuals 15 or older 44.3 a24 40.4
individuals who acquired literacyin the period 67.1 75.1

tliteracy rates (%) 20.2 15.2 11.4
 

  Source: Tables 33 and 34, CELADE. Demographic Bullatin, Year XxIIl, N° 46, July, 1990.
® Estimates relied on a study of coharts based on figures made available by recent population censuses. in the english-speaking Caribbean subregion,

figures for 1989 were maintainedfor the year 2000;this subregion includes Barbadas, Belize, Dominica, Grenada, Guyana, the Bristish Virgin Islands,
Jamaica, Montserrat, Saint Christopher and Nevis, Saint Lucia, Saint Vincent and the Grenadines, and Trinidad and Tobago.

> The english-spaaking Caribbean wasincluded using Latin America’s age group relationships.   
5. Absolute illiteracy and youth and adult

education

The region is at the verge of universal access

to basic education, while having made consid-

erable headway in terms of pre-school cover-

age. This has brought about a reduction of ab-

solute illiteracy, that is, that category reported

by persons whenfilling out census forms or
answering surveys (table 14). However, the

poor quality of primary education —alludedto,
prior to discussing “school failure” indicators—
has facilitated the persistence of a large number

of functional illiterates, namely, people who
having acquired literacy (or think of themselves

as literate) are unable to use (al least mini-

mally) basic reading, writing and mathematic

skills in their daily lives, essential prerequi-
sites to function as citizens, parents, producers

and actors in processes involving technologi-

cal change. The fact that nearly 50% of the

population entering the labour market each year

cannot understand what they read, and can

barely write and do simple mathematic opera-

tions, even after six years of schooling, is

clearly and blatantly unfair.“
Illiteracy eradication strategies are not di-

rected exclusively at adult education —which

48 Schiefelbein and Tedesco (1995), op.cit.
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is normally restricted to specially motivated

individuals— but are closely associated with

improving the quality of the educational serv-

ice imparted to children, the one mechanism

to eliminate the problem. Table 14 showsthat

the percentage of individuals who have been

made literate through the formal system, is

quite similar to the expected rate of population

growth (78.4 versus 90.7 millions). Hence, the

rate of absolute illiteracy would be reduced to

10.9%,
Analysis of absoluteilliteracy rates by age

groups, has detected a steady increment in

every country, particularly among the younger

population, since better than half of the abso-
lute illiterate population is over 40 (table 15).
Increased access to primary education is re-

flected in illiteracy rates that approach 5%

among the younger groups. Progress in this
area, has also taken the form of a more effi-

cient targeting oftraditionally neglected groups,

selection of more effective adult literacy strat-

egies, and the identification of aspects that im-
prove retention amongindividuals enrolled in

literacy learning programmes.

Population censuses conducted every ten
years, are the only sources of information on

absoluteilliteracy. Data comparison, becomes

extremely complex given that censuses do not

always correspond to the same years, age

groups are not always the same, and school

grades are different depending on howthe vari-
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Tabla 15
DISTRIBUTION OF ABSOLUTE ILLITERATES BY AGE GROUPS, 1990 AND 2000

Year Estimatednumber South America Central English-
andage ofiliiterates and Rest of America Guif of speaking
group iliteracy rate Brazil the countries and Panama Mexico Caribbear* Total

Year 1990

16-19 Number 1228 447 400. 774 2 2851
Rate (%) 8.3 3.2 12,7 6.3 0.3 6.4

20-33 Number 3916 1681 1 384 2389 8 9379
Rate (%) 14.3 5.0 22,3 9.3 0.5 10.0

3443 Number 5 026 1350 736 1681 5 & 799
Rate (%) 17.3 8.3 27.4 16.5 1.2 14.9

44and+ Number 9321 4943 1785 4 803 60 20 881
Rate (%) 36.5 17.7 38.3 277 6.6 27.4

Total 1990 Number 19 491 8 421 4274 9648 76 41910
Population 97 390 91 465 16 598 66 086 3514 275 054
Rate (%) 20.0 9.2 25.8 14.6 21 15.2

Year 2000

18-19 Number 439 193 168 194 2 993
Rate (%) 25 14 41 1.4 03 1.9

20-27 Number 1249 493 429 453 . 3 2621
Rate (%) 5.0 24 8.0 23 0.4 3.5

28-43 Number 4308 1947 1543 2679 10 10 577
Rate (%) 13.5 5.4 22.0 8.1 0.8 9.4

_ 44and + Number 12 207 5 273 2 102 5 523 60 25 165
Rate (%) 25.7 13.9 34.7 22.0 6.6 24.4

Total 2000 Number 18 288 7 906 4242 9849 ris) 40 360
Population 122 499 H16 915 22 455 87 159 3514 352 542
Rate (%) 149 68 18.9 13 2,4 11.4
 

 

Haiti, Mexte and the Dominican Republic. Source: “The State of Education in Latin America and the Caribbean, 1980-1994”, UNESCO-Santiago, 1996. Tables 33 and 34 (Statistical annax).
* Doesnot include Antigua and Barbuda, Netherlands Antilles, anct Bahamas,
5 The following countries for which information is available are included: Bolivia, Brazil, Colombia, Chite, Eeuador, Peru, Venezuela, El Salvador, Honduras,   

ous countries have structured their formal edu-

cation systems. Efforts have been made, how-

ever, to systematically compare absolute illit-
eracy rates in the region at the turn of the 20th

century, while intensive work is being done to

analyze functional illiteracy utilizing more sen-
sitive indicators.

The eradication ofilliteracy before the year

2000, was discussed at PROMEDLAC TI (Bo-

gota, 1987). On the occasion, evidence was

produced to reveal that the rate of illiterate

women in rural areas and indigenoussettle-

ments was substantially higher than the rate of

illiteracy for men. Thus, the Ministries of Edu-

cation recommended that the member states

formulated policies and programmes designed

to definitely resolve this “deplorable situation

that prevents women from fulfilling them-

selves”. In this respect, women have madetre-

mendous progress and, currently the opposite

is true for the Caribbean where women have
outperformed men in terms of educational
level.

Lowerilliteracy rates and higher schooling

rates for women fluctuate depending on the
country and, within a country, on the geo-

graphical area. For the women of the region,

this has translated into high illiteracy rates in
rural areas and among cohorts of older groups

(Table 16). Between 1985 and 1990, female
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Table 16
ESTIMATES AND PROJECTIONS OF THE 15 AND OVERILLITERATE POPULATION

1985 1990 2000

Country Total Men Women Total Men Women Total Men Wamen

Argentina 5.2 49 56 47 4s 4g 37 36 3.8
Boliva 27.5 49.1 35.5 22,5 16.3 29.3 14.2 94 18.8
Brazil 215 19.7 23.3 18.9 17.5 20.2 14.2 13.4 15.0
Colombia 15.3 14.2 16.3 13.3 125 14.4 99 9.6 10.2
Costa Rica 8.2 8.4 8.0 7.2 74 6.9 4.3 5.7 5.0
Cuba 76 6.3 89 6.0 5.0 7.0 3.8 3.3 44
Chile 78 7.4 81 66 65 68 48 4.9 48
Ecuador 17.0 14.5 19.5 14.2 12,2 16.2 9.8 8.6 11.0

El Salvador 31.2 27.4 34.7 27.0 23.8 30.0 19.8 17.4 21.9
Guatemala 48.1 40.0 56.2 44.9 36.9 62.9 38.5 31.1 45.9
Guyana 46 3.3 5.9 3.6 25 4.6 21 1.5 27
Haiti 52.1 45.7 58.1 47,0 40.9 52.6 37.2 32.3 417
Hondutas 32.0 29.0 35.0 26,9 245 29.4 18.8 17.3 20.4

Jamaica 2.0 2.2 1.8 16 1.8 1.4 1.0 1.3 0.9
Mexico 15.3 12.5 18.0 12.7 10.5 14.9 9.0 75 10.5
Panama 13.6 13.5 13.8 41.9 11.9 11.8 of 9.2 9.0
Paraguay 147 9.1 14.2 9.9 79 11.9 7.0 6.8 8.2
Peru 18.0 10.5 25.5 14.9 85 21.3 10.0 55 145

Source. UNESCO.Division of Statistics on Education. Campemdium ont liliteracy Statistics. 1990 printing. Elaborated on occasionof the 42 International
Conference on Education, Geneva, 3 to 8 September, 1990.   

illiteracy rates have declined significantly in

countries such as Bolivia, where it dropped

from 35.5% to 29.3%. The highest illiteracy

rates for women may be found in Haiti and

Guatemala (52.6% and 52.9%, respectively for
1990).
Equal access to education for women under

25 has been fully achieved; however, in the

qualitative aspects of education womenarestill

being discriminated upon,as reflected in stere-

otyped educational material, segregated voca-

tional guidance —which also limits women’s

participation in scientific and technologic

progress as well as in technical education-,

the role of teachers in the replication of cur-

rent models, and female participation at the

regional and nationallevels.”
Only seven countries in the region would

have illiteracy rates in excess of 10% by the

year 2000. In descending order; Guatemala

(38.5%), Haiti (37.2%), El Salvador (19.89%)

and Honduras (18.8%) in Central America, and

in the rest of Latin America, Bolivia, Brazil

and the Dominican Republic exhibiting rates

49 BCLAC(1994), op.cit.
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higher than 10% but lower than 15%. In some

countries, the problem is more critical in cer-

tain areas, as exemplified by the north west

section of Brazil. Mention should be made of
the absolute illiteracy gaps found among the
indigenous population of Mexico, Ecuador,

Peru, Bolivia and Guatemala with respect to

average values for these countries, particularly

in terms of female illiteracy.

In short, the main obstacles rising before the

path to eradication of absolute illiteracy are

still structural in nature— associated to gender,

ethnias, geographical area, and socio-economic

family level -aggravated by a sluggish process-

ing of census and home survey data, which

trammels the systematic follow-up of each

country. Important illiteracy pockets prevail

among deprived rural populations, affecting

chiefly women in marginal urban areas, among

groups 35 or older, and among indigenous

populations. In countries where the illiteracy

rate exceeds 20%, other high risk age groups

(10 to 15 and 15 to 25) should be added.

The adoption of targeted inter-institutional
action strategies (which replaced costly and

inefficient national campaigns), and positive
action initiatives by NGO’s in this area (table
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17), are probably the most outstanding land-

marks on the road to overcomingilliteracy in

the region. The elaboration of printed and au-

dio-visual didactic material that takes into ac-

count population specificities® and makes room
for both formal and informal education

modalities;*! the concern found in most coun-

tries with high rates of indigenous population

for a literacy programmethat regards languages

and cultures as enriching elements of the edu-

cational process and, therefore, produce texts

in vernacular languages and enhancethe pro-

grammes with bicultural elements; as well as

the initial programmes for under-schooled

adults (in countries where low illiteracy rates

prevail), are all important steps towards the

obliteration ofilliteracy.

Functionalilliteracy is currently being stud-

ied as a phenomenonthat threatens the degree

of competitiveness of the countries. UNESCO

is sponsoring regional research initiatives,

which duringits two first stages— the first stage

involved Argentina, Chile, El Salvador and

Peru, while the second is under way in Brazil,

Colombia, Mexico, Paraguay, and Venezuela,

in addition to Argentina and Chile —have gen-

erated measurement instruments capable of

gauging the mastery of reading-writing and

mathematic skills for daily use, that will yield

a profile of the various types of functional

illiteracies present in the various countries. First

findings, point to a close correlation between

this phenomenon and the number of school

years attended and the quality levels of the

primary education received.

The reduction of absolute illiteracy rates, has

dulled the interest formerly shown by numer-

ous countries to promote formal education for

adults and youths and, consequently, has re-

duced the availability of funds to sustain it

50 Kaphin, M. 1995. Los materiales de autoaprendizaje.
Marco para su elaboracién. REDALF. UNESCO,San-

tiago, Chile.

51 Hamadache, A. 1995. “Relaciones entre la educacién
formal y la no formal”. Bulletin, No. 37. The Major

Project of Education. UNESCO.Santiago, Chile.

(table 17). In many cases, systematized meth-

odologies for youths and adults are scant, which

translates into poor results. On the other hand,

the literacy training initiatives promoted by

Guatemala— which hires NGO’s against re-

sults— and Panama, whose president has been

strongly supportive in this area, deserve com-

mendation.

Part of the problem is failing to acknowl-

edge that demands stem from both adults and

youths. Regional research, in the framework

of REDALF,corroborated that most individu-

als attending adult education centres are far

and away, youngsters.*? This educational mo-

dality should be oriented towards both youths

and adults, while its contents and work meth-

odologies ought to be reformulated.
The Ministries of Education have taken the

findings of various studies and meetings of

specialists, to foster innovative action lines,

such as the following:use appropriate mate-
rials designed to improve the quality of the

process and outcomes, and draw on occupa-

tional experiences; link this modality to over-

coming the vicious cycle imposed by poverty;

associate it with attempts at consolidating hu-

man and civic rights; integrate activities into

the population’s social, health, or environmen-

tal policies, incorporating as content and cur-

ricular practice, those that may result in a bet-

ter quality of life such as sex, consumer, and

environmental education, AIDS and drug-ad-

diction prevention. These tasks have been car-

ried out through inter-institutional actions,

building national cooperation networks between

public and non government organs —whichdis-

seminate popular education programmes— and

encouraging exchange with other national and

regional experiences.

52 Messina, G. 1993. La educacidn bdsica de adultos:la
otra educaci6n. REDALF. UNESCO,Santiago, Chile.

53 Innovaciones en educacién bdsica de adultos.

Sistematizacién de 6 experiencias. REDALF, 1995.

UNESCO.Santiago, Chile.
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Table 17

(Absolute figures in thousands)
POPULATION RECEIVING EDUCATION- ALL CATEGORIES, PUBLIC PLUS PRIVATE SECTORS,1991

 

 

 

South America Central English-
Rest of America Gulf of speaking

Category Brazit the countries and Panama Mexico Caribbean

Total number of persons
who received education
Formal 2754.9 292.0 2301.5 10.9
Non Formal? 1 768.4 649 5.6 27

Witeracy training beneficiaries
Formal® 1582.8 192.6 Me 47
Non Formal? 254.0 31.8 be 25

Numberof individuals who

continued education Formal* 938.9 94.2 106.2 24

Numberof trained individuals
Formal! 242.7 5.4
Nan Formal? 133.2 30.4
 

 

only Trinidad and Tobago ars represented.

represented.
' Includes Paraguay. Uruguay, Venezuela, Panama.
§ Includes Chite, Ecuador, Peru, Venezuela, El Salvador, Nicaragua. 
Source: “The State of Education in Latin America and the Caribbean, 1980-1994”. UNESCO-Santiago, 1996. Table 32 (Statistical annex).
® Does not include Bolivia, Hondruas,Haiti; of the english-speaking Caribbean, only Aruba and Trinidad and Tobago are represented.
® Doesnot Include Argentina, Brazil, Uruguay, Paraguay, Costa Rica, Guatemala, Honduras, Cuba,Haiti, Mexico;of the english-speaking Caribbean,only

the British Virgin Islands and Saint Vincent and the Grenadines are represented.
° Doesnotinclude Bolivia, Colombia, Chile, Peru, Uruguay, Costa Rica, El Salvador, Honduras, Cuba, Haiti, Mexico;of the english-speaking Caribbean,

4 Includes Chile, Ecuador, El Salvador, and Saint Vincent and the Grenadines.
* Does not include Bolivia, Brazil, Guatemala, Honduras, Haiti, Mexico, of the english-speaking Caribbean, onty Aruba and Trinidad and Tobago are   

6. New demands on education

Among the new demandsplaced on education,

some of the most significant have to do with

the increase in primary school graduates, as a

direct result of a better quality of the educa-

tional supply, and growing a concern with the
promotion of peace, human rights, democracy,

the environment and, in a word, the quality of

life and the speed of technological develop-
ment, particularly informatics. The new demands
accumulate, but for our purposes three were se-

lected on the basis of their more intense and
long-term impact on the educational system.

a. Extended and improved middle education:

the work-study relationship made compatible

The 90’s, harbinger a growing interest in the

region to define more precisely the coverage

each of the modalities opened to primary school

graduates will have, and to elaborate appropri-

ate curricular designs for every type of middle

32

education offered. This preoccupation has been

the result of the swelling numbers of basic

school graduates, and of a worldwide debate

on the role of middle education. Secondary

education, should not be analyzed as an iso-

lated component of society or the rest of the
educational system, nor should it be consid-

ered an endin itself, as is the case with basic

education, since their graduates will move on

to a higher educational level or will join the
working world. Moreover, secondary education

mirrors the great social trends,particularly those

emerging from technological change.

The Sixth Regional Conference of Ministers
of Education and those Responsible for Eco-

nomic Planning in Latin America and the Car-

ibbean (Bogota, 1987), showed interest in the

world debate on the orientation of middle edu-

cation (on-going), and stated that “in many

countries, the education imparted to adoles-

cents stresses traditional and pre-college aca-

demic formation and, consequently, middle

education graduates do not receive the kind of
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training that will guarantee their successful in-

tegration into the country’s economic devel-

opment. This gives rise to an atmosphere of

frustration that could founder any policy de-

signed to soften the impact of unemployment

or underemployment.” Furthermore, there was

consensus that research was needed on meas-

ures that “facilitate a closer relationship be-

tween the productive apparatus and educational

activities, without detrimentto the latter’s main

objective— the comprehensive formation ofthe

learner’s personality”.

In some countries, a massive evolution of

secondary education is evident. In fact, ten

Caribbean countries boast universal middle

education, and in Latin America others have

reached gross coverage rates in excess of 70%.

Nevertheless, in Latin America and the Carib-

bean the range of secondary education net

schooling rates is considerably higher than the

range observed for primary education (in some

countries, gross rates barely approach 40% or

less), a fact that has prompted the countries to

review their expansion policies.

The average annual growth rate of middle

education, has risen much faster than the rate

of population growth for the corresponding age

groups, which would explain a gross school-

ing rate in the 90’s four times greater than in

the 60’s (Table 1). Annual gross schoolingrates

exceeded 7% in the 60’s and 70’s, dropping to

2.6% in the 80’s. This is why net schooling

rates for the 12 to 17 year old group,has risen

steadily from 36% in 1960 to 68% in 1992,

while the uptrend is foreseen to continue for

the remainder of the century. This trend, in

turn, generates new demands and challenges

for higher education.

Despite broadened access, enrollmentin sec-

ondary education is still severely plagued by

selectivity. Indigenous,rural and underprivileged

urban youths, face considerable difficulties in

terms of access to and permanence in secondary

education —the school level that provides the

best social mobility opportunities. Equity is all

but absent for most of these youngsters.

The average growth of the population’s edu-

cational level— the product of expanded cover-

age in past decades —is seen as a characteristic

of the swift socio-economic modernization

process, and several countries (Bolivia, Brazil,

Colombia, Chile and Uruguay) are beginning

to formulate development and innovation pro-

grammes for middle education. However, the

relative expansion of middle education

enrollments and changes in job definitions,

have renderedits traditional function obsolete,

and whatis needed now is the ability to learn

and adjust to new situations. From a “trans-

mission of accepted knowledge” perspective—

which was considered general education basi-

cally intended to prepare students for higher

education —and a “manual techniques instruc-

tion” scheme-~ characteristic of vocational train-

ing considered a last stop before the vast ma-

jority joined the working world-, the buzz word

is developing skills that will enable the indi-

vidual to learn, both “changes in accepted

knowledge” and “changes in job definitions”.

Middle education contents and structures

have not undergone profound modifications.

Some countries have shortened it in order to

prolong basic education, extending the period

of general education and postponing diversi-

fied instruction. Most countries have retained

a formal separation between a general academic

area (which should prepare the student for ac-

cessing higher education) and a technical vo-

cational area (which seeks to prepare the stu-

dent for the productive and services sector)

and, in somecases, a teacher training area. In

each of these areas, however, frontal knowl-

edge transmission —a methodology that has

proven its growing detachment from economic

and social evolution— is still the predominant

strategy. Consequently, every middle educa-

tion modality has undergone a gradual process

of curricular obsolescence, providing learning

experiencesthat are increasingly divorced from

those required to perform successfully in mod-
ern society.“*According to a UNESCO/ECLAC

54 ECLAC/UNESCO (1992), op.cit.
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study, academic secondary education is per-

haps the segment which moststrongly reflects

the lack of stimuli for developingrationalcriti-

cal thought, and the rigidity of the system be-

fore modern society and contemporary expres-

sions.

Academic or general secondary education

—as compared to other alternatives— has at-

tracted an increasing numberof youths.Its con-

ception continues to be encyclopedic in na-

ture, and totally detached from the student’s

milieu and, specially so, from the working

world, although 60 to 70% of its graduates

move directly into an occupation. Most coun-

tries offer secondary educationthrough a wide

variety of schools which combinecriteria based

on abilities and job expectations. In recent

years, several countries have combined gen-

eral education and technical and vocational

training, creating specialties in economic sec-

tors where work or self-employmentis feasi-

ble. Uruguay has recognized* that secondary
education is undergoing a “particularly alarm-

ing educational crisis”, and that “any educa-

tional reform at that educational level would

be extremely hard to accomplish in the ab-

sence of a profound revision and reform ofits

management, organization and operation”.

Whatever research there is on technical-pro-

fessional education, seems to point to its poor

efficiency and high cost per student, as well as

to the lack of correspondence between courses

taken and the occupation effectively performed.

Technical education is detached from the pro-

ductive sector in terms of how formal educa-

tion is designed and implemented to facilitate

the transition to the working world, even when

the importance of a sound technical education

on economic development and competitive in-

sertion in international markets, has been

widely acknowledged. Experiences involving

schools associated with productive groups and

55 ECLAC.1995. “Hacia un redisefio organizacional de
la ensefianza secundaria en el Uruguay”. Montevideo,

Uruguay.
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“dual education” programmes have been con-

ducted in the past. They have generated cur-

ricular designs which tie in with the demands

of a heterogeneous, diversified and shifting la-

bour market, and their graduates acquire the

necessary skills to assimilate those technologies

that best adapt to the different realities and de-

velopment perspectives of the productive sec-

tor. These experiences must be evaluated, and

the information they yield ought to be used in

the design of appropriate policies in this area.

The importance of technical education, as

one of UNESCO’s priority worldwide action

areas, is reflected in the International Project

on Technical and Vocational Education

(UNEVOC),an effort that enlists the coopera-

tion of the German government. UNEVOCfo-

cuses on three major areas: doing away with

the apathy that surrounds technical and voca-

tional education and raising its status within

the educational system; reinforcing the ties be-

tween technical and vocational education, the

industry and the labour market; and, develop-

ing technical and vocational education systems.

During 1996-97 UNEVOCwill concentrate on:

promoting the international exchange of ideas

and experiences on major general policy is-

sues; increasing national capacity and upgrad-

ing technical and professional training; and,

facilitating the dissemination of information

and international cooperation. UNEVOChas

set up a network of associated Centres in Latin

America and the Caribbean, and has prepared

six case-studies (Argentina, Brazil, Chile, Co-

lombia, Costa Rica and Mexico) on the “Role

of Technical Vocational Training in educational

systems”. Work on other three case studies on

“Policy and legislation for Technical Voca-

tional education, and its link to the working

world”, is under way. A joint CINTERFOR/

ILO study on the institutional transformation

of technical and vocational education has just

been completed. Case-studies of cooperation

among educational institutions and businesses

are also in the making. This type of training

would focus on innovative experiences con-

ducted in Brazil, Mexico and Uruguay.
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b. Education and peace, humanrights,

democracy and environment

The responsibility of forming an individual,

rather than merely transmitting knowledge, has

placed priority on topics such as: civil rights

education, education for peace, health educa-

tion (including sex education), equal opportu-

nities based on gender, environmental educa-

tion, and consumer education. These topics will

be particularly important in changing the role

of the teacher, since in addition to acquiring

knowledge it will allow students to develop

specific attitudes and behaviours. Given the

originality of this approach, the importance of

utilizing tried and tested material capable of

leading students through relevant learning ex-

periences whichtake local aspects into account,

cannot be overemphasized. As it should, the

use of such material is decided by the various

local actors involved in the educational proc-

ess.~°
Initiatives sponsored by non-formal educa-

tion NGO’s, are responsible for the vast body

of knowledge acci::aulated in the region. Thus,

the Ministries and other educational institu-

tions can tap and put to work, a rich well of

experience. The advisability of using non-fron-

tal methodologies to internalize values along

with acquiring knowledge, is one of the rec-

ommendations emerging from this experience.

The approach used, must consider the cultural

context wherein the educational practice un-

folds, as well as the transformation processes

built into the new economic managementstrat-

egies that spur local actors into participating

more assertively in decisions involving their

school.*?
Manyof these interdisciplinary themes are

evolving towards more global proposals, as is

56 See reference, note 42.
57 UNESCO/BIE. 1994. Final Report of the Regional

Meeting for the preparation of the 44" session of the
International Conference about: “Balance y perspecti-

vas de la educacién para la comprensién internacio-

nal”, April 12-14 1994. Santiago, Chile.

the case with environmental education and edu-

vation on population, areas which UNESCO

and UNFPA —following UNCED recommen-

dations (Rio de Janetro, Brazil, 1992)}- are mak-

ing efforts to integrate into a form of educa-

tion and information strategy capable of sus-

tainable human development.

c. Education, informatics and the media

The use of informatics and the mass media for

educational purposes in Latin American and

Caribbean classrooms, is just beginning. The

massive introduction of multimedia and

hypermedia into the educational process, reaf-

firms the need to develop appropriate learn-

ing-teaching models. The region is taking first

steps towards a school design that favours the

capacity to organize and build knowledge and

acquire skills to retrieve (access) and use in-

formation, rather than just memorize concepts.

This design, however, is incipient and must be

completed.

Some countries are experimenting, as is the

case with Costa Rica. The National Didactic

Centre (CENADDlaunched in February 1995,

features the first “information kiosk” ever, a

service unit designed to implement the new

type of educational concept Costa Rica envi-

sions for the 21st. century.°*Argentina has de-
veloped the TELAR network operating in 40

schools connected among themselves via

INTERNET.Another 1 400 schools have been

furnished with computers.°’Brazil, for its part,

has the exclusive use of a channel (via satel-

lite) that reaches 50 000 schools (furnished with

parabolic antennas when required), 4 hours a

day. Programmesare taped by each school to

38 “Kiosko de informacién. Nuevo servicio para docen-
tes y estudiantes”. In: El educador frente al cambio.

Fifth edition, October 1995. Centro Farben Norma de
Apoyoal Docente - Biannual publication.

59 Proyecto Desarrollo de la informdtica educativa. TE-

LARnetwork. Todos en la red. Ministerio de Cultura

y Educacién de la Nacién, 1995. Buenos Aires, Ar-

gentina.
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be replayed at a convenient time. Since 1994,

Mexico (Monterrey) has been offering compu-

ter assistance to 700 education centres includ-

ing secondary and teacher training schools.

Chile’s “ENLACES con el siglo XXI”
project,” involves 100 schools and 19 support
groups that can communicate among them-

selves through INTERNET, thus making in-

formation available to all users of this verita-

ble network of networks. This technology has

allowed experts from different countries to dia-

logue; for its part, UNESCO encourages the

formation of virtual groups through the use of

this network.

Pre-school education is making use of mass

media campaigns (radio and TV) to get par-

ents and the community at large involved in

the early stimulation of their children. Excel-

lent, time— tested programmes, such as Sesame

Street are available, that tend to benefit mid-

dle income urban families since its impact on

children is proportional to exposure time. Vari-

ous other initiatives promote non formal com-

munity-supported programmes.

The MPE’s Regional Intergovernmental

Committee has recommended to the Member

States their unconditional support of actions

leading to a type of education that makescriti-

cal and creative use of the mass media, and to

a continued refinement of strategies that use

these media to drive and reinforce formal, non-

formal and informal educational processes. Pur-

suant to this recommendation, UNESCO has

developed several initiatives that highlight the

use of an experimental innovative method

called “Critical Approach Method” (MAC) as

well as “Interactive Distance Education’. Since

the late 80’s UNESCO has improved on

MAC’s design®!, a methodology that requires

each student to build on his own learning (fol-

60 ENLACEScon el siglo XXI. Ministry of Education
programme- taking computerscience to the classroom.

Temas emergentes, La Nacidn, May 2, 1995.

6! Matute, A. 1991. “El método de acercamientocritico.
La calidad en el proceso educativo”. UNESCO. San-

tiago, Chile.
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lowing suggestions contained in learning ma-

terial arranged sequentially by the teacher).

Newspaper articles, radio and TV personali-

ties and shows, provide topics around which

situations involving communications and peda-

gogic scenarios are created, guided by the natu-

tal leadership of the teacher. It is a methodo-

logical proposal that creates valuable learning

situations gleaned from messages originating

in museums, newspapers, radio, TV, films, and

certain real-life events, depending on the se-

lection made by the group or the teacher, as

shepherd of the educational process. In syn-

thesis, it gives an opportunity to massively put

to work transdisciplinary and interdisciplinary

curricula starting from integrated realities that

may becritically read and discussed in open

dialogues.

Satellites are also being used in the region.

In Mexico secondary education is delivered to

every corner of the country via television

(telesecundaria). UNESCO,forits part, avails

itself of the spanish satellite HISPASAT in

coordination with INTERNETto create a pow-

erful interactive learning educational tool.

Through it, a network of universities -currently

35 universities in 15 countries are participat-

ing— and higher education institutions, address

issues relating to new contents and quality

standards in education. By 1996, the experi-

ence is expected to encompass the whole re-

gion.

7. Research and information for decision-

making

The Major Project of Education has processed

a tremendous volumeof data and goneto great

lengths to use this information in the accurate

definition of educational problems, and the

careful selection of the most suitable experi-

ences to tackle them. UNESCO hassteadfastly

gathered and analyzedstatistical data in order

to identify long run trends, and collaborated

with REDUC in an effort to produce research

that facilitates the analysis and evaluation of

gradual progress in terms of problem defini-
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tion and the search for solutions. The series on

“The State of Education in Latin America and

the Caribbean”, reports published in the Major

Project’s Bulletins, and the various books and

studies published, give an indication of the

work undertaken. Nevertheless, new initiatives

are called for and, along these lines, the World

Bank, the IDB, USAID and the Ford Founda-

tion, have agreed in joint collaboration with

UNESCOto develop a mechanism intended

to improve the quality of statistics in every

country, as well as its processing at the re-

gional level. Once in possession of compara-

ble and accurate data on performance-limiting

variables, more appropriate teaching policies

and strategies may be implemented. Computer

programmesare needed to help carry out com-

parative analyses between the countries and

reduce the inconsistencies that limit the valid-

ity of the information andthe rationality of the

decisions.

UNESCOhas developed computer analysis

models to counter the deficiencies inherent in

the poor quality and reliability of statistical

data, distorted perhaps by decentralization proc-

esses, the excessive workload of the teacher

responsible for delivering the information, or

the lack of awareness on the part of the au-

thorities (national, regional and local) of the

important role information plays in decision

making (which maywell be the result of slow

or improper processing mechanism that is never

re-evaluated and improved upon).

UNESCOis sponsoring an “item bank”, and

conducting for thefirst time academic perform-

ance measurements in over a dozen countries.

This initiative is expected to increase substan-

tially specially after the IDB and the Ford

Foundation also pledged UNESCO their sup-
port. Eventually, these data will be processed

and associated with all available information

on schools which form part of the respective

samples (see point 4a. above). Progress has

also been made in terms of functional illit-

eracy characterization, with no less than seven

countries having been measured, sofar.

The creation and systematic use of basic

indicators on education” —tools designed to
carry out comparative analyses of the region,

despite difficulties on data gathering, process-

ing, analysis and utilization— is another area

where considerable progress has been observed.

The limited use of available information may

be attributed to the scarcity of analytical mod-

els, computer time and software programmes,

and specialized human resources. SIRI has been
responsible for developing models that meas-

ure access to primary education, entry age, per-

manence in the system, progress in the higher

grades of basic education, and grades ultimately

passed, giving rise to new indicators, softwares

and study methodologiesthat the various coun-

tries may adapt to their specific needs. The

use of micro and macroindicators side by side

(for instance, the number of cohorts attending

first grade versus the rates of repetition re-

ported by the school principal), may detect the

existence of inconsistent data and,if that were

the case, provide alternative methods of analy-

sis. Progress in this area, is largely due to re-

gional cooperation.

SIRI has also developed analytical models

designed to integrate the findings of multiple

research on the causes of low quality educa-

tion, and high repetition and temporary drop

out rates, although much workis still needed

along these lines. Yet, more specific research

is required in order to test the validity of the
hypotheses generated by these models,particu-

larly the relationship between school failure

with poverty and family socio-economic sta-

tus.

Somecountries find it extremely difficult to

fully use the statistical information which is

made available through the various sources

(censuses, home surveys,statistics issued by

the Ministries of Education, social surveys, and

specific research). Others, limit the participa-

tion of those responsible for generating educa-

62 See The State of Education in Latin America and the

Caribbean, 1980-1994 (Statistical annex). UNESCO.

1996. Santiago, Chile.
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tion statistics, in the design of measuring in-

struments. These limitations were uncovered

by a joint UNDP/UNESCOstudy on Informa-

tion and Education within the framework of

Human Development in Latin America and the

Caribbean. This study was based on informa-

tion obtained in Home Surveysin the various

countries, and examined the relationship be-

tween education, employment and income,par-

ticularly among women and youths.” Repre-
sentatives of Ministries of Education and re-

search institutions, as well as Latin American

specialists, corroborated these problems at a

subsequent Regional Workshop on Education

Indicators for Human Development sponsored

by UNESCO.“

It is necessary to gather accurate data on the

situation of the teaching staff in the various

countries, given the major role they play in the

learning process and in the equity of the edu-

cational supply. It is important to compare

workload distribution (students per teacher) in

the schools, as well as teachers’ ranking and

remuneration systems. Some countries rank

their teachers as “docentes” (university and

non-university) and “no docentes” (university,

middle education and non-graduates), and use

remuneration schemes based on experience,

education and training or upgrading. Once

available, this kind of information will make

comparative studies possible, and the impact

of teachers’ traits on the academic perform-

ance and education of their students, may be

ascertained.

The dissemination of regional educational

research findings, has had the unwavering

backing of the IDB through a programme cur-

rently under way with the cooperation of the

educational research network REDUC.As the

use of INTERNETis progressively intensified,

63 Latorre, C.L. and Gonzélez, L.E. 1996. Perspectiva
educativa del desarrollo humano en América Latina.

UNESCO/UNDP.Santiago, Chile (in print).

64 Regional workshop on education indicators for human

development in Latin America, January 23-27, 1995.

UNESCO.Quito, Ecuador.
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access to REDUC’s 30 000 duly classified stud-

ies and research papers will become easier.

This type of information has allowed conduct-

ing more accurate educational assessments in

a number of countries (for example, Bolivia,

Colombia, Costa Rica, Chile, Paraguay and

Peru). The Caribbean is benefiting from a simi-

lar initiative spurred by CARICOM.

UNESCO and UNICEF have worked to-

gether in identifying and selecting successful

experiences in the region involving enhanced

quality and equity of the educational supply.

Among the most noteworthy strategies are the

following: self-learning materials, initial edu-

cation, bilingual education, classroom librar-

ies, education to children with special learning

needs, prolonged learning time, measurement

and publication of learning achievements, in-

creased participation by parents and civil soci-

ety in school management(including payment

of salaries in rural schools), new organization

and management schemes, exchange of re-

search findings and information, and the de-

vising of mechanismsthat lead to a consensus

in terms of education enhancingstrategies.

Following a request from the Ministries at

PROMEDLACIII (1989) and MINEDLACVI

(1987), a new type of specialist —information

design and utilization expert— has been cre-

ated in recent years. UNESCO hastrained over

200 such specialists in the seven regional plan-

ning courses offered between 1989 and 1995.

This personnel has been trained to foster the

development of modern education information

systems that may efficiently support an ad-

equate policy decision making process.

In short, great efforts have been made to

respond to the permanent interest evidenced

by Ministries of Education in terms of

“strengthening statistical information services

with methodologies, techniques and equipment

that facilitate the use of relevant indicators

in the programming, follow-up and evaluation

of National Action Plans or equivalent docu-

ments, in coordination with the MPE’s Re-

gional Information Service”. There has been

considerable progress made, however,there is
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a need to ensure the proper coordination with

activities outlined in bank financed projects.
The supply of soundstatistics and information

must be increased in order to satisfy the de-

mand for information on the part of decision

makers.

8. Administration, planning and

management

The new development models and democratic

regimes are substantially changing the role of

the State and the public institutionality of so-
ciety’s involvement. The State has gone from

playing a central protagonicrole, with the crea-

tion of the MPE in 1980, to one devoted to

motivating, stimulating innovation and estab-

lishing norms, all of which points to a more

professional role by the State and a consider-

able shift in terms of administrative structures.

The purpose of challenging the State’s man-

agement capacity and the efficiency of cen-

tralized systems, is to grant more autonomy

and democracy to the local level, as well as

greater participation to the community in or-

der to reap improved efficiency, greater re-
sources and a higher standard of education.

The professionalization of educational ex-

ecutives, the attention given to school man-

agementand the learning processas it unfolds

in the classroom, are linking policy decisions

to classroom experiences and to participation

by other education actors.

In an attempt to implementthese new views,

PROMEDLACV recommendedprofessionali-

zing the actions of Ministries of Education.®

This professionalization of the educational ac-

tion implies the systematic developmentof edu-

cation founded on specialized knowledge, so

that decisions regarding what is learned, how
it is taught and the organizational forms that

make it possible, are based on scientific and

technical progress; accountability is specified;

65 V reunién del Comité Intergubernamental del PPE,
June 1993. UNESCO.Santiago, Chile.

and the ethic criteria that govern the profes-

sion according to the various contexts and cul-

tural characteristics, are set forth. Such

professionalization, however, is not exclusively

a technicalinitiative, but it must be envisioned

within a framework of consensus, and stable

and democratic educational agreements.

Decentralized execution makes mandatory to:

create national standards for the educational

process, and systems to evaluate its results;

develop new follow-up levels and modalities

for local activities relying on information tech-

nology; design procedures to evaluate valu-

able learning experiences outcomes that may

help teachers in their decision making; gener-

ate the ability to focus on inequality-reducing

actions; and, develop a policy that spurs inno-

vation. Argentina grants US$ 150 millions per

year, to the principals of some 10 000 schools

with projects approved atthe provincial level.
Brazil delivers US$ 200 millions annually, to

the PTA’s of over 40 000 schools. In countries

such as Chile, Costa Rica, Ecuador, Nicaragua

and Venezuela, among others, funds are also

assigned directly to schools (or associated in-

stitutions).

Under the modified autonomous management

regime, the educational units have reformu-

lated their functions and incorporated actors

who are true participants in decision making

and daily school practices, as spearheads of a

new school organization and culture; set the

specific objectives of learning in cooperation

with teachers and other segments of the school

community; used reliable procedures that guar-

antee higher standards than those achieved

through duly tested procedures; defined

achievementindicators that substantiate peda-

gogical decisions and resource allocations; de-

veloped positive expectations for students; and,
coordinated shared objectives within an insti-

tutional development plan which includes the

school’s pedagogical project. Thus, schools are

66 Acciones compensatorias en educacién 1993-1995, Plan
Social Educativo. 1996. Buenos Aires, Argentina.
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encouraged to carry out educational innova-

tions while guaranteeing that students will at-

tain, at least, reasonable levels of achievement

based on tried and tested methodology mani-

fested through precise instructional stages, that

is, ensure that students will be buffered from

the effect of poor pedagogical practices.

The school principal plays a key role in effi-

cient school managementwhich is why noef-

forts are spared when it comes to selecting

candidates for the position. In Minas Gerais,

Brazil, the State has introduced a radical re-

form which imposes on the candidate the pass-

ing of a managementproficiency test as well

as the previous elaboration of a working plan

for the school. This plan is then voted on by

parents, teachers and students.*’ Evaluation of

the impact of this experience on the learning

process of these children, will provide an im-

portant piece of information a few years down

the road.

During the fifteen years of life of the Major

Project of Education, the search for an effi-

cient and relevant school system has focused

on decentralization, albeit, with no appreci-

able results thus far. Decentralization processes

may involve either administrative or curricular

aspects, since their dynamicsare different. The

former are concerned with coverage, student

flows and overall system funding, while the

latter focus mainly on relevance and learning.

Each can function independently of the other.

In fact, several countries are suggesting the

alternative of delegating a portion of their cur-

ricular functions through a central curriculum

or minimum objectives (Argentina, Chile, and

Panama) or through regional adaptation (Costa

Rica, Mexico, and Panama);still others advo-

cate a decentralized administrative structure in

terms of contracts, transfers, constructions or
permits (Argentina, Brazil, Colombia, Costa

Rica, Chile, El Salvador, Mexico). Education

is currently bouncing between globality and

67 UNESCO,Bulletin, Basic Education News, No.1, April

1995. UNESCO,Paris, France.
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locality, both in regards to management prac-

tices and curricular contents.*

The region exhibits different types of educa-

tional decentralization: one reflects the federal

character of the countries as is the case with

Argentina, Brazil and Mexico; another favours

municipal decentralization as exemplified by

Chile, Colombia, Costa Rica and, more re-

cently, Bolivia. Still others, place emphasis on

the establishmentitself, as observed in El Sal-

vador, Nicaragua, the Dominican Republic and

the Caribbean. Broadly speaking, these proc-

esses have underscored the decentralization of

functions and not so muchthat of technical or

financial resources, a fact that has worked

against the attainment of quality goals as envi-

sioned by decentralization reforms.

Within the framework of the Major Project

of Education, UNESCO through REPLAD,has

characterized decentralization models and com-

pared their elements and effects. Moreover,
it has trained planners and administrators in

decentralized management techniques with spe-

cial emphasis on basic education quality and

improvement.

9, Funding education

The priority the various countries assign to

developing education, is reflected in increased
public resources earmarked for education (Ta-

ble 18), and in the higher allocations announced

by various countries (Argentina, Brazil, Chile,

Costa Rica, and Panama, among others). But

these efforts are still not as ambitious as those

of developed countries. In Latin America and

the Caribbean, the increased resources are not

devoted to making more of the same, but to

substantially improving the academic outcomes

of the educational system and extend cover-

68 Casassus, J. 1995. “La educaci6nentre la globalidad y
la localidad”. In FLACSO Seminar (Argentine) on

Construction of local educational policies. UNESCO.

Santiago, Chile.

69 REPLAD-IIEP. 1993. Seminar on educational
decentralization. UNESCO.Santiago, Chile.
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age. Financial resources constitute a necessary

although nota sufficient condition to meet edu-

cational objectives. In fact, the international

banking community is ascribing growing im-

portance to education in their resource alloca-

tion programmes, which carries the attendant

risk of funding educational reforms that may

be way too ambitious.

The economic crisis of the early 80’s, had a

profound effect on the funding of education.

During the early part of the decade, public

funds earmarked for education shrank 16% in

1980 and again the samepercentage in 1985.

As a result, per capita public expenditure

dropped from US$ 95 in 1980 to US$ 71 in
1985, only to rebound to US$ 124 in 1992.

Although more resources may be funneled

towards education, whatever resources are

available could be used to enhanceits quality,

provided the role of the teacher changes and
the stage is set for active, individual and group

learning experiences. In 1992, Latin America

and the Caribbean’s investment per citizen

amounted to one sixth of the amount devel-

oped countriesallocate to education. Their rela-

tive effort is greater than that of Latin America

and the Caribbean (5.3 versus 4.4%), even

though their per capita income is much higher.

This weaker effort translates into rather poor

working conditions and social appreciation for

teachers. The system’s low efficiency, ex-

pressed through low academic achievement and

high repetition rates, leads us to conclude that

even when the need for greater resources is

real -in order to expand pre-school education,

improve secondary and occupational education,

andfoster scientific and technological research—

the need to make moreefficient use of avail-

able resources, specially those for basic and

middle education, is vitally important. As a

matter of fact, better teaching methods would

allow (with the same amountof resources) to

reduce school failure even among low income
family students.

Limited funds for education, a situation ob-

served in most countries, has prompted the

search for other resources to maintain the in-

vestment and sustain current schooling levels.

Coverage has been expanded, thanks to public

state and municipal education entities, cooper-

ating with the private sector, and to the in-

creasing participation of NGO’s in non-formal

education actions geared towards high risk

populations. Some countries have enlisted the

 

 

 

 

Table 18
ESTIMATED GOVERNMENT OUTLAYS EARMARKED FOR EDUCATION

Total amount Percentage of Per capita
Region Year (billion USS) the GNP expenditures

Latin America 1975 13.7 3.6 42
and the Caribbean 4980 34.2 39 96

+985: 28.5 3.9 74
1980 46.1 41 105
1902 56.7 44 124

The rest of the 1975 ar 3.6 10
developing countries 4980 G4 3.6 22

1985 68 3.8 22
4990 110 3.8 31
41902 147 4.0 40

Developed countries 1975 308 6.4 286
1960 481 5.4 420
1985 522 63 444
1990 902 63 736
1992 t 028 5.3 828
 

 

Source: UNESCO, Statistical Yearbook 1994. Paris, 1994. Note:Information fortha "rest of the developingcountries” was obtained using bothGNP and populationstatistics and tha percentages derived thereof; then
the difference belween Information for the total number of “developing countries" and “Latin Ametica’, was computed,   
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Table 19

PERCENTAGEDISTRIBUTION OF CURRENT PUBLIC OUTLAYS BY EDUCATIONAL LEVEL, 1980 AND 1990

Primary Sacondary Higher

Country 1980 1990 1980 1980 19080 1990

Argentina 40 52 26 25 23 23
Barbados 32 38 32 38 18 19
Bolivia 59 56 1 10 V7 23
Brazil 45 49 18 15 19 26
Chile 45 56 18 15 33 22
Colombia 45 32 2? 28 24 21
Costa Rica 28 31 22 17 26 36
Ecuador 21 42 19 32 16 14

Guatemata 37 50 12 ats] 18 35
Haiti §9 53 20 19 10 9
Honduras 62 54 18 19 19 21
Jamaica 35 37 37 33 19 21
Nicaragua 56 56 28 12 16 32
Panama 46 a7 22 23 13 21
Paraguay 47 48 31 24 22 28
Peru 64 61 8 15 7 9
Trinidad and Tabago 47 43 35 37 10 12
Uruguay 48 38 33 30 16 23

Region 45 44 21 23 18 20   
 

Source: IDB. Latin America in graphs. Demographic, economic and social trends, 1994-1995.
 

participation and commitment of the produc-

tive private sector through tax deduction in-

ducements applicable to contributions. Further-

more, responsible agents in a particular sector

are getting ready to vie with other sectors to

attract available public resources, and external

ones as well. In the 1990-94 period, these

amounted to 1.5% of the region’s public spend-

ing on education.

There is tremendousvariation whenit comes

to the political will of the different countries,

with regard to the relative amount of funds

each of the educational levels must receive

(Table 19). As a rule, countries allocate be-

tween 30 and 60% oftheir resources to basic
education and between 9 and 30% to higher
education. The differences in resources as-

signed to middle education are also consider-

able.”
The low remuneration levels characteristic

of the teaching profession deserve to be ad-

dressed separately, since they are giving rise

70 Latin America in graphs. Demographics, economic and

social trends, 1994-1995. Inter-American Development

Bank.
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to a vicious cycle involving the selection of

substandard candidates and the poor quality of

teachertraining programmes —an occupational

area virtually monopolized by the State- the

result of public budget restrictions, disregard

for professional success, and the poor quality

of education imparted to students. Teacher un-

ions have focused on raising their salaries to

acceptable levels, neglecting the opportunity

to improve on the results yielded by the edu-
cational system which, in turn, prevents soci-

ety from improving their wage expectations.

Systematic comparative studies on salaries

earned by teachers and the factors determining

them are needed in the region. However, when

unemployed degreed teachers in thecities will

not accept working in rural areas (so the posi-

tion must be filled by a non-degreed teacher),
it is evident that salaries need to be revised

upward until they become enticing enough for

degreed teachers.

In summary, the search for new financing

formulasthat incrementpublic spending in edu-
cational matters continues. Concurrently, the

fact has been acknowledgedthat availablere-

sources must be assigned more equitably (posi-

tive discrimination) and used moreefficiently.
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Likewise, there is awareness that the compara-

tive advantages conferred by institutions, na-

tional, regional and subregional groups and

programmes as well as those provided by in-

ternational institutions, organizations and ex-

isting networks, should be fully utilized in the

concretion of the MPE objectives,

10. International cooperation

In the region, over half the investments on edu-

cation (including most quality enhancing in-

novations) are funded with foreign resources.

Important educational reforms have been im-

plemented thanks to external assistance or to

more efficient use of domestic funds or to new

cooperation mechanisms between countries. In

the 1990-94 period (Table 20), over US$ 1.1
billion went to financing educational projects

in the region.

As of the 90’s, increased international co-

operation on education has taken the form of
international research that identifies education

as a key elementin the eradication of poverty

and inequality in the region. The World Bank

and the Interamerican Development Bank are

two of the major organizations responsible for

financing a large number of educational

projects. New strategies for coordinating ef-

forts between the multiple assistance agencies

and international organizations are being

sought, in order to contribute more systemati-

cally to the initiatives undertaken by the indi-
vidual countries. 7!
The insufficient capacity shown by most

countries to manage and makeefficient use of

international contributions, constitutes a seri-

ous threat to any initiatives to increase assist-

ance. The elaboration, follow-up and evalua-

tion of projects for financing educational pro-

grammes, requires the efforts of well qualified

full-time teams at the national headquarters of

71 McMeekin, R.W., 1995. “Coordination of external
assistance to education in Latin America and the

Caribbean”. UNESCO.Santiago, Chile.

Ministries and Secretariats of Education, who

can match their international counterparts. It

should be noted that figures on international
cooperation submitted by the various countries

were, in general, considerably lower than those

reported directly by the agencies (Table 21).

The cooperation networks promoted by

UNESCOwithin the framework of the Major

Project of Education, have strengthened hori-

zontal cooperation in the region. Four special-

ized networks have found support in the vari-

ous countries and cooperated with the area’s
governments and NGO’s:the regional network

for the training, innovation and research in the

fields of planning and administration of basic

education and literacy programmes (REPLAD),

the programme for innovation and change in

teachertraining to improve the quality of edu-

cation (PICPEMCE);the regional network for

training of personnel and specific support in

literacy and adult education programmes

(REDALF);and, the Regional Information Sys-

tem (SIRI), responsible for gathering, process-

ing, analyzing and disseminating the informa-

tion that allowed the various countries and the

Intergovernmental Regional Committee to

adopt decisions to fulfill the objectives of the

Major Project.

For their part, four international agencies

(UNESCO, UNICEF, UNDP, and the World
Bank) sponsors of the Jomtien Conference

(1990) have worked jointly in the countries of

the region, participated at PROMEDLAC V

(1993), and collaborated in the follow-up to

the Narifio Commitment associated with the

World Summit in favour of Infancy (Septem-

ber, 30, 1990).
In short, technical cooperation among de-

veloping countries (CTPD) has been reinforced

while new information exchange and analysis

mechanisms are beginning to operate. The

evaluation of these experiences reduces imple-
mentation errors in subsequentapplications. For

example, developmentof the “Escuela Nueva”

project in Colombia required 20 years to be-

come a success story at the national level. The

results of this experience are now available,
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Table 20
ANNUALAVERAGE OF EDUCATIONALAID BY COUNTRY AND COOPERATION AGENCY, 1990-1994
(in thousandsof dollars)
 

 

Ar-

Agency gentina Chile lombia
Hon-
duras

Ja-
maica

Nica-
fagua zuela rbbean countries Total
 

World Bank 38.000

1OB 109 590

Japan 858

USAID -

Great Britain -

UNESCO 227

Germany -

UNDP 1594

Eurapean Union -

OAS 362

Spain -

Sweden -

UNFPA -

The Netherlands ~

World Food -

France -

Canada -

Denmark -

UNICEF ar

Luxemburgo -

Austria -

Belguim/CIFRAN -

israel -

ltaly -

Norway -

Yan Leer Foundation —

Other agencies -

* Total 150 648

34000 22800

26 773

S27

92

4940

1665

3452

Costa
Rica £cuador

4600 17 800

5 600 197

919 188

2810 -

119 544

300 100

- 7

171 96

12 -

100 120

574 -

3 ~

110 -

189 ~

19-05281347 23998 15.206

1928

2749

16

*033

1

24

182

101

8119 13875 367999

6 400

5 600
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300

189

P
r
v
a

t
e
e

te
e
r
B
y
B
i
B
B
,

104

1 007

1237

$577

643 300

389.345

20 348

16 852

6956

5938

5 899

3.885

3854

3687

3480

2795

2 682

2364

2 320

1988

1878

1655

792

o
8
8
8
e
R
8

g

+ 120 452
 

  Source: Robert McMeekin, “Estudio de la coordinaciin dela asistencia externa a la educacién en América Latina y el Caribe”. UNESCOMWB/DB/UNICEF. Debate document.
Nate: Preliminary figures. Explanatory notes to the table may be found in the source.
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Table 21
COMPARISON BETWEEN INFORMATION PROVIDED SY THE VARIOUS COUNTRIES AND DATA SUBMITTED BY ALL
OTHER SOURCES. AVERAGE ANNUAL EXTERNAL COOPERATION TO EDUCATION, 1990-1994 PERIOD

 

 

 

(Thousands of dollars)

Reports by Reports byall
Country countries other sources*

Argentina 4004.1 160 684.7
Brazil 607.7 238 190.0
Costa Rica 20 080.9 B1 309.1
Chile 46 417.5 12 744.3
Cuba 58,9 58.9
fcuador 26 661.4° 19 093.7
El Salvador 119 10 816.2
Honduras 7 900.8 9 966.6
Nicaragua 10 328.24 9 090.5
Panama 562.2 1 487.8
Uruguay 21 301.9 20 489.9

Total 403 955.5 553 921.7
 

 

UNESCOMVB/IDB/UNICEF. Debate decument.
® includes data by countries and International organizations from Table 20. Source: Robert McMeéekin. "Estudio de la coordinacién de la asistencia externa a ta educacion en América Latina y al Caribe 1990-1994.

© Fisport inelides aid from Agencies that did not submit information to be ineluded in Table 20.
® Would include information for yaars outside the period under consideration.
4 includesinformation on AID contributions that are notincluded In Table 20.   

and several countries have successfully adapted

the modelto their own contexts, in a matter of

a year or two. CTPD hasincreased its infor-

mation exchange frequency andfacilitated of-

ficial visits among countries, for the purpose

of becoming acquainted with successful expe-

riences (at the regional, subregional and hori-

zontal levels).

11. Contribution of higher education to the

MPE

The countries have followed the recommenda-

tion adopted at PROMEDLACII (1987), in

the sense that efforts aimed at associating

higherinstitutions with the attainment of MPE

objectives through networks and other mecha-
nisms devised by the Member States in order

to implement their national policies, would

have to be intensified.

In addition to efforts oriented at enhancing

the quality of teacher training. programmes(par-

ticularly, reading-writing instruction), university

teams. have launched a large numberof studies

and innovations (including preparation of mate-

rial), with particular emphasis on measuring aca-

demic performance levels. Although education

institutions carry out very little research, as
shown by a study conducted by the Organiza-

tion of Ibero-american States,” there are univer-

sity specialists in Psychology, Sociology and

Economics whose contribution towards under-

standing the problems that afflict the region’s

educational systems, has been significant.

Somecountries have attempted to give insti-

tutional support to the teaching profession by

demanding a university or higher level (post-

secondary) education. However, available

evaluations have shown that teacher training

seems to have no effect on academic perform-
ance and, for now, multiple formation

modalities co-exist in the region: middle and

higher level education (university and non-uni-

versity). At the latter level, the pedagogical

and the pluridisciplinarian university models

share the same spotlight. Efforts are currently

7 Garcia-Sipido (1994), op.cit. See, also, Rodriguez, E.
1992. “La formacién y el perfeccionamiemto del pro-
fesor desde una perspectiva de profesionalizacién do-

cente”. OEI. Santiago, Chile.
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being made to design a teacher training pro-

gramme that raises the professional standard

of future educators, to the extent that teachers

perform as presenters (rather than transmitters)

of learning experiences, and (through a learn-
ing “model”) change the existing relationship

between the potential teacher and knowledge,

and teacher and know-how, and value (and

pursue) the models used by educators in the

very formation of the future teacher.

12. Lessons learned in the period

Analysis of the progress made towards achiev-

ing MPEobjectives and the tasksthat are still

pending, show that there are distinct goals

shared byall, and unfinished undertakings that

require strong political will. To the extent that

the region intends to simultaneously minimize

the difference in development rates with other

areas of the world —by successfully vying with

Europe, North America and the emerging asian

countries in the international markets, and tak-

ing active part in globalization— and narrow

the poverty and inequality gap, it must com-

plete profound reformsto the educational sys-

tem with creativity, and long term policies and

strategies inspired in a consequentsocial policy

that enhancesefficiency and effectiveness, pro-

motes quality and equity, and the formation of

human capital for development.

Since 1991 -when PROMEDLACIVrefor-

mulated the importance of generating a new

style of education centred on developing the

individual’s skills and attributes so he/she can

participate in the fair, pacific and solidary so-

ciety of the 21st. century— successful experi-

ences have been carried out that evidence the

feasibility of implementing effective innova-
tions in the quality of education. Their analy-

Sis suggests the advisability of integrating them

into a reform process designed for long term

effects; such a process, would rely on a na-

tional consensus, different for each country.

During this consensus-building stage, at least

three of the elements present in any substan-

tial reform, should be analyzed in some detail:
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positive discrimination for deprived students;

alternatives to the frontal teaching method, to

be used at least part of the classroom time;

and, reinforcing a tradition of empirical re-

search in education.” Whatever the nature of
the proposal, the experience accumulated by

the Major Project points to ten strategic linea-

ments that should be considered before imple-

menting: a) coordinate education and develop-

ment strategies; b) encourage educational de-

velopmentstrategies that integrate values, par-

ticularly those associated with peace, tolerance

and democracy; c) structure alliances with other

sectors and actors, specially with the mass

media, on the subject of education; d) prevent

learning difficulties through initial education;
e) elaborate learning materials that reflect the

curriculum, so that it may be smoothly imple-

mented and thus raise the quality of basic edu-

cation; f) use modern approaches to reading-

writing learning techniques; g) train and

professionalize teachers who catalyze the edu-

cational system; h) review the relevance of

middle level learning objectives and processes;

i) update planning and management modalities

in keeping with the new role of the State; j)

diversify the educational services’ financial

sources.

a. Coordinating education with development

and poverty eradication strategies

The dialogue between national authorities of

the social and educational sectors, including

those responsible for economic and financial

leadership, constitutes a powerful combination

capable of disrupting the vicious cycle of pov-

erty. Although education is not the only deter-

mining factor, but one of many,it clearly rep-

resents a tool for overcoming it, particularly

73 Schiefelbein, E. 1995b. “Education reform in Latin

America and the Caribbean: An agenda for Action’.

World Bank’s Annual Conference on development in

Latin America and the Caribbean (ABCD-LAC), Rio

de Janeiro, Brazil (June 12-13, 1995). UNESCO. San-

tiago, Chile.
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when the educational policies implemented and

executed, are seen to bear such a close rela-

tionship to social and economic policies. Al-
though programmes should be targeted, it is

wise to rememberthat there is no better occu-
pational training than a good quality education

that includes rural areas, women and indig-

enous populations.In light of the considerable

progress made by some countries, horizontal

cooperation should be encouraged so that the

understanding of problems and the design of

effective national initiatives, may be visual-

ized from a broader perspective.

b. Developing schools that promote peace,

tolerance and democracy

Mainstream schools must continue to be de-

veloped, so that every student may learn within

the boundaries of his own capacity, but also

be offered the opportunity to work in groups

and develop tolerance and consensus building

capacities. These schools can integrate differ-

ent types of students and provide a more flex-
ible education customized to the various needs.

They represent the most effective means for
fighting discrimination, fostering solidarity and

cooperation among students, providing an ef-

ficient education for all, and improving the

cost-efficiency ratio of the entire educational

system. These institutions are capable of han-

dling children with learning needs, while keep-

ing special schools closely linked to regular

education proposals. On occasions, these

schools can be turned into community or regu-

lar school support centres, offering guidance

to parents and teachers, providing materials,

contributing with diversified curricular propos-

als and more flexible evaluation procedures,

incorporating more personalized and
participative teaching methods, using a variety

of material, and availing themselves of every

possible specialist in order to deliver the type

of education that best meets the students’ needs.

c. Coordinating new alliances centred on

education

Public opinion has a growing voice in defin-
ing priorities and allocating resources; infor-

mation and communications, in turn, seem to

bombard the school milieu. There is a need to

promote, through the mass media, a national
debate on problems and possibilities surround-

ing education. At the same time, students must

have access to the debate, be given the capac-

ity to confront the huge flow of information,

be selective, and comprehendto a significant
degree. Telecommunications will provide stu-

dents with knowledge of various cultures and

realities, as long as they receive opportune sug-

gestions (through the teacher or learning ma-

terial) to help them assess the characters or

examine the presumptions and messages im-
plicit in the mass media. Moreover, informa-

tion may be examined in any order desired

while it lends itself for simulating complex

phenomena. These media facilitate the crea-

tion of teacher-student reflection spaces, and

support the function of the educator. Multime-

dia technology makes possible the combina-

tion of images, texts, documents, graphic data,

and sound right from the computer with the

active participation of the user. For the stu-

dent, its merit lies in the fact that the material

may be utilized over and over again, and in

the creation of work report and class presenta-

tions. This entails a new kind of training where

teachers assumethe role of “project task” de-

signers in a multimedia environment, and learn-

ing “presenters” rather than mere information

“transmitters”.

d. Preventing learning difficulties

Most of the learning difficulties detected in
basic education can be avoided (or reduced)

with the proper early stimulation. Hence, coun-

tries have given priority to expanding pre-

school coverage and implementing nutrition
and health programmes for the entire family

unit. These experiences must be systematized,
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evaluated, and disseminated through the mass

media, so that parents become involved in the

early stimulation of their children. Curiously,

advancesin initial education make it manda-

tory for basic schools to improve their meth-

odology, so that pre-school children who have

benefited from ludic and group methods are not

frustrated when encountering the frontal teach-

ing techniques characteristic of basic education.

e. Expressing the curriculum through the

learning material

Traditional curricula, seen as a list of objec-

tives, and examples of applications and meth-

odological suggestions, assumes the role of the

teacher to be that of a mediator who adapts

these elements and designs specific instruc-
tions for his/her students to follow (which are

transmitted verbally). Since few teachers have

enoughtimeortraining to accomplish a proper

adaptation and prepare their classes profession-

ally, the logical thing to do is to present the

examples and suggestions contained in the cur-

riculum directly, as “student guides or instruc-

tion modules”, which the teacher selects and

uses (directly or after adapting them) or dis-

cards in favour of his/her own designs(as long

as a better outcome than that achievable with

professionally designed and tested material can

be guaranteed).

f. Giving priority to reading-writing and

basic mathematics

UNESCO,in collaboration with top regional

specialists, has promoted a review of current

reading-writing methods adapting them to the

learner’s needs, and making sure that teachers

are sufficiently trained to bring about the nec-

essary changesin the classroom. Five national

networks, in half a dozen countries, are foster-

ing reading practices and functional literacy

programmes. In-progress evaluation of these

activities seem to indicate that they could soon

be extended to the entire region. A similar ini-

tiative is under way in mathematics.
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g. Teachertraining and professionalization

Classroom changes depend, in the long run,

on teacher training. To the extent they have

been trained under the frontal method, future

teachers tend to use it exclusively. Teacher

trainers must become “paradigms”that inspire

student teachers to learn actively, probing the

educational reality and comparing it against

accepted theories and recommendedpractices;

in other words, reconstructing knowledge to

makeit theirs. This critical link to reality con-

stitutes one of the action-research modalities

that, along with other active methodologies,

should be encouraged. Higher education has

much to accomplish in the area of better sala-

ries and, eventually, possible inducements. In

addition to promoting initial teacher training,

on-going upgrading programmes mustbe pro-

vided to instructors at the different levels of

the educational system, through workshopsset

up in their own or nearby schools. This de-

mands preparing “teachers of teacher training

centres”, an endeavor that may take a consid-

erable period of time. Argentina has suspended

enrollment in the teaching career for one year,

in order to improve teacher education. This is

an area where the collaboration of regional and

subregional research-experimentation on

teachertraining, is particularly valuable.

h, Redefining middle education: general and

occupational

The countries in the region are beginning to

face up to the tremendousdiscrepancy between

the current educational supply for youths,their

demands, and those of society. The challenge

consists of finding relevant answers to both

the shifting demands of the labour world and

the interests of the younger population, in or-

der to provide a pertinent and motivating edu-

cation that facilitates their personal growth, and
effective integration into the region’s develop-

ment process. This implies offering to basic

school graduates a good quality general edu-

cation (not just memorization requirements).
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This task becomes progressively tougher, as a

consequence of the rapid expansion of basic

school graduates in most countries, and chang-

ing requirements imposed by modernity and

the society of the future.

i. Institutional and management models

adapted to the new role of the State

The newly acquired capacity of the State to

promote educational policy within a context

of decentralization and greater participation by

other social actors, demands a more aggres-

sive role on the part of the school principal,

and greater autonomy on the part of educa-

tional units and teachers. New management and

information utilization methodsare being tried

in decision-making (which take into account

research findings, educational statistics and

standardized quality measurements), while ef-

forts are being made to perfect and increase

the sources of finance, and fine-tune interna-

tional cooperation initiatives.

j. Diversifying finance sources

Education is in dire need of increased financ-

ing. Salaries ought to be proportional to the

new professionalization of modern teachers, the

school year should be lengthened, and initial

education must be guaranteed to the greatest

possible number of children. However, more

resources are needed to meet these objectives,

and these resources can be procured byenlist-

ing the participation of society as a whole, and

making sure that those groups that can provide

financial assistance, do so at their fullest.

UNESCOhas emphasized the growing demand

for permanent education for all, and the need

for all social actors to share the cost of build-
ing a stable society that through the wise utili-

zation of freedom and democracy spaces, may

ensure the peace and equity that all Latin

America and the Caribbean desire.

 

 

PEDAGOGY97

Since 1986, Cuba’s Ministry of Education has hosted congresses on pedagogy aimed at opening a
space where educators from Latin America, the Caribbean, and other parts of the world, may

exchange experiences, look for common grounds, and disseminate possible solutions to the major

problemsafflicting their countries.

With this objective in mind, Cuba —as the host country and in joint cooperation with international

organizations such as UNESCO and UNICEF,teacher organizations such as the Latin American
and Caribbean Teacher Association (ADLAC)- invites educators from the region and the world to

participate in PEDAGOGY CONGRESS97,to be held in La Havana in early February 1997.
It is hoped that the rich educational tradition of each reality will be manifested through discus-

sions in commissions, round tables, conferences and publications of issues such as the quality of

education; value building; environmental education; educating for peace and democracy;the school-

family-community relationship; early childhood education;rural schools; creativity and the teaching

staff; the work-study relationship; education for handicapped children; technical and professional

training; adult education; higher education; school administration and supervision; sex education,

and others.

For further information, please contact: Organizing Committee, CONGRESO PEDAGOGIA97.

Ministerio de Educacién. Obispo N° 160. CP 10100. Havana, Cuba. Fax (537) 622547.  J
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MATHEMATICS IN CARIBBEAN SCHOOLS: THE 90s AND
BEYOND

Desmond Broomes*

Current changes in the mathematics curriculum of Caribbean countries contain

one clear message. Teachers in primary and secondary schools must emphasize

teaching mathematics for understanding and not merely for computational speed

and accuracy.

There are many factors that enabled the same clear message to emerge in most

countries during the late 80s and early 90s.

First, curriculum developers and mathematics teachers have been veryfortunate.

Teachers and researchers in no other subject on a school’s curriculum have a

similar tradition of working together (nationally, regionally and internationally) to

address problems of teaching and learning mathematics. The way in which the

majorissues in mathematics education for the 1990s have beenidentified bears out

the point.

The International Conference of Mathematical

Educators (Hungary) 1988, Theme Group 1,

The Profession of Teaching discussed issues

related to the development of mathematics

teachers. The panel members who organised

the identification and analyses of issues in-

cluded persons from USA, Hungary, France,

Egypt, Japan, Canada, Italy and UK.In addi-

tion, about 30 other individuals from eight

countries prepared, delivered and discussed

papers within the main theme.

More than ever before, it becomes apparent

that mathematics educators around the world

(in Africa, in Asia, in Australia, in the Carib-

bean, in Europe, in North America, in South

America) were converging on a common set

of issues that affected mathematics in devel-

oped and developing nations alike. The Chief

Organiser of this Group identified a set of is-

* Dr. Desmond Broomeswas Senior Research Fellow at

the Faculty of Education, University of the West Indies

Cave Hill Campus.
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sues that emerged acrossall notions as repre-

sented in the discussions.

Nine of these issues are presented below:

— Teachers must emphasize problem-solving

and higherlevel thinking as the most important

goals of studying mathematics.

— Teachers must stress conceptual development

and understanding rather than the memoriza-

tion of facts or rapid performance of

calculations.

— Theories ofconstructivism andthe wayspupils

build representation ofmathematical concept;

have implications for the ways teachers teach

mathematics. Teachers cannot be merely

broadcasters of facts and theorems: they must

provide classroom environments andactivities

that will facilitate the pupils’ active

construction of mathematical knowledge.

— Mathematics teaching needs to employ multi-

sensory approaches-listeningto teacherstalk,

using visual representations, studying physical

modelling and acting out mathematicalideas.

— Estimation and mental mathematics are given

increased emphasis in mathematics classes,
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especially when calculatorsare used to perform

precise computations.

— Technology will continue to have profound

implications for the way mathematics is taught.

— Both pupils and teachers possess unique styles

of learning and doing mathematics and so

teachers should develop arepertoire ofteaching

strategies that will better accommodate the

needs of individual pupils.

— Testing and evaluation have become major

concerns worldwide. The need for assessment

which is compatible with goals of modern

programmesis a priority concern.

— It is generally agreed that successful teachers

integrate both mathematical and pedagogical

knowledge. And that knowledge includes:

how children think, how children learn, how

to motivate children to learn mathematics,

howtocreate appropriate learning experiences

relevant to children’s ideas, how to engage

children in problem-solving, how to facilitate

cooperative learning.

The mathematics educators also agreed that

good teaching in mathematics is characterized

by the following qualities: the flexibility to

recognize and accommodate the learning styles

of different children; the recognition that there

is not just one “right way” of doing mathemat-

ics; incorporation of the richness of mathemat-

ics into the curriculum and building meaning

in mathematics forall learners.

And that one important characteristic of good

mathematics teachers is self-awarenessof their

ownteaching, a quality enhancedbyreflecting

on their own learning as well as on that of the

pupils, and by holding discussions with other

teachers.

Second, the notional faces of mathematics are

very similar in many ways. England and Wales,

USA,and the Caribbean serve to illustrate.

About a decade ago an HMI Report (1982)

on mathematics in the upper classes in sec-

ondary schools in England and Wales (Sixth

Form Mathematics) described the major fea-

tures of the mathematics programme in Eng-

land as: exposition by teacher exercise done

on chalk-board by teacher and studentpartici-

pation by questions posed by teachers exer-
cises done by students in classrooms and home-

work assignment tests and examinations. A

telling comment by the authors of this report

was that this pattern was similar to the pat-

terns observed in the lower classes and that

classrooms “made only limited provision for

the interchange of ideas with students and of-

fered insufficient opportunity for students to

gain more than a restricted view of the subject”.

The some year Cockcroft (1982), reporting

on the state of mathematics education in Eng-

land and Wales, put forward what have be-

comethe most quoted lines in the report. Math-

ematics teaching at all levels should have at

least six major features:

— Exposition by the teacher.

— Discussions between teacher and pupils and

between pupils themselves.

— Appropriate practical work.

— Consolidation and practice of fundamental

skills and routines.

— Problem-solving including the application of

mathematics to everyday situations.

— Investigational work (Cockcroft 1982, p. 71).

In the USA the data on mathematics per-

formance were also depressing. Carpenter et

al (1980) studied data based on 70 000 stu-

dents of ages 9, 13, and 17 in the USA. They
reported: “At all age levels and in virtually

every content area, performance was extremely

low on exercises requiring problem-solving”.

In general, respondents demonstrated a lack

of the most basic problem-solving skills. Rather
than attempting to think through a problem

and figure out what needed to be done to solve

the problem, most respondents simply tried to

apply a single arithmetic operation to the num-

bers in the problem. The results indicate that

students are not familiar with such basic prob-

lem-solving strategies as drawing a picture of

a figure described in a problem or checking

the reasonableness of a result. (Carpenter et

al, 1980, p. 338)
Brownet al (1988) reviewed data from the

National Assessment of Education Progress

(NAEP) and concludedthat: “students are lack-

ing the conceptual knowledge that would en-

able them successfully to do the application,

problem-solving, and reasoning items on the

assessment” (p. 248)

51



BULLETIN 38, December 1995 / The Major Project ofEducation
 

The major mathematics organization in the

USA, the National Council of Teachers of

Mathematics (NCTM) recommendedthat prob-

lem-solving be regarded as the number one

focus in mathematics education. (An Agenda

for Action: Recommendations for School Math-
ematics of the 1980s. (1980)

In the Caribbean, the problem of the math-

ematics curriculum was even sterner. Accord-

ing to Broomes (1989): “The main teaching
method used in schools seemed to have been

derived from the dominant classroom arrange-

ment. Fixed benches and desks... were arran-

ged in parallel rows facing a blackboard about

120 cm by 120 cm mounted on an easel. The

teacher wrote problems on the blackboard, ver-

bally directed the class as she worked through

the algorithm, and then presented the class with

sets of similar exercises to be done. (p. 34)

Broomes and colleagues (1991) surveyed the

status of primary mathematics in fifteen Car-

ibbean countries, and identified the following

limitations in the programmes.

Curriculum objectives

Caribbean teachers placed much emphasis on:

reading the language, diagrams and figures in

order to do mathematics problems in writing;

and knowing and applying mathematical con-

cepts and principles in routine problems.

On the other hand, less emphasis was placed

on: relating mathematics to other disciplines

in the curriculum; developing the ability to

apply mathematical principles to different or

new situations; and making use of the idea of

a mathematical model.

Curriculum content

Teachers tended to place the introduction of

topics in grades (classes) which were spread

over a wide range. On the whole, they tended

to movethe introduction of topics to the higher

grades in the primary schools and the lower

forms of the secondary schools. The introduc-

tion of word-problems was often movedto the

secondary school.
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Teaching methods

Expository teaching wasidentified as the most

popular way of teaching in Caribbean schools.
Mostteachers used concrete aids mainly in the

lower giades of primary schools. The teaching

pattern was the some in schools ofall sizes

~small, medium, and large. However, working

in groups offive or six persons seemed popu-

lar among large schools’ assessmentpractices.
The most favoured assessmentpractice in pri-

mary schools was the written test done at the

end of each of three terms in a school year.
However, some teachers madeuseoforaltests,

quizzes, and direct observation.

But these were not popular practices. As-

sessment was done mainly to report the pu-

pils’ achievementat the end of the school year.

Areasof difficulty in learning mathematics

Teachers stated that the areas that primary

school pupils found difficult to learn include:

addition and subtraction of whole numbers,

doing word-problems, carrying out operations

with fractions, dividing whole numbers by

whole numbers, and using place value concepts.

Performanceof pupils on tests

Whentest items were administered to pupils

in all 15 Caribbean countries, pupil perform-

ance in the four arithmetic operations with

whole numbers showed 88% mastery of addi-

tion, 78% for subtraction, 61% for multiplica-

tion, and 36% for division.

The table 1 showsthe performance of pupils

(Grades 4, 5, 6) on the four arithmetic opera-

tions.

Three findings which have been derived from

the table and have useful implications for cur-

riculum renewal and changeare:

— Ateach grade, the levels ofachievementacross

the four operationsfall rapidly from very high

performancein addition problemsto very low

performance in division problems.

— The differences between the levels of

achievementfor pupils ofhigh and low ability

are greatest in multiplication and division

problems.
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Table I
PERCENT OF ITEMS CORRECT ANALISED BY GRADE ABILITY LEVEL AND ARITHMETIC OPERATION

Grade Levelofability Addition Subtraction Multiplication Division

4 Low 67 : 72 28 10

High 93 78 68 32

5 Low 78 66 39 10
High 93 87 87 56

6 Low 87 81 60 25

High 98 97 90 73   
— The mostable pupils in Grade 4 have achieved

higher levels of performance in all four

arithmetic operationsthan the less able pupils
of Grade 5 and of Grade 6.

However, by the beginning of the 1990s, Car-

ibbean educators were defining mathematics

literacy for the 1990s as: “requiring much more

than the acquisition of certain skills and items

of knowledge Mathematics literacy demands

that the person acquire meaning; understand-
ing, and insight associated with the mathemati-

cal process; and it demands that the person
conceive of mathematics as a way of thinking

that can with profit be applied to everyday

activity in the home, in the work-place, and in

the market-place”.

Some responses

Enhancing the regional perspective

Caribbean curriculum developers and math-

ematics teachers need to go beyond national
efforts and seek to become prominently in-

volved in regional associations and commis-

sions engaged in searching for solutions to

problems. On the international scene, the Car-

ibbean has much to learn andto teach. (See
Broomes What Caribbean Educators 1989). It

is critical that Caribbean mathematics educa-

tors use international organisations such as

ICMEin a cooperative way to address the prob-

lems that face mathematics teaching in the

Caribbean region.

For example, one major motivation that

should drive the examinations and curriculum

of CXCis the extent to which CXC examiners

can place more emphasis on regionalism in

the way the examinations are constructed and

processed, in the way objectives and content

of the syllabus are defined. Indeed this
overarching concern with regionalism is a cen-

tral integrating principle to be continually re-

vised and refined. Therefore Caribbean math-

ematics curriculum developers should be ad-

dressing not the age-old arguments advanced

for decades mathematics as utility, as a disci-

pline, as developing reasoning powers as prepa-

ration for further studies, etc.
The issues Caribbean leaders in mathemat-

ics should address are: the emphasis and feel

that are appropriate for different groupsof stu-
dents with different abilities, interests, and ca-

reer orientations; the skillful weighing that should

be assigned to the various reasons for studying

mathematics, and; how to teach mathematics so

that it is learnt as a way of thinking, communi-

cating, reasoning and representing.

Shifting the teaching-learning paradigms of
the classroom

A second response should focus on the class-

room. Ideas for formulating this strategy may
be gleaned from manysources.

In the Caribbean, the classroom asthe place

where teachers should probe the nature of

teaching andlearning is the major lesson learnt

from the UNESCO RLA-142 project conducted

in the Caribbean. The experiences of a British
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researcher working in British classrooms seem

valid for our purposes. Ruthven (1989) put for-

ward “an exploratory teaching model” as op-

posed to a conventional model to address cur-

riculum problems of teaching and learning

mathematics.

In the conventional model new ideasare in-

troduced through teacher exposition, in the ex-

ploratory model teacher exposition draws on

the prior experiences of the students. In the

conventional model, exposition is sometimes

enhanced by assuming many forms: lecturer

question-and-answer, class discussion, each

underthe central and consistent role of teacher

as director and developer of new ideas. In the

exploratory model new ideas are introduced

through a two-phased process in which explo-

ration (students as leaders and investigators) is

followed by codification (with teachers and stu-

dents playing similar roles).

Establishing mathematics across the

curriculum

Mathematics should relate intimately and in

special ways to the other subjects on the cur-

riculum. Thus at once mathematics presents

its classical charm as being the most esoteric

and the mostpractical of humancreations.

Problems in the real world have over the

centuries inspired and stimulated the develop-

ment of mathematical concepts and theoretical

formulations have contributed to solving prac-

tical problems that confront us in all aspects

of our lives and to giving us a better hold on

the essential nature of our problems.

What appears to be happening is that (for

example) Biology, Economics, Sociology have

become more and more mathematized. Pollock

(1979) in the UNESCO publication, New

Trends in Mathematics Teaching, brings in the

evidence of the pervasive interaction between

mathematics and all the subjects in a school

curriculum.

A useful explanation of the phenomenon may

be obtained by presenting a simplified model

for describing and studying the interrelations

between Mathematics and the real world.
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exposition

consolidation

Model 1: conventional

exploration

codification

consolidation

Model2: exploratory

A formulation by Blum (1988) is very ap-

propriate and serves our present purposes.

The starting point is a situation in the real

world with some open questions.

(Real Problemsituation)

Thesituation is simplified, idealized, structured

and made more precise according to the

interests of the problem solver

(Real Model)

The data, concepts, relations, conditions and

assumptionsare translated into mathematics.

(Mathematical Model)

Working within mathematics, certain

mathematical results are obtained.

(Mathematical Results)

Results are translated into the real world, that

is, are interpreted in the original situation.

Modelhasto be validated.

(Validating Model)

The diagram adapted from Blum (1988)

showsthe essential elements of the model.



Mathematics in caribbean schools: the 90s and beyond / Desmond Broomes
 

 

MathematicsReal world

A = Real problem situation

B = Real model

C = Mathematical model

D = Mathematicalresults

1 Specifying, idealizing, structuring

2 Mathematizing

3 Working mathematically
4 Interpreting, validating

Validating the model may lead to accept-

ance of the model, modification of the model

or replacement by a new model; and thus the

latter two situations may require the problem

solver to go around the loop in the diagram

several times.

The essense of the mathematics curriculum

The data of this chapter, its arguments andits

logic, should enable us to introduce a concept

that permeated the presentation - mathematiza-

tion.

— Mathematization is to be understood as a

mental process through which the individual

brings quantitative and spatial concepts into

being, consciously and purposefully, in order

to describe, explain or predict phenomena.

~The process has important intellectual,

emotional, and physical aspects.

— All human beings have the power to

mathematize, each at his/her own level of

mathematical sophistication (which is
considerably larger than the amount of
knowledge the person verbalizes).

— Going beyond the first stage, persons can

become aware of the process of mathema-

tization, and so become aware,atleast partially,

ofthe way the mind worksin certain situations.

The existence of the concept of

mathematization points to certain clear impli-

cations. (Wheeler 1983)

— Teachers’ attitudes and perceptions of each

student’s ability must be optimistic andreflect

a commitment that each student is a

mathematician in his/her own right and has the

ability to construct his her own mathematics.

— The principal task that must he accepted by

each teacher is how to excite into action the

mathematicalability that resides in each indi-

vidual student so that the student is enabled to

construct his/her mathematical concepts, and

not how to put mathematics into the student’s

head.

— Learning mathematics in schools requires

teacher, student and textbook author to assume

roles which are sometimes overlapping,

sometimes complementary, sometimes

supplementary. This appears to be a key

implication.

Defining mathematics literacy for the

1990s

Mathematics literacy requires much more than

the acquisition of certain skills and items of
knowledge. Jt demands that each person ac-

quire meaning, understanding, and insight as-

sociated with the mathematical process; and it

demands that each person conceive of math-

ematics as a way of thinking that can with

profit be applied to everyday activities in the

home, in the workplace, in the market place,

and on the playingfield.

This proposition has at least one major im-

plications: the image of mathematics as a body
of fixed and unchangeable context which is

passed on convergently to the learner by the

teacher, has to be abandoned.

Mathematics literacy demands for its

fulfillment, among other things, dialogue be-

tween: teacher and learner; learner and learner;

learner and author(s) (throughbooksetc.).

Thus the rules that are applicable for lan-

guage and language and communication situa-

tions, social and cultural relations among per-

sons, and reading (that is, decoding and en-

coding symbols) should be valid for the

mathematical learning processasit takes place

in classrooms.

Therefore the learning of mathematics (in

primary and secondary schools andtertiary in-

stitutions) is about a person (the learner) nego-

tiating meaning through dialogue with a teacher

or another learner or a textbook author. The

learner is invited to view “error”making as an
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important heuristic for activities such as prob-

lem-solving and problem-posing. Indeed, re-

cent research has focused on investigating how

mathematics has evolved asa result of the crea-

tive uses of supposed errors and also on how

errors have served as stimuli for methods of

inquiry.

It is within the dynamics and logic of dia-

logue that the learner can test the lawfulness

of the concepts he is developing. But the dia-

logue has different dynamics according to the

social situation in whichit is set.

Guidelines for establishing mathematics

literacy within classroom and schools

Mathematics educators in most other countries

have cometo realize and acceptthat the broad

goals of mathematics education must change
witli time and respond reasonably quickly to

changes taking place in society. An examina-

tion of the school mathematics curriculum sug-

gests that in order to promote mathematical

literacy school mathematics should at the very

least focus on achieving three broad goals:

— Equippingpersonswith the basic mathematical

skills and knowledge needed to engage

everyday, real-life problems.

— Developing in persons, ways of thinking and

reasoning which would serve to support and

enhancetheir social, economic and technical

activities.

— Inculcating in persons certain values and

attitudes to enable them to participate in the
progress of the community.

It is reasonable to assert that any mathemat-

ics programme in the 1990s should emphasize

certain basic skills which seem useful for pro-

moting mathematical literacy. These mightin-

clude the practice of routine skills, using a va-

riety of realistic applications with the aim of

relating the mathematics taught in school to

daily life; understanding of certain concepts

and mathematical methods carefully selected

for their wide usefulness; and practising com-

putational mathematics so as to emphasize the

conceptual understanding which persons must

reach before they are able to apply their knowl-

edge in a routine way.
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Problem-solving would also be an important

focus of mathematics in the 1990s. The math- :

ematics curriculum should therefore provide

opportunities for persons to question, to ex-

plore, to experiment, to develop the ability to

tackle problems and explore ideas in discus-

sions with others, to confront problems in a

variety of forms of a non-routine nature. De-

veloping the ability to think clearly and reason

logically is basic to any successful human en-

deavour. Persons can develop these skills as

they learn to explore mathematical ideas, ma-

nipulate symbols, develop perceptions of space

as they measure and transform objects.In this

connection, computers and calculators are used

not simply to check the accuracy of computa-

tion done manually but as important tools for

exploring mathematical ideas thus extending

the scope of mathematics activities in schools.

Whatever the outcomesof their learning ex-

periences in mathematics, persons will acquire

certain attitudes towards the subject. It is hoped

that the teaching strategies used will help per-

sons to understand the links between school

mathematics and its application in tlieir own

lives; the lives of their parents and the lives of

citizens in the marketplace.

The available evidence shows that the way

mathematics is taught in schools and the mate-

rials used for teaching it, have tended to re-

move mathematics from the conscious minds

of persons in the community, e.g. the house-

wife, the farmer, the construction worker, the

mother, the father.

When mathematics is taught away from the

context in which the subject occurs in real life,

the learners may acquire skills needed for doing

computations and simple applications, but will

seldom be able to apply their mathematics to

everyday problems which they meetas citizens.

Awarenessof the uses of mathematics in the

environment outside the classroom should help

pupils think through problems they meet and

understand better, many ofthe things they see.

It should also help them to appreciate that an

ability to use mathematics in real-life tasks can

contribute significantly to the developmentof

themselves and of the economy,andis thus of

great importance for nation-building.



Mathematics in caribbean schools: the 90s and beyond / Desmond Broomes
 

The problem of developing mathematicallit-

eracy for each individual person needs to be

explicated in terms of: clear analyses of the

nature and causes of individual differences

among learners of mathematics; construction

and use of diagnostic aids in mathematics by
all teachers who teach mathematics; appropri-

ate and corresponding experiences for teach-

ers of training institutions, at the work-place,

and at the market-place; new and correspond-

ing definitions of classroom management and

school organization.

The view is widely held that teacher orienta-

tion and education is the weakest link in the
chain of mathematics education. The teacher

should therefore be an important componentin

any attempts to promote mathematical literacy.

Whatteachers in the 1990s should know and

what teachers should be able to do, need to be

motivated by:

The mathematics curriculum they are ex-

pected to teach and the mathematics demands

of the workplace, the market-place and the
playing-fields.

Plans should be carefully formulated in terms

of:

— professional development programmes for

teachers;

— articulation between programmes within and
between levels of schooling;

— changes in management practices in

mathematics classrooms;

— defining new roles for teachers, students and

community, and in the development of the
mathematical competence of students;

— emphasizing the range ofhuman and material

resources available for learning, encouraging

their use in teaching;

— changesin the purposes, methodsand uses of

assessment within the classroom and the

school;

Mathematics curriculum insights: time,

space and content

Curriculum change on a large scale is very

difficult to programme, and almost impossible

to achieve regionally. This assertion derives
from Caribbean experiences with curriculum

developmentatall levels (primary, secondary,

andtertiary) in Caribbeanterritories, and from

the insights of major international conferences

over a long gestation period of two or more

decades.

During the same time, a generation of educa-

tional administrators, curriculum developers,

school teachers and advisers to funding

agencies have grown up assuming that there

exists a body of wisdom about how to pro-
gramme and achieve large-scale changes in
the curriculum. They assert that an appro-

priate implementation of any curriculum de-

velopment would lead, with a high probability
of success, to certain desired changes which

had been carefully set down beforehand by

the curriculum experts, that these changed

behaviours would at least be present in all

pupils, all teachers andin all schools, and would

be visible in the short term and the long term.

Low responses to curriculum

That these assumptions are seldom realised
have been the lament across the regional and

international scenes. Curriculum developers
from European, African and North American

countries put forward as reasons for this low

response among teachers and schools, identi-

cal responses as teachers in Caribbean coun-

tries.

Teachers, they stated, were unable to change

their teaching approaches because:

—teachers and students lacked adequate

resources (such as textbooks, workbooks,

geometry sets, calculators);

— classes were too large;

— syllabuses and texts ofexaminations were too

rigid;

— students were ill-disciplined and poorly

motivated;

— parental interest and support were uneven and

sporadic;

— teachers had inadequate time and opportunities

for making change;

— teachers were not given the required support

such as inservice staff development, helpers

for the preparation ofmaterials and formarking

exercises.
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Andthese teachers use a variety of langua-

ges, live and exist in a variety of cultural set-

tings, and were trained under a variety of pro-

grammes.
In November 1992, Broomes again posed

similar questions to mathematics educators

from 15 countries and again their responses

were the same.

Low responses to curriculum changes: An

alternative viewpoint

However, there are alternative ways to give

meaning to the some flux of impressions by

focusing on the problems of low response to

curriculum change amongteachers and schools

and accountfor this behaviour in termsof:

~— adaptation whereby the teachers, instead of

working in ways specified in the new

curriculum, uses his/her preferred style of

negotiating a curriculum.

~ corruption whereby the teacher shortens a

specified process in the new curriculum and

so distorts the meaningof the process.

— dilution wherebythe strategy used by ateacher

to simplify a problem can result in creating

artificial settings, thus making it almost

meaningless for the student.

— inertia whereby the teacher ignores the

curriculum guidelines given and continuesto

teach in his/her preferred style.

— omission whereby the teacher omits certain

aspects of the new programme which he/she

considers to be notcritical.
— trivilising whereby the teacher applies

important processes newly learntto situations

where other well-known methods are more

appropriate.

Varieties of curriculum

The major question is: How can we ensure

effective curriculum change in mathematics on

a regional scale?

A review of the data on curriculum develop-

ment showsthat there are various definitions

of the curriculum:

—C, is the curriculum as propounded by the

experts.
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— C, is the curriculum for which appropriate

textbooks and other materials have been

constructed or selected.

— C, is the curriculum wliich is put forward by

the Ministry of Education.

— C, is the curriculum whicha teacher actually

teachesin his/her classroom. And there are as

many varieties of C4 as there are teachers.

~ C, is the curriculum which is being tested by

the accepted examination board. And there

are as many varieties of C5 as there are

examination boards.

To be able to control the varieties of cur-

riculum as described above, we need to focus

on two related phenomena:

What each teacher does as he/she teaches

mathematics in Caribbean classrooms, using

mathematics materials with certain desirable

qualities in order to prepare students to write

certain acceptable examinations, and

What each student does as he/she learns

mathematics in Caribbean classrooms, using

mathematics materials with certain desirable

qualities in order to prepare himself/ herself to

write certain acceptable examinations.

Main components of curriculum changes

in mathematics

An analysis of the two statements should en-

able us to set down the main components that

should be addressed when curriculum change

on a large scale is being planned and imple-

mented:

Our experiences in the Caribbean and the

international literature point unambiguously to

five components:

Processes: What each teacher does.

Whateach student does.

Milieu: Mathematics in Caribbean class-

rooms.

Content: Materials with certain desirable

qualities.

Assessment: Certain acceptable and valid

examinations.

Research: Teaching and learning, develop-

ing curriculum materials, assessing pupil per-

formance.
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Summary

This chapter presents a framework through which

the experiences of those who work within the
mathematics curriculum of each Caribbean coun-

try, may be identified, given meaning and pooled

in creative ways in order to address the issues

that surround teaching and learning mathemat-
ics in primary and secondary schools.

The framework acquires its validity by be-

ing founded on insights gleaned from Carib-

bean data analysed and interpreted in terms of
regional and international perspectives.

Teaching and learning mathematics is con-
ceived as on intricate interplay between teacher

and pupil, pupil and pupil and pupil and

textbook author. The tenets of constructivism
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INTEGRATING SPECIAL NEEDS STUDENTS: CURRENT AND

PROSPECTIVE STATUS IN LATIN AMERICA AND THE

CARIBBEAN

Rosa Blanco and Cynthia Duk*

In recent years, the concept of special education has undergone important changes

which, in turn, have given rise to a new educational approach that has

transcended national borders. The integration of special needs students into

regular schools, is seen as an essential step in social integration, while

standardization is increasingly becoming the goal of the various educational

Systems.

Up until a few years ago, only students showing some form of deficit were

regarded as candidates for special education, and the consensus was that they

should attend special schools that could meet their schooling needs. The

underlying assumption was that learning difficulties stem exclusively from

personallimitations and underscored the need to identify the problem and
prescribe the treatmentto be followed.

From this perspective, special education was an all or none proposition, since

only those students exhibiting concrete evidence of a disability would qualify, while

many others who —for various reasons— also experienced learning difficulties, were

kept in regular schools deprivedfrom an adequate instruction.

In actual practice, this approach is still used.

However, in the last two decades a trend fa-

vouring the integration of handicapped persons,

and their active participation in society, has

clearly emerged. The support they needis pro-
vided through regular health, employment, so-

cial services and educational institutions, while

their rights are identical to those of the rest of
the population. In the field of education, this

state of affairs translates into an increasingly
stronger development of educational policies

that advocate an integrated school wherein all

* Rosa Blanco and Cynthia Duk. Specialist of the Special
Education Programme and Consultant respectively of

UNESCO/SANTIAGO.Regional Office of Education

in Latin America and the Caribbean.
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children, regardless of personal features, may

learn together.

Thus, speaking of different categories or

types of students is no longer meaningful,but,

rather we prefer talking of students who ex-

hibit educational deficiencies, a great number

collectively, although some individually.

Amongthe latter, special needs are those that

call for extraordinary arrangements. That is, a

student will have special needs when —for what-

ever reasons (disability, maladjusted family or

school life, affective problems, etc)— he/she

_ exhibits learning difficulties which require dif-

ferent educational services (specific curricula,

materials, aids) than those demanded by the

rest of the student population. Learning diffi-

culties, and consequently, the special learning
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needs derived thereof, may be either transitory

or permanent.
On the other hand, the expression “special

education needs” implies focusing on what

schools can do to offset the student’s learning

shortcomings, since this approach acknowledges
that learning difficulties are interactive and de-
pend on the conditions of his/her environment
and the educational response being offered, and

notsolely on an individual’s handicap.

It is no longer enough to offer special edu-
cation to specific students who are classified

as such. Current curricula and educational

practices should be changed, so that they may

adapt themselves to one and all, and allow
students to advance at their own pace. The
idea is to progress towards inclusive schools

where all students will learn together, inde-

pendentof personal, social or culturaltraits.

International experience showsthat the inte-

gration of “special needs” children and young-

sters is more effectively accomplished by

schoolsthat integrate all of the communitychil-
dren. These institutions represent a suitable

framework to achieve equal opportunity and
total participation, favour a more personalized

type of education, encourage solidarity among

students, and contribute to enhance the quality

of education. From this point of view, special
education should not be construedas a parallel

system that caters to specific students, but, as

a set of special resources at the service of a

general education which benefits everybody.

Balance and prospects

As the countries in the region take strides to-
wards meeting the first objective of the Major

Project of Education, namely, guaranteeing

universal access to basic education, the number

of children afflicted by learning disabilities at-

tending regular or specialinstitutions, has been

progressively rising.

In general, however, the extent and educa-

tional demand of the disability problem are

not accurately known, while clear policies and

specific strategies designed to combat it, are

conspicuously absent. Obscure data with re-

spect to these students thwarts any efforts to

plan for and evaluate the services rendered as

well as the allocation and distribution of re-

sources. In fact, statistics suggest that in Latin

America many of these children attend regular

schools and receive no special support, a fac-

tor that contributes to their academic failure.

Hence, one of the top priorities of the region

is to determine the extent and educational de-

mand of the problem posed by special needs

students, so that clear and assertive policies that

provide quick responses, may be formulated.

Developing a policy that results in an edu-

cational supply applicable to the diversity of

special needs exhibited by these students, im-

plies that a number of conditions must be

gradually met.

It is essential to know where the region

stands in terms of special education, in order

to identify the major issues that must be ad-

dressed to advance towards a stage where spe-

cial education no longer constitutes a subsys-

tem concerned with a specific type of chil-

dren, the handicapped, but instead, becomes a
set of special resources at the service of gen-

eral education. In the following pages, we will

discuss the conditions that must be present to

materialize this objective, the region’s overall

situation, and the challenges that must be met.

Legislation

A first step towards improving the supply of

special education mustincludelegislation that

favours relevant policies, and guarantees the

adoption and permanence of educational serv-

ices for handicapped children and youths. An
appropriate legislation, will contribute to elu-

cidate and formulate educational policy, set

forth rights and accountabilities, and establish

a reference framework for educational supply

and the provision of services and resources.

The Constitution of every country in the re-

gion upholds the rights of the handicapped

and the need to integrate them into normal

community and school life. However, in edu-
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cational law, this acknowledgmentis still in-

sufficiently developed. Although every coun-

try has legislated on special educaticz, school

integration is still to be adopted byall of them.

Onthe other hand, the scope and nature ofthis

legislation differs from country to country, in

some cases, taking the form of a mere declara-

tion of general principles. In others, however,

regulatory clauses ensure a wider coverage and

a more efficient execution of educational ini-

tiatives. Despite existing legal voids, the cur-

rent trend within the region is for children to

be integrated into regular schools, except when

the extent and type of handicap demandsat-

tention in special education centres.

It is extremely important that the new

conceptualization of special education is in-

cluded in the legislation, and that the neces-

sary measuresthat will ensure its efficient im-

plementation, are progressively brought into

the foreground.

In most countries, special needs students rep-

resent children with permanentphysical, sen-

sorial or mental impairments, and on occasions,

overarch into the realm of the gifted. Along

these lines, the trend seemsto considerspecial

needs children almost exclusively, leaving out-

side this category numerous students who in

the absence of a personal limitation, exhibit

severe learning difficulties as the result of de-

prived social and familiar settings or poor

schooling.

The elaboration of a broad-based legislation

that unequivocally defines: special needs stu-

dents; the agents who are accountable for their

identification and assessment; the different edu-

cational procedures and modalities to be im-

plemented; and the nature of the resources

needed, constitutes one of the greatest chal-

lenges faced by the region. In order to facili-

tate standardization, guarantee equality in the

eyes of the law, and ensure accessto the serv-

ices, it would be advisable to include special

education in general education regulations.

However,the risk of having the specific needs

of these students diluted in general prescrip-

tions, must be carefully avoided.
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Educational administration: organization and

support

A secondcritical factor in special education

development has to do with its organization

within the general educational system, and the

strategies to enlist the support of educational

administration structures. In actual practice,

these can either help or hinder the develop-

ment of specific proposals, as well as deter-

mine the existence, nature and quality of the

educational supply. The proper organization of

special education along with efficient educa-

tional administration support, will ensure the

rational provision and distribution of resources,

the effective coordination among the various

agents involved, and the execution of specific

proposals. Teaching children with special needs,

requires a comprehensive andintegrating strat-

egy whichrelies on various institutions.

In every country in the region, special edu-

cationis basically the responsibility of the Min-

istry of Education, although in many cases it

may be shared with other entities such as So-

cial Welfare, Health and Justice, etc. In most

cases, however, an organizational unit or de-

partment within the Ministry of Education

—which represents a subsystem parallel to regu-

lar education— takes the responsibility for spe-

cial education. Increasing efforts to integrate

the special subsystem of education into the

regular system are being made in some coun-

tries. This trend should gather momentum in

order to ensure that the educational proposals

of special education share the same fundsal-

lotted to regular education, thus making school

integration feasible. A basic responsibility of

educational administration is the formulation

of concrete special education and schoolinte-

gration strategies, as part of the general educa-

tion programme, that will provide a clear

framework and facilitate evaluation and sub-

sequent action.

Slow progress has been made in the region

along these lines, with perhaps a few notable

exceptions such as Ecuador. This country has

included in its General Education Programme
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a three year Special Education Plan and a
school Quality Enhancement Programmeto be

evaluated in a near future.

Funding

Fundingis essential in special education policy-

making. Special education budgets, although

different for the different countries, are gener-

ally small in the region and usually the result

of grants by private or international organiza-

tions, despite the fact that in most countries

the state has beenthe traditional source of fund-

ing. This being the case, there is an urgent

needto set priorities and develop national pro-

grammes that are consistent with each coun-

try’s available resources.

The curriculum

Open andflexible curricula are a must if the

various needs of the students are to be met and

the different social and educational settings

wherein the teaching/learning process takes

place, are to be taken into account.

In order to guarantee equal educational op-
portunities, special needs should be partof the

regular curriculum, modified and adjusted ac-

cordingly. If the regular curriculum reflects the

various cultural skills and contents each soci-

ety regards as basic to the formation of an

active citizenry, schools must do everything in

their power to ensure that every student will

develop such abilities fully. Hence,it is vitally

important to provide special needs students
with a curriculum that in addition to contain-

ing all the necessary elements to satisfy their

individual requirements, also considers the ob-

jectives of the rest of the students.

Here again, different countries have differ-

ent realities. In many cases, special education

is part of a parallel curriculum produced by

the special education department of the Minis-

try of Education.

Countries that enjoy broader legislation and
educational policies favouring integration, are

formulating the need to design individual pro-

grammes, inspired in the regular curriculum,

for these special students. Progress should

move towards the elimination of the differen-

tiated curricula and the creation of a single

curriculum for the whole student population,

flexible enough to allow for the necessary ad-
justments and respond to the students’ differ-

ences.
Significant progress along the lines of edu-

cational and curricular reform is being made

in the region. Countries such as Argentina,

Paraguay, Ecuador, Bolivia and Chile, have

reformulated their regular curricula broaden-

ing objectives and contents and applying meth-

odologies that will facilitate responding to in-

dividual differences and promoting integration.

Educational services

The availability of educational services that

meet the specific needs of special students,is

another important feature of an adequate edu-

cational supply.

The various requirements call for a variety

of educational services capable of providing

differentiated solutions. Some students may

benefit from the regular curri-culum and the

support of additional material or specialists;

others may share common areas; still others

may only share specific activities, and so on.
It is crucial that legislation clearly establishes

the various schooling modalities (full class-

room integration, partial integration (somear-

eas), special/regular school combined sched-

ules, special schools, etc) to ensure that re-

sources are being distributed correctly, and that

education is being delivered according to the

students’ needs.

In the region, the educational supply is

largely channeled through special schools

which focus on traditional handicaps (mental,

physical, visual, and hearing deficiencies).

Some countries have expanded their coverage

to include language problems, autism, slow

learning, and otherdifficulties, althoughall too

often based on clinical assessments and ill-

defined or controversial claims. Special edu-
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cation is concentrated in urban areas where

32% of the student population attends private
schools.

In the region, the process of integrating spe-

cial needs students into regular schools is just

getting under way. In general, efforts in this

direction have been sporadic and have lacked

the benefits of a clear educational administra-
tion reference framework.
This is partly due, on the one hand,to a lack

of effective legislation and concrete integra-

tion programmes,all of which implies that the

strategies and necessary resources to imple-

ment these programmes are absent. On the

other hand, low levels of investment in educa-

tion by governments limits the use of resources

to areas of higher priority, namely, the promo-

tion of compulsory education for the majority,

rather than the satisfaction of the needs of a

minority.

Where broader legislation exists, different

schooling modalities have been proposed.

These, generally take the form of full integra-

tion in the classroom, combined regular/spe-

cial school integration, and integration in cer-
tain extracurricular activities. In actual prac-

tice, however, the most popular modalities are

full integration into regular classrooms or the

creation of differential groups to carry out com-

plementary activities.

In this respect, perhaps it would be advis-

able to rethink the way this educational supply

is being delivered. Broadly speaking, full inte-

gration into the classroom lacks the support

and aids these groups require and, therefore,

does not adequately meet their special needs.

Likewise, differential groups do not consti-

tute an integrating modality, since they usu-

ally include slow learners or individuals in

dangerof failing the term, who receive “com-

pensatory”instruction for some time as a sepa-

rate group, a concept that runs counter to the
integrating philosophy.

Progress in this area, means materializing

these different modalities, defining each in the
legislation and setting forth the criteria that

would lead to the adoption of one or the other.
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As a result of this poorly diversified educa-

tional supply, more than half the population of
handicapped children still attend traditional

special schools, although it has been well es-
tablished that merely 10% would actually re-

quire this type of education.’

As stated in UNESCO’s Consultation Re-
port (1988) when demand is strong and re-

sources weak, the educational needs of handi-

capped children and youths cannot be met by

special schools. Furthermore, the resources

earmarked for them, should be reassessed in

the light of failed attempts to provide quality

education. This dilemma, however, cannot be

resolved if the educational supply of regular

schools is not simultaneously examined. Lest

we forget, the purpose of special schools is

precisely to cater to students who havefailed

in regular schools.

Special students should be encouraged to

becomeintegrated into regular schools which,

in turn, should be rid of those elements that

caused these students to fail in the first place.
Additionally, special schools should progres-

sively decrease their numbers, and become

more closely aligned with the regular educa-

tion proposals meantfor all students. Hegarty

was right when observing that the challenge of

special schools is finding ways of sharing their

experiences and resources by incorporating

them into a broader educational context.

Early access

Early access to education operates as an im-

portant compensating mechanism against the

learning difficulties exhibited by handicapped

students.

The education offered to pre-schoolers in

Latin America is extremely small, since top

priority is given to gaining access to compul-

sory —basic— education. This limited education

1 Only 10%,or less, of all handicapped children (less

than 1% of the children population) are afflicted with

severe problems requiring special attention outside the

regular educational system.
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supply, becomescritical when it comesto spe-

cial needs students, not just because of their
impairment, but also due to attendant condi-

tions of poverty or deprivation which accentu-
ate their handicaps.

Very few countries include in their legisla-

tion education for pre-school children with

special needs. Although the Major Project of

Education in Latin America and the Caribbean

gives top priority to children under six from

deprived socioeconomic backgrounds, and to

handicapped children in general, the educa-

tional supply for these groups is extremely

scarce. In addition to increased coverage and

access to education, greater efforts must be

made in order that children in this category

may benefit from standardized school settings,

since differences are less significant at a young

age, andthe curricular proposal is better suited

to be adapted to their needs.

Vocational education

Anappropriate special education policy, must

consider educating special needs students once

basic or compulsory school has been com-

pleted, in order to facilitate their transition to

adult life, integration to work, community par-

ticipation and personal autonomy. The chief

objective of schooling, is to develop the indi-
vidual’s skills so that he/she may become an

active member of society; in other words, it

constitutes a preparation for adulthood.
For special needs students, being an inde-

pendentadult is important. One way to ensure

this outcome, is to provide adequate educa-

tion after the compulsory grades. Whenever

possible, handicapped youths should access a

general technical and professional education

system duly modified to serve this purposes.

Other alternatives for those who cannot ben-

efit from comprehensive education, should not

be ruled out.

Some countries include in their legislation

the right of handicapped youths to vocational
training that may contribute to easing their in-
tegration into the labour market. In real life,

however, opportunities are small and not suf-

ficiently systematized. The bulk of the educa-

tional supply is delivered by special education

schools which, occasionally, have been known

to collaborate with professional training insti-

tutes. Along these lines, the region’s principal

challenge consists of expanding the supply and

progressing towards a more integrated approach

based on community rehabilitation. To this end,

Costa Rica has started an interesting experi-

ence which could well become a reference

point for the whole region.

Parent participation

Parents of handicapped children, through ac-

tive participation in the educational process,

could contribute enormously to their adequate

development. Participating in school activities

such as helping with curricular evaluation and

planning, supporting specific learning strate-

gies in the home, and monitoring their chil-

dren’s progress, is of paramount importance.

Getting parents involved, is but a first step in

facilitating the integration of the child into the

family milieu. The implementation of a com-
munity-based approach is particularly impor-

tant in developing countries. Parent participa-

tion is specially significant in early childhood,

since they are the child’s first educators par

excellence.

Parent participation in the educational proc-

ess of their children is practically absent from
the legislation of the various countries in the
region, a fact that would explain why initia-

tives along these lines are sporadic, and lack

coordination and systematization. Progress is

urgently needed in this area, both from the

legal and technical perspectives, so that par-

ents may participate more intensely in the edu-

cational evolution of their children.

Teachertraining

Since high quality special education is, to a

great extent, contingent on the proper training

of teachers and other professionals involved in
the educational process, initial and in-service

‘teacher training must be given top priority. It

is essential to examine the concepts, models,

and training programmesassociated with spe-
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cial education, from the fresh perspective and

new definitions of special learning needs.

Regular teachers should also be targeted for

this kind of training since, as a rule, they are

not prepared to handle special students who

are, in fact, an important part of the integra-

tion process.

In most countries, formation focuses on spe-

cial teachers at the expense of regular class-

room educators. Broadly speaking, the train-

ing of special education teachers is seen as a

specialization which may take different forms:

specialty courses after graduating as a regular

teacher, pre or post graduate careers or dis-

tance education courses, etc. The predominant

approach to training is still tightly linked to

clinical or rehabilitating strategies, and revolves

about diagnoses and treatment of the various

disorders.

Therefore, reformulating the training of spe-

cial education teachers (objectives, contents,

recipients, forms, etc) so that it focuses on

learning difficulties from a more interactive

perspective more closely aligned with regular

educational and curricular proposals, is yet an-

other important challenge the region mustrise

to. In this respect, some countries are begin-

ning to reconsider the need to schedule spe-

cialization courses subsequent to having com-

pleted training in basic education. This trend

should be encouraged in order to provide a

better education to special needs students, and

make plausible for regular and special teach-

ers to work together. As integration moves

along, every educator should pick up some

knowledge about disabilities, and ways to or-

ganize the curriculum to adequately respond

to the needs ofall children.

Research and development

The education of handicapped students, is a

complex task that relies on on-going research

regarding the nature of the disability they ex-

hibit, and the best way to offset specific diffi-

culties through customized teachingstrategies.

The evaluation of educational programmesand

integration projects is also critical, if reforms

are to be introduced opportunely. In the region,

research on special education isstill in its ini-

tial stages. The reason is that special educa-

tion is not regarded as a priority and, as men-

tioned earlier, there are insufficient funds, and

no clear frameworks or referents, that might

be used to assign priorities to research issues.

 ya

UNESCOthroughthe address.
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ACTION FOR EQUALITY, DEVELOPMENT AND PEACE

UNESCO*

The preparations for the Fourth World Conference have provided substantial new

knowledge on the status of the world’s women. The prevailing gender-disparities,
the feminization ofpoverty, and continued discrimination and violence against

women have prompted a new search for effective strategies and concrete actions in

order to remedy the situation and achieve the goals of equality, development and

peace.
Women make up more than half the world’s population. Their physical resources

are currently overtaxed and under-valued. Their intellectual and creative potential

is largely ignored. As transmitters of cultural values, in particular to children and

youth, and as agents for change, women are an under-utilised source of creative

energy, experience and wisdom. To marginalize women andto lock their potential

is to deny ourselves —as individuals and societies— the chance to realise ourfull

potential. By neglecting and seriously underestimating the contributions of women,

whose perspectives and dynamism may offer new hopefor the future, we fail to

open a window of opportunity.

Women’s manifold contributionsto society are,

however, increasingly being made visible and

acknowledged, more recently in a series of

major UN conferences. ‘Women’s issues’ are

gradually being taken out of isolation and made

societal issues ofjustice, humanrights and hu-

man resource development, to be tackled by

men as well as by women.

A growing number of women and men are

ready to combat outmodedstereotyped images

and roles that correspond neither to changing

realities nor to contemporary aspirations. There

is a strong determination among womento seek

parity and partnership with menat all levels

andin all fields, including macro-political and

macro-economic levels. Women’s call for

equality and full participation is being heard

* Document presented by the Director General of

UNESCOto the Fourth World Conference on Women,

Beijing, China, 1995.

across all cultures, traditions and religions.

While developmenthasto be rooted in its given
socio-cultural context, we have to question tra-
ditions, norms, practices, cosmologies and re-

ligious customs that, when based on the hy-

pothesis of male superiority, obstruct equality;

especially at a time whentraditional patriar-

chal ideas on women’s place in society are

simultaneously gathering force.

Responding to a global and ethical impera-
tive, UNESCO is committed to improving

women’s status. It jointly takes responsibility

with MemberStates, governments, parliaments,

nongovernmental organisations, the UN sys-

tem and the civil society at large for mobilis-

ing action toward equality, development and

peace.
Education is a fundamental humanright, and

UNESCOconsiders it the most important key

to development. UNESCOwill continue to un-

derscore access to knowledge and quality edu-
cation for girls and women as a vital means
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for endogenous capacity-building and wom-

en’s self-empowerment. The Organization is

giving top-priority to universal primary educa-

tion and adult literacy with special concern for

the Least Developed Countries (LDCs), Sub-

Saharan Africa and the Nine High Population
Developing Countries.

Onthe threshold of the 21st century, we need

to develop a new vision for our common fu-

ture, acknowledging the inextricable links be-

tween equality, development and peace. The

world must acknowledge global interdepend-

ence as well as the need forsolidarity between

men and women. The long term gains from

the current transformations towards true gen-

der-balanced and gender-sensitive societies

should be shared through broad information

campaigns,

Combating genderdisparities

Growing poverty, international and intra-na-
tional disparities, international debt, environ-

mental degradation and naturaldisasters, wars,

civil strife, violence, extremism and terrorism,

population explosion, mass migration and epi-

demic diseases require urgent responses from

governments and the international community.
There is a deficiency as to reliable gender-

specific data. However, globalstatistics,’ based

on national data and case studies, show some

reductions in infant and maternal mortality

rates, better nutrition and hygiene and increas-

ing life expectancies, improved school

enrolments and rates of female adult literacy

in many parts of the world. Yet these gains are

not equally shared. The gap between the rich

and the poor is widening, both between and

within countries. New indicators measuring

discrepancies in status and opportunities be-

tween women and men ona global scale have

been developed in the 1995 Human Develop-

ment Report: the Gender-Related Development

Index (GDI) and the Gender Empowerment

1 The Statistical Yearbook (UNESCO), The World’s

Women: Trends and Statistics (UN) and The World

Survey on the Role of Women in Development (UN).
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Measure (GEM),rating countries according to

‘their achievements in this field.

The material benefits conferred by higher

levels of education and by advancesin science
and technology are visible in most parts of the
world, yet they are not accessible to all. The

situation of the majority of the world’s women

seems to be deteriorating, in particular in the
LDCs and in sub-Saharan Africa. Women as

major care-takers and single heads of more

than one-third of the world’s households con-

tinue to suffer the main consequences of cuts

in social programmes induced by Structural

Adjustment Programmes. Abouthalf a million

womenstill die each year from pregnancy-re-

lated causes, largely due to inadequate health

services, most of them in developing coun-

tries.

The movement from rural areas into the cit-

ies, the growing numberofinternally displaced

persons and refugees -80% of whom are

women and children— the rise in crime, in arms

and drug trafficking, the increased alienation

of whole segments of the population from the
greater community, and the spreading of vio-

lence —-especially against women-— are both the

symptoms and the causes of a fraying social

fabric.

The effect of gender inequality is exacer-

bated for vulnerable groups, such as poor

women in urban slums, poor women single

heads of household, poor womenin rural ar-

eas, disabled or elderly women,street girl chil-

dren, women belonging to ethnic minorities,

migrants, refugees and women victims of ex-

treme discrimination.

A growing number of countries are now

moving towards democracy. Nonetheless, the
large majority of existing democraciesare still

but ‘unfinished democracies’ with an average

of less than 10 percent womenin positions of

political decision-making. One third of the

countries of the world have less than five per-

cent or no women in parliament. Throughout

world history there have been only 23 demo-

cratically elected female Heads of State or

Government. All of them held office during

the last fifty years, most of them in the last ten

years, with a total maximum of ten women at
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the same time. Women haveyet to take ad-

vantage of their majority position to influence

political decision- making.

Scenarios for the 21st century

Thecreation of alternatives and the sharing of

visions are essential in order to overcomepessi-

mism and inertia and to inspire new dynamism

and hope. Analyses of the world situation, as

seen through the eyes of women,are urgently

needed to complement, enrich and revise ex-

isting assumptions and cosmologies, codes and

concepts,
Womenhave distinct contributions to make

to the traditionally male-dominated and -de-
fined power structures. Due to experiences
gained from gender-specific roles, assigned

throughout different life stages, and from the

demandsrelated to their ‘mothering and car-

ing functions’, women might have different
perspectives, alternative visions and methodo-

logical approaches. Largely excluded from for-

mal decision-making, women share collective

experiences from family and community work,

despite their heterogeneity as a group. It is

high time that this insight be used also in po-
litical policy-making. With more men in car-

ing functions and more womenin political de-
cision-making, these patterns will change and

the potentials of each humanbeing will matter

more than their sex.

UNESCO acknowledges its responsibility

within its fields of competencein a transitional

period to encourage actively, in particular,

women educators, scientists, artists and jour-

nalists to develop their competence in deci-

sion-making and their visions and scenarios

for the future.

Partnership and dialogue

In order to stimulate a process towards full

equality, releasing women and men from lim-
iting stereotyped roles and expectations and to

help them assume better control of their fu-

ture, UNESCO renewsits commitmentto the

active and full participation of women at all
levels and fields of activity. The Organization

pays particular attention to women’s priorities,

perspectives and contribution to the rethinking
and humanisation of development goals and

processes. Special measures such as ensuring

the minimum 30% ‘critical mass’ of women
that seems to be needed in order for them to

assert their experience and influence political

agendas, as well as scholarships, stipends, train-

ing programmes and support to women’s or-

ganizations and networks are stepping stones

for the long-term goal of equal participation.

UNESCO will actively involve men in the

questioning of traditional power relations be-

tween women and men,with a view to promote

more equitable sharing of responsibilities and

rights in the family and in society atlarge.

UNESCO’s programmes are designed to

raise awareness, foster dialogue and broaden

the range of development viewpoints. In pur-

suing these ends, in which the future of our

planet is at stake, the Organization will share

its experience and expertise, as well as coop-

erate with partners that further these goals, and

that are committed to the implementation of

the Nairobi Forward-Looking Strategies for the

Advancement of Women and the Beijing Plat-

form for Action.
The Organization places strong emphasis on

national execution favouring a decentralised

and a differentiated approach. Some 100

UNESCO National Commissions have desig-

nated focal points on women. Through them,

as well as through the Regional and sub-Re-

gional Offices, the Organizatron expects to

reach a broad constituency of women profes-

sionals within UNESCO’s spheres of compe-
tence.

Transforming wordsinto action: the road

to Beijing and beyond

The Fourth World Conference on Women is

the culmination of a series of recent interna-

tional conferences that have referred to wom-
en’s crucial role in the developmentof the po-
litical, social, cultural and economic well-be-

ing of societies. Coinciding with the 50th An-

niversary year of the UN and of UNESCO,the

Beijing Conference seeksto translate the goals
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of equality, development and peace into con-

crete actions: objectives to which we have com-

mitted ourselves in the Universal Declaration
of Human Rights, the UN Charter and

UNESCO’s Constitution.

The themes of the Fourth World Conference

on Women: Action for Equality, Development

and Peace are the same as for the three pre-

ceding Conferences in Mexico City 1975, Co-

penhagen 1980 and Nairobi 1985, except that

the word ‘action’ has been added in order to

underline the need to redress efficiently the

gendergap. Thetask is ambitious and demand-

ing, and we must avoid being simplistic or

tempted to address only emergencies and symp-

toms. We have to unveil the intricate web of

causes and effects, and show the disparities as

well as the links in the lives and living condi-

tions of women and men. We must stop ac-

cepting the blatant discrimination of girls and

women; refuse to tolerate differences in stand-

ards and confrontthe obstacles hindering wom-

en’s legitimate accessto all levels of decision-

making.It is no longer sufficient to speak only

of compensating for injustices. We equally

have to underline the vital need to profit from

women’s participation and contribution espe-

cially at the macro-political levels, in order to

meet the challenges of the world today.
UNESCOfirmly believes that it is only

through co-operation between different partners

that we will be able to move to new practices,

dismantling the obstacles impeding women’s

broad and active participation in society. Politi-

cal statements, however important, will never in

themselves create a better quality of life for the

majority of the world’s women. We must face

these problems together to avoid failure: the in-

ternational organizations, MemberStates, non-

governmental bodies, professional organizations,

the young and the elderly, women and men,

together as equal partners on the road to equal-

ity, development and peace.

Landmarks

UNESCOsees the following as major land-

marks in the establishment of a World Agenda
for Gender Equality:
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— UNESCO’s Convention Against Discrimi-

nation in Education, 1960.

— International Women’s Year, 1975.

— UN Decade for Women, 1976-1985.

— First International Conference on Women,

Mexico City, 1975.

— Convention on the Eliminationofall Forms of

Discrimination Against Women (CEDAW)

(1979),

— SecondInternational Conference on Women

(mid-decade review), Copenhagen, 1980

— Nairobi Forward-Looking Strategies for the

Advancement of Women towards the year

2000 - Third World Conference on Women
(1985).

— Jomtien Declaration andFrameworkforAction

on Education for All (1990), appealed to Heads

of State and other leaders to give priority to
education forall as a life-long commitment,

giving special importance to education for

women and girls

— Agenda 21 of the Earth Summit in Rio de

Janeiro (1992) highlighted the role of women

in protecting natural resources and the

environment, especially in chapter 24 “Global

Action for Women towards Sustainable and

Equitable Development.”

— The Convention on the Rights of the Child

(1992),

~ Vienna Declaration and ProgrammeofAction

ofthe 1993 UN World Conference on Human

Rights, recognisedthe right to development as

a humanright and the humanrights ofwomen

and ofthegirl child as an inalienable, integral

andindivisible part of humanrights, not to be

confined to the invisible private sphere,

— UN Declaration on Violence Against Women

(1993) defined a broad spectre ofunacceptable

formsof violence against women andlead to

the nomination of a Special Rapporteur on

Violence Against Women.
— Quagadougou Declaration on Girl’s Education

in Africa, (1993) identified priority areas for a

regional frameworkforaction andfornational

programmes and plans to improve girls’

opportunities for education and considered

strategies forresource mobilisation at national

level, giving special attention to new

partnership.
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— The Delhi Declaration and Framework for

Action of Education for All in the Nine-High

Population Developing Nations (1993)

emphasisedthat, education and empowerment

of girls and women are important goals in

themselves andare key factors in contributing

to social development, well-being and

education of present and future generations,

and the expansion ofthe choices available to

women for the development of their full
potential. (New Delhi Declaration, para. 2.6)

— Cairo ProgrammeofAction ofthe International

Conference on Population and Development

(1994) demonstrated how education, when

accompanied by othermeasures which reduce

poverty, is the most powerful single factor in

empowering women and moderating

population growth.It stipulated that, advancing

gender equality and equity and the

empowerment of women,andthe elimination

of all kinds of violence against women, and

ensuring women’s ability to control their own

fertility, are cornerstones of population and

developmentrelated programnes.

— The Declaration and Integrated Framework of

Action on Education for Peace, HumanRights

and Democracy (1994 International Confe-

rence on Education, 1995 General Conference

of UNESCO) promotedthe rights of women

as an integral and indivisible part of universal

humanrights and fundamental to education

for peace, humanrights and democracy.

— Copenhagen Declaration and Programme of

Action of the World Summit for Social

Development (1995), reaffirmed the
importance of formulating national policies

that provide women with equal opportunities

for education and capacity-building and

endorsed that developing countries and donor

nations should move progressively towards

earmarking at least 20% of their budget to

human priority concerns including basic

education, primary health care, safe drinking

water, family planning and nutrition

programmesfor the most deprived sections of

society.

UNESCO’sstrategy

Pursuing its long-standing commitmentto the

improvement of the status of women, in the

context of its next Medium-Term Strategy

(1996-2001) UNESCO will continue promot-

ing equality between women and men, wom-

en’s humanrights, endogenous capacity-build-

ing, full citizenship and self-empowerment

within its fields of competence.’

UNESCO’s strategy is based on a three-

pronged approach:

— mainstreaming of a genderperspective in all

planning, programming, implementation and

evaluation;

— full use of women’s visions, competence,

experience and potential in meeting world

challenges;

— specific programmes, projects and action to

benefit girls and women.

A shift in perspective

While mainstreaming a gender perspective,

UNESCOwill continue to implementspecific

compensatory programmes and activities de-

signed to meet the most urgent needs, interests

and concerns of girls and women. Top priority

within its programme and budget is given to

assisting MemberStates in obtaining universal

primary education and adult literacy for girls

and women.

By introducing a gender perspective, in

UNESCO’sstrategy, the focus shifts from

viewing women as a homogeneous group to

viewing women’s strength, roles, needs, and

aspirations in the wider context of society and

culture, and in relation to the roles and situa-

tion of men. One of the consequencesof such

a perspective is the recognition of women as a

heterogeneous group, entitled to the same

freedoms, responsibilities, rights and rewards

2 For further reference to UNESCO’s activities, see

UNESCO’s Programme and Budget 1996-1997(28 C/
5), the brochure “What about women?.

71



BULLETIN 38, December 1995 /The Major Project ofEducation
 

as men. The term gender refers to socially-

constructed differences between men and

women. The gender approach is a methodo-

logical too! that offers additional insight into
development issues, with emphasis on inter-

action.

To overcome myths, design appropriate strat-

egies, and contribute to national and interna-

tional policy-making and public debate,

UNESCO will regularly collect and analyse

gender-specific statistical data within all its

fields of competence.

Relevant quality education

Education is a basic human right, and

UNESCOconsiders education the most pow-

erful means to obtain gender-equality and wom-

en’s self-empowerment.

UNESCOequally considers basic education

for girls and womento be the single most ef-

fective factor for change towards development

with a humanface.

Lifelong, relevant, quality education and

training are major keys to personal fulfilment,

economic self-reliance and full citizenship.

Despite slight drops in the number ofilliter-

ates, now estimated at 885 million, about 140

million children are not enrolled in school and

will soon join the ranks of illiterate adults.

Nearly two- thirds of the world’s illiterate are

girls and women. Oneoutof three adult women

in the world today cannot read and write. Un-

less the world community commitsitself more

genuinely and targets female illiteracy more

effectively, this gender gap will continue well

into the next century.

In most parts of the world, girls are under-

represented at every school level. The gender

gap widensthe higher one advancesin the edu-

cational system. Such factors as economic con-

straints, son preference, the distance to school,

early marriage and teen-age pregnancy consti-

tute major obstacles and must be addressed.

Equal access to education and training does

not suffice. Renewed attention must be given

to the relevance, quality and content of educa-
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tion. It should reflect the needs and aspirations

of both girls and boys. UNESCO is therefore

reinforcing its support to Member States for

the improvementand reconstruction of educa-

tional systems. Both formal and non-formal

education are being promoted, bearing in mind

that formal education confers higher status, a

fact of utmost significance to any under-repre-

sented or minority group.

The lesser status assigned to womenandgirls

in most societies and the resulting negative

psychological effects hamper their pursuit of

studies, work and social position. Specific

measures such as the promotion of a broader

implementation of relevant normative instru-

ments and the development of appropriate gen-

der-sensitive teacher-training, curricula and

teaching material are required. Higher educa-

tion can play an influential role in relation to

other levels of the education system in this
respect.
Given existing gender imbalances, it might

be important to stimulate boys andgirls differ-

ently, under the same curricula, to compensate

for past biases in opportunities and expecta-

tions. Although basics of home economics,life

skills education, preparation for parenting and

values education based on gender equality are

important for both girls and boys, these ele-

ments would, for compensatory reasons, be of

particular benefit to boys, also as a vital means

of reversing socialization processes that lead

to aggression and violence.

UNESCOis increasingly concerned about

the situation of the adolescent girl. Adoles-

cence is a crucial period when important deci-

sions are made regarding family-life and ca-

reers. There are some positive trends towards

longer schooling and delayed marriages. But

there is also an increasing number of adoles-

cent pregnancies and a growing exploitation

of young women, both detrimental to their

health and dignity. The aggregated impact of

HIV and AIDs on education will likely affect

the education of girls more than boys, thereby

hindering the progress made in female educa-

tion over the last decade.
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Education, as an important factor for pov-

erty alleviation, must also stimulate creativity
and entrepreneurship, and be geared towards

the world of work. In a world increasingly

monetised, technical and vocational education

and training, educational and vocational guid-

ance and career counseling, as well as higher

education need to target girls and women in

order to break with practices confining women

to low-skill, low-paid jobs, highlighting the cor-
relation between educationat levels, occupa-

tional status, power and income. UNESCOwill

continue to pay special attention to the equal

access of girls and women to technical and

vocational education andtraining in particular

through international programmesof coopera-

tion.

Adult education and higher education: The

need for a flexible response

Adult education facilitates skills training and

retraining in a society in which the skills

needed for survival are rapidly changing.

Womenstill lag behind, despite the fact that

women might be better prepared than men to
confront uncertainties and instability, as they

historically have had to cope with shifting life

situations — imposed mainly by child bearing

and rearing and economic trends which have

made women movein and out of the labour

market. This is largely the result of existing

role patterns preventing women from getting

appropriate education and training throughout
different life-stages.

Adult education is crucial for women to keep

up with new challenges and to compensate for

past educational deprivation. Non-formal edu-
cation, tailored to adult needs and interests,

may contribute to financial autonomy and to

strengthening participation in communitylife.

For womenin rural areas, or isolated commu-

nities where poverty strikes, the combination

of relevant technologies and innovative teach-

ing methods may offer new hope. Involving

women in research and in development, use

and control of technologies is of great impor-

tance and requires life-long education and train-
ing.

UNESCOsupports distance education which

has proved to be of particular value to women,

whooften are less geographically mobile than

men, due to family obligations and cultural

factors. Community radio, local-language

newspapers, mobile teacher teams and librar-
ies, solar-powered transmitters, desktop pub-

lishing and satellites are all examples of dis-

tance education and learning acrossfrontiers,

effective means. for reaching the unreached.
Higher education is a key componentin the

empowermentprocess, as it provides women
with the necessary decision-making skills. To

this end, and building on already existing in-

ter-university networks which provide leader-

ship and management training for women in

higher education institutions, UNESCO will

promote the establishment of UNESCOchairs

in the field of “Women, Higher Education and

Human Development.” These chairs will seek

to strengthen women’s status and empower-
ment in specific professional fields. Chairs and

their networks will promote the contribution

of women students and graduates to higher

education management, science and technol-

ogy, community health, sustainable develop-

ment, communication, population studies, and

the development of a culture of peace.
UNESCO chairs will also be established in

support of gender studies and long-term stra-

tegic studies on developmentin Africa from a
gender perspective.

The present gender imbalance in educational
opportunities is a challenge to concepts of jus-

tice and development.It is equally a challenge

to peace. The world deserves literate women

and men,critically and constructively partici-

pating in shaping our commonfuture.

Shared power through knowledge and

communication

Low female representation in the sciences, both

in research and application, is largely a mani-

festation of gender biases in expectations and

the quantity and quality of education that girls

and womenreceive. Poor education andtrain-

ing hamper women’s ability to articulate their

needs and priorities and to make full use of
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existing opportunities. If women and men are

to be partners in development, they must have

equal access to knowledge. UNESCO aimsat

substantially increasing the participation of

women in scientific and technical education

programmes, and encouraging their access to

scientific careers and decision-making bodies.

The prevailing paradigm emphasisesthesci-

entific and rational, often to the exclusion of

other ways of knowing, including a devaluing

of the richness of women’s contribution. To

curtail a limiting and technocratic world view,

UNESCOwill continue to promote and draw

on indigenous knowledge and survival skills,

especially those of women, which have proved

to be importantparticularly in water and natu-

ral resources management and the use of me-

dicinal plants.
The development of appropriate technology

telies greatly on the ability to work in close

contact with the end users, in particular women

whoare a sizeable and often overlooked group.

The developmentof alternative renewable en-

ergy sources, especially solar energy,is of pri-

mary importance for the rational management

of dwindling natural resources and would

greatly facilitate poor women’s living condi-

tions and heighten living standards for women

and men.

Womenare particularly concerned by ge-

netics research and its application to

biotechnology. One of the objectives of the

Declaration on the protection of the human
genomethat is under preparation is to ensure

that ‘the application of genetic research be

regulated to guard against any eugenic prac-

tice that runs counter to human dignity or hu-

man freedom.’ Since womenare particularly

concerned as bearers of children, UNESCOwill

strengthenits efforts to involve womenactively

in the on-going debate on bioethics.

New technologies offer both challenges and

opportunities, including the promise of greater
interaction among people. To involve media

in the establishment of a new type of dialogue

and partnership between women and menin

the process of finding solutions to major world

problems, is a task to which UNESCOishighly

committed. Where efforts have been made to
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portray women’s contributions accurately, ex-

perience shows that the media can be a sig-

nificant force for change and for promoting

equality, presenting diversified images and

viewpoints that reflect the varied interests and

heterogeneous nature of both audiences and

actors. The media also plays a significant role

in sensitisation and capacity-building and could

lead the wayin the use of non-sexist language.

UNESCO’s aim is to reach a fair equilib-

rium between women and menin the field of

communication and to promote equality, while

maintaining an editorially independent and plu-

ralistic press. The objective is to enhance and

encourage a true, more diversified and non-

‘stereotyped image of women in and through

the media.

UNESCOpromotesinitiatives on a continual

basis that help to develop and expandthe tech-

nical and professional skills and knowledge of

women media professionals. Special impor-

tance is given to favouring the access and par-

ticipation of women in decision-making and

in the implementation of the Toronto Platform

for Action. UNESCO thereby contributes in

partnership with NGOsin the developmentof

critical thinking as well as awareness of dis-

criminatory images that feed gender inequal-

ity: These initiatives encourage the media to

give more prominence to women’s priorities

in the presentation and analysis of world news

and aim at curbing violence in the media.

UNESCOsupports programmesfor training

of women journalists; the development and
strengthening of traditional forms of commu-

nication in rural areas; the establishment of

regional and international on-line networks to

facilitate the cooperation and exchangeof in-

formation between communication profession-

als and facilitates the equal access to and train-

ing of women. in new technologies and tel-
ecommunications.

Full enjoyment of humanrights

The full enjoyment of human rights by women

as well as by men is inseparable from human

development and democratic governance. Ac-

knowledgementof the human rights of women
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is both a gateway to development and a meas-

ure of that development. Democratic societies,

howeverdiverse, require de facto participation

of all groups of society including the full citi-

zenship of women.

Awareness of possible options, alternatives
and rights is a prerequisite for making informed

choices and fostering autonomy. For this rea-
son, UNESCO places great emphasis on edu-

cation as a means of expanding opportunities

for both individual and social development. The

Organization has developed a World Plan of
Action on Education for Human Rights and

Democracyto strengthen oneof its long-stand-

ing priorities.

In addition to strengthening its own norma-
tive instruments from a gender perspective,

UNESCOis developing innovative didactic

methods for making the human rights of

women better known to both women and men.

UNESCOsupportsinitiatives for a broaderrati-

fication and for a more effective implementa-

tion of the Convention on the Elimination of
All Forms of Discrimination Against Women
(CEDAW), in particular by encouraging Mem-

ber States to acknowledgethe principle of gen-

der equality and to integrate information on
the human rights of women, legal literacy, at

ali levels of the school system. 134 countries

have ratified the CEDAW,but only 90 with-

-out reservations. In countries with a long his-

tory of traditional law, UNESCO canoffer help
in harmonising traditional practices and for-
mal legislation concerning equality between

women and men.

Prejudice, a product of socialisation, can lead

to the acceptance ofrepression, including in some

cases, the identification of women as the prop-

erty of men. Violence against women is often
seen as belonging to the domestic realm. Thus

these crimes are made a private matter, refused

public recognition and deniedtheir political sig-

nificance. UNESCO cannotacceptthat cultural

and traditional practices, often developed to pro-
tect women,be used to legitimise continued dis-
crimination and violence against them. Emerg-

ing new forms of sexual and commercial ex-
ploitation, especially of girls and women, must

also be vigorously denounced.

Makingtheinvisible visible: Women’s

creativity

A series of obstacles and structural barriers,

often based on stereotyped expectations and

false perceptions, still hampers women’s crea-
tive, artistic and entrepreneurial work. Time-

use statistics show that women have by far

longer working hours than men. However, only

one third of women’s work is remunerated,

compared to two thirds of men’s work. In ad-

dition, women normally receive much lower

wages than men. This is due to part-time work,

to low-paid work in the informal sector or to

less pay than men for equal work, as a remi-

niscence of the privileges given to men con-

ceived as the main breadwinners. Women’s

work is largely invisible. It does not figure in

statistics or in GNPsandis thereby seriously

underestimated. This has hampered women’s

access to loans and credit. UNESCO will con-

tinue to study these problems, focusing par-

ticularly on women living in poverty and

women in the informal sector.
Women’s creative work is generally unno-

ticed; more often seen mainly as side-activi-

ties. UNESCO supports and promotes women

as creative artists, facilitates their freedom of
expression andassists in making women’s crea-

tivity more visible.

The work of women artisans is encouraged

primarily through training designed to preserve

and develop their skills, while promoting the

marketing of their products as a meansto alle-

viate poverty and contribute to development,

particularly in rural areas.

All over the world, women’s lives are chang-

ing, yet the cultural codes that define wom-

en’s choices andtheirlife-stages are only just

beginning to change. The childhood, adoles-

cence, adulthood, motherhood and grandmother

roles of women are perceived and codified in

different ways in different cultures. In many

societies, development has expanded the pe-

riod of childhood and adolescence for young

women and created new cultural expectations

and practices. New areas have to be addressed

which take account of women’s changing role

in work and the changing definitions of the
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family, while valuing women’s reproductive

role. In search of greater community participa-
tion, the life-enhancing aspects of traditional

cultures need to be blended with the new ben-
efits of economic and social development.

There is an urgent need to carefully analyze
and address the prevailing patriarchal ideolo-

gies and cultural and social traditions that bur-

den women’s lives with heavy responsibilities,

and make inordinate demands upon women’s

time and energy. UNESCO will give special

attention to cultural changes in women’s life

stages throughcross- cultural studies.

Building a culture of peace in the minds of
women and men

UNESCO’s mission is to promote peace based

on democratic principles, freedom and equal-

ity. The building of a culture of peace requires

the active participation of all groups in society
to solve and prevent violent conflicts. It is in-

conceivable that this task could be accom-

plished without the active participation of the

whole of humanity. Women’s visions, energy,

intelligence and experience are essential.

A culture of peace is one that celebrates hu-

man differences and the diversity of cultures.

It is a culture of freedom and respect, which

implies an authentic approach to upholdingall

humanrights, eliminating double standards and

acknowledging the responsibilities of human

solidarity. Such a culture can only be achieved

within the context of complete refusal of domi-

nance, de jure and de facto equality between

women and men,a halt to discrimination and a

rejection ofthe culture of violence in all its forms.

There is growing evidence of gender differ-

ences both in the nature and in the severity of

civil strife, armed conflicts and natural disas-

ters. In times of war, when civilian populations
are increasingly affected, women have to as-

sume most of the responsibility for the sur-

vival of their families and to maintain the so-

cial fabric. Absent at the highest levels of po-

litical decision-making, womenare rarely prin-

cipal actors in the decisions that lead to war.

Moreover, women andgirls are in particular

victims of violence, exploitation, and sexual
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abuse in periods of conflict or emergencies.

UNESCOcannottolerate the intolerable such

as the use of rape as a tool of war. UNESCO

will further address the risks womenface in these

situations, especially through gender-conscious

need-assessments and planning, and by closely

involving women in the elaboration of strate-

gies and management of programmeactivities.

UNESCOwill provide relevant educational and

training components to UN-wide programmes.

An awareness of gender issues could help to
alter our perceptions of reality and lead us to

adopt new modes of behaviour that prevent
conflicts from turning violent. This can be

achieved by placing new emphasis on gender-

sensitive values education and cross-cultural

co-operation. It is important to further wom-
en’s conceptualisations, visions and contribu-

tions to the building of a culture of peace, and

to study traditional male and female roles

within various socio-cultural contexts and ex-

amine the factors which thwart or inspire the

developmentof a culture of peace.

Building peace in the world is a long-term

process. It begins in a person’s childhood ex-
periences, within the family and the commu-

nity, and continues through school. It is influ-

enced by whetherthese early relationships and

experiences are based on inequality and force,

or respect and love. To create peace is to cre-

ate conditions conducive to peace by address-

ing and confronting the root causes of injus-

tice, discrimination and poverty.

The importance of the family as a bearer of

cultural values meansthat the domestic realm

cannot be confined to silence and inattention.

Thus, the role and education of parents,fa-

thers and mothers and all adult care-givers, is

crucial to the development of the entire per-

son. Violence in the family is as significant a

barrier to a culture of peace as other types of

violence; just as equality between men and

women in the family as well as in the entire

society is essential to transforming the culture

of violence to a culture of peace.

There can be no lasting peace without de-

mocracy, and no democracy without equality

before the law and the full enjoyment of hu-

man rights by men and women.
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