


The STaTe of educaTion in LaTin 
america and The caribbean:
GuaranTeeinG QuaLiTy educaTion 

for aLL

A regional report, reviewing and assessing the 

Progress toward Education For All within the 

framework of the Regional Education Project

(EFA/PRELAC) -2007



�

© UNESCO, Regional Bureau of Education for Latin America and the Caribbean (OREALC/UNESCO San-
tiago) in collaboration with the UNESCO Institute for Statistics (UIS)

Working team:

Report Director:

Cesar Guadalupe, Regional Advisor for Latin America and the Caribbean - UNESCO Institute 
for Statistics (UIS), and Coordinator of the Regional Information System (SIRI) - OREALC/
UNESCO Santiago; with SIRI’s professional team:

Ivan Castro de Almeida

Daniel Taccari

Team responsible for documentary analysis on pertinence and relevance:

Rosa Blanco

Ricardo Hevia

Carolina Hirmas (team director)

The background documentary studies used for this analysis were carried out by: Daniela 
Eroles, Stafford Griffith, Carolina Hirmas, Cecilia Kaluf, Liliana Miranda, and Patricia 
Romero.

Team responsible for statistical evidence and analysis: 

Regional Information System (SIRI) - OREALC/UNESCO Santiago

Administrative support:

Marcela Copetta, Loreto Bilbao and Viviana Ramírez

The entire professional staff of OREALC/UNESCO Santiago participated in various working 
sessions aimed at defining the structure and contents of this document, as well as in revi-
sions of its various drafts. 

The United Nations Economic Commission for Latin America and the Caribbean (ECLAC) processed and 
provided information from the household surveys used in this report. The Planning Office of the Ministry 
of Education of Cuba furnished information on schooling levels of the adult population of that country 
– which was produced jointly with the National Statistics Office of that country. The UNESCO International 
Institute for Education Planning – IIEP (Buenos Aires office), processed and provided information from its 
research program on “The Professional Training of Teachers.”

The members of the working team are responsible for the contents of this report. The opinions expressed 
herein are theirs alone and not necessarily those of UNESCO. 

The place names and maps used in this publication do not imply on the part of UNESCO any opinion or 
position in regard to the legal status of countries, cities, territories, or zones; nor regarding their authorities 
or the drawing of their borders. 

This publication is available on-line at www.unesco.cl and may be reproduced in its entirety or in part 
provided that explicit reference always be made to the source. 

Design and lay-out: Marcela Veas

ISBN No: 978-956-8302-77-1

Printed by Salesianos Impresores S.A.

Santiago, Chile, August 2008

http://www.unesco.cl


�

contents

Preface . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .5

Acknowledgements . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .7

Reader’s Guide . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .9

Executive Summary . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .13

Introduction . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .23

1. Are educational experiences relevant, given the purposes of education and the 

 challenges of the modern world? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .29

2. Are educational services offered pertinent to the particular conditions of students, 

 their families, and communities? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .51

3. Are education systems of the region efficacious in terms of attaining fundamental 

 goals?  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .75

4. Are the education systems of the region efficient in terms of the allocation and use 

 of resources that society assigns to education?  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 111

5. Are education systems contributing to equity through the creation of equal 

 opportunities? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 121

Conclusions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 135

Summary information by country. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 141

Methodological notes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 185

Annex 1: Information and guidelines for the documentary analysis . . . . . . . . . . . . . . . . . . . 201

Annex 2: Statistical data . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 219

References . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 235



�

Preface

The availability of information on the state of education in the region is vital for policy 
formulation, execution, and assessment, as well as for the development of more informed 
public discussion regarding education. 

This report reviews and assesses the progress of countries from the basic right to 
education perspective, taking into account the internationally agreed-upon goals of Educa-
tion For All as well as the strategies and principles which, in its Regional Education Project 
(PRELAC), the region has identified as central.  From this perspective, it is both a response to 
an explicit request of the ministers of education in this regard, as well as an effort that directly 
touches on UNESCO´s role as an intellectual ally of its members in the search for fulfilling 
those key principles and rights that have determined the activities of the United Nations 
since its creation. 

In order for information to be useful in education policy processes, it is necessary that 
it be produced and analyzed within a framework of meanings closely related to those policies 
needs.  From this perspective, the production of information should be based on the identifica-
tion of the substantive aspects that define public action in the field of education. 

Thus, this report, rather than being a compendium of “data”, is grounded on indica-
tors of the state of education.  It has been written with the understanding that education is 
a basic Human Right.  For this reason, it has been organized taking into account dimensions 
that, on the one hand, defines this right, and on the other, represents public action in the field 
of education.  Thus, it seeks to account for the relevance, pertinence, and equity of education, 
as well as the efficiency and efficacy of  education systems operation. 

This broad perspective also makes it possible to transcend the kinds of instrumental 
and/or reductionist views that have prevailed in the development of education information 
systems.  It thus offers the bases for a substantial improvement and strengthening of the abilities 
of such systems to provide information that is not only reliable and timely but also meaningful 
and relevant, given the current challenges faced by education and the views of education that 
are the foundations of the policy strategies that PRELAC has identified as crucial.

Thus, this document consists of a contemporary view of the meaning of education.  
It is the result of a process that has taken place among the countries of the region through 
preparatory meetings of the Inter-governmental Committee of PRELAC, in which they have 
been able to discuss their own form and organization of this revision. 

Moreover, this document is to be the first of a series to be produced every two years 
that will seek to contribute to national efforts, providing a regional perspective of the state 
of education.

On the other hand, this document was presented as a draft to the II Meeting of the 
Intergovernmental Committee of PRELAC, which took place in Buenos Aires on March 29-30, 
2007. The intention of presenting it as a preliminary report was to provide an additional op-
portunity to receive feedback of countries regarding its contents prior to its publication. 

It should be noted that the information upon which this document is based comes 
from various official sources, including:  (i) documentary analysis based on national norms 
and documents; (ii) statistics that are mostly based on official reports of the Member States 
as delivered to the UNESCO Institute for Statistics (UIS) as the agency that is responsible at 
the world level for this task, as well as information from household surveys carried out by 
national statistics agencies that are collected and processed by the United Nations Economic 
Commission for Latin America and the Caribbean (ECLAC). 

It begins with a useful Reader’s Guide that establishes some basic parameters regarding 
how the report has been constructed while providing details about the information utilized. 
The Executive Summary presents the most significant aspects and findings of the document.  
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rosa Blanco Guijarro
Director a.i.

UNESCO Regional Bureau of Education 
for Latin America and the Caribbean 

UNESCO Santiago

This is followed by an introductory chapter presenting general considerations as well as the 
analytical framework that define the structure and range of the entire document. There then 
follow five chapters, each dedicated to a dimension of the analysis of the state of education 
here considered: relevance, pertinence, efficacy, efficiency, and equity. Finally, there are the 
Conclusions, as well as a section on methodology and two Appendices with researcher check-
lists and data used. 

A reading reveals significant progress in the region in the area of education while at 
the same time identifies another equally important set of challenges that seriously threaten 
the Right to education. In this sense, we have here a document that, in the difficult task of 
providing a comprehensive view of a complex phenomenon and diverse situations, seeks to 
maintain a balanced position that avoids both self-complacency as well as the temptation of 
negativism and pessimism. 

Indeed, the state of education of the region is replete with great challenges and ur-
gency due to the fact that what is at stake is the present and future of millions of people in 
our region. Recording what has been achieved and identifying what still needs to be done will 
provide information for the development of education policies.  

We believe that this publication, as well as the series to follow will become a required 
reading that foster the development of efforts to which our people have a right, and that it is 
the obligation of those who hold the public trust to carry out. 

We hope that the analyses and findings presented here will become part of national 
debate.  If they do, we will have made a significant contribution to our tasks as an organization 
at the service of our Member States. If, in addition, the report points a way that the information 
system products do not merely stay in the reference libraries, we will have also contributed to 
education policies being increasingly informed by facts. 

Santiago, Chile. May 2007.
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reader’s Guide

information sources
This report has been developed using principally the following information: 

• The international education data base of the UNESCO Institute for Statistics (UIS). 
The information corresponds to the school year ending in 2004, or the most recent 
year if the latter is unavailable. Details regarding information used may be found 
in the corresponding appendix. 

• Information derived from household surveys collected and processed by the United 
Nations Economic Commission for Latin America and the Caribbean (ECLAC), also 
treated according to the international education standards defined by UNESCO. 
This information corresponds to the 2004 calendar year, or the most recent year 
available. 

• A documentary study specifically on education norms and national curricula 
developed by OREALC/UNESCO Santiago during 2006.

• Others used for specific purposes and identified as such in each case. 

definitions and methods
In order to assure international comparability, a key tool is the UNESCO International 

Standard Classification of Education, ISCED 97 (UNESCO, 1997). Definitions of education 
levels contemplated in this report correspond to this classification due to adaptations that each 
country has developed in order to report statistical information to the international database 
under the responsibility of the UNESCO Institute for Statistics (UIS) – whether through that 
institution’s questionnaires or those that are used jointly by UIS, Eurostat, and the Organiza-
tion for Economic Cooperation and Development (OECD). 

Regional averages of the indicators used in this report are calculated as simple means 
of the values of countries considered in each case. When regional values are used, these cor-
respond to the weighted average according to the numbers of the corresponding populations. 
In both cases, only those countries from which information is available are considered. 

Financial information is here always expressed in American dollars, corrected according 
to different national purchasing power. Thus, we have used PPP (purchasing power parity) dollars 
at constant values for the year 2000, according to figures published by the World Bank.

documentary analysis
In order to account for issues linked to the relevance and pertinence of education 

programs, a documentary study has been developed that uses information from countries of 
the region. This information comes from:

• National constitutions and general education laws; 

• Study plans, curricular frameworks, or basic curricular designs; 

• Specific programs directed at particular groups (Intercultural bi-lingual education, 
special education, education of young people and adults, etc.) or on particular 
subjects in order to strengthen the curriculum (human rights, in-school social 
relations, sex education, citizenship training, prevention of drug and alcohol abuse, 
etc.); 

• Policies and programs linked to recognizing individual, social, and cultural diver-
sity. 

Special attention has been given to curricular frameworks or study plans, given that 
the analysis of study programs would demand resources well beyond those available. Curricular 
frameworks include both general objectives and basic guidelines of various subjects, teach-
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ing method orientations, considerations regarding assessment and other factors, as well as 
transverse objectives where these exist. However, not all countries present the same curricular 
structure. In some of them, plans and programs are organized around objectives and general 
contents and curricular frameworks are presented separate from the study programs of each 
subject. In these cases, we have continued with the procedures used for guidelines, study plans, 
and curricular frameworks. At the same time, certain kinds of curricula are organized around 
competencies or standards. In this case, plans and programs appear as an integrated whole, 
thus making it possible to analyze the set. 

On the other hand, availability of and access to information on the web sites of 
ministries of education varies, thus leading to applying the analysis to diverse datasets. To 
this difficulty is added that of obtaining complete documentation on study plans. For Latin 
America, we have gained access to study plans for most countries with the exception of Aruba, 
Panama, and Cuba. For Paraguay we have analyzed only the study plan of the third year of 
primary education. In the Caribbean, we have only been able to consider the study plans of 
Belize and the Cayman Islands, while supplanting this lack by review of other documents such 
as the reports produced during assessment of progress in Education for All in 1999, the strategic 
plans of recent governments, national reports developed for the conferences organized by the 
UNESCO International Bureau of Education (IBE), or studies on curricular development. The 
foregoing explains the greater detail or precision of some countries and the lack of references 
for others.1 At the same time, it is important to consider that in federal systems, with full 
financial and managerial autonomy of provinces or states, there are curricular policies and 
programs that have not been incorporated into this study. 

Moreover, it should be recognized that some study plans have recently been approved. 
In these cases, one would expect that the normative frameworks reflect the most current 
advances in the area of education. However, it may be that their adoption and effective use 
are not yet a reality, while some curricula, although not as up-to-date in their education con-
ceptualizations and structures, have been implemented for a longer period of time. Finally, 
although a prescribed curriculum is not identical to that which is experienced by students in 
the classroom, it is a key element for understanding that experience.

The aspects outlined here allow us to verify whether education legislation and curricular 
policies are properly aligned or not, and to identify which aspects are not fully developed in 
terms of pertinent services provided to the school population. Thus, the guidelines used for 
the analysis allows us to compare coherence between the rights one seeks to guarantee, the 
education principles by which they are supported, and the existing mechanisms, procedures, 
and regulations to make them effective. Through these guidelines one can improve and de-
sign new instruments for analyzing the pertinence of education systems in relation to school 
texts, national assessments, and school and pedagogical practices – questions that the present 
study does not approach and which would provide a more complete answer to the question 
of whether how one educates is or is not pertinent. 

In regard to questions linked to pertinence of the curriculum, emphasis has been given 
to analyzing curricular frameworks or study plans, the principles or bases of the curriculum, 
curricular structure and organization, the general objectives and basic guidelines of various 
sectors, teaching and assessment guidelines, and other factors relative to curricular flexibility 
and adaptability. 

Varying amounts of information have been obtained in regard to special education 
programs or those directed at particular groups (special education, programs to support educa-
tion management, decentralization, teacher training, etc.) Aruba is the only case where it has 
not been possible to gain access to education legislation in regard to pertinence. 

This documentary analysis has two major limitations. First, it does not allow us to 

1 For details on the documentation consulted for each country, see the corresponding appendix. 
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observe the functioning of education systems in terms of the practices of the actors involved. 
Second, its levels of analysis and comparability are restricted to political-normative and cur-
ricular declarations. 

Thus, this assessment represents above all an initial look at the relevance and pertinence 
of education systems as they in fact function and operate, and which needs to be expanded 
through complementary analyses. 

statistical data
All tables and graphs show available information for each indicator used. Thus, not all 

countries appear in all graphs and tables. The appendices include information used and that 
which has been included in each case. The abbreviation “n.a.” indicates that the information 
in question was not available for this report, either because it does not exist, or because the 
sources used did not include it. 

Note that in some cases, available information may correspond to UNESCO Institute 
for Statistics estimates or to those of the country. Details regarding this information are in-
cluded in the data appendix. Moreover, OREALC/UNESCO Santiago, with the collaboration of 
UIS, has calculated indicators in addition to those published regularly by UIS using the same 
international database. 

Information contained in this report may be different than that used and disseminated 
nationally. These differences occur for the following reasons:

• All references to levels of education are made according to the International Stand-
ard Classification of Education (ISCED 97) This classification does not necessarily 
coincide with national nomenclatures used in particular countries. For example, 
in this report, “primary education” means ISCED level 1, which is not necessarily 
identical to what countries call “primary education”, “basic education”, “elementary 
school”, etc. 

• Information sources used for calculating indicators do not necessarily coincide with 
other sources that may be used by countries or other organizations. An example is 
the value of the Gross Domestic Product, based on figures from the World Bank in 
United States dollars corrected for purchasing power parity and in constant values 
for the year 2000 (US PPP 2000) or demographic information based on population 
projections carried out by the United Nations Population Division. 

countries
This report includes the 41 UNESCO Member States or Observers in the Latin America 

and Caribbean region. These 41 countries and territories, the ISO identifiers used, and the sub-
regional grouping used in this report are detailed below:2

2 The sub-regional grouping used is based on cultural criteria (language) and on the territorial organization of UNESCO. 
Thus, we have considered as Latin America all Spanish and Portuguese speaking countries and Aruba. The Caribbean 
is considered to include English, French, and Dutch speaking countries except Aruba. The official names are given in 
the information appendix by country. 
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Table 1:  list of countries included; identifiers and sub-regional groupings

latin america caribbean

AR Argentina AI Anguilla

AW Aruba AG Antigua and Barbuda

BO Bolivia AN Netherlands Antilles

BR Brazil BS Bahamas

CO Colombia BB Barbados

CR Costa Rica BZ Belize

CU Cuba BM Bermuda

CL Chile DM Dominica

EC Ecuador GD Grenada

SV El Salvador GY Guyana

GT Guatemala HT Haiti

HN Honduras KY Cayman Islands

MX Mexico TC Turks and Caicos Islands 

NI Nicaragua VG British Virgin Islands

PN Panama JM Jamaica

PY Paraguay MS Montserrat

PE Peru KN Saint Kitts and Nevis

DO Dominican Republic VC St.  Vincent and the Grenadines

UY Uruguay LC St. Lucia

VN Venezuela SR Suriname

TT Trinidad and Tobago
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executive summary

1. The State of Education in Latin America and the Caribbean, 2007 is an effort de-
signed to describe the condition of education in the region using an approach where 
education is a fundamental human right and taking into account the goals of Education 
for All (EFA) and its regional expression as embodied in the principles and strategic 
approaches of the Regional Education Project (PRELAC). 

2. According to the document Quality Education for All: A Human Rights Issue 
(UNESCO, 2007), a rights-based approach applied to education has implications regard-
ing the understanding of what constitutes a quality education. From the point of view 
of its purposes, education must be relevant; that is, it has to enable people to fully 
exercise their freedom and citizenship. Moreover, education can only achieve this goal 
if it is pertinent to the concrete conditions within which people act. Furthermore, the 
fact of its having a universal character, that is, being a right for all, and that it enables 
people in terms of their life skills, means that equity is a factor inherent to quality. 
Moreover, considering that it is a right, public action is of crucial importance. In this 
regard, a quality education must be effective in achieving the objectives proposed in 
the field of public action, while respecting the resources that citizens devote to the 
task by being efficient.

 The principles and strategic focuses adopted by EFA/PRELAC (UNESCO, 2002) are, 
together with the above considerations, additional elements that require us to tran-
scend merely instrumental views of education. This influences, therefore, the way 
that information relates to the formulation, implementation, assessment, and public 
discussion of education issues. 

3. With this in mind, this report is organized according to the five dimensions of quality 
here indicated (relevance, pertinence, efficacy, efficiency, and equity),1 reorganizing a 
set of existing facts and generating new information so that it may be consistent with 
the above formulations and providing information that is meaningful. Moreover, we 
expect this to be the first of a series that will be produced every two years. 

4. The fact that current education information systems have not been constructed using 
these considerations has required an effort in two directions: (i) a re-reading of available 
information using a different framework of meaning, and (ii) specific production of 
information, in particular in regard to the dimensions of relevance and pertinence. 

5. In spite of the above, there are many information gaps that need to be faced, both 
through specific research as well as through an effort to improve national education 
information systems in order that they become closer to current approaches to edu-
cation – increasing their capacities to produce information that is not only reliable 
and timely, but also meaningful for decision-making and public discussion from a 
rights-based approach. Many of the current efforts of UNESCO within the framework 
of EFA/PRELAC are directed precisely at serving these areas. 

documentary analysis of the relevance dimension organized around the four 
pillars of education for the xx century (learning to be, to do, to know, and to 
live together) resulted in the following findings: 

6. Of the four pillars of learning, learning to know, learning to do, and learning to be, 
have already been considered in the approaches to the quality of education in the 
last decades of the XX century (UNESCO, 2001b). The 1980s placed at the center of 
education projects the development of regulations and assessment of student learn-

1 Note that this approach has been discussed in various technical meetings, and in the preparatory meetings of the 
Inter-governmental Committee of PRELAC (December, 2005 and May, 2006).
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ing outcomes, especially in language and mathematics. During those years, trust was 
placed on education regulation and control within the perspective of improving the 
quality of education. Achieving better quality education demanded more and better 
definitions in regard to what and how much one needs to know, and more and better 
tests in order to precisely measure if this was achieved (UNESCO, 2003). Toward the 
end of the 1990s and at the beginning of the XXI century, learning to live together had 
acquired greater importance because in increasingly more complex, multi-cultural, and 
violent societies, social cohesion and harmony had become unavoidable imperatives 
in order to successfully face the challenges of development. 

7. Within the current context, in the majority of countries of the region orientations have 
appeared, although with unequal emphasis, referring to the four pillars of learning in 
their normative frameworks and school curricula. Objectives built around learning to 
know and learning to live together are quite developed, at both the normative level 
and in the general lines of the curriculum as well as in some programs of study. On 
the other hand, the objectives of learning to do and learning to be do not appear as 
explicitly. 

8. Similarly, in their treatment some weaknesses appear that require attention. 
a. The dimension of learning to know is seen very present in the development of abili-

ties, skills, and attitudes in the areas of language and communication, as applied to 
mathematics, scientific and social knowledge, and the development of basic abilities 
to select, analyze, assess, and share information coming from diverse sources. In 
regard to the development of critical and integrating thought, these dimensions 
are more present in processes of analysis-synthesis and problem solving than 
those processes that require evaluative judgment on particular phenomena, and 
are even less present in processes that lead to decision-making. In other words, 
one notes a certain imbalance in regard to thought development processes, since 
it is not sufficient for students to manage information and be able to analyze and 
summarize it if they are not also taught to make well-founded judgements and 
interpretations for decision-making. 

b. This dimension shows itself to be very weak in developing the capacities of students 
to know how they know, or to learn through their own learning experiences, i.e., the 
exercise of meta-cognition and meta-learning. The latter are extremely important 
because they make it possible to extend learning to other areas of knowledge 
and foster the capacity to adapt to changing circumstances – most definitely a 
preparation for learning to learn throughout life. 

c. In study plans and programs, learning to do is present through the objective of 
preparing persons who are committed to preserving the environment and to sus-
tainable development, as well as in using new technologies as tools for learning, 
productivity, communication, and research. Quite frequently, learning to work in 
teams appears as well, but there is little emphasis on the development of enterprise 
and leadership abilities that are essential in modern society. Fostering the innova-
tive and creative capacities of people is limited primarily to the arts, although with 
fewer class hours compared to other learning areas. Creativity and innovation are 
mentioned at times in terms of the development of scientific research skills or in 
mathematics, but generally without this resulting in concrete applications through 
innovative creations or solutions of various kinds. 

d. The learning to live together dimension appears most strongly in aspects related 
to citizen training through the development of attitudes that foster cooperation 
and solidarity, the knowledge and exercise of human rights, learning directed at 
mutual understanding through respect for diversity and pluralism, and the ability 
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to resolve conflicts peacefully. Less emphasis is given to learning aimed at acting 
with fairness, transparency, and honesty – qualities of utmost importance given 
the lack of transparency and high rates of corruption in the region. 

e. Finally, learning to be is perhaps the aspect that is the least emphasized, not as weak 
as in the general orientations of curricula as it is in the different areas of learning. 
The least developed learning objectives are those linked to the development of 
identity and autonomy, self-knowledge, self-esteem, self-control, and emotions 
management. Similarly, very general mention is made regarding the development 
of personal projection abilities. When these are mentioned, it is generally in associa-
tion with vocational and employment training rather than with the development 
of life projects in the broader sense. In this dimension, the most visible indicators 
are the establishment of empathetic relations, the development of moral aware-
ness, social responsibility, and reciprocity. In this regard, a general finding is the 
lack of school time and space devoted to personal development, guidance, peer 
interaction, and reflection and dialogue on subjects of interest to students. 

9. Tension was noted regarding the option of using the four pillars of learning either 
as cross-cutting themes or as objectives or contents of specific learning areas. In 
various countries, orientations regarding learning to live together, to the development 
of thought, learning to endeavour, and learning to be were expressed only in the 
cross-cutting themes of the curriculum. While recognizing their importance for the 
organization of learning, if study program teaching guides do not explain how to work 
with these skills within the context of teaching and learning areas, one runs the risk of 
that which is cross-cutting become invisible and therefore these kinds of learning not 
being adequately developed. At the other extreme, one finds curricula that make use 
of this kind of learning only in some areas, restricting, for example, the development 
of creativity to the arts, problem-solving to mathematics, environmental awareness to 
the natural sciences, citizen training to the social sciences. Thus, by not applying this 
kind of learning in a cross-cutting manner, one limits the possibility of developing its 
different dimensions in others, while placing the responsibility for its promotion on 
only some teachers rather than on the school as a whole. 

10. On the other hand, one notes a paradox that is the result of the greater emphasis given 
to learning linked to learning to live together – related to socialization – as compared 
to the objectives of learning to be - related to individuation – given that people are 
able to establish better relations with others and with their culture according to the 
extent to which they have developed their own personalities and personal life projects, 
while the construction of identity is developed through living with others who are dif-
ferent. A rights-based approach to education allows one to develop the full potential 
of students so they may be more integrated and better influence the world in which 
they develop. 

11. Finally, in most countries analyzed, orientations referring to the four pillars of education 
are contained within the general objectives and principles of education more at the 
prescriptive level but do not always have a correlate in didactic orientations, contents, 
and learning activities of programs of study. This can make them very difficult to ap-
ply to regular school activities. After this analysis, a question remains regarding the 
extent to which these orientations are incorporated into teaching practices and in the 
institutionalized social dynamics of schools. 



1�

analysis of the pertinence dimension, organized based on positions 
regarding respect for and recognition of the value of diversity, flexibility, and 
adaptability of education programs to the particular conditions of people and 
the operation of support systems resulted in the following findings: 

12. Guaranteeing the right to education of all citizens is an explicit priority of the region. 
This is aimed primarily at assuring equal access to and permanence in the system 
through the provision of public, free educational services – usually understood as the 
absence of tuition fees – at least at compulsory levels. Only some countries mention 
that this should be quality education as well. 

13. Countries agree on the postulates of the right of all students to not suffer discrimina-
tion, of equality of treatment of men and women, and of the right of persons with 
special education needs to receive a quality education with equal opportunities. Public 
education is secular in half of the countries. In the other half, religious training – mainly 
Catholic – is given in all schools while offering only in some countries freedom of choice 
to parents and teachers. The right of all students to receive an education that allows 
them to develop and strengthen their own identities is mentioned only rarely and is 
usually associated with national identity. Emphasis in this area tends to be placed on 
comprehensive development aimed at contributing to personality training: expression, 
skills, interest, and vocation. 

14. Although national constitutions proclaim equality in the dignity and rights of persons 
and the elimination of all discriminatory practices, in a majority of countries these 
provisions are not backed by implementing legislation and sanctions for schools that 
do not comply. In other cases, although these are established, there is no prescription 
for the existence of monitoring mechanisms. In some cases, the regulations concen-
trate on protection in specific situations such as discrimination against students who 
are pregnant, belong to ethnic groups, those with HIV or AIDS, or regarding the civil 
status of parents. Very few countries have rules in regard to the existence of disposi-
tions and regulations for the elimination of stereotypes and discrimination in school 
textbooks. 

15. Assuring the right to not suffer discrimination is commonly linked to offering equal 
opportunities for access to and permanence in the education system and is embodied 
in compensatory policies for those who live under more vulnerable conditions. This 
is expressed in target programs (especially inter-cultural bilingual, special education, 
multi-grade, and adult education, etc.) These strategies tend to combine psychosocial 
and pedagogical activities. They often work with social, family, and community networks 
and include supporting funding for schools. The problem noted is the absence of links 
between different programs. It is difficult to determine the extent to which they share 
the same orientations, take advantage of accumulated experiences and produced re-
sources, assess and systematize their progress and redirect their activities according to 
difficulties encountered and progress achieved. On the other hand, national programs 
aimed at improving the management of quality, especially among vulnerable groups, 
offer little information on procedures and mechanisms for responding to diversity and 
overcoming learning and participatory barriers typical of current school system culture 
and structure. 

16. Fostering and protecting the right of indigenous peoples, Afro-descendents, migrants, 
and other religions and linguistic minorities to receive an education that values and 
incorporates their language and culture is particularly noted in countries with large 
indigenous and Afro-descendent populations. Not all of these, however, specify strate-
gies and regulations to make this guarantee effective. 
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17. In spite of emphasis being placed on the need to adapt the curriculum according to 
the characteristics of each socio-cultural, ecological, and geographic context, while 
stressing the role of communities in the construction of proposals, these declarations 
are not always accompanied by explicit mechanisms and procedures in regard to how 
curriculum diversification and adaptation processes are to be carried out. Available 
documentation does not specify how education communities are to be incorporated 
into this process. In general, such participation is part of management decentraliza-
tion strategies, the implementation mechanisms of which exhibit different levels of 
progress. 

18. Although it is stated that teachers should adapt the curriculum, information is not 
provided regarding specific rules or mechanisms to be used in this task. Normally, 
guidelines regarding taking into account social, cultural, and individual factors and 
adapting them to teaching are general and prescriptive. 

19. Usually, teaching in and about native languages takes place in schools located in areas 
of high concentrations of indigenous populations and in the first years of primary 
school. The challenge remains of extending this to multi-cultural schools in urban 
areas and to secondary education. Recognition by some countries in Latin America of 
their linguistic, ethnic, and cultural diversity has led to consolidation of the idea of 
strengthening inter-cultural dialogue in order to foster democratic participation and 
social cohesion. Thus, they have incorporated the cross-cutting theme of intercultural 
education into their national curricular designs, which is common for all students and 
is not limited to indigenous communities that do not speak the official language as it 
occurred in the past.

20. There is general agreement in Latin America that education plans and programs should be 
pertinent, with individual differences in levels of competence, paces of learning, styles 
for facing and resolving problems, and motivations considered in learning activities. 
There is, moreover, consensus on the importance of the active participation of learners 
in the construction of their own knowledge. Therefore, teachers should place value on 
the life experiences and previous knowledge of their students and foster interaction with 
them in searching for their increasing autonomy. Among the Caribbean countries, most 
intend to adopt measures necessary for serving those with special education needs. 
Few, however, mention adjusting the curriculum to different contexts and cultures, or 
explicitly consider gender differences. 

21. There is a degree of agreement in Latin America and the Caribbean in terms of estab-
lishing conditions and mechanisms for autonomy and participation in the construction 
of individual school projects. However, although progress has occurred in designing 
strategies, mechanisms, and means for the development of such projects, strategies 
need to be developed for encouraging participation in their construction and for 
developing diversified curricular proposals accompanied by technical assistance and 
training for teachers and school authorities.

22. There has been progress in constructing more flexible curricula built around broad and 
common basic objectives. These curricula emphasize integration of contents by or-
ganizing them into learning areas and learning cycles. They can thus complement or 
consolidate different kinds of learning, minimize grade repetition, and respect the paces 
of student learning. However, while curricular frameworks declare that sub-national 
units should propose their own contents in order to allow students to learn about their 
regions and localities, few countries make time available for this purpose. 

23. Most national curricula in Latin America highlight the importance of pertinent, inclu-
sive, and inter-cultural education. Teacher training should respond to these principles. 
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However, only some countries use guidelines to specifically regulate teacher train-
ing institutions in order to guarantee fulfillment of quality criteria agreed upon and 
established nationally. In regard to teacher training, countries with greater levels of 
decentralization declare in their education legislation that sub-national units have the 
duty to coordinate teacher training activities in order that they pay proper attention to 
issues of diversity and human rights. The effectiveness of these declarations depends on 
the efficacy of decentralization processes, existing regulations, assessments of teacher 
performance, and the competence of those responsible for teacher training. 

24. Education of people with special education needs is being re-directed, abandoning 
deficit-based models in favor of an approach based on the development of potential, 
and allowing equalization of opportunities, with schools being responsible for accept-
ing and adapting to the learning needs of all. In this regard, the integration of persons 
with special needs into regular schools is a growing policy in Latin American countries. 
A number of them have education integration policies and regulations. Very few, how-
ever, have put these into practice or provide regular schools with the skills, technical 
assistance, guidance for curricular adaptation, and specific resources required. There 
is still little understanding of the interactive character of special education needs, and 
many continue to view learning difficulties as results of personal attributes of students. 
Few explicit references were found to the idea that all children, without exception, 
can learn and can develop basic necessary skills if they are offered quality educational 
opportunities. 

25. We have identified very few experiences of technical-pedagogical support and assistance 
to schools that function permanently decentralized at the local level. Although many 
countries are developing programs for persons with special needs, very few provide 
information on resource centers for education integration, bibliographies, and personnel 
specialized in different disabilities in order to assist both families and teachers. 

26. We note that support systems for schools are commonly conceived as multiple assist-
ance services that include health, transportation, nutrition, school materials, enrollment 
retention aid, and in some cases psycho-pedagogical assistance to the most vulnerable 
schools. Another support provided is through student guidance and welfare units. Often, 
however, these actions are the only kind of support conceived, with no proposals to 
create inclusive schools with integrated orientations, strategies, and means to respond 
to the diverse education needs of their students. 

27. It is commonly assumed that parent committees and school councils are meant to 
contribute to raising the quality of educational services and to ensure satisfaction of 
the learning needs of their children through social control. However, in various countries 
their roles are seen as collaborating or supporting in less important matters rather 
than deliberating on questions central to school orientation and performance. The 
documentation indicates that in few countries has the organization of school councils 
or education improvement committees been accompanied by actions, mechanisms, or 
means to permit them to act and to build a participatory culture in schools and local 
communities. 

analysis of the efficacy dimension has produced the following findings: 
28. Monitoring of the policy objectives defined in the Framework of Action of Dakar2 

shows significant progress in their attainment. Available information shows progress in 
different aspects related to access and to literacy. However, there are still unresolved 
issues associated principally to completion of studies and to learning achievement. 

2 Note that the objective linked to equity is specifically treated in Chapter 5.
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29. Coverage for the population 3 to 18 years of age shows disparities among countries. 
Some 35 million children do not enter any educational program. Although trends 
in access rates to primary education clearly point toward universalization, there are 
still cases in which one of every ten children of primary education official age group 
population are not so enrolled. Increase access to the levels prior to and following 
primary education has not been equally impressive for all countries, with some at 
a clear disadvantage in terms of achieving the objectives of Education for All. Some 
countries are able to guarantee access to pre-primary education for less than one-third 
of the official age group population and access to secondary education to less than 
half of the official age group population. Relative volumes of enrollments in tertiary 
education have disparate values between countries, thus differences are even more 
extreme, placing the Caribbean countries at a disadvantage. 

30. Illiteracy rates have fallen, but at a pace that does not bode well for achieving the 
objective of Education for all by 2015. Nearly 35 million people 15 years of age and 
older describe themselves as illiterate. This, combined with the approximately 88 mil-
lion from the same age group who have not completed primary schooling presents a 
challenge of considerable magnitude for education policies.

31. Primary education completion levels show that the region as a whole has progressed 
in achieving the goal of universalization. But this is not a subject that can be taken as 
resolved. There are still countries with current primary education completion patterns 
in which more than one in every five children do not complete primary schooling. 
Moreover, 4.5 million people between 15 and 19 years of age have not completed this 
level. The greatest challenges in regard to universal completion of primary education 
are found in a number of Central American countries.

32. In terms of completion of lower secondary education, and given current completion 
patterns, various countries are in a condition to ensure universal completion. But in 
others, this figure does not reach 70%. Taking all countries as a whole, the region has 
not been able to assure the completion of this level for more than 14 million people 
20 to 24 years of age.

33. A small number of countries possess the conditions to ensure completion of upper 
secondary education for all of the population of the age to do so, while for many 
countries this is a distant possibility. Some have upper secondary school completion 
rates below 50%, with nearly 25 million people who have not completed this level. 
Note as well that in some Central American countries, completion levels for upper 
secondary education are low even among the higher income sectors, thus indicating 
additional problems for the country. 

34. Participation in international studies that measure learning achievement using mini-
mum criteria to ensure comparability and reliable results is a theme that should be 
encouraged. Previous studies with full participation of Latin American countries, as well 
as international studies in which some of them have taken part show great challenges 
ahead, given the poor results both in comparative and (principally) in absolute terms. 
These tests show that very high percentages of the population are not being assured 
minimal results in the learning areas assessed. 

35. The need to have relevant information on curricular management in terms of teach-
ing and learning processes in local contexts, teachers, students, and the interactions 
between them and with their peers is imperative for understanding aspects linked to 
the objectives and results mentioned. Efforts in this area could provide key information 
on vital subjects such as classroom and school climate, the relation among various 
education actors as a whole, and their interactions with their communities. 
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analysis of the efficiency dimension has resulted in the following findings: 
36. For years now there has been clear evidence of the important financial burden caused 

by grade repetition. For the school year ending in 2004, it is estimated that this burden 
reached 5.6 billion US dollars PPP in the case of primary education, and 5.5 billion US 
dollars PPP3 for secondary education. Moreover, most of this waste is concentrated in 
Latin American countries, given that the practice of grade repetition is more extended 
there than in the Caribbean. 

37. In addition to identifying the magnitude of resources, this report shows two concur-
rent phenomena: on the one hand, what grade repetition involves in terms of student 
trajectories, and on the other, the impact of delayed progress in school on completion 
of study. 

38. Regarding the first aspect, education systems of the region have levels of approximately 
70% of timely enrollment in first grade – that is, of children entering primary school 
at the officially stipulated age. However timely coverage for the final grade of primary 
education only reaches 45% of the corresponding population. Thus, education systems 
systematically delay or expel students. For every ten individuals who are able to enter 
primary education in a timely manner, only six retain that condition until the final 
grade of this level. 

39. Moreover, levels of delay in progress are inversely related to levels of completion. 
The larger the discrepancy between the number of years expected for a person to be 
enrolled at a given level and the number of grades to be passed, the lower the comple-
tion levels. Similarly, the greater the capacity of education systems to delay or expel 
students, the lower the completion levels.

40. Grade repetition, the pedagogical value of which is seriously questioned, is not only a 
problem in that it represents a double expense for the State (the entire community) 
and families in a direct manner; it also has a negative impact on student trajectories, 
reducing the probability of completing schooling. Therefore, inefficiency is not only a 
problem in itself; it generates inefficacy as well. 

41. There has been a sustained increase in the volumes of public resources allocated to 
education. However, this increase has been the result of growth of the economy and 
of tax revenue and not of increased priority granted to the sector. The latter, expressed 
in terms of the percentage of public spending dedicated to education – has remained 
stable. Specific research is required to understand the impact that these increases in 
volumes of resources have had on the efficacy, efficiency, equity, relevance, and perti-
nence of the educational services provided – the question remains as to whether we 
are simply “paying more for the same”. This would seriously compromise the capacity 
to establish agreements in favor of giving more priority to public investment in educa-
tion. 

analysis of the equity dimension has resulted in the following findings:
42. The analysis of equity involves a very broad set of aspects having to do with various 

dimensions of the quality of education. Thus, for example, those linked to pertinence, 
as well as flexibility, adaptation capacity, respect for differences – have direct impacts 
on equity. For this report, however, it has only been possible to consider some aspects 
for which available information provides clear evidence of regional trends. 

43. We have analyzed variables linked to access and completion of studies and literacy 
disaggregated by gender, area of residence (urban or rural), ethnic pertinence, entry 
levels, and household income. 

44. The variables analyzed show, in regard to gender, a heterogeneous situation in which 

3 At constant year 2000 values.
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a small number of countries still show differences in detriment to females within a 
regional framework of parity or of a clear reversal of disparities. This means that it is 
increasingly common to find situations in which the male population appears to be 
at a disadvantage.

45. Similarly, we find systematic differences that show a disadvantage for rural populations 
and those belonging to native groups or Afrodescendents. These disparities tend to be 
of greater magnitude than those observed for gender.

46. Moreover, the element that discriminates most strongly has to do with household 
income levels and condition of poverty. In fact, we may say that the differences as-
sociated to household income, even in the case of completion of primary education, 
are very marked.

47. In addition, equity gaps, in general, are more marked the higher the education level 
considered. 

48. Current challenges in regard to key aspects such as universal completion of primary 
education are not equally distributed among the population. Conclusion levels among 
disadvantaged groups tend to be systematically lower. Thus, inequities in education 
combine with other inequities, making up a complex set of social exclusion that denies 
a basic purpose of education linked to the creation of equal opportunities among 
persons. Available information shows clearly that education systems have not been 
able to reverse social inequalities; rather they reproduce them. 

final remarks:
49. The report illustrates a complex set of progress and challenges in regard to advancing 

toward the achievement of the EFA goals and guaranteeing the right to education.
50. Progress in the area of written curricula need to be accompanied by the development 

of mechanisms in order to assure that these are translated into practices in classrooms 
and schools, making effective that which at the declarative and prescriptive levels 
is quite clear. Curricular reform efforts, however, do have the benefit of significant 
frameworks of reference in order to move forward. The priority, therefore, is not in 
regard to adjustments that can always be made at this level, but rather in assuring 
that practices are consistent with explicit proposals. 

51. In this regard, it is extremely important to ensure that the whole set of resources al-
located to education are increasingly focused in this direction. Changes in education 
cannot be the exclusive result of initiatives that are important, but in the end marginal, 
compared to what most of the operation of the system implies for what happens in 
schools and classrooms.

52. Emphasis must be placed on the achievement of key national and international 
goals. 
a. The expansion of early childhood education is, in this area, a principal challenge 

due to its direct importance and its impact on student trajectories, on equity itself, 
and on achieving EFA goals. 

b. The universal completion of primary education is an absolute minimum. Countries 
approaching this level should pay particular attention to the specific needs of small 
groups of the population that are still excluded, since their rights are as important as 
those of any others, and their relative sizes should not make them invisible. In turn, 
countries that still face large challenges in this area should redouble their efforts, 
paying particular attention to the perverse effects of inefficiency. Together with 
the completion of primary education, countries should also direct their attention 
to access to and completion of other levels of education, especially those that 
are considered compulsory. Beyond the compulsory character of some education 
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levels, one must also consider the impact that completion of different education 
levels has on the living conditions of families, communities, and national societies 
as a whole. 

c. Serving the education needs of young people and adults is also of great concern, 
and an area that requires greater effort. Current services are either very limited 
or are an alternate training channel for working children; this fact should not be 
ignored. 

d. Reducing illiteracy involves the development of efforts in two areas. The first is 
attention to the adult population through programs that are effective and able to 
ensure the sustainable development of skills. The second has to do with moving 
toward universal completion of primary education in order to not continue to 
generate new groups of people in this condition. 

e. Although comparable information on student achievement levels is limited, that 
which does exist shows a very worrisome situation. In spite of the progress shown 
in access to and completion of education, this has not been accompanied by the 
guarantee of the universal acquisition of minimal learning – an issue that seriously 
compromises achievement of efforts carried out. 

f. The equity gaps identified in the report present a particularly critical challenge 
due to the fact that they seriously compromise the possibility of guaranteeing 
the right to education. The capacity of education systems to not reproduce social 
inequalities is a critical element of their performance that must be given much 
more attention.

53. Achieving quality education for all demands consolidating and sustaining progress 
gained as well as facing the pending challenges identified above in each one of these 
areas. 

54. Follow-up of the progress of countries both at the regional and national levels also 
requires efforts to improve and strengthen education information systems. Although 
these systems have been consolidated in most countries, which are now able to 
regularly generate information on education, the conceptual frameworks that have 
inspired them present weaknesses that compromise their ability to generate relevant 
information. Thus, aspects that are of crucial importance require a re-reading of existing 
information and, in some areas they cannot be approached simply due to the absence 
of systematic information. 
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introduction

(a) the state of education in latin america and the caribbean: 
development of an approach in light of efa, Prelac, and current 
challenges to education 

This document brings together a broad set of issues in order to provide a comprehen-
sive look at the state of education in Latin America and the Caribbean. The trends provoking 
change in education, usually associated to the process of education reform, have been in-
creasingly influenced by the recognition of education as a fundamental human right and by a 
“expanded vision” of education best expressed 17 years ago in Jomtien by the world initiative 
of Education for All. 

Although economic, social, and cultural rights (and among them the right to educa-
tion) have been expressed in important documents in international public law, including the 
Universal Declaration of Human Rights (1948) and the Convention on the Rights of Children 
(1990), among others, constitutional recognition of these rights within different countries has 
not reached the point that they are contained in national legal institutional frameworks that 
guarantee them in a full sense. 

In fact, in spite of such international instruments, the idea of recognizing education 
as an inalienable right is relatively recent. It has been expressed in publicly-stated concerns 
and policies and the creation of legal and institutional frameworks that truly guarantee that 
economic, social, and cultural rights are backed by the kinds of guarantees enjoyed by existing 
civil and political rights. Although there are clear legal frameworks that protect and assure, 
for example, the right of a person to not be subject to arbitrary detention (an appeal for legal 
protection such as habeas corpus), there are as of yet no equivalents linked to economic, social, 
or cultural rights. There is a growing trend to emphasize this need and to foster its existence. 

This trend has resulted in this set of rights becoming the object of systematic reflec-
tion making it possible to define its basic attributes and assuring them through institutional 
and legal norms. In this sense, the efforts of the United Nations Special Rapporteurs on the 
Right to Education are of special note.1

For its part, the “expanded vision” of education was expressed in Jomtien as the need 
to be based on:

(…) the best of the present policies and practices but goes beyond existing resource 
levels, institutional structures, curricula, and conventional suppliers and incorporates 
whatever is needed to meet the basic learning needs of all. The structure and content of 
learning activities should be determined to equip all children, youth, and adults with the 
knowledge, skills, values and attitudes they need to survive, to improve their quality of 
life, to empower them to participate fully and responsibly in their communities and na-
tions´ life, to initiate and to adapt to changing circumstances—and to continue learning 
according to their individual needs and interests.2

Therefore, emphasis should be placed on meeting basic learning needs understood 
as comprising “both essential learning tools (such as literacy, oral expression, numeracy, and 
problem solving) and the basic learning content (such as knowledge, skills, values, and attitudes) 
required by human beings to be able to survive, to develop their full capacities, to live and 
work in dignity, to participate fully in development, to improve the quality of their lives, to 
make informed decisions, and to continue learning.” (Op.Cit, p.11)

1 See in particular Muñoz Villalobos (2004) and Tomasevski (2006) as well as UNESCO and UN Economic and Social 
Council (2003)

2 World Conference on Education for All (1990; 33)
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These ideas were further developed in the report of the International Commission on 
Education for the XXI Century headed by Jacques Delors (UNESCO 1996) This work maintained 
and amplified notions of education as a life-long process within society. It proposed four basic 
pillars upon which education in contemporary society should be based: the development of 
learning to be; to live together; to do; and to know in a continuous manner. 

For its part, the World Education Forum (Dakar, Senegal, April, 2000 - UNESCO 2000a), 
ratified the need to progress toward basic education objectives and offered a framework of 
action that provides a basic guide for the work carried out by UNESCO in education. 

In Latin America and the Caribbean, the wave of education reform has given increasing 
attention to these kinds of actions. In November 2002, the ministers of education themselves 
established the Regional Education Project for Latin America and the Caribbean (PRELAC) 
identifying four basic principles and five strategic focuses in order to guide public action in 
education (see UNESCO 2002a). These principles address the need for education policies:

• To go from an emphasis on inputs and structures to one on people as active 
agents for change so that through their own practice they may produce, modify, 
or reproduce the conditions within which they act. PRELAC thus argues for the 
need to go from instrumental approaches to perspectives centered on the active 
role of people in constructing social realities. 

• To transcend the idea of education as mere transmission of content and understand-
ing it rather as dealing with the comprehensive development of human beings. 

• To increasingly affirm the requirement to meet the needs of diversity, leaving aside 
homogenous and homogenizing approaches to learning. 

• To increasingly argue that education is the responsibility of society as a whole – an 
educating society that transcends the focus placed on schools alone as venues for 
education. 

For their part, the strategic focuses underline the need to organize public action around 
the following issues: 

• The contents and practices of education, in order to construct meaning regarding 
ourselves, others, and the world in which we live.

• Teachers and the strengthening of their active participation in education change, 
in order that they may respond to the learning needs of their students. 

• The culture of schools, so they may become communities of learning and partici-
pation. 

• The management and flexibility of education systems, in order to offer effective 
life-long learning opportunities. 

• Social responsibility for education, in order to generate commitment to its devel-
opment and its results. 

These principles and strategic focuses are in harmony with contemporary ideas about 
social action and education, and are therefore basic referents for assessing the progress of 
education. In particular, given the character of UNESCO as an inter-governmental organization 
and the way that public action is structured in contemporary societies, these principles and 
focuses are vital for approaching the state of education in our countries. 

In order to understand the situation, we must possess information, which should be 
organized in a way that ensures produced evidence responds effectively to the current chal-
lenges and understandings of educational task. 

These considerations led OREALC/UNESCO Santiago to deeply reflect on the conse-
quences that contemporary approaches to education have on the production and organization 
of information. The results of this effort were presented and discussed during the preparatory 
meetings of the PRELAC Intergovernmental Committee held in December, 2005 and May, 
2006. These discussions made possible to adjust the analytical model that is at the founda-
tion of this report. 
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(b) analytical framework

Based on the general considerations detailed above, the analysis of the state of educa-
tion in the region seeks to determine the extent to which we have moved toward the goal of 
achieving quality education for all; that is, to what extent the right to such education is being 
assured as described in Article 26 of the Universal Declaration of Human Rights:

Everyone has the right to education. Education shall be free, at least in the elementary 
and fundamental stages. Elementary education shall be compulsory. Technical and 
professional education shall be made generally available and higher education shall be 
equally accessible to all on the basis of merit. 
Education shall be directed to the full development of the human personality and to the 
strengthening of respect for human rights and fundamental freedoms. It shall promote 
understanding, tolerance and friendship among all nations, racial or religious groups, and 
shall further the activities of the United Nations for the maintenance of peace. 
Parents have a prior right to choose the kind of education that shall be given to their 
children. (United Nations, 1948).
In turn, these basic principles have been developed through subsequent efforts to 

define their reach and to construct instruments that make the right to education a legitimate 
legal demand of all citizens.3

It is not surprising that a the meaning of quality education, as viewed from the perspec-
tive of EFA/PRELAC, not only considers goals (which could be easily done from an instrumental 
viewpoint based on efficacy in regard to achievement of such goals), but also the axiological 
perspectives from which it presents corresponding correlates in the meanings attributed to 
the practice of education.

In turn, this view is closely linked with elements that are central to the task of education 
itself. Thus, constructing meaning and developing skills are directly related to the particular 
conditions of people (pertinence) and to the challenges to development they must face (rel-
evance). They are also, and not coincidentally, closely related to the way people operationalize 
some objectives of education policy (efficacy), and reflect operational principles proper to 
contemporary society (which include efficiency in the use of public resources). There is also a 
link to the contemporary notion of the universe of civil, political, and social rights that have 
an effect in the lives of citizens (equity).

This approach leads to an understanding of quality education as one that guarantees 
the right to education, successfully treating aspects related to:

• The relevance of learning. This analytic dimension refers to the need for educational 
experiences to guarantee the development of the kinds of learning that truly prepare 
people for modern life. In order to understand the state of education in the region, 
attention must be paid to the extent to which educational experiences make possible 
the development of learning related to personal identity (learning to be); to the capacity 
for mutual understanding, valuing, and practicing harmonious and democratic social 
relations (learning to live together); the preparation of people for life-long learning 
(learning to know); as well as the ability of people to act in the various areas of their 
lives (learning to do). 

• The pertinence of educational experiences. This analytic dimension refers to the flex-
ibility of educational experiences so that they can adjust to the particular conditions 
of individuals, can value diversity, and can provide venues for participation. 

• Educational equity. The universal nature of a fundamental human right demands that 
we inquire to what extent the right is effective for all. Otherwise, its universal nature 
would be denied. Moreover, the establishment of the right to education promotes the 

3  Details of these thoughts may be found in the second chapter of UNESCO (2007)
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creation of more just societies and contributes as well to guaranteeing other funda-
mental human rights.
At the same time, education being defined as a right makes it subject to public action. 

In this sense, government action is particularly important. This leads to the need to inquire 
about the extent to which public action through education policies and systems make it 
possible to:

• Achieve major education policy objectives as expressed in specific goals; that is, the 
extent to which public actions can achieve efficacy. This area has to do with achieving 
concrete goals such a expansion of comprehensive early childhood care and education; 
access to and universal conclusion of primary education; and assuring student learning 
achievement. 

• Develop activities related to the need to make good use of the resources that the 
community designates to public tasks; that is, the extent to which public services are 
efficient.
This report offers a view of the state of education based on a human rights approach, 

and is organized by presenting a review of that situation organized according to the five dimen-
sions described above. In so doing, it seeks to assure that the organization of information on 
education is consistent with comprehensive, rather than reductionist, perspectives on educa-
tion in order to convey meaningful messages that do in fact offer relevant elements to public 
debates on education and that nourish decision-making processes. At the same time, the report 
goes beyond a merely instrumental approach -based on using a production function metaphor 
to describe the education dynamic-, to the organization of information that has distinguished 
education information systems in recent decades and which today is clearly insufficient, due 
to the fact that it limits the informative capacity of information systems, given the current 
education concepts and challenges.

It is no accident that this approach is very similar to other conceptual efforts carried out 
in recent years4 and that also seeks to supersede the over-simplification contained in a concept 
of education quality linked merely to learning achievement as measured in standardized tests. 
Such a view not only simplifies analysis. It also tends to underestimate key aspects for assuring 
the right to education.  An emphasis on “quality” understood merely as academic achievement 
leads to undervalue aspects such as, for example, coverage – without which there is no way to 
universally assure the right to education. Disassociating “quality” from “quantity” may lead one 
to think not only that the latter can exist without the former (high coverage and little learning), 
but also that the former can exist without the latter, which is nonsense – education cannot be 
thought to possess quality if it is not for everyone, since the right is universal. 

This report also represents an effort to re-design the territory within which education 
information systems can best confront their current challenges while developing their capacity 
to provide information that is not only timely and consistent, but relevant and meaningful as 
well, and increasing their capacity to meet the needs of education policies. 

Although this report has been constructed on the basis of the analytic framework 
briefly described herein, the information that is currently available does not correspond to 
its demands. This has resulted not only in reorganizing current and constructing additional 
information. We have also identified important information needs not being met and that 
have to be addressed. 

Thus, this report is also a first effort to follow-up the progress of education in the 
region and provide a description of the state of education, identifying information gaps that 
need to be faced in order to construct a depiction that informs in a better way the processes 

4 For a global review, see Chapter 1 of the EFA Global Monitoring Report Team (2004); for information concerning 
efforts developed in the region, see among others, INEE (2004); Muñoz Izquierdo (2004); Schmelkes (1996); and 
Toranzos (1996)
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of formulation, implementation, and assessment of education policies as well as to contribute 
to public debate on the theme. 

In regard to the relevance of services provided by education systems, it is absolutely 
necessary to treat actions resulting from observations and analysis of national curricula, legal 
regulations, educational practices, and assessment models in regard to the four pillars of educa-
tion for the XXI century: learning to know, to do, to be, and to live together. 

In order to develop the analysis, we have operationalized these pillars and developed a 
set of methodological guidelines, using them to analyze national curricula and current regula-
tions. However, this is only a first step in the area of documentary analysis of what is prescribed 
that is a condition of practice, but different from it. For this reason, there is a key need to 
foster and to develop studies from this perspective that concentrate on education practices 
and assessment systems. We have also analyzed the structures of education systems and the 
number of compulsory years of study and the levels to which these correspond. 

In order to have information regarding the pertinence of services offered by education 
systems, the analysis of curricula, legal provisions, classroom and school practices, and of as-
sessment systems provide information that makes possible the evaluation of this dimension. 

In this field, it was only possible to treat actions for developing an assessment guide 
to make it possible to observe how current regulations include the need to ensure flexibility 
and the ability to adapt education services to the individual’s specific needs and populations’ 
as well. The analysis provides information for determining the extent to which pedagogical 
processes, curricula, and school organization entail content adaptation; that is, whether objec-
tives are achieved with reference to content defined at the local level, and to what extent a 
view prevails of either single, uniform “plans and programs”, or what is the degree of attention 
to diversity. 

It is important to note the need to foster carrying out studies that allow one to ap-
proach, in addition to the regulatory body, other observation levels related to school and 
classroom practices as well as to the existing assessment models. 

In regard to the efficacy dimension, measurement of variables related to the attainment 
of proposed objectives has been the object of various analyses in the region – principally those 
linked to the access to primary and lower secondary education, the completion of studies, as 
well as the measurement of student academic achievement through standardized testing. 

Analysis of this dimension here presented focuses on the EFA goals (except for the 
themes of equity that are considered in a dimension apart) and considers the following aspects: 
(i) levels of access to education, (ii) levels of completion for primary education and for lower 
and upper secondary education, (iii) academic achievement levels of the student population, 
and (iv) illiteracy levels of the adult population. 

To these effects, we have used a broad set of information organized from a perspec-
tive adjusted to the analytic model adopted. This is different from more conventional ways of 
using this information. We have also developed new indicators that better respond to current 
education policy needs. 

In addition, it is necessary to include aspects linked to current teaching and learning 
processes according to the contexts in which they are carried out, teacher and student at-
tributes, together with the interactions among actors and among peers. For the purposes of 
this study, these aspects have been grouped under the category “curricular management”. An 
area of particular importance in this field has to do with teachers and their active involvement 
in curricular change. Clearly, there is a need to take a comprehensive view of the phenomena 
associated with teachers in order to determine what they do (their practice), since this is a 
key element for achieving national education objectives. Thus, there is need for an analysis 
regarding the variables associated with teachers and their contributions to fostering student 
learning. The legal framework, teacher working conditions, career paths, career entry, career 
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perceptions, assessment, and career exit, absenteeism, professional qualifications and dedica-
tion, are all aspects that the literature cites as factors that influence student learning. Because 
of the enormous lack of information in this field, this report incorporates very few indicators 
while recognizing the limitations that this causes in the analysis – which raises once again 
the urgent need to generate relevant information in this field. It would also be very valuable 
to have solid evidence on school and classroom climate and on the numerous variables that 
influence classroom and school practices and their relations with the background made up by 
the interaction among different actors in education. 

The efficiency dimension has been the focus of a number of analyses throughout time. 
We thus have some consistent information, although there is a lack of information on issues 
that the usual analyses have not taken into consideration. This document uses information on 
levels of grade repetition and the associated wastage of resources, and introduces new elements 
such as: (i) comparison between the number of years that it is expected for persons to be 
enrolled in a particular level and the number of grades that they do pass (ii) the preservation 
or deterioration of timely coverage between the initial and final grades of primary education. 
In this sense, it should be made clear that the indicators presented in this report allow for a 
new look at existing information in order to respond directly to key questions of education 
policy, while at the same time review old premises that are the source of biases in traditional 
models of analysis for these topics. 

On the other hand, a direct measure of the availability of financial resources for the 
education of each student is the absolute level of spending per student. The availability of these 
resources is not a direct indicator of efficiency. It is, however, linked to that since it belongs to 
the area of the allocation and use of material resources. At the same time, this corresponds to 
the need to organize system descriptions, making sure to look into education investment as 
a whole and highlighting the urgent need to spend more and better. Other aspects would be 
desirable to have been included but, unfortunately, comparable information is not yet available 
at the regional level. Examples include: (i) education management (ii) the opening of schools 
to community participation, and (iii) the existence of legal provisions that allow schools to be 
able to manage financial, human, and material resources autonomously, as well as the existence 
of levels of flexibility that make possible the diversification of educational services. 

Providing universal guarantees for equal opportunities in regard to the right to educa-
tion involves observing the concrete practice of some of these that have greater descriptive 
power, given EFA goals. Thus, the desire to assure levels of access, completion of studies, and 
achievement results for the entire population, independent of pre-existing social conditions, 
has resulted in selecting some indicators of access, completion, and proposed results that make 
possible the development of measures that describe how such characteristics are distributed 
in terms of equity. The aspects of equity considered in the report are those linked to income, 
poverty, area of residence, gender, and membership in racial or ethnic linguistic groups. Efforts 
should be made as well to include information not currently available, such as that regarding 
populations with special needs, the geographic distribution of educational services, and the 
existence of physical infrastructure and equipment. The possibility of including indicators that 
treat existing differences among groups defined according to equity criteria throughout the 
school experience would contribute to bring light to the impact of education in these gaps. 
Thus, attention should be given to the need to include information regarding the development 
of alternative education or affirmative action programs.
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1.	 Are	educAtionAl	experiences	relevant,	given	the	
purposes	of	educAtion	And	the	chAllenges	of	the	
modern	world?	

In examining the relevance of education, we answer questions regarding its ends (what 
for?) and content (what?). The response regarding relevant content must be coherent with 
the meanings and ends that society as a whole assigns to education, and the meanings and 
values considered desirable by different sectors of a society at a given time. Similarly, in terms 
of a political and social project, education has a series of purposes that vary in time and from 
one context to another, and that influence the assessment of its relevance. 

Besides the consideration about its function as a tool for economic or social develop-
ment as a common good and human right, education has an intrinsic purpose of contributing 
to the full development of people and to human dignity. Both in human rights international 
law and in national norms, this is the principal purpose assigned to education. Therefore, 
education is relevant if it fosters the learning of skills necessary to fully participate in differ-
ent spheres of human life, face demands and challenges of society, find proper employment, 
and develop a life project in relation with others. That is, if it makes possible socialization and 
individuation (UNESCO, 2007).

From a rights-based approach, education possesses quality if students have the oppor-
tunity to know and live these rights - which means learning not only knowledge and abilities, 
but above all to develop values, attitudes, and behaviors. Although necessary, it is not sufficient 
that students develop their cognitive capabilities and learn basic skills in order to obtain a 
proper and gratifying job. It is also necessary that they develop social skills in order to be able 
to live harmoniously in a plural world, that they achieve a balanced affective development and 
a moral conscience that allow them to act with autonomy and responsibility. 

From the perspective of UNESCO, education for the XXI century should develop 
competencies related to the so-called four pillars of learning identified in the Report on the 
International Commission on Education for the XXI Century (UNESCO, 1996): 
I. learn to know, in order to acquire a broad cultural repertory and the specific knowl-

edge that stimulates the curiosity in order to continue learning and developing in the 
knowledge society; 

II. learn to do, developing competencies that train people to deal with unexpected situa-
tions, work in teams, and develop themselves in different social and working contexts, 
as well as develop enterprising capacities; 

III. learn to live together, fostering the understanding of and valuing others through 
perception of the forms of inter-dependence and respect for the values of pluralism, 
mutual understanding, and peace; 

IV. learn to be, in order to know and value oneself, construct one’s own identity, and 
act with a growing capacity for autonomy, judgment, and personal responsibility in 
different life situations. 
This section treats the theme of the relevance of education, considering these four pillars 

of learning through the identification of some areas of learning that are seen as central for its 
implementation and which allow us to observe the extent to which national legal frameworks 
and curricular policies foster these kinds of learning for the XXI century.

To this end, we have analyzed the purposes of education contained in the norms 
and instruments of policies from the perspective of these four pillars of learning and verified 
whether these are expressed in a balanced manner in curricula. Thus, the documentary analysis 
has allowed us to note the coherence between general objectives of the different levels of 
education (primary, and lower secondary) according to the four pillars, and their embodiment 
in the objectives put forth in various curricular subjects or areas. It was not possible to carry out 
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analyses of educational material, school culture, assessment criteria, or pedagogical practices 
- although it would be highly recommendable to do so in the near future, in order to analyze 
the distance between education discourse and practices.

Therefore, we have carried out an analysis of aspects linked to the obligatory nature 
of schooling that each country establishes, since this is an additional illustration of how each 
of them operationalizes the above considerations in terms of the structure of the education 
system. That is, we have examined the time periods adjusted to different moments of individual 
development with educational experiences considered to be the desirable minimum that are 
obligatory for all in light of the meanings established above. 

We detail below the major results of our analysis carried out as a function of the four 
pillars of education for the XXI century, followed by a section on obligatory schooling. 

(a)	 learning	to	know

Learning to know assumes acquiring a general culture sufficiently broad with more 
profound knowledge in a limited number of subjects. This assumes, moreover learning to learn 
in order to be able to take advantages offered by education throughout life. In order to analyze 
this dimension, the following indicators were used:

• Education fosters the development of competencies that make it possible to ap-
propriate and lend meaning to the contents of universal culture. 

• Education fosters the development of critical and systemic thinking. 

• Education develops the capacity to learn to learn throughout life, fostering proc-
esses of meta-cognition. 

Recently, curricular frameworks have moved from focuses centered on the transmission 
of knowledge to those that foster in students the construction of knowledge, the processing 
and analysis of information, and the development of critical thinking. Good learning takes 
place in interactive processes and contexts - not in unidirectional transmission processes in 
which students are able to exchange their hypotheses, ideas, and meanings with what appears 
in books and other materials, including the internet, and with what their teachers and peers 
state. From the analysis, it is possible to observe that most curricular principles express the idea 
of mobilizing and applying knowledge - or rather the development of conceptual, procedural, 
and attitudinal content for performing satisfactorily in the world.

Of the indicators considered in this dimension, the aspects treated in greater depth 
refer to the development of competencies for the information processing and analysis, and 
comprehension of the languages of new technologies - fundamental skills for taking ownership 
of and giving meaning to the values of universal culture. Less evidence was found, however, in 
regard to the development of learning that links the processes of analysis of information to 
decision-making processes and, even to a lesser extent, to reflections on what is learned; that 
is, metacognition - key elements for the transfer of learning and the development of skills in 
order to continue learning throughout life. 

	(a.1)	 education	fosters	the	development	of	competencies	that	allow	people	to	lend	
meaning	to	the	contents	of	universal	culture
One of the purposes of education is the development of socialization processes - 

which means that new generations take ownership of the contents of culture and acquire the 
competencies necessary in order to actively participate in society. Culture is the experience 
accumulated by different social groups that have generated collective solutions for facing their 
difficulties, and that encompass aspects such as conceptual and interpretive frameworks of 
reality, beliefs, ways of life, languages, and others (Coll 1987). The school curriculum represents 
a collection of those contents of culture that, at a given time, are considered important for 
fostering the development of persons and for achieving the purposes sought by education. 
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Curricular frameworks and programs of study structure the acquisition of knowledge, skills, 
and attitudes through different areas of learning. 

In the area of language, most countries present an approach centered on communica-
tion more than formal aspects of language, the study of which does not disappear, but rather 
is placed at the service of the development of communication skills. The question remains, 
however, of whether this approach is suitable or not, given the weight of tradition in regard to 
the formal aspects of language (spelling and grammar) and the recent nature of the curricular 
reforms that have incorporated this new approach. Moreover, the classic separation between, 
on the one hand, content, and on the other, skills or abilities, as well as the large quantity of 
specific content, allows to foresee the possible tension felt by teachers between developing 
all of the contents, or only communication skills. 

An important advance seen in the development of this area is the priority current in 
multi-lingual countries of learning a mother language, together with the teaching of a second 
language. 

In mathematics, priority is given to approaches based on prob-
lem-solving, development of logical thought, processes of abstraction, 
and application of mathematical concepts for daily use, thus involving 
and advance in comparison to curricular concepts centered on the 
transmission of knowledge. 

In sciences, some countries integrate the social and natural 
sciences in a single area of knowledge referred to knowledge of the 
natural and social environment, especially in the first three or four years 
of primary school. In others, the areas of social and natural sciences 
are separate. The former uses the contributions of various disciplines 
for understanding social processes and phenomena, and the latter 
focuses on the knowledge and understanding of the natural world 
through initial introduction to the scientific method, the study of the effects of scientific and 
technological development. In these areas, especially in lower secondary education, one sees 
the incorporation of some emerging and current themes such as the environment, cultural 
pluralism, democracy, and human rights.  

The areas of art, physical education, and technology are present in curricula with less 
emphasis and class time than the above-cited areas - which may contradict proposals linked 
to the comprehensive development of students. 

(a.2)	 education	fosters	the	development	of	critical	and	systematic	thought	and	the	
ability	to	learn	to	learn	throughout	life,	fostering	processes	of	meta-cognition	
The development of thought is organized into different progressive processes that 

include: 

• Information processing, that involves locating, selecting, judging, and synthesizing 
information. 

• Analysis and assessment, that involves the ability to integrate data, relate, structure 
problems, demonstrate and summarize evidence, make value judgments, compare 
and interpret, and discuss and engage in dialogue. 

• Decision-making, that involves recognizing and identifying problems, creating 
alternatives in the face of different situations, and developing plans of action. 

• Meta-cognition, that consists in the development of the ability for self-reflection 
regarding how students know and learn, use planning skills, and utilize appropriate 
learning techniques for acquiring and applying new knowledge. 

Of these four processes, the first two are those that show more development in the 
curricular frameworks of countries, linking the acquisition of knowledge with the exercise of 
skills for processing and analyzing information. However, study plans organized around com-

Language as a cross-cutting theme can be 
seen in the new curricuLar design of hon-
duras (2004) that broadens the area of Lan-
guage to incLude not onLy spanish, but aLso 
indigenous Languages, foreign Languages, 
and art, in order that students can express 
themseLves and understand oraL, written, 
auraL, graphic, or gestures competentLy in 
diverse communication situations and with 
different interLocutors.
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petency development show greater systematization and articulation with the development 
of skills associated with critical and reflective thinking. 

In some curricula, the development of thought is presented as a cross-cutting theme, but 
its application to study programs in different areas of learning is not presented in detail. . 

In other countries, the development of thinking is incorporated 
into expected learning in some sectors of knowledge, but in a dispersed 
and unsystematic manner. In mathematics, it is centered on problem-
solving, on processes of abstraction, and on the use of inference for the 
development of reasoning, through which one can predict, anticipate, 
and extract the consequences of logical interrelations and structures. 
In language it is incorporated through the manipulation and analysis 
of information, analytic and interpretive reading, and the elaboration 
of ideas through writing. In the sciences, it is incorporated through the 
capacity to observe, analyze, synthesize, induce, deduce, generalize, and 
through the capacity to classify, establish cause and effect relations, 
hierarchize knowledge, and in general to develop “scientific research” 
procedures.1 In regard to the abilities to analyze information, assess or 
emit value judgments, although in general it is not stated explicitly, it is 
shown, for example, training in formulating hypotheses and to compare 
them with those developed by their peers. In history, the analysis of 
different social situations is encouraged through critical understanding 
of certain social phenomena and the diversified use of sources that 
support them. In general, a good number of study plans refer to applying 
critical and reflective capacities to everyday situations. 

An aspect that is mentioned, albeit weakly, is the relation 
between the development of critical thought and decision-making. In 
general, the learning process fostered by the school in regard to de-
velopment of the analysis and assessment of information is expressed 
clearly, but it is not clear how one fosters and monitors the autonomous 
activities of students who use the new understandings. On the few 

occasions when the learning of decision-making is mentioned, this is associated with social 
situations (regarding conflict resolution), of an ethical nature (regarding moral dilemmas), or 
aesthetic questions (regarding artistic production). 

Finally, the development of processes of reflection through ways that students them-
selves learn is also weakly and unequally expressed. In many developing countries, the ability 
of learning to learn is announced as a guiding principle, saying that teachers should direct the 
learning process using active methodologies that foster dialogue that promote thinking, that 
teach their students to learn to study, that facilitate the expression of personal criteria, so they 
may experience the satisfaction of knowledge. However, this does not have a direct correlate 
in teaching orientations in order to facilitate its implementation. For some countries, we have 
found no explicit referents to developing the ability of learning to learn and of encouraging 
meta-cognitive processes. 

Similarly, we have found little evidence in regard to the planning and organization of 
knowledge on the part of students themselves. When in some subjects there is an allusion to 
this theme, it is only in passing. A difficulty linked with this aspect is that in the curricula no 
time is reserved for personal or directed study, or for planning one’s own learning. This makes 
more difficult the development of meta-cognitive processes; for these require time in order 
to review facts, rectify, identify difficulties, and plan the steps in order to continue to learn. 

1 Usually uncritically understood from a simplified positivist posture. 

the new curricuLum of venezueLa (2005) es-
tabLishes as a cross-cutting theme the deveL-
opment of thought and proposes to consider, 
in aLL schooL activities, the deveLopment of 
cognitive abiLities and attitudes that foster 
appropriate use of information in order to 
make decisions and interact effectiveLy in the 
sociaL and cuLturaL environment. treatment 
of this centraL theme is meant to deveLop the 
capacity of each person to act intentionaLLy, 
think rationaLLy, and interact creativeLy and 
effectiveLy in his or her environment, as weLL 
as to deveLop abiLities for processing infor-
mation for decision-making and for soLving 
scientific, sociaL, and everyday probLems. in 
the conception of this cross-cutting theme, 
two dimensions are considered: LogicaL 
thought, made up of mentaL processes that 
make it possibLe to organize, process, and 
create information, and effecting thinking, 
made up of actions that demand combining 
mentaL processes with affective and sociaL 
factors aimed at decision-making and probLem 
soLving. 
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The development of this kind of learning should be included in all sectors, and should be the 
responsibility of the school as a whole. In this sense, it is important to provide specific times 
and opportunities to facilitate its development. 

(b)	 learning	to	do

Education moves between the poles of knowing and transforming. One knows by 
transforming, and transforms by knowing. Education should not be assessed only in terms of 
the appropriation of concepts; but rather in terms of the capacity to provoke improved practice 
and to transform one’s surroundings (Leis, 2006).

Learning to do is not only about obtaining qualified personnel, but rather about ac-
quiring competencies that train people to confront diverse situations and to work in teams. 
Learning to do has meaning to the extent that it generates knowledge that can be socially 
useful. Therefore, it involves a capacity to identify and to resolve problems, but always with 
solutions in accordance with the values and beliefs of the community’s culture. Learning to 
do also means learning to organize institutions in order to take advantage of the environment 
resources and place them at the service of the community so they may be used in a sustain-
able manner (Olivé, 2006).

For the analysis of this dimension, we have considered the following indicators: 

• Education develops the innovative and creative capacity of people. 

• Education develops capacities of enterprise, leadership, and teamwork. .

• Education is aimed at preparing people who are committed to the environment 
and to sustainable development. 

• Education fosters the use of information and communication technologies (ICTs) 
as tools for learning, producing, communicating, and investigating. 

Of these indicators, the most information appears in the incorporation into curricula of 
emerging themes such as the environment and the use of ICTs. But there are slight indications 
of other more substantive themes such as the development of creativity, innovation, enterprise, 
and leadership. However, in a quickly changing world such as ours, that demands learning and 
living with uncertainty, creativity, enterprise, and leadership are fundamental tools that formal 
education should help to develop. Therefore, the weak expression of these aspects in most 
curricula should be something to be reviewed in national education policies. 

	(b.1)	 education	develops	the	innovative	and	creative	capacity	of	people
In a dynamic world, innovation and creation are key capacities in order for people to 

manage their environments with versatility and success, providing solutions to new challenges, 
or re-structuring the terms with which they relate with others. 

In spite of this social requirement, only in the normative 
frameworks of some countries do we find references to the develop-
ment of the capacity for innovation as an end or general objective 
of the education system. But this does not translate into a relevant 
characteristic of the study plans and exit profiles of students. Only 
some curricula include development of the capacity for innovation 
and creativity in their cross-cutting objectives, but even there, only at 
the level of general orientations that do not always find a correlate in 
the study programs of the various sectors of knowledge. 

Innovation, understood as the capacity to develop diverse 
alternatives for solving problems that appear is, in almost all cases, 
limited to the exercise of mathematics. Only in some cases it is stimulated from other areas 
linked with intervention and transformation of the environment. This, however, is seldom 

the dominican repubLic has estabLished a 
cross-cutting objective of deveLopment of 
creativity and taLent, which best shows the 
emphasis pLaced on fostering the capacities of 
innovation and creativity. the guideLines of 
this area state that encouraging creativity 
wiLL serve as a basis for producing a society 
that aspires to deveLop itseLf through initia-
tive, creative capacity, and the acceptance and 
promotion of innovation and change. 
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translated into practical knowledge applied concretely to production. 
In general terms, the step from theoretical to practical knowledge 
has not been taken through the development of activities that have 
an impact on daily surroundings more than remaining in the kinds of 
simulations typical of schools. 

Likewise, in most countries, references to the development 
of creativity are present only in the area of the arts. But the fact that 
these areas have relatively few class hours devoted to them is an indi-
cation of the relative importance that these skills have in the training 
processes of students; all the more so when they are only associated 
with extracurricular activities. 

(b.2)	 education	develops	capacities	of	enterprise,	leadership,	
and	teamwork
Within learning to do, enterprise has become a very important 

skill to be encouraged.  It leads to the development of a pro-active 
attitude. Doing, with knowledge and awareness, helps people set goals, 
make proposals, develop projects, and make decisions. “In general, the 
idea of developing enterprise skills within schools has the purpose of 
training students in the ability to solve problems with initiative and 
creativity, and to play an active role in the construction of their own 
life projects so that they can act as true authors of change in the so-
cial, political, cultural, and economic processes in which they will live, 
contributing to the sustainable development of their communities” 
(Ferreyra, 2005, 2).

However, in spite of the importance of incorporating into 
teaching the development of enterprise and leadership skills, these 
are only weakly expressed. In some countries, they are presented in a 
very general way in cross-cutting themes, and their mention is neither 
explicit nor intentional in areas of study. Only in some cases have we 
found specific programs for developing these skills in students. 

In spite of the fact that in most countries working in teams 
is mentioned among the purposes of education, only in some cases it 
is developed in a systematic manner as a cross-cutting objective, and 
applied in various areas of study as a didactic orientation. 

(b.3)	 education	is	aimed	at	preparing	people	who	are	committed	
to	the	environment	and	to	sustainable	development
Human beings depend on the ecosystems of which they are a 

part. The human species cannot survive on a devastated planet. Efforts 
directed at disseminating knowledge about the interdependence and 
fragility of the systems that sustain life on the planet are at the core 
of education for sustainable development. These programs must foster 
the importance of treating subjects related to natural resources as 
part of the general agenda of development. In particular, the links with 
social and economic factors allow students to adopt new behaviors 
to protect our planet’s natural resources that are essential for human 
development and survival. 

In regard to the requirement to educate for sustainable 
development, in normative frameworks, education laws, and the 

in boLivia and uruguay, creativity is stimuLated 
through pLay and sport, encouraging coLLaborative 
games as a source of creativity. the curricuLa of 
nicaragua and costa rica treat the deveLopment 
of creativity in most areas of the curricuLum, 
associated with the abiLity to confront difficuLt 
situations, adopting creative soLutions, integrating 
oneseLf functionaLLy into the worLd of society, 
cuLture, and Labor; soLving probLems, refLecting 
on confLicts in schooL, expressing oneseLf au-
tonomousLy regarding different forms of artistic 
expression. 

the young Leaders program of grenada 
contributes to the deveLopment of Leader-
ship skiLLs. students deveLop experiences for 
training as responsibLe citizens, carrying out 
practicaL work in their communities. 

one of the components of the power 
program in eL saLvador has the purpose to 
foster in students of the third cycLe of the 
bachillerato the deveLopment of Leadership, 
communication between peers, and freedom 
to make responsibLe decisions through a 
wide range of extracurricuLar activities. 
student competitions are aLso encouraged 
to strengthen in students their creativity 
and the abiLity to work in teams.  

in mexico, teamwork among students is 
deveLoped in primary and secondary schooL 
through the subjects of civic education 
and ethics which are present in aLL grades 
and associated with situations found in the 
schooL environment. the deveLopment of 
the characteristics of an entrepreneur can 
be seen in secondary schooL in the deveLop-
ment of competencies reLated to project 
organization and design. the same is the case 
in boLivia. the cross-cutting theme of train-
ing for democracy fosters participation and 
the deveLopment of organizationaL capacities, 
projecting activities in the schooL, famiLy, 
and community. 
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ends and general objectives of education systems, the majority of 
countries include references to educating people to be committed to 
the environment.

In most countries, this indicator is treated in depth in the 
area of the natural sciences. However, in some cases it is included as 
a cross-cutting objective taught in many subject areas. 

In turn, the relation between citizen training and environmen-
tal development is present in various countries (Argentina, Barbados, 
Bahamas, Belize, Cuba, Jamaica, and Chile), which incorporate this 
subject in the social sciences, fostering the development of knowledge, 
skills, values, and attitudes so that students participate individually 
and collectively in the analysis, prevention, and reduction of environ-
mental problems. 

 
The environmenT as a cross-cuTTing Theme in The curriculum 

• the cross-cutting theme on the environment in boLivia teaches the vaLue of knowLedge 
and practices of the management of naturaL resources and awareness of the progressive 
deterioration of the environment caused by the activities of human beings in their own 
surroundings. 

• in venezueLa, the cross-cutting theme on the environment is meant to strengthen envi-
ronmentaL, ethicaL and aesthetic vaLues and the organized participation of citizens in the 
soLution of socio-environmentaL probLems. this is simiLarLy expressed in the schooL curricuLa 
of guatemaLa, chiLe, and mexico . 

• in costa rica, this is treated in the cross-cutting subject entitLed “environmentaL cuLture 
for sustainabLe deveLopment” which is aimed at fostering the participation of students in 
environmentaL conservation, recuperation, and protection projects. 

• in the dominican repubLic, one of the purposes of the cross-cutting theme entitLed “the 
sociaL and naturaL context” is to estabLish new and better reLations with the environment 
in order to prevent its deterioration and to contribute to sustainabLe deveLopment as weLL 
as participate in activities reLated to the conservation and preservation of the country’s 
ecosystem, preventing deforestation and environmentaL contamination.  

• the reLation between citizen participation and environmentaL deveLopment is present in 
mexico, where knowLedge, skiLLs, vaLues, and attitudes are presented using cross-cutting 
themes so that students participate individuaLLy and coLLectiveLy in the anaLysis, prevention, 
and reduction of environmentaL probLems and foster the quaLity of Life of present and 
future generations. 

• in cuba, environmentaL education, which incLudes themes on environmentaL preservation and 
sustainabLe deveLopment, is given a muLti-discipLinary focus both in and outside the cLassroom 
in activities that invoLve the participation of famiLies, LocaL communities, and other pubLic 
agencies. 

(b.4)	 education	fosters	the	use	of	information	and	communication	technologies	
(icts)	as	tools	for	learning,	productivity,	communicating,	and	investigating
The digital gap is seen as source for other gaps. Those who are not connected are 

excluded from the benefits of the information society. Recognizing this challenge, most 
countries have incorporated within the central orientations of their curricula the fostering of 
the use of ICTs. .

In most Latin American countries, there are educational web sites that offer to school 
officials, teachers, students, and parents access to a complete bank of educational resources. 

Moreover, various countries foster the development of specific programs in order to:

eL saLvador and venezueLa, for exampLe, estabLish 
in their nationaL constitutions that environmentaL 
education is obLigatory, specifying in the case of 
venezueLa that this shouLd be offered at aLL LeveLs 
and modaLities of the education system as weLL 
as in non-formaL citizen education. simiLarLy, in 
grenada, the strategic pLan for education and 
deveLopment incorporates care for and protection 
of the environment and sustainabLe deveLopment 
as important themes. for its part, in coLombia 
environmentaL subjects were an important part of 
its ten-year education pLan 1995-2005.
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• Provide computer technology to schools (computers, 
printers, internet access). 

• Train students and teachers in computer use as a techno-
logical resource that makes possible the selection, receipt, 
storage, and assessment of information, as well as its 
production, dissemination, and critical use. 

• Supply technological tools that improve the levels of 
academic quality and develop in students the technical 
skills demanded by the current labor market in order to 
raise the competitive levels of countries. 

However, it is not specified in these cases how computer 
training programs are integrated into the development of student 
learning processes in the various curricular areas. It is not clear if such 
equipment is for sporadic use, or intended to be incorporated and 
regularly used in the classroom. At times, as in the case of Nicaragua, 
these are presented as extra-class activities and one does not detect 
the intended application in major curricular areas. At the same time, 

other countries foster the use of ICTs in specific areas of learning: sciences (Brazil), computer 
education workshops (Uruguay and Cuba), natural sciences and technology (Honduras and 
Mexico), and mathematics (Colombia). In the Dutch Antilles, all programs of study include the 
use of ICTs in learning processes.

(c)	 learning	to	live	together

Learning to live together involves developing a high capacity for understanding other 
people and perceiving the possible multiple forms of interdependence, such as carrying out 
common projects and preparing to treat conflicts in an appropriate manner, respecting the 
values of pluralism, mutual understanding, and peace (UNESCO, 1996). In order to analyze 
this dimension, the following indicators have been considered: 

• Education fosters learning aimed at mutual understanding through respect for 
diversity, pluralism, and the ability to resolve conflicts peacefully. 

• Education is aimed at learning to value and act with fairness, based on transpar-
ency and honesty. 

• Education has as an objective the knowledge and exercise of human rights. 

• Education fosters the exercise of democracy, stimulating the learning of civic at-
titudes, cooperation, solidarity, and responsible participation.

Of these indicators, the most developed are fostering learning aimed at mutual under-
standing, knowledge and exercise of human rights, and the exercise of democracy. Invariably, 
the aspect least expressed is that of fostering honesty and transparency; one to which more 
attention should be given, considering the problems of corruption which generate poverty and 
profound social disharmony.

(c.1)	 education	fosters	learning	aimed	at	mutual	understanding	through	respect	for	
diversity,	pluralism,	and	the	ability	to	resolve	conflicts	peacefully.	
The ideal model that should guide us is for the world to move toward greater mutual 
understanding, and increase of the sense of responsibility and solidarity based on the ac-
ceptance of our spiritual and cultural differences. By allowing everyone to have access to 
knowledge, education has a very concrete role to play in carrying out this universal task: 
to help to understand the world and to understand others, and thus to better understand 
oneself (UNESCO, 1996, 47).

in argentina, honduras, panama, eL saLva-
dor and the countries of the caribbean, the 
deveLopment of competencies necessary for 
using the new information and communica-
tion technoLogies is incorporated into the 
objectives of education poLicies. in eL saL-
vador, the nationaL education pLan has as 
an objective the deveLopment of science and 
technoLogy for the weLL-being of society, 
and the use of computers and computer 
Links is incLuded among the basic objectives 
of sociaL deveLopment. the strategic pLan of 
the bahamas estabLishes the use of advanced 
technoLogy in order to progress toward 
improving the education of aLL students 
and teachers. 
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The need to build consensus and generate mutual understanding in increasingly 
complex societies such as ours requires that education foster learning that allows us to un-
derstand, respect, and value diversity, to face conflicts in a non-violent manner, and to live 
harmoniously.  

This is a dimension in which progress has been made by incorporating into the com-
mon curriculum objectives related to the learning of intercultural dialogue skills - especially 
in countries that constitutionally recognize themselves as pluri-cultural and bilingual. In these 
cases, inter-cultural bilingual teaching is especially relevant, and is aimed at the knowledge of 
and the appreciation for their own cultures and mother languages, in the cases of indigenous 
populations, and the dissemination of knowledge of and respect for different native peoples 
at the national level; that is, inter-cultural understanding for all.

The understanding of the diversity of human culture and the development of harmo-
nious relations are aspects commonly mentioned in national constitutions and in education 
laws, highlighting the need to foster in schools the culture of tolerance, respect, recognition of 
differences, justice, freedom, and social and gender equality. 

In most countries, this orientation is reflected in education poli-
cies, curricular frameworks, and profiles of the school graduates, empha-
sizing the importance of stimulating learning aimed at the acceptance 
of diversity, consensus building, tolerance, respect, non-discrimination, 
the elimination of prejudice and stereotypes, and fostering democratic 
relations. Various countries include cross-cutting objectives linked to 
valuing cultural pluralism and the elimination of all forms of discrimi-
nation against gender, sexual orientation, religion, or others. However, 
very few curricula have been able to integrate cross-cutting content 
with different sectors of learning and to make concrete proposals for 
working with cultural pluralism in different academic subjects. Thus, 
one runs the risk of such cross-cutting objectives becoming invisible 
and of teachers not adequately assuming responsibility for fostering 
and developing them. 

 
regarding gender discriminaTion

• in the dominican repubLic, the cross-cutting area entitLed the sociaL and naturaL context 
emphasizes that students shouLd exhibit responsibLe attitudes regarding the dynamics of 
demography, free of stereotypes against women’s dignity and fostering equaL respect for 
men and women. 

• the curricuLum of trinidad and tobago emphasizes equaLity of opportunities for men and 
women. for this reason, stereotypes that foster gender discrimination have been removed 
from study pLans and textbooks. 

• in panama, the nationaL department of curricuLum and technoLogy has deveLoped cur-
ricuLar guideLines for the appLication of the cross-cutting area entitLed education and the 
gender perspective in aLL LeveLs of education. 

• in cuba, gender equity is a cross-cutting theme based on the need to guarantee equaLity 
to aLL citizens, training students in the eLimination of prejudices, taboos, and stereotypes 
reLated to women.

The relation between education and multi-culturalism is not a simple one. An educa-
tion able to accept different world views involves questioning by both teachers and students. 
Learning to accept differences thus becomes citizen education in the radical sense of the term: 
learning to put oneself in other people’s shoes. 

Curricular frameworks, together with fostering understanding and respect for diversity, 
present learning objectives aimed at mutual understanding through harmonious and democratic 

in braziL, in the description of this cross-cut-
ting area, ideas appear of how to integrate the 
theme of cuLturaL diversity into different sub-
ject areas: in history and geography through 
treating immigrations throughout the 
country’s history; in portuguese by working 
with the Linguistic variety of the country and 
anaLyzing Language as an instrument for 
disseminating vaLues as weLL a raciaL, ethnic, 
or cLass prejudices; art education works 
with appreciation for creative diversity and 
foLkLore; in mathematics through statisticaL 
anaLysis of the percentage of inhabitants by 
their ethnic origins. 
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social relations within schools and in society.  A recurrent theme in 
this regard is learning how to engage in dialogue as an effective means 
of communication for reaching agreements. Many countries work 
with this skill as a cross-cutting theme, with emphasis in the areas of 
language and communications and social sciences through motivating 
students to listen, establish bases for their opinions, and value other 
points of view. In this understanding, emphasis is placed on dialogue 
and argument a basic communication resources for solving problems 
and fostering consensus - indispensable elements for living together in 
democratic societies. In addition, some countries have specific programs 
on living together, mediation, and peaceful conflict resolution.  

colombia: basic ciTizenship skills. Training for ciTizenship. WhaT We need To knoW 
and knoW hoW To do 
for the 8th and 9th grades: buiLding peacefuL reLations that contribute to harmonious daiLy 
Living in my community and municipaLity. 

• i understand the importance of maintaining good reLations with my famiLy, friends, and 
partner in spite of differences, disagreements, or confLicts. 

• i understand that confLicts occur in reLations, incLuding with partners, and that they can 
be treated constructiveLy if we Listen to each other and understand the other person’s point 
of view. 

• i identify and controL emotions such as resentment and hate, in order to be abLe to pardon 
and reconciLe with those with whom i have had confLicts. 

• i use constructive mechanisms to diminish my anger and to face my confLicts (ideas: stop to 
think; caLm down by doing exercise or speaking with someone). 

• i foresee short and Long-term consequences of my actions and avoid those that might cause 
suffering to me or other peopLe, near or far. 

• i know and use creative strategies for resoLving confLicts (for exampLe, brainstorming). 

• i criticaLLy anaLyze confLicts between groups in my neighborhood, municipaLity, or coun-
try. 

• i criticaLLy anaLyze arguments that Legitimize vioLence. 

• i identify diLemmas in Life in which different rights or vaLues enter into confLict, and anaLyze 
possibLe options for soLutions, considering the positive and negative aspects of each (for 
exampLe, i have a diLemma between the Law and LoyaLty: my friend confesses something to me 
and i don’t know whether to teLL or not). 

• i argue and debate over daiLy Life diLemmas in which different rights or different vaLues are 
in confLict; i recognize the best arguments even when they do not coincide with mine.

• i construct, ceLebrate, maintain, and repair agreements between groups.

(c.2)	 education	is	aimed	at	learning	to	value	and	act	with	fairness,	based	on	
transparency	and	honesty	
An important element of learning to live together is that of the building of trust- es-

sential for believing in others and acting fairly. Today more than ever, people live in uncertainty 
and are keenly aware of their vulnerability. Building trust has a social 
dimension: transparency as a value that generates closer relations 
between government and society and between people. It also has 
a personal dimension: honesty. All social systems and organizations, 
including schools, require the development of trust as a condition 
for functioning. School systems are called upon to implement trust-
building mechanisms among their members, both at the level of their 

specific programs in Living together at schooL and 
mediation for the peacefuL resoLution of confLicts 
aimed at buiLding a cuLture of peace are carried out 
in argentina, coLombia, chiLe, eL saLvador, guyana, 
dominica, grenada, jamaica, trinidad and tobago, 
uruguay, and venezueLa. the course counciLs 
in chiLe, with two hours weekLy of cLasses, are 
Learning venues aimed at mutuaL understanding 
and have as an objective providing opportunities for 
diaLogue, refLection, and confLict resoLution.

in eL saLvador, nicaragua, dominican 
repubLic, and venezueLa, honorabiLity is 
mentioned as a positive vaLue in character 
formation, and manifesting a responsibLe 
and honest attitude as one of the objectives 
of education. 
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structures as well in their organizational culture. However, this indica-
tor is feebly expressed in countries of the region, and is mentioned 
in only a very general way in the guiding principles of curricula, with 
very unsystematic references in cross-cutting themes, without being 
incorporated into areas of learning or subject-matter. 

References to learning to act fairly appear to have most of the 
emphasis - understood both in the personal dimension, as well as a 
rule to follow in school and family relations, and in the social dimen-
sion in terms of the ethical-political imperative of overcoming social 
inequalities. This is expressed in normative frameworks and goals, 
general objectives, and in the school graduates’ profiles. 

(c.3)	 education	has	as	an	objective	the	knowledge	and	
exercise	of	human	rights.	
The knowledge and practice of human rights is a fundamental 

tool for assuring respect of all rights, by all and for all. We must make 
sure that those curricula, teaching methods, educational environments, 
and textbooks be consistent with the learning of human rights and 
respect education systems as a whole. Future citizens are unlikely to 
respect human rights if they do not have the possibility of knowing 
them, on the one hand, and experience the respect for their rights, 
on the other. In many countries, human rights education is part of 
cross-cutting themes. This means that they should be embedded in 
the educational process (Blanco, Op. Cit.). 

The introduction of training in human rights in education has 
been strengthened in recent years with the participation of civil society 
around the defense of their rights and the implementation of national 
policies in this field. Normative frameworks and general orientations of 
education policies of all countries state among their purposes inculcat-
ing respect for human rights and individual freedoms, together with 
the observance of corresponding duties. At the same time, they make 
reference to the value of education in fostering universal peace, based 
on the recognition of respect for the rights of nations. 

For their part, curricular frameworks and study plans include 
learning aimed at the knowledge and exercise of human rights in 
general, and those of children and young people in particular. In some 
cases, cross-cutting objectives referring to democratic education, 
participation, and values and citizenship, work on learning regarding 
knowledge of and exercise of human rights and the consequences of 
their violation, while fostering their defense and developed in various 
learning sectors. 

However, in most countries, human rights are only part of 
specific subjects such as citizenship training or in social sciences. 
Consequently, one must ask if the fostering of human rights is part of 
the analysis regarding how to improve the social relations of teachers, 
students, and the community, or if they are only one more subject 
matter in the area of social science. Moreover, placing the knowledge 
and exercise of human rights in a particular academic area can restrict 
the possibility of developing different dimensions of this subject in 
other areas of knowledge, and places the responsibility of their fostering 

in the cayman isLands, the profiLe of the schooL 
graduates states that they shouLd become honest, 
trustworthy, and responsibLe workers, as weLL as 
persons who act with integrity and honor, with 
the strong sense of fairness and respect for the dig-
nity of individuaLs, groups, and the community. 

braziL, uruguay, and mexico incLude the concept of 
fairness and the norms of harmonious schooL and 
sociaL reLations  as eLements to be Learned in the 
deveLopment of courses in ethics and citizenship. 

boLivia, venezueLa, cuba, costa rica, and chiLe 
treat them as cross-cutting objectives, but do not 
appLy them to different sectors of Learning. 

human righTs Training in schools is 
linked To a broad range of Themes:
• refLection on the rights that assure equaL 

opportunities for study and for work, and 
the anaLysis of daiLy situations that threaten 
sociaL justice (braziL, venezueLa) 

• the defense of and demand of respect for 
the human rights of aLL, and specificaLLy to 
those of chiLdren, young peopLe, and women. 
knowLedge of and respect for nationaL and 
internationaL Laws and norms existing in their 
countries (venezueLa, eL saLvador, coLombia, 
panama)

• the deveLopment of attitudes for practicing 
rights and duties as members of the educa-
tion community and the LocaL, regionaL, 
nationaL, and worLd communities (argentina, 
venezueLa, honduras, barbados, jamaica, eL 
saLvador, coLombia, saint Lucia) 

• acting with fairness, in both personaL and 
sociaL dimensions (cayman isLands, braziL, 
uruguay, venezueLa, peru, dominican re-
pubLic)

• knowLedge of the rights of gender equaLity, 
freedom, personaL safety and integrity, among 
others; and agencies responsibLe for their 
assurance. it is recognized that rights are 
those that protect Life, Liberty, and equaLity 
before the Law (mexico , braziL , honduras, 
venezueLa, eL saLvador, coLombia, saint 
Lucia)

• the understanding that aLL of human society 
is ruLed by ethicaL, moraL, and civic vaLues 
that are cLoseLy inter-reLated, and that their 
fuLL currency is essentiaL. human rights as 
referents for resoLving moraL and practicaL 
sociaL diLemmas (mexico, paraguay, chiLe).
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and development more than ever on some teachers who teach these 
disciplines, rather than on schools as a whole. 

Some countries have recently incorporated human rights train-
ing as part of national campaigns for their promotion. 

(c.4)	 education	fosters	the	exercise	of	democracy,	stimulating	
the	learning	of	civic	attitudes,	cooperation,	solidarity,	
and	responsible	participation.
Education alone cannot solve the problems caused by the break-
ing (wherever it occurs) of social links. One can expect, however, 
that it will contribute to developing the will to live together, 
which is a basic factor of social cohesion and national identity. 
Democracy appears to progress according to forms and stages 
adapted to the situation of each country. But its vitality is con-
stantly threatened. It is in school that education for conscious 
and active citizenship should begin (UNESCO, 1996, 66).
The education policies and curricular frameworks of most 

countries foster the exercise of democracy and the development of 
civic attitudes. This is expressed in the purposes of national education, 
in basic objectives, and in the profiles of the school graduates. Cross-
cutting themes foster the development of democracy, solidarity, and 
participation. In turn, study programs in citizenship training and in 
social sciences address issues treat themes such as the organization 
of communities and their inhabitants within a democratic system; 
the organization of norms that regulate a democratic regime; national 
heritage and identity; political participation; the powers of the State, 
the electoral system, and others. 

Education for conscious and active citizenship, as fostered by 
the Delors Report, requires a broader view than discussing whether this should be a subject in 
the curriculum (civic education) or a cross-cutting theme included in many academic subjects. 
Today, it is proposed that both areas be integrated, in which the development of knowledge 
as well as abilities are fundamental for training in this dimension (Reimers y Villegas, 2006). 
This training should be developed with many more elements than the explicit content of the 
curriculum. It should be reflected in classroom and school climate; in school management and 
organization, fostering participation and practicing non-discrimination, dialogue, and equal 
treatment. Education policies are explicit in stating that training for democracy means living 
it and putting it into practice through democratization of relations within the education com-
munity; the establishment of student organizations; and the promotion of respectful relations, 
cooperative efforts, and activities that link schools with local communities.

regarding Training in ciTizen parTicipaTion and solidariTy 

• in braziL, soLidarity is fostered basicaLLy through the area of ethics, deveLoping activities 
in the daiLy Life of the schooL, in speciaL situations such as catastrophes, and in resoLving 
probLems present in the community. acting jointLy with other civiL society organizations and 
the ministry of education, the name “soLidarity schooL” is awarded to those institutions 
that systematicaLLy deveLop voLuntary education projects to serve their LocaL communities. 

• in argentina, the nationaL soLidarity program fosters, through the training of teachers and 
students, the deveLopment of Learning-service projects in which student pLace their Learning 
at the service of a community need. since 2001 these soLidarity practices have been pubLicLy 
recognized and disseminated by means of the “soLidarity schooL presidentiaL prize”. 

in braziL, the human rights committee is in 
charge of articuLating and fostering activi-
ties for promoting the vaLues of human rights 
at aLL LeveLs of education. 

in mexico, the nationaL human rights 
education program seeks to affirm the gen-
eraL principLes of human rights education, 
design a sequentiaL program of contents for 
fostering and defending human rights in the 
curricuLum, and deveLop teaching methods 
that incLude knowLedge, criticaL anaLysis, and 
the deveLopment of aptitudes for fostering 
human rights. 

in venezueLa, the program for fostering 
human rights and peace deveLops activi-
ties directed at strengthening the vaLues of 
harmonious sociaL reLations, toLerance, 
respect for the diversity of ideas, and hu-
man rights. 

in peru and costa rica, education and 
personaL experience with human rights is a 
cross-cutting theme that deveLops train-
ing activities through primary and Lower 
secondary education in different areas of 
Learning. 
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• the ministry of education of chiLe promotes in-service Learning at the secondary schooL 
LeveL, and since 2004 has awarded the “soLidarity schooL bicentenary award” to schooLs 
that have systematicaLLy incorporated the deveLopment of soLidarity practices within the 
education community and in regard to LocaL communities. 

• in eL saLvador, the “poder” program fosters the organization of student soLidarity brigades 
that are defined as venues for Living together and comprehensive training of youth. 

• in saint Lucia, the sociaL studies program incorporates a sociaL action dimension Linked to 
the deveLopment of cooperative projects for improving cLasses, schooLs, and communities. 

• in costa rica, programs of the education for aLL pLan of action emphasizes the importance 
of bringing schooLs and communities cLoser together, guaranteeing the principLe of co-
responsibiLity estabLished in the country’s constitution, fostering sociaL participation, and 
generating citizen power in pubLic decision-making. 

(d)	 learning	to	be

The Delors Report emphasizes the importance of this pillar of learning in order that 
people can develop their own personalities and be able to live with increasing levels of per-
sonal autonomy, judgment, and responsibility. To this end, education should not disregard any 
attributes of persons - memory, reasoning, aesthetic senses, physical capacities, and commu-
nication skills (UNESCO, 1966).

For the analysis of this dimension, we have considered the following indicators: 

• Education fosters the development of identity and autonomy.

• Education develops capacities for personal projection. 

• Education promotes the ability to establish empathetic relations.

• Education seeks to develop moral judgment and ethical behaviors based on respect 
for the dignity of others.  

This dimension is expressed as the weakest in the analyzed documents. The kinds of 
learning expressed the least are those related to the development of identity and autonomy, 
including self-recognition, self-esteem, self-control, and emotion management. The develop-
ment of abilities for personal projection are mentioned in a very general way, usually associated 
with vocational and labor orientations rather than with the development of personal life. The 
indicators most visibly expressed refer to the establishment of empathetic relations and the 
construction of a moral conscience. 

(d.1)	 education	fosters	the	development	of	identity	and	autonomy.
Achieving the recognition of the individual in society requires assuring the right to his or 

her own identity. The challenge remains for schools to help that this right is made effective, for it 
involves respecting people as they are without using homogeneous responses to students who by 
nature are heterogeneous, and to help them to construct their own autonomous life projects. 

The development of personal and social identity, together with self-knowledge and 
self-esteem are the kinds of learning that is undeveloped in our region.  We often find references 
to the development of the identity of students in general terms in curricular frameworks, in 
the profiles of the school graduates, and in cross-cutting themes. However, the application in 
areas of study is unclear. Nor do we supply didactic orientations in order to achieve it. In the 
few cases in which these objectives are incorporated into subject matter, they are scattered. 

A key element in the construction of identity is the appropriate management of 
emotions that arises out of self-knowledge.  According to Maturana and Dávila (2006) it is 
not control or self-control of emotions that children and adolescents should acquire in their 
transition to adult life; rather it is an awareness of their feelings, reflection on their actions, 
and responsible actions in the tasks carried out in their lives as members of a community of 
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collaboration and mutual respect. This is linked with the development of 
autonomy, by providing them with the means that enable to act from 
within themselves, seeing and understanding what they desire so they 
may learn to be spontaneously ethical and socially responsible. 

However, the knowledge and development of emotions is rarely 
present in curricular designs. We have found practically no explicit 
references to the theme. Some countries include general orientations 
in cross-cutting objectives, but without correlates in practice. 

Even fewer instances are found linking emotions and autono-
my. In general, references to the development of autonomy focus on 
solving problems, investigating, developing projects, self-assessment, 
and doing homework without the help of the teacher. In a few countries, 
this is linked to decision-making. 

Finally, self-knowledge and self-value is closely, linked to 
self-care. This is expressed in study programs of science and physical 
education, in cross-cutting themes, and in specific support programs 
that address issues related to health, sex education, and HIV/AIDS 
prevention, helping students to know and care for their own bodies 
and to adopt healthy habits. 

(d.2)	 education	develops	capacities	for	personal	projection.	
“In its most profound sense, to educate does not mean teach-

ing, and much less training people to think, act, or feel in a particular 
way. To educate means opening horizons that make possible the 
affirmation of the subject and his or her responsible participation of 
the daily invention of life in society” (Rodríguez, 2005, 40) In this per-
spective of opening horizons, it is a function of education to develop 
in students the ability for personal projection. 

The documents that we have reviewed allow us to affirm 
that education systems do not emphasize in a precise and systematic 

manner the development of this capacity of personal projection. In this regard, they identify 
two central elements: the development of decision-making capacity based on reflection, and 
on processes of discernment, and building personal life projects.  

In certain countries, general objectives of education, profiles 
of the school graduates and curricular framework orientations make 
reference to the intention of developing in the students moral judg-
ment, and moving progressively from moral heteronomy toward 
increasing degrees of autonomy, so that finally they may make free 
and conscious decisions. 

In general, the construction of life projects is linked more 
directly to vocational and occupational orientation in lower second-
ary school. In Uruguay, Cuba, and Argentina there are programs or 
guidelines on vocational and occupational guidance that mention 
possible venues for reflection about life projects of students in order 
to offer aid making a proper choice and to diminish grade repetition 
and school drop-out, facilitating future entry into the labor market. 
Nicaragua and Venezuela have established employment guidance as a 
cross-cutting theme that aids students in the analysis of various em-
ployment possibilities that the community and national context offers. 
Treatment of this indicator is observed with clarity in different areas 
proposed to be developed in the curriculum, such as decision-making 

in honduras, the new curricuLum (2004) in-
corporates as one of its cross-cutting themes 
the deveLopment of identity - considered as a 
construction process that is carried out through 
criticaL appropriation and creation of socio-cuL-
turaL vaLues that are integrated and consoLidated 
as a heritage of persons within society. identity 
expresses itseLf in personaL autonomy of stabLe 
and meaningfuL daiLy Life. but it aLso represents a 
factor of pertinence to particuLar sociaL groups. 
it encompasses personaL and famiLy, as weLL as 
nationaL identity. the construction of personaL 
identity is associated with gender equaLity, to the 
form of being men or women. in turn, nationaL 
identity is based on vaLues of the historic past, and 
deveLops and strengthens in coLLective consensus 
based on broad nationaL aspirations. this cross-
cutting theme is present in every area of knowLedge 
and in each cycLe of study, Linking the specificity 
of discipLines to the characteristics and ages of 
students of each cycLe of education. 

in chiLe, within its basic cross-cutting objectives 
(oft), in the area of growth and personaL seLf-
affirmation, consideration is given to deveLopment 
of affectivity and emotionaL baLance through 
knowLedge of the potentiaL and Limitations of 
each person, but it is not made expLicit how this 
functions in different areas of Learning. 

in nicaragua, within the objectives of educa-
tion is that of fostering responsibLe actions and 
seLf-refLection, recognizing errors as Learning 
opportunities in famiLy, schooL, and community 
situations.  

in some countries, different study programs refer 
in an indirect way to deveLoping personaL projec-
tion capacities through fostering criticaL thinking, 
deLiberation, causaL anaLysis, anticipation, empathy, 
and the abiLity to find aLternative soLutions to 
different kinds of probLems. however, curricuLa 
such as those of peru, venezueLa, and costa rica 
intentionaLLy seek to deveLop such behavior in stu-
dents and in their capacity to refLect on individuaL 
and coLLection daiLy actions, stimuLating their 
decision-making abiLities. 
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that is aware, free, informed, and responsible, and in the collection of 
information about employment areas of interest, having a clear view 
of their aspirations. 

(d.3)	 education	promotes	the	ability	to	establish	empathetic	
relations.
The skills related to living together are not skills in the popular 

sense; rather, they are dimensions of social conscience that the child 
should learn to develop both in the home and at school. Listening, for 
example, consists of hearing and paying attention; something that 
requires a significant degree of self-confidence. In order for one to hear 
expressions of the emotions of another, one must be able to listen 
without fear of disappearing. Such collaboration is only possible based 
on respect and care for one’s own world and that of others. (Maturana 
and Dávila, op. Cit.)

In most countries, this indicator is present in normative 
frameworks and in general orientations of education policy. But only 
in certain curricular frameworks it is made concrete through some 
areas of study.  

A key component in the construction of empathetic relations is effective communica-
tion. In this regard, there are different focuses in the area of language. In some cases, they place 
emphasis on the more instrumental use of language, as in the case of primary education in 
Mexico, Paraguay, and Uruguay aimed at efficient mastery of Spanish 
as an instrument of communication through reading, writing, and oral 
expression. In other countries such as Bolivia, Brazil, Chile, Honduras, 
Venezuela, Peru, and Colombia, there is a more communicative ap-
proach to language that is part of a process of encounter, exchange, 
and understanding in order to learn, engage in dialogue, discern, and 
reach consensus; to reflect on preconceived prejudices and judgments; 
and to develop as free individuals with solidarity, continuing to dis-
cover the possibilities that open through the expression of opinions 
and feelings. 

Many countries provide instruction based on dialogue for 
conflict resolution and the establishment of agreements and rules for 
better relations. Moreover, within the cross-cutting objectives referring 
to ethics, citizenship training, and human rights, the development of 
empathetic relations is strengthened. 

In the social science programs of various countries, learning is 
developed in regard to respecting and valuing cultural diversity, citizen 
participation, and social responsibility.  

A key to good social relations is the ability of putting oneself in 
other’s shoes, and to understand and support others. In some countries, 
cross-cutting objectives help students be sensitive to the pain of oth-
ers and to the problems of the community. They collaborate in tasks 
at home and in their surroundings, showing a spirit of cooperation in 
carrying out group tasks and participate in social campaigns. 

chiLe, costa rica, and mexico deveLop this theme in 
their guidance programs in order to contribute to 
recognizing the needs and interests of young peopLe 
and to refLections on the Lives of adoLescents in 
their own contexts. consequentLy, the civics and 
ethics program in mexico and that of vaLues in 
costa rica encourage young peopLe to think, decide, 
and act for the future. these programs treat char-
acteristics of democratic citizenship and the mutuaL 
commitments of Life in society. the same is the case 
in coLombia, where among the orientations of the 
area of ethics and human vaLues it is noted that 
students shouLd be trained to construct projects 
for personaL reaLization, beginning with projects 
within schooL, and advancing toward empLoyment 
and professionaL projects, and in more generaL 
terms, toward projects for aduLt Life.

in coLombia, the Language and mathematics 
standards incLude an area caLLed how good it is 
to express weLL what we think and want is intended 
for students to Learn how to express themseLves 
autonomousLy and effectiveLy, being abLe to reLate 
weLL with others.

in braziL, within the cross-cutting theme of eth-
ics there is an entire bLock of content that refers 
to diaLogue: its vaLue as an instrument to cLarify 
confLicts; for coordinating actions between stu-
dents; for formuLating questions that heLp in un-
derstanding others. Learning to Listen is emphasized 
in order understand the precise meaning of what 
others want to say; cLear and prices formuLation 
of arguments; the wiLLingness to open oneseLf to 
other ideas, opinions, and arguments and revise 
one’s own point of view when necessary. 

in nicaragua, the curricuLum suggests that 
students, upon ending their studies, do sociaL 
and community service reLated to preserving the 
environment. in argentina, the nationaL soLidar-
ity education program fosters the deveLopment 
of community service projects at aLL LeveLs of the 
education system, from pre-schooL to the university 
LeveL, based on deveLoping “pro-sociaL” attitudes* 
in students. 

* “Prosocial” behaviors are those that, without seeking external or material reward, 
favors other persons or groups, or social goals and increase the probability of generat-
ing positive, quality, and solidarity-based reciprocity in consequent inter-personal or 
social relations while safeguarding the identity, creativity, and initiative of the persons 
or groups involved (Roche-Olivar, 1998).
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(d.4)	 education	seeks	to	develop	moral	judgment	and	ethical	
behaviors	based	on	respect	for	the	dignity	of	others.
Training in values should be based on the functioning of schools 

themselves; that is, it should impregnate and transform the meaning 
and activities of schools.  There is a need to create school communities 
that are morally committed, and in which participation, mutual respect, 
tolerance, and solidarity for the weak be what guide decision-making 
and initiatives of schools. Student admission criteria, behavioral rules 
for the community, relations between students and teachers, and the 
participation of everyone in developing rules of social relations and 
their application are some relevant ways of making concrete the will 
to create a democratic and participatory community able to offer a 
functioning model adjusted to the values that one wishes students to 
assume (Marchesi, 2006).

In the general guidelines of education policies and curricular 
frameworks of most countries we find references to the value that 
should be given to moral judgment and to the development of ethical 
conduct on the part of students. But this is more evident on paper, 
without a practical correlate in programs of study. 

Some countries include cross-cutting learning objectives linked 
to discernment regarding personal actions and on fostering relations 
of mutual respect, dialogue, justice, and solidarity. 

WhaT do Teachers Think abouT The basic purposes of educaTion?
aspects of current norms outLined in this chapter enter into force to the extent that educators 
make them their own; that is, when they assume in their convictions and practices views of educa-
tion that coincide with these decLared principLes. 
aLthough there is no systematic information at the regionaL LeveL regarding how teachers conceive 
education, unesco, through the buenos aires branch of its internationaL institute of educa-
tionaL pLanning (iipe) within the framework of its research program about “the professionaLization 
of teachers”, has generated information on this subject in some countries of the region.
the information avaiLabLe comes from representative sampLes of teachers in argentina, braziL, peru, 
and uruguay. it shows that most teachers tend to identify the deveLopment of creativity and a 
criticaL spirit as among the priorities that education shouLd pursue, foLLowed by preparation for 
Life in society. in the case of peru, the second most-chosen option refers to the transmission of 
moraL vaLues. on the other hand, about one-fourth of teachers surveyed eLected as an option 
the transmission of up-to-date and reLevant knowLedge - a view generaLLy associated with a more 
traditionaL view of education2.

2 For more, see Tenti (2005)

in venezueLa, curricuLar guideLines state that prima-
ry and Lower secondary education shouLd be based 
on vaLues that Lead to educating a human being 
who is abLe to deveLop within a pLuraListic society 
and in a criticaL manner be abLe to practice freedom, 
toLerance, soLidarity, honesty, justice, respect for 
human rights and the vaLues reLated to them. one 
of the basic objectives states that students shouLd 
be abLe to deveLop their own criticaL judgments in 
the face of personaL probLems and sociaL confLicts, 
with behavior based on anaLysis and refLection, and 
on freeLy assumed rationaL vaLues. 

in chiLe, ethicaL training heLps students deveLop the 
capacity and wiLL to reguLate their own conduct 
based on an ethicaL conscience, in the sense of 
its transcendence, its search for truth, justice, 
beauty, spirit of service, and respect for others. 
in the area of peopLe and their surroundings, 
the purpose is to foster the quaLity of personaL 
and famiLy interactions based on mutuaL respect, 
the exercise of active citizenship, and democratic 
reLations through responsibLe participation in the 
activities of the community.  
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Table 2: objecTives ThaT educaTion should pursue. percenTage of Teachers by selecTed 
objecTives. 2004*.
purposes Argentina Brazil peru uruguay

Develop creativity and a critical spirit 61,3 60,5 57,6 69,6

Prepare for life in society (**) 44,6 72,2 35,3 42,7

Transmit up-to-date and relevant knowledge 27,8 16,7 25,1 24,9

Create habits of behavior 6,4 3,9 5,6 6,4

Transmit moral values 25,6 10,8 47,1 31,1

Select those best qualified 0,9 2,6 2,9 1,1

Provide minimum necessary knowledge 2,8 8,9 1,4 3,5

Prepare for employment 13,5 8,3 14,0 7,3

Integration of the most relegated social 
groups

15,5 13,0 10,9 12,9

Don’t know; no response 1,5 0,5 0,2 0,5

(*) The questionnaire asks respondents to indicate the most important, according to their point of view. 
(**) In Brazil this statement was formulated as “preparing aware citizens”. 

(e)	 compulsory	education

The aspirations declared in study guidelines and programs are also related to one of the 
central elements of public policy; since it is expected that every citizen can have an educational 
experience, what do countries understand as compulsory education?

The obligatory nature of education is related to a central idea of the universality of 
the educational experience. In this sense, that which is defined as obligatory demonstrates a 
kind of “floor” or minimum educational experience that is legally sanctioned as desirable or 
absolutely necessary for all. 

Within this framework, a first reflection arises regarding identifying who is the subject 
when we speak of the compulsory nature of particular educational experiences. Current national 
legislation declares that it is the obligation of the State to provide the service, as well as an 
obligation of parents to assure that their children attend the appropriate programs. 

Every country in the region has defined its own obligatory scheme that includes dif-
ferent stages or levels of education. In some cases, the focus is on the obligatory nature of 
attendance, relating this to the ages during which it is obligatory to attend school as well 
as the obligation of the State to provide educational services for each of the levels. Thus, in 
cases in which the obligatory nature of a particular level of education is declared without 
specifying the ages of compulsory schooling, one may assume that conclusion of obligatory 
levels must be universal, referring to all the population and not only children. Thus, it would 
have to be guaranteed to all through different program forms and modalities. Likewise, when 
an age-group for compulsory education is specified, it would be appropriate to ask what are 
the obligations to those older than the maximum age specified and have not concluded the 
obligatory levels. Are they provided with alternative channels adjusted to their own charac-
teristics? What happens to a child who, due to problems of the inefficacy or inefficiency of 
the system, reaches the age limit for compulsory education before finishing the education 
levels considered to be the object of “universalization”? Does the obligation of the State to 
provide the service end?

Considering the regulatory frameworks and their definitions referring to the obligatory 
nature of education, it is seen that all Latin America and Caribbean countries have established 
as obligatory at least the primary level, thus manifesting their will to universally assure this 
level. Note, however, that as we will see below (p. 88 ff.), this will has not yet been translated 
into universal assurance of the conclusion of primary schooling for the population. 

Source: 
I IPE-UNESCO, Buenos 
Aires . Based on Tenti 
(2005), a text that presents 
the results of the work of 
UNESCO/IIPE, with head-
quarters in Buenos Aires, 
with the framework of 
its research program on 
“The professionalization of 
teachers”. 
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On the other hand, there is growing agreement that universal completion of primary 
education is an insufficient minimum, and that consequently, it is necessary to extend it to 
other levels of education. Thus, all but seven countries (Haiti, Honduras, Jamaica, Nicaragua, 
Panama, Suriname, and Trinidad and Tobago) include lower secondary as the object of univer-
sal coverage. In many cases, these two levels of education (primary and lower secondary) are 
considered to be unified, being called “basic education”.  

Graph 1.1: 	 Years	of	compulsory	education,	by	official	ages	and	levels,	by	country.	
2004.	
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However, even requiring primary and lower secondary as obligatory are now increas-
ingly seen as insufficient as a universal educational experience because, on the one hand, of 
the crucial nature of pre-primary education as a period of development; and on the other, 
upper secondary is becoming to be seen as the minimum for everyone. There is evidence that 
minimum levels of education required to increase productivity and the capacity to generate 
income and thus reduce the probability of poverty are moving in this direction. 

In four countries (Argentina, Colombia, Dominican Republic, Ecuador) one year of 
pre-primary education is considered obligatory3, while in Turks and Caicos two years of pre-
primary education are required. 

In contrast, there are 12 countries (Anguila, Antigua and Barbuda, Aruba, Bahamas, 
Barbados, British Virgin Islands, Cayman Islands, Dominica, Grenada, Peru, Saint Kitts and Nevis, 
and Turks and Caicos)4 in which upper secondary is obligatory, and in 9 countries (Bermuda, 
Costa Rica, Guyana, Mexico, Netherlands Antilles, Saint Lucia, Saint Vincent and the Grenadines, 
Uruguay, and Venezuela) part of upper secondary is obligatory.

It is thus clear that countries have granted priority to the extension of obligatory 
education beyond the primary level without an equivalent effort in regard to the pre-primary 
level.

These diverse standards of compulsory years of schooling show much heterogeneity. 
If we consider the percentage of years of compulsory education related to the total duration 
of these levels, there is a variation going from 37.5% in Haiti, to 100% in Turks and Caicos.

Graph 1.2: 	 percentage	of	obligatory	years	of	the	total	duration	in	years	of	pre-pri-
mary,	primary,	and	secondary	school,	by	country.	2004.		

 

Most countries have defined as obligatory a number of years equivalent to at least 
50% of the total duration expected of the pre-primary, to upper secondary levels.5 Exceptions 
are Panama, Honduras, Jamaica, Suriname, Nicaragua, and Haiti. On the other hand, in 11 

3 Note that, besides the norm of being obligatory, there are other countries that have proposed universal attendance 
of at least one year of pre-primary education (Peru: Constitution establishes pre-primary as mandatory, but the 
international data reporting does not declares as such).

4 Chile may be added to this group, since in 2005 it established all of upper secondary as obligatory, although this is 
not yet reflected in international data reporting.

5 As a range of reference for the joint duration of these four levels of education. Note that at least one grade of each 
level is considered to be obligatory by at least one country in each case.
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countries of the Caribbean (Turks and Caicos Islands, Anguilla, British Virgin Islands, San Kitts 
and Nevis, Bahamas, Cayman Islands, Dominica, Grenada, Antigua and Barbuda, Bermuda, and 
Barbados) and Aruba, the number of years defined as obligatory surpasses 80% of the duration 
of the total education offered. 

It would expected that this extension be accompanied by investment patterns which 
at least reach those aimed at primary education (an object of universalization for many years) 
in order to assure quality education for all. 

In terms of the coverage of the population that should be obliged to attend school 
according to their age, as the following graph shows, some countries have increased the total 
number of years of compulsory education, having in some cases satisfied the demand expressed 
in high percentages of the total population attending school (Anguilla, Barbados, Aruba), while 
others still need to make greater efforts in order to achieve what they have established as 
obligatory (Turks and Caicos Islands, Colombia, Saint Vincent and the Grenadines). The countries 
with smaller percentages of their total duration defined as obligatory (less than 50%) have 
more than 90% of their in-school population in some level of the education system.  

Graph 1.3: 	 percentage	of	obligatory	years	of	the	total	duration	in	years	of	education	
levels.	pre-primary,	primary,	and	secondary	and	total	coverage	for	the	
official	ages	declared	as	obligatory,	by	country.	2004.	

If we note the number of certified teachers6 for pre-primary and upper secondary com-
pared to primary education, we may conclude that in slightly more than half of the countries 
for which information is available, the percentage of teachers who comply with the norms 
established to work at the pre-primary and upper secondary levels are lower than for primary. 
On average, these percentages are 12 (pre-primary) and 10 (upper secondary) percentage 
points below the percentage for primary. 

6 A teacher is considered “certified” if he/she satisfies the minimun requirements established nationaly for practicing 
the teacher profession at the corresponding level of education.

Source: 
Calculated by the authors 
with the information from 
the UNESCO Institute for 
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Graph 1.4:		 difference	between	 the	percent	of	 certified	 teachers	 in	pre-primary,	
primary,	and	upper	secondary	education,	by	country.	2004.	

The graph shows heterogeneity in the region. Thus, in pre-primary we see the most 
extreme differences in Bahamas, British Virgin Islands, Grenada, Nicaragua, and Trinidad and 
Tobago, surpassing in all cases 30 percentage; while for secondary, only Grenada reaches that 
threshold. 

However, this information only partially indicates the kinds of teachers that students 
have in order to assure their right to education. It is limited the information that needs to be 
complemented with the level of certification that countries require for each level of education, 
or be organized according to the number of students who have teachers with the required 
information. 

 On the other hand, an important theme to consider in regard to the relation between 
education levels and compulsory ages is the link with the minimum entry age into the labor 
market. Although labor legislation of the countries may differ on this point, all of them have 
ratified Convention 138 of the ILO (1973) which establishes as 15 years the minimum for 
employability, with early ages permitted only in exceptional and justified cases. From this 
perspective, some countries of the region have left a gap for those children who have not 
continued their studies, cannot enter the labor market. Thus, Bolivia, Chile, and the Dominican 
Republic define the end of compulsory education one year below that stipulated in the Con-
vention, while Nicaragua does so two years, and Honduras, Haiti, Jamaica, Panama, Suriname, 
and Trinidad and Tobago three years below 15. 

(f)	 final	remarks

In summary, a documentary analysis of the relevance dimension shows four central 
aspects that define the situation encountered:

• In most countries of the region there are orientations referring to the four pillars of 
education, although not with equal emphasis. The objectives of learning to know and 
learning to live together are more developed on both the normative level and in gen-
eral lines of the curriculum, and in some programs of study. On the other hand, the 
objectives of learning to do and learning to be do not appear as systematically and or 
with the same emphasis in areas of learning or subject matter.  
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• Curriculum reforms have provided substantial advances in terms of understanding 
the interactive character of the learning process, as well as in regard to the central 
role of students – expecting them to reorganize their perceptions and ideas, interpret 
and determine their own ways of proceeding, using learning content and situations 
especially designed for them. The curricular structure, in terms of fundamental ob-
jectives, the development of concepts, skills, abilities, and attitudes, or in terms of 
competencies, is the framework for the active participation of students in their learning 
processes. However, such participation – in most curricula – is not considered in terms 
of developing the ability to reflect on their own learning processes. In order for this to 
take place, there is a need for specific objectives, times, and curricular opportunities in 
each area of subject matter dedicated to individual and collective reflection on their 
own learning processes – identifying the next steps, strategies used, errors committed 
– and opportunities for students to communicate their findings, socialize their results, 
and link them to other fields of knowledge. This coincides with the slight relevance 
granted to objectives directed at enterprise, leadership, and teamwork skills, to the 
development of identity and autonomy, and to the development of creative and in-
novative capacities. All of these require involved and committed action of students in 
their own learning. 

• We must make progress in developing curricula with greater internal coherence in 
terms of the priority of fundamental objectives being demonstrating concretely in 
the objectives of each class subject or area of learning – especially in regard to the 
development of ethical behaviors and attitudes, both in learning to be and in living 
together. This is linked with preparing students in the construction of a personal and 
social ethic based and valuing oneself and others. There is a risk of the development 
of thought not being balanced if the analysis and understanding of phenomena are 
not accompanied by the ability to judge and interpret them in the light of the ethical 
development of persons. Thus the enormous importance of the constant link being 
made between the development of an ethical conscience and knowledge of the world 
– a fundamental consideration for decision-making and in taking responsibility for 
ones’ own actions and their consequences.

• Many countries have made significant progress in regard to the integration of cross-
cutting objectives and common objectives of the curriculum through providing 
didactic orientations and specific cross-cutting objectives in each subject matter or 
area. However, progress needs to be made as well in areas related to inter-disciplinary 
integration. There is an agreement in affirming, as stated in chapter 2 (p. 51 ff.), the 
need to promote understanding that allow students relate facts, integrate, refer to 
contexts of information in different areas, and establish judgments from various per-
spectives. This demands not only disciplinary integration – even when the curriculum is 
organized into learning areas – but also a clear and consistent pedagogical framework 
that permits teachers to effectively apply the goal of integrating learning, including 
specific guidelines in this regard. 
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2.	 Are	educAtionAl	services	offered	pertinent	to	the	
pArticulAr	conditions	of	students,	their	fAmilies,	
And	communities?	

From a rights perspective, education is student-focused. It must be comprehensive 
and be directed at all students, regardless of their culture, language, social condition, gender, 
and capacities. Education is pertinent to the extent that it responds to the individual, social, and 
cultural diversity of students- assuring comparable results, full participation, and construction 
of the learner’s own identity. 

The concepts of relevance and pertinence are indissolubly united. The relevance of 
what people learn depends on the extent to which teaching and learning processes enrich 
and are adapted to their particular needs and to their territorial, institutional, and classroom 
contexts with the support and participation of the actors involved, while taking into account 
their competencies and skills. 

Education that is pertinent respects and values diversity and flexibility. It adapts the 
provision of education services to the particular conditions of persons and groups in their 
life contexts and provides support systems that guarantee that schools have the necessary 
resources for assuring the learning and participation of all students. 

For education systems, responding to diversity involves the establishment of basic 
rights and principles that assure life-long quality learning, and the participation of all. In order 
to make these concrete, they must offer conditions, opportunities, and regulations that assure 
access to, progress and permanence in, and culmination of studies. 

Therefore, and considering the type of base information used, we have developed 
an analysis which begins by identifying critical areas or aspects for establishing pertinence. 
These are:

• The extent to which regulations and policies establish basic rights and principles 
in order to meet the needs of diversity and foster the learning, participation, and 
identity construction of all; 

• The extent to which regulations and policies provide flexible curricular structures 
and adaptability mechanisms to respond to individual, social, cultural, and gender 
diversity; 

• The extent to which regulations and policies prescribe putting into practice support 
systems and resources in order to assure the learning and participation of all. 

We present below the major findings of our documentary review, carried out accord-
ing to the above criteria. 

(a)		 the	fundamental	right	of	all	persons,	whatever	their	individual,	
social,	or	cultural	condition,	to	receive	a	lifelong	quality	
education.	

Full exercise of the right to education requires that it be of quality, assuring the develop-
ment and learning of all people throughout their lives. To this end, it is necessary to guarantee 
certain fundamental principles: 

• The right of all students to receive a quality education that allows them to develop 
and to strengthen their own identities. 

• The right of all indigenous groups, people of African descent, migrants, and other 
cultural minorities to receive an education that incorporates their language and 
culture. 

• The right to be treated with dignity, to not be the subject of discrimination, and 
to participate in activities that the school develops, without exclusion. 
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• The right of both genders to receive an education that assures their full develop-
ment and eliminates all forms of discrimination against women. 

• The right to receive an education that fosters freedom of conscience and belief, 
and that eliminates any kind of religious discrimination. 

• The right of vulnerable groups to receive a quality education and with equal op-
portunities. 

The education policies of the region grant priority to guaranteeing the right to educa-
tion of all citizens, assuring equality of access to and permanence in the system through the 
provision of public and free education – the latter usually understood as the absence of tuition 
payments – at obligatory levels. Only in some countries is it mentioned that this should be 
quality education. 

Education is treated in legislation as an essential function of the state and as a right 
of all people. Brazilian law makes explicit the right to demand education. In Panama, it is the 
right of people to educate themselves. In the case of Guyana, the responsibility of parents 
to educate their children is regulated and sanctioned in the case of non-compliance. Various 
countries add the duty of families and communities to contribute to the development and 
improvement of education. 

(a.1)		 the	right	of	all	students	to	receive	a	quality	education	that	allows	them	to	
develop	and	to	strengthen	their	own	identities.	
As noted in another document (UNESCO 2007), responding to diversity involves as-

suring the right of people to their own identities, respecting persons as they are, with their 
biological, social, cultural, and personality characteristics – the very things that make possible 
the identification of the individual in society. 

This right is less often mentioned in law, or is present in association with the sense of 
national identity, although all countries seek to offer comprehensive education that contrib-
utes to the personality of the learner. There is mention of physical, intellectual, creative, and 
critical capacities – or in other terms, stipulation of the need for adequate expression of and 
opportunities for the development of educational skills and vocations, as well as aptitudes 
and interests, and the importance of valuing the individual expressions of all learners, and 
their actions as citizens. 

(a.2)		 the	right	of	indigenous	groups,	people	of	African	descent,	migrants,	and	other	
cultural	minorities	to	receive	an	education	that	incorporates	their	language	
and	culture	
Respect for the cultural identity and language of indigenous communities and/or mi-

norities is present in much of the norms examined, where it is stated that one of the objectives 
of education policy is to offer bilingual intercultural education that contributes to preserve and 
strengthen indigenous cultures, recuperate their histories, maintain their languages, and value 
various world views and ethnic identities. These declarations are, of course, more frequent in 
countries with large indigenous populations in which these documents constantly mention 
the multi-ethnic character of the country and seek to foster a society that respects cultural 
differences as a pillar of identity. 

Two aspects particularly stand out: (i) the aspiration for an education that guarantees  
peoples access to information, technical and scientific knowledge of the national society and 
of other indigenous societies; (ii) an education that fosters inter-cultural dialogue with the 
national community and with various cultures that co-exist in the country; that is, an educa-
tion that allows all people to participate actively in a multi-cultural world. 

Inter-cultural education is normally contained within the framework of the human and 
collective rights of indigenous peoples and those of African descent. These rights include equal 
access to a quality education. This involves guaranteeing and increasing levels of access to dif-
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ferent education modalities, favoring intercultural bi-lingual education at all levels, as well as 
employment training.  Moreover, this involves a system of student grants at all levels, especially 
in higher education which in practice is found in few cases (in Mexico and in Chile). 

(a.3)		 the	right	to	be	treated	with	dignity,	to	not	be	the	subject	of	discrimination,	
and	to	participate	in	activities	that	the	school	develops,	without	exclusion.	
Assuring the right of all to a quality education absolutely requires guaranteeing non-

discrimination. No person should suffer limitations in participating in different school activities 
due to their social and cultural origin or their gender, political thought, or religious beliefs. 

Normative standards and policy guidelines highlight the right 
to non-discrimination in most countries, although they are infrequently 
adopted explicitly for strengthening student participation and the 
elimination of restrictions to full integration, without discrimination. 

The existence of special laws or regulations to protect children 
and adolescents offers an additional element in guaranteeing the 
right to not suffer discrimination, to not be exploited or maltreated, 
including sanctions against discrimination or omission in safeguarding 
these rights. Such regulations are present in Brazil, Chile, Nicaragua, 
and Costa Rica. 

Access to education is a first step which needs to be assured in 
terms of its obligatory and free nature. Regulations and sanctions are 
needed for preventing schools from discriminating in their admission 
procedures, and protective measures to prevent expulsion or canceling 
of enrollment of particular students due to their origins, appearance, 
beliefs, or any condition of vulnerability that schools see as “undesir-
able”. Evidence in this regard is very slight in the region. 

In some countries – Honduras, El Salvador, and Venezuela – in 
spite of their constitutions declaring that all types of discrimination 
(not only in education) is punishable, and defining crimes and sanctions 
for infractors of this precept, we could not find information about how 
this legal mandate is guaranteed within schools. 

Similarly, there are norms aimed at treating specific situa-
tions such as discrimination against pregnant students (Bolivia, Chile, 
and Uruguay), or children of single or divorced parents (Bolivia), or in 
Mexico, in the case of students with HIV or AIDS, and in Guatemala 
to protect those affected by ethnic discrimination. Various Caribbean countries have laws 
regarding freedom of religious belief. 

Adoption of measures in favor of persons or groups which may be the targets of 
discrimination, marginalization, or mistreatment is more robust in countries such as Bolivia, 
El Salvador, Venezuela, Peru, and Colombia, where education legislation establishes institu-
tions to guarantee the defense of these rights such as in Colombia (Defensorías Educativas or 
Acciones de Tutela) that, among other functions, defends the rights of students and takes to 
court situations of abuse or violation of rights. 

In addition, Barbados, Trinidad and Tobago, Anguilla, and the British Virgin Islands regu-
late the protection against aggression originating from students or that may place in risk the 
lives of other students. In these cases, the Ministry of Education regulates school discipline, 
including suspensions or expulsions in cases in which students use violence, carry weapons, 
use drugs, or consume alcoholic beverages. In these cases, there are special mechanisms for 
notifying ministerial authorities who are to investigate the events that cause suspension, and 
with the minister personally the decision regarding re-integration, expulsion, or transfer of the 
student to another school that can provide the necessary support. 

Some legiSlation not containing direct 
preScriptionS regarding non-diScrimination 
referS to effective education with equal 
opportunitieS for all (uruguay, cayman 
iSlandS) or of equal acceSS, regardleSS of 
religiouS or ideological belief (netherlandS 
antilleS) or of equal treatment by govern-
ment authoritieS (trinidad and tobago), 
prohibiting denial of admiSSion to any public 
School for reaSonS of age, experience, or 
Social-economic condition.

in oecS (organization of eaStern carib-
bean StateS) countrieS – anguilla, antigua 
and barbuda, virgin iSlandS, dominica, 
grenada, montSerrat, Saint KittS and neviS, 
Saint lucia,  and  Saint vincent and the 
grenadineS) diScrimination iS prohibited in the 
admiSSion proceSSeS of any public or private 
School for any reaSon, with a monetary 
Sanction applied to private inStitutionS that 
do not comply.
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The existence of measures and regulations to assure that school texts incorporate criteria 
of diversity and the elimination of stereotypes and discrimination, both in school text design as 
well as in its content and pedagogical approach, aids in progressing toward full exercise of the 
right to education. In this regard, in more than one-half of the countries surveyed no evidence 
was found in regard to measures and regulations to assure that school texts incorporate criteria 
of diversity, avoidance of stereotypes, and non-discrimination. Only in Chile, Brazil, Honduras, 
Uruguay, and Panama are there indications in the contracting for purchase of school texts in 
regard to the content not excluding or denigrating groups due to their social or racial origins 
(Uruguay), for reasons of gender, color, or ethnicity (Brazil),or discrimination against women 
(Panama and Honduras).

Discrimination among teachers

the norm againSt diScrimination eStabliSheS a baSic frameworK for foStering education that 
guaranteeS reSpect for all. however, aS with other factorS, thiS initial frameworK muSt be put into 
practice So that the actorS themSelveS in their daily practice aSSume and taKe ownerShip of experi-
enceS of non-diScrimination. in thiS SenSe, it iS extremely important that actorS in the educational 
proceSS Share a SyStem of democratic, tolerant, and non-diScriminatory beliefS in order to aSSure 
quality education for all. 
the Survey on world valueS 1999-2004 (www.worldvalueSSurvey.org) preSentS Some Key in-
formation on the degree of tolerance and democracy of Some of the countrieS of the region. 
moreover, a Study of the buenoS aireS – baSed international inStitute of educational planning 
(uneSco–iipe) on The professionalizaTion of Teachers (tenti 2005, p.190 and ff.) offerS compa-
rable information on diScrimination among teacherS in four countrieS of the region. 
in SocietieS moving toward greater levelS of tolerance and mutual reSpect, it iS to be expected 
not only that education inStillS theSe objectiveS on the normative level, but alSo that the actorS 
themSelveS do So in practice, in order that the preSence of diScriminatory elementS or beliefS be the 
exception or iSolated, or in any caSe leSS than obServed in Society in general. 
unfortunately, available evidence ShowS the contrary. diScrimination indicatorS recorded among 
teacherS and the general population SyStematically ShowS greater inStanceS of diScrimination 
among the former, aS well aS high levelS of the diScrimination criteria conSidered. the following 
graph offerS proof of thiS aSSertion.

Percentage of teachers who answereD to the question: woulD you like …as a neigh-
bor? by selecteD criteria.
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the levelS of diScrimination obServed are of particular note, eSpecially in peru where they include 
high proportionS for all criteria uSed for both the general population and teacherS. relative 
differenceS between teacherS and the general population are moSt marKed in argentina. in both 
argentina and peru, teacherS tend to diScriminate more than the general population in the Six 
criteria uSed. in brazil and uruguay, thiS iS the caSe for three of theSe criteria. 
it Should be noted aS well that in any caSe the differenceS between teacherS and the general 
population would be greater, Since we do not have information on the general population ex-
cluding teacherS. 

(a.4)		 the	right	of	both	genders	to	receive	an	education	that	assures	their	full	
development	and	eliminates	all	forms	of	discrimination	against	women.	
Equal and dignified treatment of men and women so that both have the same oppor-

tunities to develop their potential, share public and private functions and responsibilities, tends 
to be a constitutionally-sanctioned subject, included within the general principles of equity.  

In various cases, we find indirect references to gender equality in education, accom-
panied by affirmative action education policies in order to eliminate disparity of treatment to 
the detriment of women. However, in most Latin American countries gender equity is treated 
within the cross-cutting areas of the curriculum. At times, particular reference is made to foster-
ing gender parity for certain groups: indigenous women (Bolivia, Mexico, and Panama); within 
specific programs (El Salvador), or only at certain levels such as lower and upper secondary 
education (Uruguay) or among young people and adults (Argentina).

Legislation in Trinidad and Tobago, Bahamas, Panama, and Ecuador focuses on gender. 
Panama prohibits discrimination against women and strengthens their participation outside 
and within the classroom. Panama is a particularly outstanding case. It has established spe-
cial sections for women within public agencies, the development of 
teaching material that incorporates the gender perspective, use of 
recreation and sports time periods without gender discrimination, 
determines that education content be imparted equally to males and 
females, and fosters the leadership of females through such areas as 
civic education. 

It should be noted that, despite the increasing number of situ-
ations in education in which males appear at a disadvantage, existing 
documentation does not tend to approach this theme explicitly. 

(a.5)		 the	right	to	receive	an	education	that	fosters	freedom	of	conscience	and	
belief,	and	that	eliminates	all	kinds	of	religious	discrimination.	
The right to freedom of conscience and religious practice was declared a fundamental 

right in the Convention on the struggle against discrimination in the sphere of teaching of 1960. 
In this regard, at least one-half of the countries have determined that public education is 
lay education. In various countries of the Caribbean, this right receives particular mention 
in the law, specifying that facilities should be offered to students in order to participate 
in the religious cults of their parents, but participation in a religious cult cannot be a re-
quirement for admission to or integration in the various activities of schools. On occasion, 
religious instruction is part of the curriculum of public schools. But parents may decide if 
the accept or not this offering (Venezuela, Dominican Republic, Bolivia and Panama). As 
a result of agreements established between countries and the Vatican State, preferential 
treatment is established for Catholic beliefs that are included in the law or within common 
curricula. This is the case in Peru and Costa Rica, where these practices are discriminatory 
against other beliefs. 

the State of ecuador iS conStitutionally 
committed to formulating and executing 
policieS to guarantee equal opportunitieS 
between women and men through a Special-
ized agency that iS to incorporate the gender 
approach in planS and programS, and to pro-
vide technical aSSiStance for itS obligatory 
application in the public Sector.
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(a.6)		 rights,	guarantees,	and	attention	to	education	services	for	socially	and/or	
educationally	underprivileged	groups
Given that the conditions under which children enter school are diverse, the education 

system needs to understand them – especially in the case of those who suffer discrimination 
for different reasons, and offering equality of opportunities for educational access, resources, 
processes, and results, and thus allowing every person to attain comparable learning, according 
to individual possibilities. 

In regard to attention to vulnerable groups, most countries have laws that establish 
policies for equity in education, linking non-discrimination directly to offering equal rights 
and opportunities for access, permanence in school, and academic achievement. This involves 
guaranteeing access as well as the minimum conditions for quality learning, as well as the 
implementation of policies and programs for the protection and compensation for children 
and adolescents who are the most vulnerable. 

In general, the responsibility of the State is emphasized as a guarantor of access and 
creator of conditions to guarantee true equity. 

Most organizational structures include sectors the purpose of 
which is to secure proper attention to the specific needs of different 
underprivileged groups through compensatory programs or special 
programs at different levels and modalities (special education, inter-
cultural bilingual education, education of young people and adults, 
community education, etc.). There are few recorded instances of 
mechanisms for cooperation between these programs, thus resulting 
in duplication of efforts, contradictions, and waste of resources, as well 
as the problems resulting forms their possible divergence. Cases have 
been found of programs directed at vulnerable populations which do 
not appear to be linked to a specific policy, but rather emerge from 
the initiative of a particular government administration and apparently 
end with the assumption of another. 

In regard to the right of persons with special needs to a quality education, norms make 
reference to the need to provide an experience that makes possible their integration and full 
development of their capacities. The term “special education needs” has been widely adopted 
in the norms and policies of all countries. In most cases, this is defined in relation to students 
who present greater difficulties than the others, or significant learning difficulties, and who 
require certain additional or particular help during their time in school. In all cases, the groups 
that present special education needs are specified: those with physical disabilities with learn-
ing difficulties, and with learning difficulties without having physical disabilities. In the OECS, 
eight Latin American countries, and Belize, Barbados, and the Caiman Islands1 take into account 
gifted students as well.

Regulations normally state that the system must guarantee equal opportunities, or 
equity, to persons with disabilities. They also treat other issues, such as the right to carry out 
individual study projects, work, and insertion into society, development of their own identity 
(Bolivia), right to participation, non-discrimination, the guarantee of full access, integration, 
and progress (Chile), and personal growth (Paraguay). 

In the Caribbean, the responsibility of the State is mentioned in the provision of 
services that guarantee the rights of persons with special education needs, indicating that 
regulations and provision of methods are required. In the OECS countries and others such 
as the British Virgin Islands and Anguilla, responsibility is given to the minister – who must 

1 Organization of Eastern Caribbean States - Anguilla, Antigua and Barbuda, British Virgin Islands, Dominica, Grenada, 
Montserrat, Saint Kitts and Nevis, Saint Lucia, and Saint Vincent and the Grenadines.

conditionS for equality, in variouS caSeS, 
go beyond aSSuring acceSS. they refer to 
educational incluSion, recognition, integra-
tion, and achievement of all children, young 
people, and adultS (ecuador, chile, argentina, 
bolivia, brazil, and paraguay). in the caSeS of 
paraguay and uruguay, the commitment of 
the State iS expreSSed in removing obStacleS 
and impeding factorS that maintain or foSter 
inequalitieS and uSing affirmative action poli-
cieS for protection againSt inequalitieS. 
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provide special education programs within corresponding phases of compulsory education (5 
to 15 years of age). 

The education of persons with special education needs is experiencing a re-orientation 
in terms of current conceptions, and is moving from the model based on deficits to one guided 
by the development of potential and provision of opportunities, with the school being respon-
sible for accepting and adapting to diversity. Even so, there is a lack of general understanding of 
the interactive character of special education needs, which continue to be considered as being 
based only on the personal conditions of the student (Ecuador, Peru, and Mexico). At times, 
the idea is expressed that all children, without exception, can learn and develop the necessary 
basic skills if they are offered quality educational opportunities (Argentina, Honduras).

It is recognized that the concept of special education needs includes students who, 
without having disabilities, require help and special resources in order to meet their needs in 
school. But we also find expressed a series of difficulties in the application and understanding 
of this concept. 

(b)		 normative	and	curricular	frameworks	for	responding	to	the	
individual,	social,	and	cultural	diversity	of	students	

Consideration of diversity as a key factor in education is based on the fundamental 
right of all people to receive an education that does not discriminate and that is appropriate 
to each person’s particular needs and life context. 

(b.1)		 Basic	educational	principles	for	responding	to	the	individual,	social,	and	
cultural	diversity	of	students	
The basic educational principles for responding to the diversity of students are co-

herent with the framework of inclusive education – a view based on diversity and not on 
homogeneity. Its purpose is to confront exclusion and social segmentation, opening the way 
toward pluralistic schools that receive all children of the community, independently of their 
social and cultural origins and personal conditions. This presupposes significant changes in 
the organization of education in terms of its culture, institutional policies, and pedagogical 
practices in order to serve the learning differences of students and to eliminate the various 
types of discrimination. This is to say that teaching must adapt to students, and not students 
to teaching (UNESCO 2007).

funDamental PrinciPles of eDucation in orDer to resPonD to Diversity 

•  there iS a need to eStabliSh Specific KindS of learning aS a function of the different contextS, 
cultureS, genderS, and individual needS of StudentS, with common learning being acceSSible 
to all.  

• recognize that all children, without exception, can learn and develop baSic neceSSary SKillS 
if they are offered quality educational opportunitieS. 

• reSpect the individual, Social, and cultural diverSity of StudentS, conSidering them a factor 
that enricheS teaching and learning proceSSeS.

• recognize that people have multiple potentialS, and the need for SchoolS to help to develop 
them. 

• StudentS Should have the neceSSary Support in order to facilitate their maximum development 
and autonomy, regardleSS of their Social and cultural originS and individual characteriS-
ticS. 

• StudentS are at the center of teaching. teaching methodS Should be baSed on their cultural, 
Social, and individual experienceS. 
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• there iS a need to train and depend upon teacherS who are able to foSter the participation 
of all StudentS, and to adjuSt the curriculum and teaching to the diverSity of StudentS´ 
cultural contextS and individual characteriSticS. 

• there iS a need to incorporate familieS and local communitieS aS an effective and fundamental 
Support in the conStruction and improvement of educational proceSSeS and School activi-
tieS. 

• attention to diverSity iS a reSponSibility of the School aS a whole. 

Both legislation and curricular frameworks establish education principles for serving the 
needs of diversity. Thus, it is the stated need for developing curricular designs that recognize 
local cultural identities and that foster access to knowledge meant for the system as a whole 
(Venezuela, Bolivia, Mexico, Brazil, Paraguay, Honduras, and Argentina). In other countries there 
is mention of basing the curricular processes on students, their contexts, previous knowledge, 
interests, motivations, learning paces, and particular needs (Chile, Honduras, Venezuela, Uruguay, 
Paraguay, Dominican Republic, and Costa Rica).

Only in the normative and curricular frameworks of Mexico, 
Brazil, and Chile are individual differences considered to be a source 
of enrichment. At the same time, a large number of Latin American 
countries value diversity through recognition of the multi cultural, 
ethnic, and linguistic nature of the country as essential to national 
identity. For their part, curricula note the need to value the identities of 
different groups and to be pertinent to different life contexts, fostering 
recognition of the value of one’s own cultural identity. 

Definition of a common set of objective and contents that are accessible to all, or of 
common or special education schemes (special education, intercultural bilingual education, 
community education, rural education) necessary in order to respond to specific needs, is a 
widely-expressed principle. 

The different abilities of students are infrequently mentioned in curricular orienta-
tions. One concludes that diversity is in many cases understood in a restrictive manner, since it 
is mainly seen in regard to cultural factors. Rarely is the idea made explicit of using different 
capacities as a point of departure in pedagogical practices. Nor do we often see expressed 
the recognition that all children are able to develop the necessary basic competencies if 
offered quality educational opportunities (Argentina, Honduras and Uruguay). This coincides 
with the scarce mention of the multiple talents of persons and the need to stimulate the 
harmonious development of all potential, taking into account individual differences (Bolivia 
and Nicaragua). However, many countries emphasize the need for individual attention 
(Mexico and Uruguay), especially for students with special education needs. Similarly, in 

Honduras, Costa Rica, Peru, and El Salvador interest is expressed in 
using multiple and differentiated strategies for working in the class-
room. However, individual attention is generally seen as a strategy 
limited to students who exhibit difficulties. 

We have found limited evidence regarding guidelines for 
teacher training within the framework of the kind of inclusive educa-
tion that meets the needs of diversity. There is a coincidence, however, 
in curricula in the sense that these should be developed in order to 
carry out adapted and diverse education proposals that respond to 
the characteristics of students and that link classroom learning to 
everyday life, and are able to serve students in terms of their common 
and individual needs. 

in itS Strategic plan, guyana expreSSeS the 
need to Strengthen incluSive SchoolS in 
which no child iS excluded, and that are 
modelS of tolerance, rejecting all formS of 
diScrimination.  to thiS end, it iS eSSential to 
provide Special training in theSe SubjectS to 
parentS and teacherS.

the curriculum of nicaragua SuggeStS taK-
ing into account multiple intelligenceS, and 
requireS teacherS to enrich their practice 
with variouS pedagogical StrategieS. it StateS 
that the role of StudentS haS gone from be-
ing paSSive receiverS to active SubjectS who 
participate, obServe, inveStigate, conStruct, 
and reconStruct Knowledge. in thiS SenSe, 
the curriculum foSterS an active pedagogy, 
recognizing StudentS aS full participantS in 
the proceSS of Knowledge conStruction.
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Similarly, we have found little evidence on normative frame-
works for teacher training that can guide teacher training institutions 
in regard to the new demands resulting from curricular reform. 

There are also a limited number of references to prepare teach-
ers in using strategies to foster the participation of students, and to 
train teachers in eliminating all types of discriminatory educational 
practices. Constant mention is made of the need to improve pedagogi-
cal practices, implementing more dynamic methodologies that assure 
student participation in teaching and learning processes. 

In general, the documents surveyed do not provide evidences 
on the support needed to facilitate student learning and autonomy. 
But there is a coincidence among countries in terms of the need and 
obligation of the State to create institutions and services able to assure 
the right to education as well as comprehensive services for student 
guidance, assistance, and protection. This is particularly clear in Brazil, 
Dominican Republic, El Salvador, and Venezuela.

The support that schools should provide to those with special 
education needs is viewed in different ways between countries. In some, 
the focus is placed on strengthening the ability of schools to serve all 
students (Argentina, Bolivia, Brazil, Costa Rica, Ecuador, Honduras, Nica-
ragua, Mexico, Panama, Uruguay, and Venezuela), while in others, the 
focus is on supporting those with disabilities so they may be integrated 
(Mexico, Peru, Chile, Dominican Republic, and El Salvador). 

Incorporating families and local communities as an effec-
tive and fundamental support is increasingly mentioned in laws and 
educational programs. The General Law of El Salvador is perhaps one 
of the clearest in this regard. It states that internal management of 
schools shall be developed with the organized participation of the 
education community – teachers, students, and families – who are 
to be organized in school councils, make joint decisions, and be responsible for the activities 
carried out. The Caribbean countries coincide in agreeing on the importance of integrating 
families and communities into schools, especially through school committees, associations of 
parents and teachers, management councils, or participation commissions, made up of various 
representatives from both the school and local community. 

(b.2)		 the	balance	between	what	is	common	and	what	is	diverse	
Curricular content must be recognized as valuable by students as well as by families 

and communities in order to assure their understanding and linkage to universal knowledge. 
Moreover, effective equality of opportunities, as well as unity, inclusion, and participation in 
the national society posit establishment of a common curriculum that provides the basic tools 
for life in the modern world. 

The achievement of these principles requires a series of conditions: that the common 
curriculum be flexible in order to respond to the individual, social, and culture needs of students; 
that assessment and grade promotion strategies and mechanisms be flexible, respecting indi-
vidual pace, processes, and characteristics; that conditions and mechanisms exist for fostering 
the participation and coexistence of all students; that different alternatives and modalities 
are offered for the full access, integration, and mobility of students within the perspective of 
life-long education; that regulations and mechanisms are offered so that schools can adapt the 
curriculum and teaching, including content relevant to their own contexts; and that means are 

an example of clear guidelineS for teacher 
training iS the StandardS eStabliShed in chile.  
theSe State that teacherS Should poSSeSS 
Knowledge regarding wayS to Support Stu-
dentS in their perSonal, Social, and learning 
difficultieS. they Should alSo underStand 
Social behavior and the Social and cultural 
factorS that affect educational proceSSeS. 

in the dominican republic, the curricu-
lum StateS that for the conStruction of 
Knowledge, it iS important that StudentS 
begin with their own Knowledge through 
methodologieS that offer meaningful and 
autonomouS learning. to thiS purpoSe, the 
teacher profile includeS: (i) being a facilitator 
in the conStruction of Knowledge through 
meaningful, relevant, and pertinent learn-
ing proceSSeS; (ii) applying methodologieS 
baSed on the principle of globalization, and 
that Serve the learning needS and problemS 
of each Student; (iii) preSenting SituationS 
that generate queStioning and the Search 
for alternative SolutionS to problemS; (iv) 
taKing into account the prior experienceS of 
StudentS, and facilitating itS inSertion in the 
body of accumulated Knowledge. 
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established for adapting the curriculum and teaching to individual learning differences, giving 
particular attention to special education needs. 

• A	common	curriculum,	flexible	enough	to	be	adapted	and	enriched,	according	
to	the	diverse	needs	of	students	and	their	life	contexts	

The bases of curricular frameworks are for the most part established upon the principles 
of flexibility, openness, integration, and pertinence. They seek to provide an education appropri-
ate to the particular characteristics of the groups toward which they are directed, integrating 
into curriculum development their interests, motivations, and expectations. These principles 
are supported by a common core of broad basic objectives that are based, in general, on the 
development of common objectives and specifically expected learning in terms of basic con-
tents and the development of abilities, skills, and attitudes (OECS), or based on competencies 
(Bolivia, Peru, Colombia, Honduras, and Guatemala). 

Most curricula in Latin America establish work by areas in order to achieve greater 
integration of knowledge. This refers principally to the areas of the sciences (social science, 
the natural sciences, geography, and the environment). In regard to inter-disciplinary linkages, 
it is not frequent to find concrete suggestions for establishing links between the contents of 
diverse areas. At the same time, the organization by cycles – of two or three years – in order 
to complement or consolidate different kinds of learning, minimizing repetition and respecting 
learning paces, is a common characteristic of curricula. 

Although curricular frameworks often suggest that sub-national units propose their 
own content in order to include regional or local knowledge, in general class time is not avail-

able for this purpose. 
Exceptions to this occur in Venezuela, Chile, Nicaragua, Panama, 

Ecuador, and Peru. Venezuela reserves 25 percent of content in order 
to consider the ethnic, linguistic, and cultural pluralism of regions. In 
Peru, one-third of curriculum time is reserved for local content and 
it is stated that all content should be adapted to local contexts. In 
some cases, the space available in the curriculum is quite reduced, as 
in Mexico, where this possibility is available only for two hours per 
week in the first year of lower secondary education. In other cases, 
such as Argentina, no time is made available, but local jurisdictions are 
allowed to create extra-curricular content (outside the days and hours 
of regular school activity) for the development of activities linked to 
art, sports, recreation, nature, social aid projects, among other activities 
of interest to students. 

Generally, the greatest degree of flexibility is offered in upper 
secondary education, where students may structure their own sched-
ules according to their interests and preferences for their academic 
training. 

• regulations	and	mechanisms	for	adapting	the	curriculum	and	teaching	to	
the	diversity	of	students	

Diversity is present in all schools and classrooms. Nevertheless, instruction continues 
to be offered as if all students were equal. This explains many of the learning and participation 
difficulties that often affect populations that have a cultural capital different from that which 
predominates in schools. For this reason, methods for adapting the curriculum and teaching 
are indispensable in order to facilitate the development of the potential that each person pos-
sesses, and to take into account different capacities. Adaptability in teaching can be fostered 
through processes that lead to greater autonomy for schools, localities, districts, provinces, 

in regard to curricular flexibility, the full-
time SchoolS propoSal of uruguay (primary 
education) defineS a common teaching time 
(35 hourS per weeK) in which activitieS are 
developed linKed to Study programS and 
activitieS that complete the curriculum, pluS 
a complementary pedagogical time (three 
hourS a weeK) for perSonalized help for 
Small groupS of StudentS and community 
activitieS. both Should be defined by the 
teacher in termS of the educational needS 
of the StudentS, the School project, and the 
Social and cultural context of the School. 
for Secondary education, two hourS per 
weeK are available for worKShopS addreSSed 
to the intereStS, needS, and expectationS of 
StudentS. 
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and regions in order to diversify and enrich the curriculum and to construct education projects 
pertinent to their realities. 

Most Caribbean countries argue for adopting measures to meet special education 
needs. However, few of them (Trinidad and Tobago, Bahamas, Cayman Islands, and Anguilla) 
mention the need to adapt the curriculum to diverse contexts and cultures, or consider gender 
differences. 

There is consensus in Latin America regarding the importance of conditions and mecha-
nisms for autonomy and participation in the construction of	institutional education school 
project. These refer to the need of schools to offer their own curricular proposals in accordance 
with local realities and within the framework of common objectives and guidelines defined by 
national norms. This process should include the participation of pedagogical teams and the 
education community. In some countries, this is done through representative levels or groups 
that are school councils (with slight variations in the name) in Panama, Bolivia, Dominican 
Republic, Brazil, Peru, Chile, Mexico, and El Salvador) seeking the commitment of their actors 
to the proposals discussed and with placing projects in context. 

However, although progress has been made in the design of strategies, mechanisms, 
and means for developing local school projects, the available documentation notes the 
absence of strategies for generating effective participation in their construction and for 
the development of diversified curricular proposals accompanied by technical assistance 
and school teacher and principal training. The Peruvian regulations 
state that diversification be carried out through a diagnosis organized 
by the school principal and the education community who are to 
develop school, curricula, and classroom projects. However, we do 
not have information on rules that teachers should follow in order 
to diversify; nor regarding the extent to which they receive technical 
assistance, training, or accompaniment.

Degrees of autonomy, decentralization, and management are 
quite variable between countries. Normally, models and procedures 
for transfer of responsibilities are under construction. For their part, 
competencies and powers granted to public agencies and their interface 
with locally participating entities comprise a “black box” in various 
systems that have an operational structure that is very complex or of 
limited coordination. In Mexico, Social Participation Municipal Councils 
operate with municipal authorities, parents and representatives of their 
association, outstanding teachers and school principals, representatives 
of the teachers union, as well as representatives from social organi-
zations. Their powers vary from the improvement, construction, and 
enlargement of public schools to the formulation of local content to 
be included in study plans and programs. The areas of competence of 
these groups are very broad, and their technical-administrative capaci-
ties are probably very dissimilar. We know of no technical-operative 
instruments or training plans that would allow them to operate ef-
ficiently or in a coordinated manner. 

Only four Caribbean countries have populations equal to or 
above 500,000 inhabitants. Eight of them have less than 100,000 
people. Thus, it is not common to count with regional or local govern-
ments, and primary schools tend to depend directly upon the Ministry 
of Education or teams under its authority. In the case of secondary 
education, there is the Board of Management, which grants greater 
autonomy to schools. 

the dominican education Strategic develop-
ment plan 2002 – 2012 includes The devel-
opmenT of a Technical assisTance program for 
developing school projecTs, The esTablishmenT 
of neTworks of schools ThaT share Their experi-
ences and provide feedback of Their experiences in 
The field of school managemenT and Teaching, 
fosTering The design and execuTion of school 
projecTs and sTraTegic plans ThaT encourage The 
parTicipaTion of acTors and secTors in educa-
Tion sysTem.

bahamaS haS Strongly advanced a decentral-
ized education SyStem, with the participation 
of familieS and School communitieS, with 
management teamS repreSentative of the com-
munity and a diStrict Superintendent who haS 
more of a planning and education program 
development than a control function. 

chile, however, haS a good teaching frame-
worK (2003). thiS inStrument provideS clear 
and preciSe criteria for planning and creating 
a proper learning environment and learning 
StrategieS for all StudentS. thiS frameworK 
haS been uSed aS a teaching reference and 
for profeSSional exerciSe in the teacher aS-
SeSSment SyStem.  
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Although teachers are mandated to carry out curricular adap-
tations, and they are seen as the major actors charged with planning 
motivating and culturally meaningful activities, we do not have more 
information regarding the specific norms or mechanisms by which 
they are guided. Usually, teaching orientations are very general, and 
methodological aspects of curricular areas are not specified in the plans 
and programs reviewed.  

the	flexibility	of	the	school	calendar according to the geographical and climatic 
regions or economic cycles is also a manifestation of autonomy and adaptation of the system 
to diversity. The calendar in most countries is defined at the national level, although some 
countries grant autonomy in this sense to districts (Bolivia), departments (Honduras), or States 
(Brazil). In Paraguay, the school calendar is set centrally by the Ministry of Education, with some 
changes and adaptations formulated by departmental authorities. 

• regulations,	mechanisms,	and	resources	for	schools	to	adapt	their	curricula	
and	teaching	to	the	life	contexts	and	culture	of	indigenous	peoples,	those	of	
African	descent,	and	others

Given the characteristics of the region, there has been interest in specifically inquir-
ing about the treatment of these topics in regard to indigenous peoples and those of African 
descent. 

In order to foster the quality of education, coexistence, advantage should be taken of the 
cultural and linguistic diversity of the region as an educational opportunity. The development 
of intercultural bilingual education makes it possible to improve learning through valuing and 
learning about people’s own culture and native language, as well as having access to universal 
culture through mastery of the codes of modern life. Moreover, “intercultural” means that 
the relations between people who are part of various ethnic groups and cultures be based on 
respect and from the perspective of equality (Schmelkes, 2004). 

Especially in countries with indigenous or African descent numerous population, the 
need is expressed to make adaptations to the characteristics of their particular social, cultural, 
ecological, and geographic context, with the participation of the communities in developing 
these proposals (Bolivia, Guatemala, Ecuador, Mexico, Colombia, Brazil, and Peru). Note is made 
of the responsibility of the State to foster the development of intercultural bilingual education 
(IBE), encouraging the creation of local levels of participation of indigenous communities in the 
planning and management of teaching and learning processes. However, available information 
does not include descriptions of mechanisms and procedures that provide detail on how such 

curricular diversification would be carried out and how the community 
would be incorporated into this process. 

In some Latin American countries (Uruguay, Dominican Repub-
lic, and El Salvador) there are no references in the documents examined 
to indigenous minorities or those of African descent; nor in Caribbean 
countries with a majority population of African descent. In two cases 
(Trinidad and Tobago and Bahamas) there is a recognition of the multi-
racial nature of the society and conditions are sought to respond to 
different contexts and cultures. For their part, Cayman Islands and 
Anguilla, state concern for a growingly multi-cultural society and the 
evidence that schools are not reflecting this diversity, indicating that 
lesson planning should respond to the needs of all students.

 

due to climate featureS and regional par-
ticularitieS, ecuador officially adoptS two 
School calendarS: coaStal and galapagoS 
area calendar and mountain and amazon 
area calendar.

brazil haS created a national curricular 
reference for indigenouS SchoolS (rcnei) 
which determineS that Knowledge and cul-
tural procedureS produced by indigenouS 
SocietieS may be diverSified part of learning 
contentS and of training in the curriculum. 
the curricula of indigenouS SchoolS, con-
Structed by teacherS in cooperation with 
indigenouS communitieS, Should be approved 
by the reSpective controlling agencieS of the 
education SyStem.
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• regulations	for	developing	a	common	curriculum	with	an	inter-cultural	ap-
proach	

Exceptional cases such as Bolivia, Guatemala, Brazil, Mexico, Honduras, Venezuela, and 
Peru consider the importance of social and cultural heterogeneity of the country and defend 
the adoption of an intercultural bilingual focus in the national curriculum. In particular, in the 
curricular designs of Bolivia, Brazil, and Mexico, inter-cultural education has become a cross-
cutting subject, common for all students in primary and secondary education, and not, as 
tends to be the case, as a subject only included for indigenous communities that speak other 
languages other than the official one. 

in	regard	to	teaching	and	conservation	of	languages on rare occasions are refer-
ences made to maintaining and developing bilingual education. Generally reference is made 
to the right to be education in one’s own language, and to continue use of native languages 
within their communities. In various countries, native languages continue to be seen as only 
transition languages for learning the official or dominant language, with the native language 
only being used in the initial phases of education. Mexico and Peru have approved linguistic 
rights laws, and recognize a number of native languages as official – being on the same level as 
the one dominant throughout the country, declaring the intention to preserve and strengthen 
the development of indigenous languages in all areas of social life. 

In general, teaching of and in native languages is offered in special schools in areas 
with high concentrations of native people, and in countries like Mexico, the need is expressed 
to increase intercultural bilingual education to multi-cultural schools in urban areas. In Bolivia 
and Honduras, the interculturally-focused national curriculum offers two modalities in the area 
of language – one bilingual modality for those whose first language is indigenous and wish 
to learn and continue developing Spanish as a second language, and 
another single language option for Spanish speakers. 

It is stipulated that it is the responsibility of the State to 
foster opportunities for the participation of indigenous communi-
ties in the planning and management of local education projects 
and of schools themselves. In cases such as Bolivia, it is considered 
that the Native People Education Councils should participate in 
the formulation of education policies and monitor their execution 
– particularly in areas touching on inter-cultural and bilingual is-
sues. The need is usually expressed to work with indigenous com-
munities. However, available documents are not always explicit in 
regard to the means, procedures, and mechanisms to make this 
possible. Although various countries do not specifically mention the 
participation of indigenous communities, the participation of the 
education community in general is part of decentralized education 
management strategies.

For its part, the influence of the indigenous movement 
and the demand for inter-culturality in education as a right have 
contributed to the participation of indigenous people and organi-
zations or those of African descent in presenting, negotiating, and 
developing inter-cultural education proposals, taking advantage of 
official sponsorship of bilingual inter-cultural education. 

Due to the fact that indigenous education is an important 
theme in Latin America, various regulations establish the obligation 
for teachers to speak and write the native language of their students, 
as well as to be trained in the use of bilingual methodologies (Bolivia, 
Ecuador, Mexico, Peru, Brazil, and Guatemala). Intercultural bilingual 

in peru, the national intercultural bilingual 
and rural education adviSory council 
(dineibr) SeeKS to foSter the participa-
tion of civil Society and the direct uSerS 
of intercultural bilingual education. thiS 
council iS compoSed of 15 memberS. nine of 
them are repreSentativeS of indigenouS peopleS 
(aguaruna, Shipibo, aSháninKa, aimara, and 
quechua) and the other Six are non-indig-
enouS SpecialiStS in the area of intercultural 
bilingual education in the fieldS of anthro-
pology, education, and linguiSticS. 

ethno-education in colombia iS conceived 
through linKing the daily liveS of the com-
munity and iS part of a community develop-
ment effort.  “life planS” are comprehenSive 
community development planS developed 
through participation and conSidering tra-
ditionS, cuStomS, and world-viewS. “one’S 
own education” iS defined by memberS of 
the community according to tradition and 
perSonal dynamicS of cultural tranSforma-
tion. it iS founded on family and community 
Socialization. 
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education units or programs are the major entities responsible for carrying out teacher 
training (Bolivia, Brazil, Guatemala, Venezuela, and Colombia).

In regard to initial teacher training specializing in intercultural bilingual education, 
there are fewer references available in the documents consulted.

Available	school	texts	are	adapted	to	different	languages	and	cultures in vari-
ous Latin American countries (Bolivia, Brazil, Mexico, Venezuela, Guatemala, Peru, and Chile). 
Generally, these are for the initial grades of schooling, in some areas of study, and in the major 
native languages. In particular cases such as Mexico, there is in addition a National Reading 
Program that seeks to respond to the different interests of students through providing school 
library collections and bilingual classes. In addition to the development of educational mate-
rial in electronic format in native languages in these countries, there are also materials for 
teachers such as guides for the development of interculturality in the classroom, follow-up 
and monitoring instruments for teacher training, guidelines for teaching the native language 
or second language, etc. 

• the	common	curricula	and	adaptation	of	teaching	for	people	with	special	
education	needs	

Just as in the case of indigenous populations and those of African descent, it is important 
to consider attention directed at special education needs, since they affect a group usually not 
visible in discussions about education.

A significant number of countries have policies and rules in this regard; but few of them 
have provided regular schools with the competencies, technical assistance, and guidance in 
order to adapt the common curriculum and specific resources for their execution (Brazil, Mexico, 
Chile, Costa Rica, and with less emphasis, Dominican Republic and Bolivia).

In general, in these countries special education is offered in two modalities: in com-
mon schools and special schools. However, as specified in Bolivia, it will only be provided to 
regular schools that that “have the conditions” to receive students properly. Evidently, this 
shows a system in transition. 

The general trend is to send to regular schools individuals with less serious special 
needs, especially students with mental or intellectual disabilities. For students with severe 
disabilities, the State offers education in special schools. 

Both for special schools as well as for students with special education needs in 
regular schools, it is stated that education systems should consider specific curricula, 
methods, techniques, educational and organizational resources in order to meet their 
needs. This is the case for those who present some kind of disability, and in fewer cases, 
students who possess exceptional talents or aptitudes. Although education laws recognize 
these rights, we have found little information regarding mechanisms to make individual 
curricular adaptations viable. 

The didactic orientations of most-recent study plans provide general recommenda-
tions on individual care of students who have special education needs, according to what is 
established in education integration programs. In the case of lower secondary education, Mexico 
specifies that tutors should share their work with the other teachers of the group in order to 
define, together, strategies that contribute to increasing the capacities of students, overcome 
limitations or difficulties, and define cases that require individual attention. 

The documentation offers little information on the reorganization of the teaching 
practices of schools, indications for adopting complementary teaching measures such as indi-
vidualized monitoring carried out by teachers in the classroom or in study groups, extra lessons, 
or other measures that each school can create, including requests for outside teachers. 

We have found in only three cases (Costa Rica, Peru, and Dominican Republic) a promo-
tion norm that allows students with special needs to continue to accompany their reference 
groups, even in countries that have made progress in fostering integrated education policies. 
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Teacher training for serving students with special education needs is included within 
the integrated education programs in countries that have begun activities in this regard. It is 
unclear, however, how such training is to be carried out. 

For example, the National Curricular Design (DCN) of Peru contemplates the inclusion 
of people with special education needs within the regular pre-primary to upper secondary 
education program, and offers basic guidelines on diversification and adaptation of the cur-
riculum in order to serve those with special needs associated with disabilities or talents. On 
the other hand, we have found no information on training within schools or for teachers for 
the inclusion process, including the diversification of curricula. Moreover, the functions of those 
responsible for monitoring the regulations are yet to be defined. 

• flexible	assessment	and	grade	promotion	criteria	and	mechanisms	for	serving	
diversity	

Flexibility in assessment allows us to consider with a broader perspective the diverse 
processes of growth, incorporating context variables and differences in competencies and 
learning pace in order to adjust or complete training processes according to the character-
istics and needs of students. Flexible assessment systems are related to the achievement of 
broad objectives upon which the curriculum is based, more than upon performance in specific 
content. Such systems weaken the link between grade promotion and assessment, organizing 
such promotion into cycles. At the same time, diversity mechanisms and assessment instru-
ments make it possible to concentrate on individual processes and progress while responding 
to different diagnostic, process, meta-cognitive, and completion objectives. 

Aspects linked to assessment are little-developed in the documentation examined. 
However, there are general indications in the didactic orientations of the curricular frameworks. 
In some countries, available information comes from specific programs, such as the Full-Time 
Schools program of Uruguay.  

In most countries where promotion has been organized in cycles of two or three grades 
(Bolivia, Brazil, Guatemala, Paraguay, Venezuela, and Ecuador), the intention is to weaken the link 
between assessment and promotion. In other cases, although the curriculum is still organized 
by cycles, promotion is defined on the basis of the objectives achieved 
in each study year (Argentina, Chile, Uruguay). 

The documentation of Honduras, Venezuela, and Mexico (lower 
secondary) present information on the development of a comprehen-
sive view that incorporates both objectives established for each grade 
and phase, with exit profiles. Promotion is associated with these cycles 
and not to each grade, seeking to incorporate in this way a holistic 
view that integrates cross-discipline content and intellectual, motor, 
and affective skills involved in student training.  

Assessment frameworks provide indications on different pro-
posals in this area: diagnostic or initial, for supporting the teaching 
process (training), and considering objectives achieved (summative), 
which is clarified in most of curricular guidelines. 

As expressed in most curricula, assessment seeks to focus on 
processes more than on results. To this end, it uses various modali-
ties. However, little precise information is available on orientations 
for making these proposals effective. In other cases, curricula designs 
mention the importance of assessing capacities and attitudes using 
indicators and criteria, without specifying how to do so. 

Brazil, Chile, and Uruguay, on the other hand, specify means 
and mechanisms for obtaining a variety of information in regard to 
the teaching/learning process in order to make it possible to assess 

the curriculum of nicaragua propoSeS 
maKing aSSeSSment claSSificationS flexible in 
order to Serve the needS of StudentS who 
interrupt the Sequence of their StudieS due to 
juStifiable problemS, and thuS providing them 
with alternative learning and aSSeSSment 
activitieS; all to facilitate their preparation 
and re-entry. 

the netherlandS antilleS State baSic objec-
tiveS for all StudentS, Specified centrally in 
termS of broad objectiveS organized into 
three teaching cycleS. aSSeSSment giveS pri-
ority to qualitative inStrumentS in order to 
document child development and Support it 
through attention to their individual needS. 
repetition iS not mentioned; but rather proc-
eSSeS of “authentic” aSSeSSment which taKe 
into conSideration the paSt achievementS of 
children and their potential, without com-
paring individual reSultS with group normS.



66

different capacities and content in question, as well as how to contrast with data obtained in 
different ways and in different contexts. The documentation also refers to assessment criteria 
that should be used for different types of indicators, making their interpretation flexible based 
on individual student characteristics and specific objectives and content. 

The function that assessment can play as an instrument for reflection and meta-cogni-
tion regarding learning processes themselves – through self-assessment and co-assessment 
procedures – is presented in didactic orientations, thus limiting its use in educational processes, 
its application to other fields of knowledge, and the responsibility of students for their learning 
processes. El Salvador provides additional information in this regard, stating that self-assessment 
and hetero-assessment help students to assume responsibility for their own learning and to 
control their progress. It also allows them to assess their own personal and social qualities. 

• regulations	and	mechanisms	for	fostering	the	participation	and	living	to-
gether	

The participation and living together require that schools offers venues for participa-
tion adapted to their diverse interests and needs while including mechanisms for avoiding 
discrimination and segregation, allowing them to participate in decisions that affect them 
while developing commitments to their own training processes. 

Education laws tend to include among the purposes of education the full development 
of personalities of learners as well as their participation. However, these laws do not always 
make explicit the kind of participation to which they refer. The participation of students in 
the construction of the education project of schools is an element not seen in the available 
documentation, especially for primary education. There exist specific norms on student organi-
zation and participation which propose that students can form student governments, organize 
themselves into associations, clubs, and others. However, the documentation available does 
not always detail school mechanisms or instruments for generating such participation. 

In Paraguay, the law recognizes and fosters the creation of student organizations in 
primary and lower and upper secondary education. These must be organized through statutes 
approved by school authorities. Student representatives and authorities are to foster the exercise 
of rights and fulfillment of duties of learners as members of the education community. However, 
the norm does not establish the degree of participation of student organizations in school deci-
sion-making processes, nor their participation in different levels of learning. The enumeration 
of rights is conditioned on their exercise according to what is proper for each age. Thus, a key 
issue is the interpretation of adults of what is proper or possible for each age group.

Many actions carried out in secondary education are aimed at 
strengthening the active participation of the education community, 
and especially of students. These changes are reinforced within the 
framework of human rights, rights of children, and in the growing social 
conviction on the importance for respecting the rights of students to 
receive an education without discrimination. In 2005, Uruguay revoked 
the old secondary education student norm which contradicted the legal 
framework of human rights. A new student statute was written in order 
to develop the fundamental principles that assure young people the 
full exercise of citizenship and insertion into society with knowledge 
of their rights and responsibilities. 

It is of note that, in some cases, definition of this priority does 
not emphasize student participation in the development of the norms 
of discipline and harmonious relations. This is the case of El Salvador, 
where a policy on School Climate to Foster Learning has been estab-
lished. Although this measure is based on the fact that it is important 

in bahamaS, the iSSueS of living together and 
ethicS training have been developed through 
variouS StrategieS: the creation of Student 
councilS in all lower and upper Secondary 
SchoolS; their incorporation into the Social 
StudieS and family life program; and in the 
deSign of programS for foStering SenSitivity 
for and appreciation of cultural differenceS. 
moreover, channelS for participation have 
been opened for Student contributionS to 
curricular reform. StrategieS have been in-
corporated for preventing drug abuSe and to 
foSter the peaceful reSolution of conflictS, 
aS well aS programS for the improvement 
of conduct. 
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that disciplinary norms are known, shared, and above all adopted by all members of the school 
community, students do not appear to have been participants in their construction.  

Participation venues open to students are also contemplated in the regulations of 
a significant number of countries that are carrying out specific programs. Thus, the Juvenile 
Activities Centers (CAJ) in Argentina seek democratic participation of adolescents and young 
people, fostering opportunities for interaction between them, and putting into practice activities 
for their personal development as part of a community. Through these centers, students more 
actively participate in the design of events and attract the community through the organiza-
tion of artistic workshops. In cases where this norm is developed through specific citizenship 
training programs, the teacher training opportunities reach a very limited number of schools 
and teachers, and continuity of such activities depends on the priority granted them by each 
government administration.  

(b.3)		 Alternatives	and	modalities	for	full	access,	integration,	mobility,	and	lifelong	
learning	of	all	people	
Consideration of the diversity of education needs and particular conditions of people 

requires that education systems establish: (i) links between levels of education, (ii) the possibility 
of following different paths of access to and integration in the education system, according to 
the life conditions of individuals; (iii) training programs and modalities differentiated according 
to interests, needs, and talent; and (iv) competency certification systems that are flexible and 
permit life-long continuous learning and development. 

Both on the level of legal frameworks as well as orientations, education systems com-
monly offer different alternatives and modalities for full access, participation, and permanent 
learning of all people. 

• coordination	of	transitions	between	different	levels	of	the	education	sys-
tem	

One way of carrying out such transitions has been the coordination and sequencing 
of levels. In order to guarantee equity and continuity of studies of inhabitants of the rural 
area of Uruguay, the Policy Coordination Division for Rural Areas coordinates activities for 
improving education, seeking solutions adjusted to the context and interconnected between 
primary, secondary, and higher education. However, in spite of coordination carried out, the 
existence of autonomous entities in the administration of each level of education could make 
transitions difficult. 

In various countries (Guatemala, Panama, Ecuador, Peru, Dominican Republic, and 
Costa Rica), although expressing the will to facilitate transitions and coordination between 
levels, mechanisms or strategies to do so do not appear explicitly in the norm. In other cases, 
the coordination and transition between levels has been an explicit proposal and accompanied 
by clear procedures. Venezuela contemplates guidelines in order to facilitate transitions in the 
education process from nursery school through upper secondary through preferential atten-
tion to those courses seen as critical and in order to avoid breaks in 
schooling at critical ages. 

Multi-sector coordination has been another strategy employed, 
although not well-disseminated in the region, to serve underprivileged 
students and to facilitate the permanence and continuance in educa-
tion. The way this operates is through levels of educational support 
that link the education system with the systems of health, transporta-
tion, social assistance, and justice (the latter in cases of complaints of 
violence against children) among others. Some Caribbean countries 
have Boards of Management in some schools, composed of school 

in brazil, within the Secretariat for con-
tinuing education, literacy, and diverSity 
(Secad) – there iS a department of inSti-
tutional development and coordination 
charged with facilitating the coordination 
of incluSion actionS implemented by variouS 
actorS by coordinating activitieS between 
miniStrieS, other federal, State, and municipal 
government agencieS, and civil Society.
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representatives and community members, and professionals from various areas who provide 
a multi-sector view to school management. 

• Alternative	programs	for	access	to	different	levels	of	education	
The offer of alternatives for access and re-entry to the educa-

tion system occurs in countries in different ways. The most common is 
the modality of conclusion of studies through special courses during 
hours compatible with employment or through the offer of distance 
or semi face-to-face education. Other possibilities include, such as 
the case in Brazil, access to an education cycle through an assessment 
that defines the student’s degree of development and experience, 
independently of previous schooling. 

Various countries have programs for re-entry into the formal 
education system, such as the National Education Inclusion Program 
in Argentina that is concerned with inclusion in school of individuals 
between 11 and 18 years of age who are outside the system, creating 

strategies that allow students with different social and school trajectories to be integrated 
into the system in the shortest time possible. 

• the	offer	of	education	modalities	in	order	to	assure	full	exercise	of	the	right	
to	education	at	any	stage	of	life	

The concept of education modality is used differently in different countries. Generally, 
it is understood as those options that seek to respond to specific requirements of training and 
to serve different groups either permanently or temporarily. The education modalities offered 
are special education, continuing education for young people and adults, technical-professional, 
rural, intercultural bilingual, as well as the less-common modalities for persons in hospital or 
incarcerated. On the other side are all of the non-formal varieties such as community educa-
tion, family education, and literacy training which in many cases can issue certificates granting 
recognition of studies and capacities acquired. At times, technical-professional education, aimed 
at employment in a particular goods and/or service sector incorporates a dual training modal-
ity with the acquisition of professional competencies with emphasis on employment with the 
active participation of work centers, through agreements with private companies according to 
the type of teaching imparted (e.g., Honduras, Chile, Brazil, and Mexico).

The various education modalities and possibilities that they continue to offer in various 
countries facilitate entry, exit, and mobility within the educational system by serving different 
life conditions and according to the demand and needs of the population. In various Caribbean 
countries (Bahamas, Belize, Trinidad and Tobago, Anguilla and the OECS countries) technical-
vocational modalities are offered for professional training and continuing education. This occurs 
in Jamaica, where such offerings are described as full-time, part-time, and free-time. 

In regular education, employment training options generally begin during upper second-
ary school, diversified into alternatives such as technical-vocational, and scientific-humanistic. 
An example is the Dominican Republic where, in upper secondary, the first cycle is common 
for all students, and the second cycle consists of three modalities: general, technical-profes-
sional, and arts and which granting students who complete the course a graduate certificate 
in the corresponding modality. 

the educame program in el Salvador iS 
a flexible propoSal that combineS time for 
face-to-face Study and a diStance training 
methodology in order to facilitate re-entry 
to the education SyStem of thoSe who have 
abandoned their StudieS – eSpecially thoSe 
who worK.  in addition, the guidelineS of thiS 
program include the creation of an aSSeSS-
ment and certification center reSponSible for 
programming aSSeSSmentS for StudentS when 
they have terminated their StudieS. 
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• education	for	employment	and	labor	certification 
The provision of various employment training stages and op-

tions has been strengthened by the progressive installation of flexible 
work skills accreditation systems. 

Most Latin American countries offer flexible study accredita-
tion mechanisms, generally through open examinations, validation of 
studies in professional or employment training, community education, 
and various modalities for concluding studies such as distance, open, 
and continuing education. However, only for some countries have we 
documented the existence of the provision and regulation of work skills 
certification systems (Mexico, Colombia, and Chile; in the Caribbean 
only in Trinidad and Tobago). Costa Rica and El Salvador are contemplat-
ing the design of a learning accreditation and certification system. 

(c)		 support	systems	for	improving	the	learning	and	participation	of	
all	students	

From an inclusive approach, education difficulties are not attributable to students (to 
their skills, social origins, the cultural capital of their families), but rather to schools and educa-
tion systems. The progress of students does not depend on personal characteristics only, but 
rather on the kinds of opportunities and support provided or not provided. The same student can 
experience learning and participation difficulties at one school, and not have them at another 
(UNESCO 2007). In this sense, what is required is (i) to develop the skills of teachers and their 
collaboration in networks of schools in order to foster the participation and learning of all 
students, (ii) seek to incorporate families and local communities as effective support, and (iii) 
create specialized support services and resource centers to meet individual learning needs. 

(c.1)		 teachers	trained	to	foster	the	participation	and	learning	of	all	students	
In general, the documents reviewed emphasize the importance of a pertinent, inclusive, 

and intercultural education in Latin America. This must be translated into teacher training that 
responds to these goals. However, only some countries provide guidance, norms, and regulations 
regarding the conditions that should exist in teacher training centers (Argentina, Brazil, Mexico, 
Uruguay, and Chile). Moreover, even when university or teacher training center accreditation 
processes do exist (Paraguay, Mexico, and Ecuador) in order to guarantee fulfillment of quality 
criteria agreed upon and established by the country, in general documentation is not available 
on the accreditation guidelines used. 

In cases such as Venezuela, Honduras, Bolivia, and Dominican 
Republic, although we have not found evidence of national teacher 
training guidelines, the curricular frameworks of training centers con-
tain orientations regarding teacher profiles and the skills that they 
should develop in regard to serving the needs of diversity. 

In the Caribbean, Bahamas and Anguilla stand out due to 
the attention paid to the development of teaching skills for serving 
individual student needs and their training for the development of 
contextualized learning with a gender focus. Moreover, the new cur-
ricular framework of the Cayman Islands establishes obligatory content that meet the needs 
of all students, considering different expected results and differentiated methods according 
to requirements, expressing the need for intensive teacher training,

in mexico, the SyStem offerS variouS training 
and Specialization optionS, accompanied by a 
SyStem of competency certification. within 
upper Secondary education there are variouS 
alternativeS that connect the School to the 
labor marKet: the national technological 
education SyStem; the open and diStance 
learning SyStem; and the national college 
of technical-profeSSional education – co-
nalep. moSt of the SchoolS are accredited 
with the labor SKillS Standardization and 
certification council – conocer – aS 
labor SKillS aSSeSSment centerS. 

in brazil, national teacher training cur-
riculum guidelineS State that pedagogical 
propoSalS Should incorporate reSearch on 
the problemS that occur in the daily liveS 
of SchoolS, and create SolutionS through 
reflectionS on practice; develop pedagogical 
practiceS that particularly emphaSize interac-
tion with StudentS and Study of Society. 
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In countries with greater decentralization, the norms prescribe that sub-national levels  
are responsible for the coordination of teacher training activities so they may develop attention 
to diversity and respect for citizen and human rights. 

In general, the training of practicing teachers for serving diversity is provided within the 
context of professional development programs. Examples are the EDUCAME, COMPRENDO, and 
Todos Iguales programs in El Salvador. These propose teacher training and technical assistance 
activities from an inclusive focus. In addition, within ministries of education, units in charge of 
specific programs (for indigenous populations, special education, education of young people 
and adults, etc.) generate teacher training activities in schools that are part of their operations. 
As mentioned above, the links between these programs, their sustainability in view of the skills 
that they seek to develop, as well as assessment regarding the effectiveness of the strategies 
and activities carried out are unknown.

(c.2)		 incorporation	of	families	and	local	communities	as	an	
effective	and	fundamental	support	in	the	construction	and	
improvement	of	educational	processes	

It is commonly assumed that parents and school councils 
seek to contribute to raising the quality of education services and to 
seek the satisfaction of the learning needs of children through social 
control. However, in various countries, they are given collaborative and 
support roles, but they do not make decisions on the orientation and 
performance of schools.  

Available documents indicate that in very few countries has the 
creation of school councils been accompanied by a program of action, 
mechanisms, or means to put them in place and to create a culture of 
participation in the school and local community. 

Another level of participation of the education community in 
the school are assemblies of teachers, parents, and students. These are 
normally of a consultative nature. In any case, the powers transferred 
to schools provide the possibility of controlling only a very limited 
fraction of the operational budget, since these are dedicated mostly 
to salaries of teachers and other personnel which are in large measure 
beyond local control. 

The incorporation of members of the community in school 
activities can be found in specific programs as a complementary 
strategy, but this is not something that occurs regularly in different 
levels of the education system. In Argentina, Juvenile Activities Cent-
ers (CAJ) of the School for Young People program invite members of 
the community to collaborate in artistic activities in order to enhance 
community identity. 

The Caribbean countries have placed special emphasis on 
family and local community involvement in educational processes 
and school activities through parent-teacher associations, School 
Committees, rules for attending to parent demands, and Boards of 
Management in primary and secondary schools.  

the joint participation of SchoolS and com-
munitieS can involve community participation 
in the School aS well aS participation of 
the School in learning activitieS within the 
community. in paraguay, participation of the 
education community iS carried out on two 
levelS. in one, a Social-community project that 
iS pedagogical in nature, young people uSe the 
community for citizen training at worK, in 
buSineSS, and in community projectS. in the 
other program called School cooperation aS-
SociationS, parentS are involved in the deciSionS 
of the School community, contributing to the 
flexibility, tranSparency, and efficiency of the 
School’S education project. 

bahamaS haS developed, through itS 2004 
Strategic plan Student-centered policieS in 
learning environmentS and cooperation be-
tween communitieS and SchoolS. to thiS end, 
it inviteS people from the community to Share 
their experienceS and SKillS, Strengthening by 
variouS meanS training that placeS into context 
the learning of valueS, attitudeS, and abilitieS 
that StudentS need to develop. 
within the frameworK of national youth 
policy, jamaica haS emphaSized the importance of 
family and community participation in the edu-
cational proceSS. guyana haS created School 
improvement action committeeS, providing 
for joint contributionS from the community 
and parentS in School development. the oecS 
countrieS and anguilla promote parent and 
teacher aSSociationS to reinforce cloSe col-
laboration among them.
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(c.3)		 systems	of	support,	resources,	and	infrastructure	for	serving	diversity	
Support systems to respond to diversity require the establishment of levels of technical 

support for teachers, of specialized support services, and resource centers in order to respond 
to the education needs of students. These should offer comprehensive and multi-sector serv-
ices linked to networks outside the school with companies, NGOs, community organizations, 
universities, or other neighboring institutions. 

Support systems tend to be conceived as multiple assistance (for health, transporta-
tion, nutrition, school materials, pro-retention grants, and in some cases psycho-pedagogical 
support) for the most vulnerable schools. Another kind of support is offered within schools 
themselves through student counseling and welfare units. At times, ministries establish agree-
ments with museums, libraries, other cultural, scientific, artistic, sports, and recreation insti-
tutions in order to foster the access of students to these benefits (Paraguay and Honduras). 
Often, these kinds of activities are the only kinds of support services available, with no plans 
to create inclusive schools with comprehensive orientations, strategies, and means to respond 
to the needs of diversity. 

Venezuela has a policy of student protection and development 
that is closer to comprehensive intervention and that uses a set of 
socio-educational plans, programs, and projects. It focuses on reducing 
risk factors and strengthening the protection of children and young 
people through external support or services (contribution of equip-
ment, subsidies, grants, health and sex education projects, support of 
community centers, etc). Nevertheless, such intervention does not 
seek the transformation of school culture and the strengthening of 
the skills and capacities of actors (school authorities, teachers, families, 
and communities). 

Another strategy often used by ministries of education for 
providing support and to respond to the diversity of students, especially 
the underprivileged, is the use of education compensation programs. 
They tend to provide psycho-social and pedagogical support, working 
in social networks with families and communities and accompanying 
their activities with the contribution of resources in order to support 
schools. The documentation does not detail the existing articulation 
between these programs or indicate to what extent they share the same 
orientations, take advantage of accumulated experience and resources 
produced, assess and systematize progress, and re-orient their actions 
based on difficulties encountered and results achieved. On the other 
hand, national strategies aimed at improving the quality of manage-
ment, in contrast to targeted programs, tend to omit procedures and 
mechanisms to respond to diversity and to overcome learning and 
participation barriers of schools themselves and the current cultures 
and structures of school systems. 

The documentation we have examined identified few experi-
ences of support and technical-pedagogical units that operate in a 
decentralized and regular fashion. Bolivia has a Structure of Pedagogical 
Technical Services and Resources which is a specific instance of special-
ized and permanent technical support in the districts, sub-districts, 
groups of schools and individual schools under its jurisdiction. This 
resource has pedagogical assistance teams charged with teacher 
training in groups of schools that are responsible for on-going teacher 
performance follow-up and assistance. 

the effective SchoolS networK program in 
el Salvador iS a management Strategy that 
emphaSizeS cooperation among SchoolS in the 
Same geographic area. itS purpoSe iS to improve 
efficiency in the delivery of educational 
ServiceS in order that children and young 
people in the pooreSt areaS complete their 
lower Secondary education uSing a uniform 
pedagogical model and with a coordinated 
adminiStrative SyStem.

mexico haS developed a controlled experi-
enceS program for integration in education. 
thiS involveS activitieS within SchoolS Such 
aS: the deSign and operation of curricular 
adaptationS, the pSycho-pedagogical aSSeSS-
ment of children, continuouS aSSeSSment of 
the integration proceSS, permanent coopera-
tion with parentS, and the eStabliShment of 
a collaborative relationShip between regular 
School teacherS and Special education 
perSonnel. 
for their part, the multiple care centerS 
have the reSponSibility for the Schooling of 
StudentS with Single or multiple diSabilitieS 
who for different reaSonS have not been 
integrated into the regular School SyStem. 
thiS iS done through: (i) temporary incor-
poration into theSe centerS of perSonS with 
diSabilitieS who require Specific StrategieS, 
(ii) guidance for teacherS regarding Specific 
methodologieS for worKing with children 
with diSabilitieS, and (iii) Special claSSeS to 
Support StudentS with diSabilitieS who attend 
regular School. 
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The organization of support networks among schools and 
among teachers for the exchange of experiences and best practices is 
also a frequent initiative, often applied to education in rural communi-
ties. A prime example, and the earliest, is the “Escuela Nueva” program 
in Colombia, which has disseminated its strategies and achievements 
in various countries. 

Documents from Mexico, Brazil, Chile, and Costa Rica show 
significant advances in integrated strategies for the education of 
children and young people with special needs. With the exception of 
these countries, the installation of specialized support services to serve 
schools and communities has been weak or little-visible. Although 

various countries are developing support programs for students with special education needs, 
little information is available regarding resource centers and their bibliographic and didactic 
resources and specialized personnel for aiding families and teachers. It has been possible, 
however, to conclude that in most cases, regulations state that schools should eliminate 
architectural barriers for students with special education needs. 

In Brazil, the idea is reinforced that sustainability of the inclusive process is fostered 
by, among other factors, teamwork within schools, cooperative work in the classroom, and 
the creation of support networks with families, other agents, and community resources. 
Regulations on special education specify the existence of specialized support teams in regular 
schools, as well as the availability of other complementary support for learning, mobility, and 
communication.

In the Caribbean, available information shows that regulations in Trinidad and Tobago, 
Bahamas, Cayman Islands, and Guyana expressly address the issue of diversity in schools. 
However, we have not encountered evidence of the organization of special support services 
nor of tools offered to meet special education needs in regular schools. 

(d)		 final	remarks

We must move forward in the development of education inclusion policies aimed at 
transforming schools so that students, regardless of their condition, may participate and learn. 
To this purpose, external support to families and to students with special education needs are 
insufficient. It is vital to guide, train, and support schools from a comprehensive perspective 
so that they may re-orient their activities and cultures, organizing and developing policies and 
practices that serve the needs of diversity. 

Most certainly, legal and curricular norms are largely aimed at valuing and responding 
to the needs of the individual, social, and cultural diversity of students. But it is necessary to 
strengthen the design of strategies and regulations in order to make these education rights and 
principles effective. This is a crucial and complex step in societies that are increasingly plural 
and democratic, and that require the design of diversified and common policies that make it 
possible to provide quality education to all. 

In this regard, in terms of the articulation of policies and programs to respond to 
diversity we need: 

• To assure the coherence between principles, policies, programs, and the means to 
make them effective. 

• Strengthen the articulation and coordination between the different operational 
levels of education systems (from central authorities to individual schools). 

• Develop mechanisms and regulations to make effective fundamental principles 
and rights, specially those concerned with being treated with dignity and non-
discrimination.

among itS StrategieS, guyana SuggeStS the 
proviSion of mechaniSmS for avoiding any 
type of diScrimination, foStering the Social 
and cultural exchange among groupS, and 
Stimulating aS well that programS for parentS 
treat theSe SubjectS, propoSing to eStabliSh 
an annual conteSt to identify and recognize 
thoSe SchoolS and communitieS that provide 
the beSt educational attention to diverSity.
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• Strengthen articulation between policy design and mechanisms for its appropria-
tion by the various actors in the system.  

• Assure the articulation between units and programs for serving different groups, 
in order to avoid duplication of effort. 

In regard to the regulation of policies and programs to respond to diversity, we need 
to consider that, although it is necessary to increase education decentralization, the quality 
of policies and programs will depend on the existence of norms, mechanisms, and levels of 
supervision and assessment of the services provided and their proper management, both 
within schools and at the different managerial and participatory levels in the development 
of educational services. 

In regard to training,	technical	assistance,	and	monitoring, it is good to consider 
that the development of inclusive schools – with emphasis on aspects of interculturality, given 
regional realities – requires vigorous policies for training the principal actors, and especially 
teachers. These policies must take place both within regular schools, including families and 
communities, as well as in specialized services of external support and pedagogical technical 
units. For their part, agencies of the State, responsible for conducting policies within their 
territories, should be trained and receive as well technical support and accompaniment in the 
exercise of their functions. 
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3.	 Are	educAtion	systems	of	the	region	efficacious	
in	terms	of	AttAining	fundAmentAl	goAls?	

Verification of the achievement of goals proposed in the education sector is a key issue 
that is directly linked to understanding the extent to which the population’s right to education 
is guaranteed. In fact, aspects such as coverage, the completion of studies, and student academic 
achievement are key manifestations of making concrete the exercise of this right. Given the 
fact that national education policies differ, we have considered as a key element of reference 
for this section, the education goals instituted within the framework of the Education for All 
(EFA) initiative as stated in the Global Action Framework of Dakar and that of the Americas 
(Santo Domingo), and as contained in the Regional Education Project for Latin America and 
the Caribbean (PRELAC). 

The following pages will treat the state of education in the region in relation to the 
goals of access, completion, achievement, and elements of education management.�

(a)		 levels	of	access	to	education	opportunities	

For many years, education policies in the region, as well as the actions of numerous 
non-government actors interested in education have emphasized the need to ensure significant 
levels of access of the population to structured educational programs. As a starting point, these 
policies assume that access to education, in some way, means that people will move through 
the system and complete certain expected levels while assuring the learning that these levels 
are intended to offer. However, history has shown that ensuring access is a necessary but not 
sufficient condition for guaranteeing the right to education, since access in and of itself does 
not guarantee that people will construct the expected relevant learning; nor that educational 
experiences are always sensitive to individual conditions. Not being sensitive to them can result 
in serious problems of continuity and completion of studies as well as in limiting the learning 
achieved. On the other hand, these problems and limitations tend to be distributed unequally, 
where the more vulnerable social sectors or those who are more marginalized and excluded 
are the ones who are mostly affected. Thus, education programs tend to reproduce pre-existing 
social inequalities and to subvert their own basic purposes in regard to equality. 

However, the fact that increase in access does not necessarily result in other achieve-
ments in education should not lead us to underestimate the importance of this objective. 
On the contrary, the fact that access is a necessary condition for guaranteeing the right to 
education underlines its importance. The limitations observed serve to point out the need 
for education policies not to limit themselves to this area. In fact, the experience of recent 
education reform efforts shows that attention is being given to other factors, the presence of 
which also contributes to assuring the right to education. 

In dealing with levels of access to education programs, this section presents evidence 
in regard to: global levels of access to education programs, access to education programs by 
level, enrollment size in tertiary education, education of young people and adults, and a reflec-
tion on effective free schooling. 

(a.1)		 global	levels	of	access	to	education	programs
One of the basic pre-conditions for making the right to education effective is access 

to educational services as part of a trajectory that leads to achieving the goals of EFA. The 
possibility of having information on global levels of access to the education system provides 
insight as to what proportions of the population currently have access to some education 

� Note that treatment of these goals corresponds to those established in Dakar, with the exception of that linked to 
gender parity which will be treated in the separate chapter on equity.
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program, and as a complement, provides data on the population not served or “out of school”. 
To this purpose, we have information corresponding to the so-called “age-specific enrollment 
rates”� for the population 3 to �8 years of age. The following graph shows the percentages of 
the 3 to �8 year-old population in education programs up to the upper secondary level. 

As can be seen, in only five countries (Aruba, British Virgin Islands, Cuba, Netherlands 
Antilles, and Montserrat) at least 85% of that population have access to some kind of educa-
tion program of any level, and in seven countries (Colombia, Dominican Republic, Ecuador, 
Guatemala, Honduras, Nicaragua, and Saint Vincent and the Grenadines) this figure is less than 
70%. The observed value for the region is 76.�%, being 74.�% in the Caribbean, and 76.3% in 
Latin America. This means that more than 35.5 million individuals between 3 and �8 years of 
age are not served by any education program. Of these, 34.0 million are in Latin America, and 
slightly more than �.3 million are in the Caribbean.3

Graph 3.1: 	 Age-specific	enrollment	rates	for	the	population	3	to	18	years	of	age,	by	
country.	2004.	

As noted throughout this study, here as well there is much disparity among countries. 
Those appearing on the right side of the graph are those which explain the number of persons 
not served by the education system in a greater proportion of their population; that is, they 
are those that show a total coverage for their 3 to �8 years of age populations that is lower 
than the regional average. 

Moreover, for each country it is possible to observe different patterns, depending 
upon the age sub-groups that make up the population 3 to �8 years of age.4 For example, in 
all countries except Colombia, at least in one of the ages considered achieve coverage above 
95%. However, the number of age groups for which universal, or nearly universal coverage 

� Although the name traditionally given to this indicator may be unclear, its purpose is in fact just as simple and direct 
as described, and in this sense measures the coverage provided to a given population (whether by single ages or age 
ranges); that is, it shows the percentage of the population who is schooled. 

3 Note that this calculation includes information not published by UIS for Haiti, country wich show 960 000 persons, 
3 to �8 years of age who are unschooled. Haiti accounts for 7�.7% for the Caribbean. This information has not been 
published due to the fact it contains elements that make it non comparable with that provided by the other coun-
tries. Nevertheless, and with the sole purpose of being able to have global reference information, we have included 
this data, given the relative weight that this country has in its sub-region. This country has a share of persons not 
served by the education system in the region larger than it share of the regional population.

4 Note that in the less-populated countries, potential mismatches between enrollment and population data may 
result in erratic behavior of the indicator, without this necessarily implying highs and lows in coverage. 

Source: 
Developed by the authors 
of this report using infor-
mation from the UNESCO 
Institute for Statistics (UIS). 
Only includes enrollment 
in education programs up 
to upper secondary. See 
data appendix for values 

and explanatory notes. 
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applies is variable. In addition to Colombia, in Anguilla, Bahamas, Dominican Republic, Grenada, 
Guatemala, Honduras, Jamaica, Nicaragua, Turks and Caicos, Saint Vincent and the Grenadines, 
and Venezuela, the number of age groups for which there is coverage equal or above 95% is 
less than six, which is the duration of primary education. 

On the other hand, in only seven countries (Netherlands Antilles, Aruba, Barbados, Belize, 
Brazil, Cuba, and Montserrat) does coverage surpass 95% in at least nine age groups. 

Graph 3.2: 	 Age-specific	enrollment	rates	for	the	population	3	to	18	years	of	age,	by	
country.	2004.	

Source: 
UNESCO Institute for 
Statistics (UIS). Only 
includes enrollment in 
education programs until 
upper secondary or less. 
See the data appendix 
for values and explana-
tory notes. 
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(a.2)		 Access	to	education	programs	according	to	their	level
Information regarding the proportion of the population in a given age range considered 

appropriate to be at a given level of education and which is in fact so enrolled is provided by the 
so-called “net enrollment rates”.5 In the case of Latin America and the Caribbean, current global 
levels of access to education programs result in patterns differentiated by education levels. 

Actually, as the following graphs indicate, access to pre-primary education shows 
significant differences among countries, as does secondary education. In the case of primary 
education, there is greater homogeneity among countries due to more universal access. 

Although the goal of comprehensive early childhood care and education services cannot 
be reduced to providing programs at this level within educational institutions, an approxima-
tion to such services can be obtained through the enrollment rates in early childhood educa-
tion programs. We thus observe that in �� countries (Venezuela, El Salvador, Cayman Islands, 
Bolivia, Bermuda, Nicaragua, Colombia, Dominican Republic, Guatemala, Belize, Honduras, and 
Bahamas) access to pre-primary education is provided for less than half of the population of 
the age to attend an education program at this level. In two countries, (Cuba and Netherlands 
Antilles) such coverage is universal, while in five others (Guyana, Jamaica, Anguilla, Suriname, 
and Aruba) it is above 90%.

Graph 3.3: 	 net	enrollment	rate	in	pre-primary	education,	by	country.	school	year	
ending	in	2004	

On the other hand, policies aimed at expanding pre-primary education have tended 
to be structured in order to seek progressive expansion, beginning with ages nearer to the age 
of entry into primary education. Thus, one notes that in most countries, the above-described 
net enrollment rates are the result of quite differentiated levels of access for each of the ages 
considered. In this sense, most countries record the maximum enrollments for the last year 
of this level; this being ages 4, 5, or 6, depending upon the primary school entry age for each 

5 It is clear that the names of indicators used regularly in education statistics have been inherited from the time when 
these were conceived; that is, from times when the key issues of education policy were different from current ones. 
Thus, for example, enrollment rates (both gross and net) were created principally in order to report on population 
size (gross rates in particular provide such information) and not to treat proportions of the population that satisfy 
a given condition (for example, being in or not being in the education system). Among the efforts that need to be 
made in order for education information to be truly useful for policy-making is that of defining its meaning and, 
eventually, to seek more appropriate names that facilitate understanding. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 
explanatory notes. 
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particular country. All countries, with the exception of Dominican Republic, Belize, Nicaragua, 
Honduras, Bahamas, and Saint Vincent and the Grenadines, surpass 70% of coverage for the age 
immediate before the official age of entry into primary school, with the figure being 90% for 
Netherlands Antilles, Cuba, Jamaica, Anguilla, Saint Kitts and Nevis, Grenada, Aruba, Barbados, 
Trinidad and Tobago, Montserrat, Mexico, and British Virgin Islands. We note as well the hetero-
geneous situation in terms of the rates for the other ages at this educational level, presenting in 
some cases very asymmetric scenarios. Thus, there are countries such as Netherlands Antilles, 
Cuba, Anguilla, Saint Kitts and Nevis, Grenada, Montserrat, and British Virgin Islands in which 
the rates surpass 80% for all ages of this level, while in Cayman Islands, Guatemala, Venezuela, 
Panama, Colombia, Dominican Republic, Belize, Nicaragua, and Honduras, the differences in 
coverage rates between the ages for this level vary between 40% and 70%. 

Graph 3.4: 	 enrollment	 rates	 in	pre-primary	education	by	single	ages,	by	country.	
2004.

These access levels for pre-primary education result in differences in the number 
of pre-primary education years that a child may have. As can be seen, the large majority of 
countries (except for Cayman Islands, Ecuador, Bahamas, Belize, and Bermuda) guarantee that, 
on average, a child can expect to have at least one year of pre-primary education and nine 
countries (Cuba, Jamaica, Anguilla, Guyana, Netherlands Antilles, Turks and Caicos, Saint Kitts 
and Nevis, Brazil, and Aruba) achieve an average of at least two years. The regional average is 
�.7 years, which contrasts favorably with the world value of �.0, and that of the developing 
world in particular (0.9). The figure thus begins to approximate that recorded by the developed 
world (�.�), which means that the region shows the greatest progress in this field among the 
different developing regions.6

6 See EFA Global Monitoring Report Team (�006) 
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Graph 3.5: 	 school-life	expectancy	(pre-primary	only)	by	country.	2004.

For its part, access to primary education shows an auspicious picture in that the ma-
jority of countries have begun to approach universal coverage. Thus, �� countries show access 
rates above 95% (Argentina, Panama, Mexico, Ecuador, Saint Lucia, Barbados, Peru, Aruba, Cuba, 
Belize y Bolivia); another �� have rates above 90% (British Virgin Islands, Montserrat, Saint 
Kitts and Nevis , Saint Vincent and the Grenadines, Guatemala, Brazil, Suriname, El Salvador, 
Trinidad and Tobago, Venezuela, Jamaica, and Honduras). However, nine countries (Anguilla, 
Nicaragua, Dominica, Cayman Islands, Dominican Republic, Grenada, Bahamas, Colombia y 
Turks and Caicos) have access rates of less than 90%, thus making patent the need for even 
greater efforts in order to incorporate the population still without access to this level. 

Graph 3.6: 	 net	enrollment	rates	in	primary	education	by	country.	2004.

One should consider, however, that it is necessary to recall that the differences observed 
between these rates and the value that indicates universal coverage, (�00%) cannot be seen 
as indicative of the population outside the education system. In fact, a fraction of these per-
sons are studying in different education programs, whether at a previous level (pre-primary), 
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a subsequent level (secondary), or in non-formal or adult programs not considered in the 
calculation of these rates which seek to identify enrollment of a segment of the population 
corresponding to their age. For this reason, it is particularly important to refer to information 
on coverage previously presented (age-specific enrollment rates, p. 75 ff.) in order to identify 
the population not served by the education system.7

Graph 3.7: 	 net	enrollment	rates	in	secondary	education	(lower	and	upper	combined)	
by	country.	2004.

Access to secondary education programs is required for monitoring the goal referring to 
serving the learning needs of young people and adults. This also shows a disparate situation, in 
that only six countries of the Caribbean (Montserrat, Saint Kitts and Nevis, Barbados, Anguilla, 
Cayman Islands, and Dominica) achieve access levels above 90% of the population which, given 
their age, should be studying at these levels (lower and upper secondary). To these countries, 
one should add eight others (Cuba, British Virgin Islands, Jamaica, Argentina, Grenada, Turks and 
Caicos, Netherlands Antilles, and Brazil) that have been able to guarantee access to secondary 
education for at least 75% of the population of age to enter these programs.8 

(a.3)		 enrollment	dimensions	in	tertiary	education
In the case of higher education (university or non-university tertiary, including up to 

doctoral programs), one may observe enrollment dimensions expressed per �00,000 inhabit-
ants. 

Addressing access to tertiary education poses two kinds of problems that lead to the 
need to use measures different from those employed for other levels. On the one hand, there 
is no “official” age for being involved in tertiary studies, since they are open to substantial 
contingents of the population only on the condition that they have gone through secondary 
education and independently of the age group to which they belong. Thus, a measure of absolute 

7 The so-called “net enrollment rate” seeks to describe schooling in particular types of programs corresponding to a 
population of a particular age range; for example, typically one expects that the 6 to �� year-old population (this 
range varies among countries) is attending primary school, thus combining two criteria: a population group and 
enrollment in a particular level of education. For its part, the concern for people outside the school system (“out of 
school”; “not served”) concentrates exclusively on the population concerned (of a particular age or group of ages 
such as 3 to �8 used in this report) and not on a given educational level; it being evident that if the population is 
not served by the education system, one cannot speak of a specific educational level. 

8 Note that 75% is the goal set by the Education Action Plan of the Summit of the Americas (available at www.sum-
mit-americas.org/chileplan.htm) 
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numbers of enrollment is required which can be referred to any reference population or to the 
total population in order to understand the relative weight of the training of persons at these 
levels. On the other hand, there is significant international mobility at the tertiary level. Thus, 
if one considers the enrollment of persons in a single country, one may not be considering the 
training of those who are permanent residents of a particular country in those which receive 
large contingents of foreign students or that have large numbers of their citizens studying 
abroad. The latter situation is not particularly significant for countries with large populations 
in which international mobility does not involve large numbers of people. But it is important 
in countries with smaller populations and/or which engage in efforts of regional training. This 
is the case for most of the Caribbean countries. 

With this in view, the following graph shows enrollment in tertiary education programs 
expressed per �00,000 inhabitants, and is presented both territorially (T) and in terms of the 
permanent residence of persons (R). As can be seen, the difference of approach (territory, 
permanent residence) shows practically identical results in the cases of countries with larger 
populations, but shows significant differences in countries with smaller populations or that 
receive large numbers of international students. In fact, in seven Caribbean countries (Ber-
muda, Trinidad and Tobago, Netherlands Antilles, Suriname, Guyana, Saint Lucia, and Belize) 
the differences between these values surpasses �0%, while even reaching 84% in one case 
(Saint Lucia); while in eight countries the approach based on permanent residence covers all 
of the enrollment at this level, since these countries do not have institutions offering tertiary 
education programs and which send their permanent residents to study at one of the cam-
puses of the University of the West Indies or to other international destinations. Moreover, one 
should note the case of Cuba, which is the only country in the region which is a net receiver 
of international enrollments.9 

Graph 3.8: 	 number	of	students	 in	tertiary	education	per	100,000	 inhabitants	by	
country.	2004.

9 That is, the number of international students in Cuba is more than the number of Cuban permanent residents 
studying abroad. 
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These enrollment figures may be compared with those observed in other countries 
of the world, providing a comparative view of the regional situation using some benchmarks 
derived from other experiences. Thus, we have included in the graph three lines of reference 
indicating the minimum (48�), average (3,7�6), and maximum (5,776) values for this indicator 
in countries of North America and Western Europe (G�).�0 

Only five countries of the region (Argentina, Bermuda, Panama, Bolivia, and Venezuela) 
have permanent residents enrolled in tertiary education programs in proportions that surpass 
the North American and European average, while Saint Vincent and the Grenadines and Grenada 
do not reach the minimum value of this group of countries. 

Similarly, in sub-Saharan Africa (G�), these values vary between 35 and �,634, with an 
average of 399.�� Thus, we can say that no country in the region shows values lower than the 
average for that region, and that �4 Caribbean countries (Trinidad and Tobago, Netherlands 
Antilles, Suriname, British Virgin Islands, Guyana, Dominica, Montserrat, Saint Kitts and Nevis, 
Saint Lucia, Anguilla, Turks and Caicos, Belize, Saint Vincent and the Grenadines, and Grenada) 
and one Latin American country (Guatemala) show values lower than the maximum for that 
region. 

Note should be made of the clear differential grouping of the sub-regions. The highest 
values of the indicator are systematically recorded in Latin American counties and the lowest 
in Caribbean ones. In fact, the left side of the graph (to the left of the green line) is composed 
almost exclusively by Latin American countries, except for Bermuda. The right side is composed 
by Caribbean countries except for Honduras and Guatemala. Thus, this separation corresponds 
almost exactly to countries with values for the indicator above and below the minimum value 
for North America and Western Europe. 

We can see, then, that the variation among countries of the region is very significant, 
with the relative value recorded in the country with the highest enrollment in tertiary educa-
tion (Argentina) being �3.4 times greater than the relative number seen in the country with 
the lowest relative enrollment (Grenada).

(a.4)		 youth	and	adult	education
Education programs aimed at young people and adults are an important commitment, 

not only due to the fact that they provide opportunities for continuous learning, but most 
especially because they are able to assure that those who for particular reasons could not take 
or complete their studies during the planned ages can thus guarantee their right to achieve, 
at the least, minimum learning and thus responding to the demands established by the EFA 
goal in regard to learning opportunities for young people and adults. 

Due to the fact that international comparable data collection does not yet systemati-
cally consider these kinds of programs, this report has utilized data from household surveys 
from a group of countries in the region. It is to be hoped that in the near future we will have 
information covering this crucial area of education programs. For the time being, it has only been 
possible to calculate the proportion of people �0 to 39 years of age who, not having completed 
upper secondary education, claim to be attending some kind of educational program.��

�0 Note that these values correspond to published data that present the indicator computed according to the territo-
rial approach. However, in all the countries that include this grouping, the difference in approaches produces values 
with differences of less than two percent, except in Andorra, Liechtenstein, and Luxemburg, where differences vary 
between �.5% and 4.8%. 

�� In these countries, calculation of enrollment according to both approaches produces values that in no case differ 
by more than three percent. 

�� Household surveys and population censuses tend to ask people regarding their “attendance” in an educational pro-
gram. However, the way that such attendance is defined is not necessarily precise. Nor is it equivalent in all cases. 
Therefore, the resulting information is of referencial value, and is particularly useful in case of the absence of other 
information generated in a more systematic manner. 
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Available information shows very limited margins of attendance of educational pro-
grams (excluding tertiary education) on the part of young people and adults. In effect, the 
percentage of people between �0 and 39 years of age who, not havinging completed upper 
secondary education, say they attend some kind of educational program does not reach �0% 
in any of the countries with information available.�3

Graph 3.9: 	 Percentage	of	persons	20	to	39	years	of	age	without	complete	upper	sec-
ondary	education	who	declare	that	they	attend	an	educational	program.	
2004.

This information should be read with particular concern in that it means that youth 
and adults education programs do not reach a significant segment of the target population.

It should be noted, however, that there are programs directed at this population that 
have not received formal recognition and therefore are not present in official statistics, or are 
not considered to be “educational programs” by those who respond to household surveys. 

Note as well that there is evidence, recorded in various countries,�4 that the majority 
of the enrollment in these programs corresponds to the population under �0 years of age. That 
is, these programs seem to mostly serve the non-adult population that, for some reason, is not 
in regular school. The reasons for this may vary from regulatory constraints that hinder those 
over �5 years of age to attend regular school, or economic motives linked to the incompat-
ibility between regular school hours and the employment demands of this population. It is 
necessary to take care in order to avoid that programs for young people and adults not be, in 
fact, programs to serve minors who are in vulnerable or marginalized situations; that is, night 
schools for the poor. 

(a.5)		 effective	free	education
The gratuity of education programs has been conceived as a measure aimed to avoid-

ing the existence of barriers of access which could limit the exercise of the right to education. 

�3 Note that, in dealing with information from sampled surveys and with a much reduced absolute number of persons 
who satisfy the three conditions here considered (being between �0 and 39 years of age, not having completed 
upper secondary education, and attending an educational program) the values here shown are referential in nature, 
and should not be taken as precise estimates of the general situation, due to the fact that the confidence intervals 
for estimating the population values are large. 

�4 This has been confirmed by UNESCO in recent years in reviewing the state of information systems and the forms 
for reporting international data in, at least, Peru, El Salvador, Bolivia, and Costa Rica.
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However, experience has shown that the concept of free education is in itself insufficient for 
that purpose due to the fact that it can co-exist with financing models of public education 
programs that in the final analysis have negative impacts on equity and which, therefore, do 
limit the right to education. 

In fact, long-established practice has lead the allocation of public spending for edu-
cation to be administered on the basis of equal criteria. Given limitations of resources, such 
spending has tended to be at the operational minimum. Actually, the fact that public spend-
ing on education goes primarily to paying salaries (75.7% of public investment assigned to 
schools as a regional average)�5 and that these tend to be defined centrally and in an equal 
fashion, shows that the opportunity for differentiated investment in order to suitably meet 
different needs of the population are very limited. This, in turn, results in an understanding of 
“free education” as identical to not paying tuition, while not considering other costs that are 
assumed by families. 

Moreover, the fact that public provision of education tends to be very limited and with 
spending almost exclusively dedicated to paying salaries means that other current costs or 
even investment being dependent of the support that families can provide. Thus, public schools 
themselves end up being dependent upon the economic support of families. This support is 
proportional to their incomes having a considerably regressive impact.�6

It is even possible to find situations in which the allocation of public resources tends to 
favor those who are more favored financially, since these individuals have access to resources 
(electricity and connectivity, for example) absent in poorer contexts. Thus, the allocation of 
public resources can be regressive, even before counting on the support of families.

Similarly, it is possible to have situations in which schools are ranked according to 
enrollment (even having an impact on teacher salaries and making such schools more “attrac-
tive”) and producing an additional criterion that favors urban conglomerates to the detriment 
of small schools that serve a geographically dispersed population. 

In face of this situation, many countries have implemented “compensatory programs”, 
or others have sought to make special allocations of resources to underprivileged populations. 
However, these programs tend to represent limited fractions of public investment, and part 
of their impact is limited by the fact that most investment does not obey the same logic of 
progressiveness in public investment. 

It is in this sense that the concept of free schooling needs to be expanded in order to 
consider that the financing of education should be proportionate to needs (educational and 
others that have an impact on the right to education) of people, overcoming the schemes of 
equal financing in favor of equitable ones. 

(b)		 completion	of	studies

As we have noted, access is a necessary, but not sufficient condition for full exercise 
of the right to education. Similarly, the completion of studies is another basic condition, the 
fulfillment of which must be verified, specifically in order to monitor the goal of universal com-
pletion, both within the framework of EFA as well as the Millennium Development Goals. 

�5 Authors´ estimate, based on information taken from the UIS database for the school years ending between �999 
and �004. 

�6 The progressive or regressive nature of public policies (of revenue or spending) is defined by considering the relation 
between the latter and the conditions of the population toward which expenditures are directed. Giving more to 
those who have more results in regressive effects, since it increases differences. On the other hand, giving more to 
those who have less is progressive, since it tends to close pre-existing gaps (the equivalent is correct in regard to 
the generation of tax revenue). Such reflections should take into account both current assets of people as well as 
the magnitude of their needs. According to the first criterion, an equal allocation would give proportionately more 
resources to those who have less. According to the second criterion, an equal allocation reproduces existing gaps, 
since the needs are, in absolute terms, greater for underprivileged sectors. 



89

Available information shows how many people have already completed the dif-
ferent levels of education. It also allows us to estimate current completion levels. In fact, 
socio-demographic information allows us to determine what proportions of the population 
corresponding to different age groups have in fact completed studies at each level. Moreover, 
current enrollment patterns allow us to estimate the proportion of persons who complete a 
particular level at a given time.�7

(b.1)		 Primary	education
The graph below shows the percentage of persons �5 to �9 years of age who have 

completed primary education. We have used this age group because it refers to those of recent 
graduation ages, leaving a margin in order to consider the possible effects resulting from late 
entrance and grade repetition. 

In a significant number of countries, the goal of universal completion of primary educa-
tion is very close to be achieved. Actually, in �0 countries (Bahamas, Barbados, Cayman Islands, 
Chile, Cuba, Aruba, Argentina, Uruguay, Suriname, and Panama), the proportion of people �5 to 
�9 years of age who have completed primary education is already above 95%. To this group 
may be added another seven countries (Mexico, Ecuador, Brazil, Costa Rica, Peru, Venezuela, 
and Colombia) that have already surpassed the threshold of 90%. Of particular note are a 
group of four countries (El Salvador, Nicaragua, Honduras, and Guatemala) that are further 
from achieving the goal, given that they have not yet been able to assure completion of this 
level for more than �0% of their populations of recent graduation ages. 

Graph 3.10: 	 Percentage	of	persons	15	to	19	years	of	age	who	have	completed	primary	
education.	2004.

This situation is the result of a historical process in which, the proportion of those 
completing primary education has grown consistently, as can be seen in the changes among 
different age groups.�8

In spite of the auspicious situation in which 9�,3% of those �5 to �9 years of age 
have completed primary education in the region as a whole, this also means that more than 
4.5 million young people of these ages have not done so. This is a clear violation of their right 
to education. Of these individuals, 4�.9% are young Brazilians or Mexicans. This, however, is 

�7 See details of the procedure in the methodological notes as well as in Guadalupe and Taccari (�004).
�8 In this regard, see UNESCO (�004) and ECLAC coord. (�005) 
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Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 
notes. 
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explained by the fact that these countries account for more than 54% of the regional popula-
tion of these ages. That is, the participation of these countries in the total of young people 
without a complete primary education is the result of their demographic weight, since pro-
portionately they have completion levels that surpass the regional value. In fact, it is the nine 
countries highlighted on the right side of the graph that contribute to this total to a greater 
extent than does their population, with such contribution being twice as great in the cases 
of Guyana, Belize and El Salvador; three times as much for Nicaragua and Honduras, and four 
times in the case of Guatemala.

If, in addition to the population group of recent graduation age, the total �5-years 
and over population is considered, you find that �3.6% of these (at least 87.6 million people) 
have not completed primary schooling. This represents a key challenge for education policies 
in terms of designing education programs for young people and adults that ameliorate this 
violation of the right to education produced over many decades. 

 Graph 3.11: 	 Percentage	of	persons	15	years	of	age	and	older	and	from	15	to	39	years	
of	age	with	complete	primary	schooling,	by	country.	2004.

Moreover, one should consider the impact for the development of countries of having 
a population without the basic skills that primary education should assure. In effect, taking 
only the �5 to 39 year-old population – that which will represent most of the economically 
active population of each country for the next �5 to 50 years – one sees that �3.0% of this 
group (�9.� million people) have not completed primary education. 

Available information shows that the greatest challenge caused by the accumulated 
education deficit represented by this population is concentrated in Brazil and Mexico. This is 
due to their large populations, and, in the case of Mexico, to having a proportion of people �5 
years of age and over without complete primary schooling larger than the regional value. This 
is also the case of Peru, Colombia, Paraguay, Bolivia, Dominican Republic, Guyana, Belize, El 
Salvador, Nicaragua, Honduras, and Guatemala. Note as well that in the case of the �5 to 39 
year-old population, these same countries (except for Mexico, which here improves its regional 
position) show values less favorable than the regional average. 

As seen in the graph, countries have experienced progress of various kinds shown in 
the comparison between age groups. Thus, Peru shows that the percentage of people with 
complete primary schooling in its younger population (�5 to 39 years of age) is �.�6 times the 

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 

notes. 
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proportion observed for the group �5 years of age and over, being the country that shows the 
most marked progress, in spite of the fact, as noted earlier, it still has not attained a position 
above the regional average, given the magnitude of the accumulated deficit among the adult 
population in general. It is important to note that those countries with high percentages of 
people with complete primary schooling among their older population have, logically, a lower 
margin for improvement in the percentages here considered. 

The following graph shows the absolute numbers of adults without complete primary 
schooling, as well as the relation between these absolute numbers expressed as a percentage 
of the regional total, and the relative participation of each country in the regional population 
– thus showing if its “contribution” to the regional total of adults without complete primary 
schooling corresponds to or differs from the relative weight of its population. 

Graph 3.12: 	 distribution	of	persons	15	years	of	age	and	older	and	15	to	39	years	of	
age	without	complete	primary	schooling,	by	country.	2004.

For each country, variation in the ratio between “contributions” to population and to 
the number of persons without primary schooling shows the rate of progress relative to the 
progress of the region as a whole. Thus, Bahamas, Suriname, Costa Rica, Venezuela, Colombia, 
Paraguay, Bolivia, Dominican Republic, Guyana, Belize, El Salvador, Nicaragua, Honduras, and 
Guatemala show slower progress than the region as a whole (illustrated by the red line in the 
following graph). This is particularly disturbing in the countries that only are able to assure 
completion of primary schooling to a smaller percentage of their �5 to 39 year-old (less than 
90%); that is, in all of those countries mentioned with the exception of the first two (Bahamas 
and Suriname).

This situation is disturbing, since evidence shows that the countries with the largest 
accumulated deficits are, at the same time, those that have shown more modest progress in their 
recent past. Moreover, they are also the countries with the greatest current deficits. This results 
in an increasing gap between countries.

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 
notes. 
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Graph 3.13: 	 Variations	 in	 relative	 contributions	 to	 the	number	of	 adults	without	
primary	schooling	and	the	percentage	of	persons	of	recent	graduation	
ages	(15	to	19	years)	who	have	completed	primary	schooling.	2004.

The above contributes to underlining the urgency of assuring universal primary comple-
tion for the younger population and avoiding continued “generation” of adult populations that 
have not achieved such schooling – especially in countries in which the accumulated deficit 
is larger, and where current completion levels are smaller. 

On the other hand, these proportions of adults who have or have not completed 
primary schooling are the results of education paths taken in the past (more recent ones for 
those �5 to �9 years of age), and for this reason do not characterize the current performance 
of education systems. It is possible, however, to calculate, based on enrollment information 
in the final grade by ages, what is the percentage of people who are at present completing 
primary education corresponding to current enrollment patterns. 

This percentage of persons currently completing primary education is presented in 
the following graph: 

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 

according to ISCED 97. 
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Graph 3.14: 	 current	completion	rate	for	primary	education,	by	country.	2004.	

Current enrollment patterns show that universal completion of primary education is 
being achieved in at least Argentina, Aruba, Barbados, Belize, Bolivia, Cayman Islands, Cuba, 
Dominica, Ecuador, Netherlands Antilles, Paraguay, Saint Kitts and Nevis, Saint Lucia, and Mexico. 
In these countries, the proportion of completion surpasses 99%. In the same fashion, in Chile, 
Turks and Caicos, British Virgin Islands, Peru, Panama, and Bahamas there is an auspicious situ-
ation, with current completion above 95%, and another four countries with proportions above 
90% (Colombia, Trinidad and Tobago, Grenada, and Dominican Republic) while four countries 
show proportions of less than 80% (Nicaragua, Guatemala, Montserrat, and Anguilla).�9

This information shows the continuation of the historically recorded trend toward 
growing levels of completion increasingly reaching universality. 

(b.2)		 lower	secondary	education
The following graph presents the percentage of persons �0 to �4 years of age who 

have completed lower secondary education. We have taken this age group as it comprises 
recent graduation ages for this level, adding an additional margin to account for late entrance 
and grade repetition. 

�9 The low value shown for some countries merits a remark. This situation may be the result of lack of adjustment 
between enrollment and population data (especially in countries with small populations), or of high percentages of 
grade repetition that affect the calculation. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). Based on infor-
mation provided according 
to ISCED 97 by national 
focal points in countries 
that report data using joint 
UNESCO-OCDE-Eurostat 
questionnaires. See the 
data appendix for values 
and explanatory notes. 

Pe
rc

en
ta

ge

0

10

20

30

40

50

60

70

80

90

100

AW BB BZ BO KY CU DM EC AN PY KN LC MX TC VG PE PN BS CO TT GD DO VN SV VC HN NI GT MS AIAR CL



94

Graph 3.15: 	 Percentage	of	persons	of	20	to	24	years	of	age	who	have	completed	lower	
secondary	education.	2004.

	
As one might expect, completion levels here are lower than for primary education, 

given that the latter is a prerequisite for entering secondary education, and that there is a 
greater variety of situations. In fact, only three countries (Barbados, Bahamas, and Chile) have 
completion levels of 90% for people �0 to �4 years of age. After these countries, completion 
of lower secondary education is greatest in Cuba (85%) and in Argentina (80%). For their 
part, Dominican Republic, Bolivia, Mexico, Peru, Colombia, Uruguay, Brazil, and Panama have 
completion levels of above 70% but less than 80%. Finally, in Nicaragua, Guatemala, and 
Honduras less than half of persons between �0 and �4 years of age have completed this level 
of education, with the figure being less than one-third in the latter two countries. 

It should be noted that completion of the lower secondary level is seen as an object of 
universalization (since the level is compulsory) in the regulations of all countries here considered, 
with the exception of Panama, Suriname, Guatemala, and Honduras (marked in the graph).

Thus, taking the region as a whole, slightly more than 70% (7�.�) of the population �0 
to �4 years of age has completed this level. This means that education systems have not been 
able to assure completion of this level for more than �4.� million people in this age range. Some 
54.�% of this population are citizens of Brazil and Mexico. These latter values should, however 
be contrasted with the demographic weight of these two countries. Thus, Mexico accounts for 
a number of persons �0 to �4 years of age who have not completed lower secondary educa-
tion that is a lower proportion than its contribution to the population of the region. That is, 
Mexico achieves completion levels above the regional value. The same is not the case for Brazil. 
The eleven countries highlighted on the right side of the graph are those that contribute to 
the number of persons �0 to �4 years of age without complete lower secondary education 
in a greater proportion than their contribution to the population of the region. This greater 
proportion is double in the cases of Guatemala and Honduras. 

If, in addition to the population group of recent graduation ages, one considers the 
entire population of �0 years or more, the conclusion is that half of this (49.8%), or more than 
�58 million people, have not completed lower secondary education. This is a key challenge for 
education policies in terms of designing education programs for young people and adults that 
can ameliorate this violation of the right to education produced over many decades.

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 

notes. 
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Graph 3.16: 	 Percentage	of	persons	20	years	of	age	and	older	and	20	to	39	years	without	
complete	lower	secondary	education,	by	country.	2004.

Moreover, one should consider the impact on the development of countries as a result 
of having a population which lacks the essential skills that should be ensured by what countries 
refer to as “basic education”. In effect, when considering only the population between �0 and 
39 years of age – that which represents most of the economically active population of the 
country for the next �5 to 50 years-, one sees that 36,5% of this group (6�,7 million people) 
have not completed lower secondary education. 

Available information shows that the greatest challenge resulting from the accumulated 
education deficit within this population is for Brazil and Mexico. In the latter country, this is 
so due only to its large population, since it has lower secondary completion rates similar to 
the regional average. In Brazil, this is due both to its size as well as to the fact that it has a 
number of people �0 years of age or more without complete lower secondary education in a 
proportion greater than the regional value. This is also the case for Bolivia, Colombia, Ecuador, 
Paraguay, El Salvador, Costa Rica, Nicaragua, Guatemala, and Honduras. Note as well that in 
the case of the population �0 to 39 years of age, these same countries, as well as Dominican 
Republic and Panama, record values less favorable than the regional one. 

Thus, as the graph shows, countries have made progress of varying degrees as ob-
served when comparing the two age groups. Thus, in Nicaragua, the proportion of people with 
complete lower secondary education in its younger population (�0 to 39 years) is �.4 times 
that of the group of age �0 or more, being the country with the most marked progress. It is 
important to note that those countries with high percentages of people with complete lower 
secondary education among their older population logically have less room for improvement 
in the proportions here considered. 

The following graph shows the absolute numbers of adults without a complete lower 
secondary education, as well as the relation between this absolute number and the population 
of each country. Thus, it indicates if the “contribution” of each country to the regional total of 
persons without lower secondary education corresponds or differs from their corresponding 
participation in the total population of the region. 

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 
notes. 
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Graph 3.17: 	 distribution	of	persons	20	years	of	age	and	older	and	20	to	39	years	
without	complete	lower	secondary	education,	by	country.	2004.

For each country, the variation in the ratio between “contributions” to the total popula-
tion and to the total number of people who have not completed lower secondary education 
indicates the pace of progress relative to the region as a whole. Thus, Dominican Republic, 
Bolivia, Colombia, Brazil, Panama, Venezuela, Suriname, Ecuador, Paraguay, El Salvador, Costa 
Rica, Nicaragua, Guatemala, and Honduras show slower progress than the region as a whole 
(illustrated by the red line in the following graph). This is particularly disturbing in countries 
that have not yet been able to achieve a significant figure (at least 70%) of completion of 
lower secondary for their �0 to 39 year-old populations; that is, for all of the countries listed 
above. This is a particularly serious challenge in those cases in which less than one-half of this 
population has completed lower secondary education (Costa Rica, Nicaragua, Guatemala, 
and Honduras). 

This reinforces the finding identified in regard to completion of primary schooling, in 
the sense that the countries with the greatest deficits are, at the same time, those that have 
shown more modest progress in the recent past. Since they are also the countries with the 
greatest current deficits, this thus strengthens the trend toward widening the gap between 
countries. 

Graph 3.18: 	 Variations	in	the	relative	contribution	to	the	number	of	adults	without	
complete	lower	secondary	education,	and	the	percentage	of	people	of	
recent	graduation	ages	(20	to	24)	who	have	completed	lower	secondary	
education.	2004.

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 

notes. 
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This contributes to highlighting the urgency of assuring universal completion of lower 
secondary education among the younger population and of avoiding that countries continue 
to “produce” adult populations that have not achieved this level of schooling. 

Just as with primary education, these proportions of adults who have or have not 
completed lower secondary education are the results of educational experiences that took 
place in the past. For this reason, it is necessary to calculate the percentage of people who at 
the present time are completing lower secondary education, according to current enrollment 
patterns.

The proportion of people who are currently completing lower secondary education is 
presented in the following graph: 

Graph 3.19: 	 current	 completion	 rate	 for	 lower	 secondary	 education,	 by	 country.	
2004.	

Current enrollment patterns show that a significant number of countries will assure 
nearly universal completion of lower secondary education, since they record current completion 
rates that are above 95%. This is the case for Barbados, Bolivia, Cayman Islands, Chile, Cuba, 
Dominica, Montserrat, Netherlands Antilles, Saint Kitts and Nevis, and Anguilla. Moreover, in 
Grenada and Aruba, this percentage surpasses 90%. At the other extreme of the distribution 
are seven countries in which this indicator does not reach 75% (Panama, Dominican Republic, 
Paraguay, El Salvador, Belize, Venezuela, and Nicaragua).

(b.3)		 upper	secondary	education
The following graph shows the percentage of persons �0 to �4 years of age who have 

completed upper secondary education. We have used this age group because it contains more 
recent graduation ages, leaving a margin in order to consider the possible effects resulting from 
late entrance and grade repetition. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). Based on infor-
mation provided according 
to ISCED 97 by national 
focal points in countries 
that report data using joint 
UNESCO-OCDE-Eurostat 
questionnaires. See the 
data appendix for values 
and explanatory notes. 
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Graph 3.20: 	 Percentage	of	people	20	to	24	years	of	age	who	have	completed	upper	
secondary	education.	2004.

First of all, it is necessary to note that only five countries with information on this 
subject see upper secondary education as a service to be universalized (Barbados, Cayman 
Islands, Bahamas, Aruba, and Peru)�0. These countries are marked on the graph. 

Moreover, note that only one country (Barbados) achieves completion levels of upper 
secondary education for its recently graduated population that are above 95%. Two other 
countries that are also in the Caribbean (Cayman Islands and Bahamas), surpass the threshold 
of 85%. On the other hand, the large majority of countries have completion levels of below 
50% (Brazil, Ecuador, Cuba, Dominican Republic, Paraguay, Costa Rica, Mexico, Uruguay, Belize, 
El Salvador, Nicaragua, Guatemala, Honduras, and Suriname).

Independently of the compulsory or non-compulsory nature of this level of education, 
it is important to think about what it means for a country in which, for example, less than 
�5% of its population �0 to �4 years of age have been able to reach and complete this level. 
Such is the case for three countries (Guatemala, Honduras, and Suriname). Moreover, com-
pleting upper secondary education is a prerequisite for entering higher education. Therefore, 
potential inequities in the completion of secondary schooling (which will be treated below in 
the corresponding chapter), result in inequities in conditions that allow people to have access 
to higher education. 

Moreover, the impacts of higher levels of schooling in the lives of persons, their fami-
lies, and communities are widely documented,�� and completion of secondary education is 
considered necessary in order to significantly increase the likelihood of a person not to live 
in poverty (ECLAC �997).

Thus, taking the region as a whole, we see that slightly less than 50% (49.7) of the 
�0 to �4 year-old population has completed this level of education. This means that educa-
tion systems have not assured completion of this level for more than �4.7 million people in 
this age range. Once again, Brazil and Mexico are the countries that account for most of this 
population (55.9%). But in this case, their participation in this figure is greater than their 
demographic contribution. The �4 countries highlighted on the right side of the graph are 
those that have completion levels below the regional value. Consequently, their contribution 
to the regional population that has not completed upper secondary education is above their 
demographic participation. 

�0 A group to which Chile should be added beginning in the school year ending in �005. 
�� A broad review of research in this sense may be found in Muñoz Izquierdo (�004). 

Pe
rc

en
ta

ge

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
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values and explanatory 
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If in addition to the population group of recent graduation ages one considers the 
entire population �0 year of age and older, we see that 65.5% of this group, or more than �08 
million people �0 years of age and older, have not completed upper secondary education. This 
represents a key challenge for education policies in terms of designing education programs 
for young people and adults that ameliorate this violation of the right to education produced 
during various decades. 

Graph 3.21: 	 Percentage	of	persons	20	years	of	age	and	older	and	20	to	29	years	who	
have	not	completed	upper	secondary	education,	by	country.	2004.

As in the cases previously mentioned, one should consider that the �0 to 39 year-old 
population represents the majority of those who will be economically active in the region in 
the coming decades. Here we see that 56.�% of this group (at least 96.8 million people) have 
not completed upper secondary education. 

Available information shows that the greatest challenge resulting from the accumulated 
education deficit for the �0 years of age and older population is found in Brazil and Mexico. 
This is so due both to their large populations and to the fact that they present rates that are 
below the regional value. This is also the case for Bolivia, Cuba, Dominican Republic, Paraguay, 
Costa Rica, Uruguay, Belize, El Salvador, Nicaragua, Guatemala, Honduras, and Suriname. Note 
as well that in the case of the population �0 to 39 years of age, these same countries show 
values that are below the regional value. 

Moreover, as the graph shows, countries have demonstrated varied progress. This can 
be seen when we compare the two age groups. Thus, Guatemala shows that the proportion of 
persons among the young population that have completed upper secondary education is �.49 
times that of the group �0 years of age and older, thus being the country showing the most 
marked progress in this regard. It is important to recognize that those countries with higher 
proportions of people with a complete upper secondary education among the older population 
have, logically, smaller room for variations in the percentages here considered due to the fact 
that the margin is greater in those countries where the rates are lowest. 

The following graph shows the absolute numbers of adults without a complete upper 
secondary education, as well as the relation between this figure and the population figures of 
each country. Thus, we see whether the “contribution” of each country to the regional total 
of adults without a complete upper secondary education corresponds or is different from its 
population participation. 
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Graph 3.22: 	 distribution	of	persons	20	years	of	age	and	older	and	20	to	39	years	
without	a	complete	upper	secondary	education,	by	country.	2004.

For each country, the variation in the ratio between population “contributions” and 
the number of persons without complete upper secondary education shows a pace of relative 
progress in regard to regional progress as a whole (illustrated by the red line in the following 
graph). Thus, Venezuela, Bolivia, Ecuador, Dominican Republic, Paraguay, Mexico, Belize, El Sal-
vador, Nicaragua, Guatemala, Honduras, and Suriname show slower progress than the region 
as a whole. This situation calls particular attention to the countries that have not yet been 
able to assure completion of upper secondary education to at least one-half of their �0 to 39 
year-old populations (Panama, Venezuela, Bolivia, Brazil, Ecuador, Cuba, Dominican Republic, 
Paraguay, Costa Rica, Mexico, Uruguay, Belize, El Salvador, Nicaragua, Guatemala, Honduras, 
and Suriname). This results in a particular challenge in those cases (Nicaragua, Guatemala, 
Honduras, and Suriname) in which less than one-third of the cited population has been able 
to complete upper secondary education. 

This finding is consistent with what has been stated regarding the other two levels of 
education previously described, in that countries with the greatest deficits are the ones which 
have demonstrated the most modest progress in their recent past. They are also the countries 
with the greatest current deficits and contribute to a growing gap between countries.

Source: 
For Caribbean countries 
and Aruba: UNESCO In-
stitute for Statistics (UIS). 
For Cuba: information from 
the Population Census of 
�00�. For countries of Latin 
America: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
See the data appendix for 
values and explanatory 

notes. 
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Graph 3.23: 	 Variations	in	the	relative	contribution	to	the	number	of	adults	without	
complete	upper	secondary	education,	and	percent	of	persons	of	recent	
graduation	ages	(20	to	24	years)	who	have	completed	upper	secondary	
education.	2004.

As we have stated regarding the other two educational levels described above, these 
proportions of adults who have or have not completed upper secondary education are the 
results of educational experiences that took place in the past. For this reason, it is necessary 
to calculate current completion levels based on current enrollment patterns. 

Graph 3.24: 	 current	 completion	 rate	 for	upper	 secondary	education,	 by	 country.	
2004.

Current enrollment patterns show that in two Caribbean countries, (Barbados and 
Montserrat) completion of upper secondary schooling is practically universal. To these coun-
tries we may add Anguilla and Turks and Caicos, with current completion levels surpassing 
90%. Grenada, Cuba, Dominica, and Peru, for their part, have levels of above 75%. At the 
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other extreme of the distribution are seven countries which show completion levels of below 
50% (Paraguay, Venezuela, Saint Vincent and the Grenadines, Nicaragua, Mexico, Aruba, and 
Dominican Republic).

(c)		 issues	linked	to	learning	achievement	

As we have noted (p. 75), it used to be assumed that access to educational programs 
would imply progress through them, completion of studies, and the achievement of desired 
learning. Experience has shown, however, that educational processes are complex and that 
this assumption is not necessarily so.

On the one hand, significant levels of access recorded in the region are accompanied 
by lower levels of completion. On the other, evidence indicates that often, learning achieved 
is not equivalent to what has been expected, and in some cases may be so disparate as to 
severely compromise the right to education. 

The first point, that access has not resulted in sustained progress toward completion 
of studies, is often described under the rubric of “student failure”, meaning by this term that 
there is a group of students who do not make adequate progress within the system and who 
are thus required to repeat grades or abandon studies without completing them. This view 
tends to place the burden of the problem on students; for it is they who “fail”. However, from 
a perspective more in accordance with the need to recognize diversity of circumstances as a 
pre-requisite for the educational experience, and in recognition of education as an inalienable 
right, the fact is that what one has in these cases are failures of an education system able 
neither to assure progress through and completion of studies, nor that these studies are ac-
companied by the achievement of expected outcomes. “Student failure” is a failure of schools 
as a whole in their task of effectively guaranteeing the right to education. 

Having dealt with themes corresponding to the completion of studies; that is, that 
people have access to and then do not abandon school until completing a particular level of 
education, and given that the issues linked to the behind-grade study and repetition generated 
by schools themselves, we will (p. 75 and ff.) address the evidence on learning achievement. 

With the exception of the First International Comparative Study carried out by UNESCO 
in �997 (UNESCO �998; �000b and �00�), there is no internationally comparable evidence on 
the academic achievement of students that involves a large set of countries in the region. It is 
hoped that the second study currently being developed by UNESCO will provide internationally 
comparable information in �008 on academic achievement for practically all Latin American 
countries. It will also be desirable to ensure that the interest expressed by representatives of 
the Caribbean countries will lead to an extension of this study to that sub-region. 

Data from the first UNESCO study, as well as from other international and national 
studies show that there are serious limitations in learning achievement considered to be ac-
ceptable. In fact, although the outcomes of the first UNESCO study are widely known and can 
be consulted in detail in the corresponding publications (UNESCO �998, �000b y �00�), for 
the purposes of illustration, we will address the results corresponding to three skill domains 
of mathematics: simple problem-solving, recognition of objects and elements, and complex 
problem-solving. 
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Graph 3.25: 	 Percentage	of	correct	responses	in	three	mathematics	skills	domains,	by	
country.	1997.

It is clear that the regional average, in all domains correspond to the number of correct 
answers lower than 50%, and that these regional averages are systematically surpassed in the 
three domains only by Cuba with percentages above 50%. It is also evident that the behavior 
of the other countries does not show great variations among them, only reaching �6% in regard 
to simple problem-solving, �7% in the recognition of objects, and less than �0% in regard to 
complex problem-solving. Differences are clear in regard to country performance in each of 
the three domains, in that the percentages of correct responses are systematically greater in 
regard to simple problem-solving and less so in regard to complex problem-solving. 

Moreover, the participation of some countries of the region in the OECD Programme 
for International Student Assessment (PISA) reveals serious limitations in the performance of 
�5 year-old students who are enrolled in secondary education – those who have been able to 
complete primary schooling and continue with their studies. The evidence generated by PISA 
suggests that completing primary education only guarantees the acquisition of basic reading, 
writing and numeracy skills by a very small segment of the population. In effect, the first two 
rounds of PISA allow us to verify not only the significant segment of the population that was 
not represented by the study, since it concentrated exclusively on the �5 year-old population 
enrolled in secondary education,�� but also significant difficulties in the achievement of basic 
skills considered to be fundamental for the performance of individuals in today’s world. 

�� See the methodological notes for detailed information on PISA objectives and the meaning of the levels of achieve-
ment used.

Source: 
Database of the UNESCO 
First Regional Comparative 
Study. The lines represent 
the regional average of 
correct responses for each 
domain. 
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Graph 3.26: 	 Percentage	of	students	by	level	of	proficiency	on	the	reading	(2000)	/	
mathematics	(2003)	scale.	selected	countries.

In effect, PISA reveals not only, nor mainly, that countries of the region demonstrate 
lower student learning performance, compared to other countries (in the graph the case of 
Finland –FN which serves as an illustration in this regard), but much more important, that in 
this performance, independent of the relative positions of other country rankings, our region 
is deficient in absolute terms, with students demonstrating serious difficulties in carrying out 
the most elemental operations of reading and numeracy. 

If to this evidence we add the fact that the First International Comparative Study of 
UNESCO in �997 showed that, with the exception of Cuba, there were no significant differ-
ences in achievement levels among the participating countries, and one assumes that these 
results can be associated with those of PISA, it is possible to suggest as a hypothesis that the 
performance levels of the other countries of the region would not have been very different than 
those recorded by test participants. This, most certainly, is corroborated by the general feeling 
of unease regarding academic achievement that education systems provide for students, based 
primarily on evidence of national achievement assessments or other kinds of evidence. 

The completion of studies with expected learning outcomes is also expressed through 
the skills manifested by the population throughout life. As available evidence indicates (Sta-
tistics Canada; OECD �005 p.59 and ff.), schooling levels achieved by the population result in 
reading and writing skills, although in a variable manner, that are a reflection of different levels 
of effectiveness of educational experiences. To date, there is no systematic and comparable 
evidence in the region on reading and writing skills, since such information has only been 
produced by isolated studies with scant participation of countries of the region. It is within 
this framework that LAMP - the Literacy Assessment and Monitoring Project carried out by the 
UNESCO Institute for Statistics (UIS) - takes on added importance. 

LAMP seeks to produce systematic and internationally comparable information on 
literacy skill levels of the adult population, placing particular emphasis on identifying the dif-
ferent kinds of difficulties that explain low performance in order that intervention programs will 
have key information for their design and implementation. Moreover, LAMP seeks to develop 
national capacities in order that countries can independently generate this kind of information 
based on conceptual frameworks more in accordance with current concepts of education, and 
which see literacy skills as a continuum of abilities that are not properly represented through 
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the use of a dichotomous variable, as has been the case traditionally in measuring “the ability 
to read and to write” – a concept that poses additional difficulties as well based on the fact of 
depending upon self-declarations or on information on levels of schooling of the population 
used as a proxy measure. 

To date, however, we only have information on such traditional literacy rates. These 
rates show the proportion of persons who say that they are unable to read or to write. In spite 
of the aforementioned limitations, these rates provide us with a general indication of those 
who identify their situation as one of maximum exclusion from education, and which at least 
provides a “floor” for understanding the magnitude of the problem.

Graph 3.27: 	 Percentage	of	illiterates	among	the	population	15	years	of	age	and	over	
and	15-24	years.	2004.

The figures show that in general, progress noted in the sections above have resulted as 
well in a significant reduction in the percentages of people who claim not to be able to read 
and write. Thus, with the exceptions of Guatemala, Nicaragua, and Honduras, the countries 
with available information show rates for their younger populations that are less than half of 
those observed for the population in general. 

This, however, does not diminish the fact that these numbers indicate that 34,8 mil-
lion people �5 years of age and older define themselves as illiterates. Of these, 3.� million are 
between �5 and �4 years of age.�3 If this information is linked to the 87.9 million people �5 
years of age and older without a complete primary education, the magnitude of the challenge 
is unassailable. 

On the other hand, the current rates are the result of a significant pattern of change 
observed in recent decades, as the following graph shows. 

�3 Note that the most recent assessment of UIS (in September, �006) upon which this information is based, only 
includes a limited number of countries and information from various years. Thus, for example, it does not include 
information on Haiti, nor does it consider more recent efforts such as those carried out in Venezuela, due to the 
date of information used as a source. See the data appendix for details. 

Source: 
UNESCO Institute for Sta-
tistics (UIS) See the data 
appendix for values and 
explanatory notes. 
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Graph 3.28: 	 illiteracy	rates	and	number	of	illiterates,	1970-2015.	latin	America	and	
the	caribbean.	

It is worth noticing the differences in paces that which both the rates and the popula-
tion that claims not to know how to read and write fall, with the latter being much smaller 
than the former. This different behavior of the rates and absolute numbers is related to various 
phenomena. First, there is the significant growth in population observed in the same period, 
which shows that the total population of the region in �005 was �.4 times greater than in 
�970. It is expected that in �0�5 the population will be �.8 times that former value. The fact 
that this population growth has not been accompanied by an equivalent growth in the absolute 
numbers of people who claim to not know how to read, and that this number has decreased, 
although in the observed proportions, is the result of clear progress recorded in terms of access 
to and completion of primary education in particular. 

However, the fact that this progress has still not reached universal primary comple-
tion means that each year, a number of young people is incorporated into the population that 
claims to not know how to read and write, and thus partially compensating for the reductions 
that deaths produce in the number of adults in such condition. Although the numbers of the 
young population who do not enter school or abandon their studies without attaining the 
most basic reading and writing skills are increasingly smaller, this is a phenomenon that still 
exists. It indicates that education systems are still unable to universally guarantee at least 
basic levels of reading and writing, and that they continue to “produce” individuals who do 
not possess these abilities. 

(d)		 Aspects	of	curricular	management	directly	linked	to	achieving	
the	goals	

In addition to aforementioned aspects which refer to the efficacy of educational 
programs to achieve goals aimed at fulfilling aspirations of the right to education, we should 
also include in our reflections elements linked to how the concrete activities of actors involved 
directly in teaching and learning contribute or not to the attaining key objectives. To this end, 
it is necessary to consider the context within which these individuals (teachers and students) 
act, as well as the interactions between them and between peers. 
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The availability of comparable information on these subjects is particularly limited. 
In fact, international information on teachers – beyond that of their numbers�4 - is limited to 
data on formal certification and investment in teaching posts by numbers of students.�5

Specific studies have touched upon other substantive aspects. However, we have yet 
to move toward an analytic framework that would allow us to identify information needs on 
management in general as well as on teacher issues in particular, and organized around a focus 
on the right to education.�6 

Graph 3.29: 	 Percentage	of	teachers	who	meet	minimum	certification	requirements,	
by	level	of	education	and	by	country.	2004	.

Available information reveals a highly varied situation. Thus, in pre-primary education, 
eight countries (Bermuda, Guatemala, Netherlands Antilles, Cayman Islands, Aruba, Costa Rica, 
Cuba, and Montserrat) declare that more than 90% of their teachers meet official certifica-
tion requirements. On the other hand, in eight other countries (Panama, British Virgin Islands, 
Guyana, Trinidad and Tobago, Antigua y Barbuda, Nicaragua, Saint Kitts and Nevis, and Grenada) 
less than 50% of teachers meet certification requirements for this level. 

This situation varies in the case of primary education, where the 90% threshold is 
surpassed by ten countries (the same ones listed above, less Montserrat and including as well 
Turks and Caicos, Bahamas, and Bolivia), and only one country (Antigua and Barbuda) has less 
than 50% of teachers with the certifications required for this level. 

Similarly, in secondary education (lower and upper) seven countries surpass the 90% 
threshold (Bermuda, Guatemala, Netherlands Antilles, Cayman Islands, Aruba, Turks and Caicos, 
and Bahamas) and five (Saint Vincent and the Grenadines, Dominica, Belize, Saint Kitts and 
Nevis, and Grenada) have less than half of their teachers with the required certifications at 
both levels (upper and lower secondary), while in three other countries (Bolivia, Antigua and 
Barbuda, and Nicaragua) this is the case only for lower secondary. 

�4 Not always defined with precision, since it combines various motivations and aspects to be explored. For example, 
concerns about investment tend to emphasize the number of teachers as full-time equivalents; or the number 
of existing contracts or teaching posts. Pedagogical concerns emphasize the number of students per teacher. The 
greatest problem appears when an indicator is used that was constructed for a different purpose. 

�5 Unfortunately, it is common for this investment indicator (calculated using full-time equivalents) to be used to 
describe the pedagogical phenomenon “group size”. 

�6 See Guadalupe, C. (�005) and Mascardi, L. (�005)

Source: 
UNESCO Institute for 
Statistics (UIS) See the 
data appendix for val-
ues and explanatory 
notes. 
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Teacher workload and Their views on assessmenT of Their performance and on school 
auTonomy 

In terms of full-tIme teachIng and the number of schools In whIch teachers work, the IndIcators 
that approach a descrIptIon of the actIvItIes of teachers and theIr professIon come from a recent 
study carrIed out by the unesco InternatIonal InstItute for educatIonal plannIng, buenos 
aIres, on the professionalization of teachers (see tentI, 2005). regardIng argentIna, brazIl, peru, 
and uruguay, we may say that around 15% of prImary and secondary teachers undertake other 
paId actIvItIes (besIdes teachIng). thIs varIes between 12.5% (argentIna) to 17.3% (uruguay). In 
regard to IndIvIdual teachers workIng at more than one school, the sItuatIon Is more heterogene-
ous, and varIes between 44.7% of teachers who work In one school only In the case of uruguay, 
to 87.4% In peru (op.cIt. p.92 and p.86)

Table 3: 
percenTage of Teachers by number of schools in which They work 

Argentina Brazil Peru uruguay

only	one	school 68.6 57.� 87.4 44.7

2	schools ��.� 3�.5 �0.5 35.�

3	schools 5.8 6.� �.4 �3.7

4	or	more �.8 �.9 0.7 6.5

no	answer �.7 �.3 - -

total �00.0 �00.0 �00.0 �00.0

thIs sItuatIon varIes accordIng to levels of educatIon, wIth secondary teachers beIng those wIth 
a lower degree of dedIcatIon to one school, as would be expected. however, the dIfference here 
between countrIes Is strIkIng, and Is due to the varIety of ways that countrIes organIze theIr 
educatIonal processes. the greatest dIfference Is between peru and uruguay. whIle In the former, 
81.6% of secondary educatIon teachers work In only one school, In uruguay only 27.2% do 
so (op.cIt.).
the same IIpe/unesco study shows that slIghtly more than 75% of teachers of these countrIes 
defIne themselves as student learnIng facilitators – a hIgher percentage than those that defIne 
themselves as transmitters of culture and of knowledge, wIth thIs pattern beIng quIte homogeneous 
for the two levels of educatIon analyzed, wIth a slIght tendency for an Increase In the percent-
age of “transmItters” In the case of secondary educatIon and for male teachers (op.cIt. p.123 
and p.124).
In regard to teacher performance assessment, most teachers thInk that the admInIstrators of 
schools In whIch they work should partIcIpate In the assessment process (argentIna 75.5%, bra-
zIl 69.0%, and uruguay 76.8%), wIth the exceptIon of peru, where choIce of thIs optIon falls 
to 47.7% and where technIcal staff and specIalIsts of the mInIstry of educatIon are the most 
frequent optIon. note should be made as well of the marked dIfferences between brazIl and the 
rest of the countrIes partIcIpatIng In the study In terms of the partIcIpatIon In teacher assessments 
of parents and the school communIty, on the one hand, and of students, on the other. In fact, 
In brazIl around 50% of teachers value the partIcIpatIon of these actors In teacher assessments, 
whIle In other countrIes such a preference does not surpass 35% In the case of parents, and Is 
less than 25% In the case of student partIcIpatIon (op.cIt. p.97).
related to thIs theme, the possIbIlIty of student academIc performance beIng taken Into account for 
purposes of assessIng teacher performance Is a subject that dIvIdes the opInIons of teachers. whIle 
In argentIna and brazIl, 42.9 % and 41.8% of teachers, respectIvely, are In favor and 46.8% and 
53.5% agaInst, In peru 68.5% agree wIth such InclusIon, and 29.2% dIsagree. Independently of 

Source: 
I IPE-UNESCO, Buenos 
Aires. Based on Tenti (�005) 
a text that presents results 
of the work of UNESCO/
IIPE, with headquarters in 
Buenos Aires, within the 
framework of its research 
program on “The Profes-
sionalization of Teachers”.
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the magnItude of each country, percentages In favor Increase when the respondents are teachers 
who work In prIvate schools (based on InformatIon processed especIally by IIpe/unesco for 
thIs report).
In regard to school autonomy and IncreasIng the flexIbIlIty of educatIon systems, the survey 
shows that more than 60% of teachers In brazIl, peru, and uruguay belIeve that greater school 
autonomy would strengthen theIr abIlItIes to Increase the equalIty of learnIng opportunItIes, whIle 
In argentIna thIs percentage reaches 47.0%, wIth 28.6% of teachers who agree wIth the opInIon 
that grantIng more autonomy to schools Is a polIcy that “removes responsIbIlIty” from the state In 
provIdIng educatIon servIces (brazIl 16.9%; peru 17.1%, and uruguay 15.9% - op.cIt. p.144). 

class size

In few cases (those countrIes that report InformatIon through unesco-oecd-eurostat 
questIonnaIres) do we have comparable InformatIon on the sIze of learnIng groups wIth whIch 
teachers work, but only for prImary and lower secondary schools, and wIthout havIng dIsag-
gregatIon that would make It possIble to control for the effect of multI-grade sItuatIons. as Is 
to be expected, class sIzes are smaller In prImary educatIon (except In jamaIca), whIle In chIle they 
are practIcally IdentIcal, correspondIng wIth the fact that accordIng to the natIonal structure, 
these two levels are IndIstInguIshable. 
beIng able to have InformatIon on thIs IndIcator, controllIng for the Impact of multI-grade sItua-
tIons, and measures that descrIbe varIabIlIty wIthIn countrIes and for the regIon as a whole would 
sIgnIfIcantly Increase the possIbIlItIes for analysIs of thIs key varIable In pedagogIcal processes. 

number of sTudenTs per secTion or group, by counTry. 2004.

Source: 
UNESCO Institute for Sta-
tistics (UIS).  

0

5

10

15

20

25

30

35

40

45

JM CL AR BR MX UY PY PE

Primary education Lower secondary



110

(e)	 final	remarks

Variables analized in this chapter show that progress towards the achievement of EFA 
goals�7 is limited and that additional efforts are required even in relation to basic areas, such 
as ensuring universal primary completion, and that this accomplishment goes together with 
ensuring that everyone achieves essential basic learning outcomes.

Even in those countries almost achieving universal primary completion, it is necessary 
to pay attention to the situation of still excluded groups of population since even if these could 
represent minor percentages of the total population, they are persons entitled to some rights 
like everybody else. Action required for reaching these population groups usually has specific 
attributes and even requires inter-sectoral coordination.

In relation to other goals, progress can also be verified, but it tends to be even more 
modest. For instance, the number of persons who claim not to be able to read and write is 
an area where an urgent and firm action is required together with actions oriented towards 
preventing that another individual acquires such condition.

In the same fashion, access to early childhood care and education programs, depicted 
here only in relation to accessing pre-primary education programs, shows significant levels 
of progress that make the region appear in a promising global situation. Nevertheless, it also 
shows large disparities among countries and among age groups. Universal attainment of at 
least one year of pre-primary education is a goal near to be accomplished by a significant 
number of countries, but there are some countries far from this condition. At the same time, 
as reported by the last EFA Global Monitoring Report (EFA Global Monitoring Report team, 
�006), these educational services tend to be concentrated in more privileged populations, 
thus expanding their scope is a vital challenge in order to move forward also in the arena of 
equity-related goals.

Access to and completion of secondary education also show a very heterogeneous situ-
ation. A significant number of countries guarantee access to at least 75% of their official-age 
population; nevertheless this is not a condition easy to attain by many countries where access 
and completion levels are strikingly low. Few countries ensure upper secondary completion to 
more than half of their population and there is even a limited number of countries where less 
than one in three persons complete that level.

The impact that having millions of people without complete primary and secondary 
education (lower and upper) has on general development opportunities for countries and on 
the likelihood of those persons to achieve decent living conditions cannot be neglected. Directly 
related to this, the extremely limited access of youth and adults without complete primary or 
secondary education to educational programs designed for them is noticeable.

It should be called attention to the marked differences in access to tertiary education 
between Latin American and Caribbean countries in relation to both enrollment size, and pat-
terns of international mobility.

�7 It should be noted that the goal pertaining to equity is specifically addressed in chapter five.
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4.  Are the educAtion systems of the region efficient 
in terms of the AllocAtion And use of resources 
thAt society Assigns to educAtion? 

Education system efficiency is an everpresent issue in the educational debate. But, 
it cannot be seen as an economic-led obsession; rather, it is closely linked to key aspects of 
public action in the field of education: 

• To the need to make good use of the resources that society allocates to public 
activities. This is an imperative that has to do with the condition of people as 
citizens, and consequently with their basic rights as polity’s participants.

• To the negative effect that inefficiency has on the task of education itself, both 
in terms of diverting part of the limited resources upon which one depends and 
which could well be used to better guarantee the right to education, as well as 
in terms of the education experiences since falling behind in grade reduces the 
likelihood of continuation and completion of studies. 

The region possesses innumerable studies on internal efficiency. These are generally 
based on a set of information and indicators available from countries that have routinely 
collected information in this regard given the current analytic models leading information 
systems activities.� 

Here, in order to inquire about levels of efficiency in education systems, we shall re-
view information relative to some indicators that, although being produced utilizing available 
information that is internationally comparable, are not part of the standard sets included in 
traditional analyses of internal efficiency. These include:

• The condition of timely enrollment of students and how this varies from the mo-
ment of entry into primary education, throughout their school careers. The main 
interest is to find out to what extent individuals enter primary school at the mo-
ment that corresponds to their development (that is, at the officially stipulated 
age, given the curricular structure) and starting here, if education programs are able 
to move the individual through the system in a timely manner or, to the contrary, 
if they provoke delays or expel students. 

• We will compare the number of years expected for a person to be enrolled with 
the number of grades the person is expected to pass.

• The impact of being behind in grade on the likelihood of completing studies. 

• The volume of financial resources that are wasted each year due to problems of 
internal inefficiency in education programs. 

(a)  timely access and coverage

Being behind in grade is a recurrent phenomenon in the region. It is caused by problems 
of late entrace and is worsened due to grade repetition. In this sense, it is of crucial importance 
to know, first of all, the late entry conditions of individuals at the beginning of their school 
careers as an indicator of what education programs “receive” from society.

Late entry tends to be associated with problems of accessibility to services, particularly 
in rural areas with scattered populations. Actually, the possibility of traveling long distances 
in order to attend school is directly related to the age of children. In this sense, late entry is 
linked to the insufficiency of education services and indicates conditions of marginalization 
of populations. 

� Models of the context-input-process-product type (CIPP)
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The following graph shows the proportion of persons who enter the first grade of pri-
mary education at the age legally stipulated. As can be seen, there is a significant gap between 
the established age and what actually happens in many countries. It should be noted, however, 
that although this gap tends to indicate problems of late entry, it may also be the result of 
“early” entrance that can involve equivalent or even more serious pedagogical difficulties than 
those caused by late entry.

Graph 4.1:  net intake rate into the first grade of primary school, by country. 2004.

Only four countries (Argentina, Barbados, Cuba and Guyana) achieve that at least 
the 90% of the population in the theoretical age to enter the first grade of primary school 
actually do so at that time. In �8 countries (Bahamas, Belize, British Virgin Islands, Cayman 
Islands, Colombia, Dominica, Dominican Republic, El Salvador, Grenada, Guatemala, Honduras, 
Montserrat, Nicaragua, Saint Kitts and Nevis, Saint Vincent and the Grenadines, Trinidad and 
Tobago, Turks and Caicos, and Venezuela) this proportion is below 70%, being even less than 
50% in two cases (Dominica and Nicaragua).

Although the above information may be affected by certain problems of record keep-
ing or of data inconsistencies, it does allow us to establish a point of reference upon which 
education programs function, and, in this sense, it is possible to assess the degree to which this 
“received” situation is maintained or deteriorated by operation of the system. 

In fact, a perfectly efficient education system, from the point of view of school trajec-
tories, is one in which �00% of persons of the age to enter in fact do so when they should, and 
go through the different grades without being hindered by the effect of repetition or expulsion. 
Thereby, the proportion of individuals enrolled in the grade that is in accordance with their 
age – that is, timely coverage – is a summary measure of this efficiency in the trajectories. The 
evolution of such timely coverage shows the extent to which the education system is able to 
maintain what it has “received”.�

� Guadalupe, Rodríguez and Silva in Guadalupe ed. (�00�) and Guadalupe (�00�)

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 

explanatory notes. 
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The following graph shows the percentage of the population of the corresponding 
official ages that is enrolled in the initial or final grade of primary education, as well as the 
coefficient that links both values, showing the extent to which the education system conserves 
its point of departure.�

As can be seen, only one country (Turks and Caicos) shows that throughout primary 
education it retains nine-tenths of the timely coverage with which the population begins in 
the first grade. That is, for every ten children who enter the first grade at the stipulated age, 
nine are in the final grade under the same condition. The large majority of countries conserve 
less than seven-tenths of this coverage, and in six countries (Dominican Republic, Aruba, El 
Salvador, Honduras, Nicaragua, and Guatemala) the system manages to delay or expel more 
than one-half of the persons who had entered the first grade in a timely manner. 

In two countries (Barbados and Cuba) more than 80% of the population in the 
theoretical age to be in the final grade of primary education are in fact in that grade. Timely 
enrollment in the final grade, which would be the norm in an efficient system, is only a reality 
for less than one-third of the population in six Latin American countries (Colombia, Dominican 
Republic, El Salvador, Honduras, Nicaragua, and Guatemala).

Graph 4.2:  timely coverage in initial and final grades of primary education, and 
coefficient of conservation and coverage, by country. 2004. 

Moreover, although timely coverage in the first grade of primary education has an 
average value for the set of countries observed that surpasses 7�% (7�.6), some 47% (45.5) 
are delayed or leave before the final grade. This means that education systems only preserve, 
on average, 6�.�% of their point of departure. 

We conclude that education systems in the region delay or expel during primary school 
alone four of every ten children that make timely entry into the first grade.4

� Ideally, this information should be constructed using time-series data in order to have timely coverage for the first 
year for year t, and timely coverage for the final grade in the year t+d-�, where d is the official duration of the level. 
However, available information has not allowed us to thus proceed. Therefore, we have considered only information 
of a single year, assuming for the moment a certain degree of permanence in time of these values. For greater detail, 
see the methodological notes. 

4 Note that lack of information on Brazil tends to skew these regional values. In this case, therefore, we have preferred 
to speak of the value for the countries observed. Brazil’s high repetition rates, plus the size of the population could 
significantly affect the regional figure. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 
explanatory notes.
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At the same time, one may note as a way of reference in some countries,5 the extent 
to which timely coverage in the final grade of primary education has changed in recent years. 
The following table shows the available information in this regard. As can be noted, the trend 
is positive, at least in these countries, although with very slow growth. What is of particular 
concern is that timely coverage in the final grade of primary education tends to be low (in all 
countries except Argentina and Cuba, the last value observed is less than 60%).

Table 4:  timely coverage in the final grade of primary education. school years 
1999 to 2004. 

country 1999 2000 2001 2002 2003 2004
Argentina 7�.� 74.� 7�.8 75.7 74.5 7�.8
colombia ��.7 n.d. �4.� �4.4 n.d. ��.7

cuba 77.� 8�.� 8�.� 88.6 86.7 85.�
ecuador 4�.� 4�.6 45.4 47.0 47.9 n.d.

guatemala �6.� �8.6 �9.8 �0.5 n.d. ��.8
Panama 5�.7 54.7 55.9 57.� n.d. 56.7

Paraguay �6.9 �0.� ��.� �4.6 �5.5 �5.4
Peru 4�.6 44.� 40.� 4�.� n.d. 46.7

Venezuela �4.� �5.5 n.d. 4�.4 4�.7 4�.9

(b)  the impact of inefficiency on education trajectories 

One manifestation of the problems of efficiency of education systems is the relation 
between the number of years that a person is expected to remain in school and the number 
of grades he or she is expected to pass. The following graph shows the values and relation 
between both phenomena for the case of primary education. 

Graph 4.3:  school life expectancy and expected average grades passed in primary 
education. 2004.

It is clear that there is a significant number of countries with marked lack of adjust-
ment between expected time in school and the number of grades passed. If we link this 

5 The referential character of this information is due to both the number of countries as well as the limited nature 
of the information available and its possible inconsistencies.

Source: 
UNESCO Institute for Sta-
tistics (UIS). For Paraguay 
and Peru: values calculated 
using information provided 
by national focal points 
for this report. The data 
are ordered according to 
the value corresponding 

to �004.
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information with that shown on completion levels of primary education (p. 88 and ff.), it will 
be noted that as discrepancies increase, completion levels of studies decrease. This is shown 
in the following graph.

Graph 4.4:  ratio of the expected grade passed / school life expectancy (primary 
education only) and percentage of the population 15 to 19 years of age 
that has completed primary education, and current completion of primary 
education. 2004.

This relation, evident in primary education, becomes cloudy at the level of secondary 
education due to the fact that delays in progress through grades increase the likelihood of 
dropping out of school, which is more marked the older the age. This means that those who 
reach secondary education do so after having passed through the “filter” of primary education. 
Thus, the fact that the probability of continuing to study is reduced with delays in progress 
produces a pattern according to which those who reach the higher grades are those with more 
“successful” school careers (with fewer delays), and thus producing a Darwinian pattern of 
“survival of the fittest”, carrying a profound discriminatory component. 

This can be seen, on the one hand, in the structure of enrollment by ages and grades; 
and on the other hand, in the lesser adjustment between the aforementioned relation which, 
in any case, is present. Actually, while observing education trajectories up to the end of upper 
secondary education we also note an important discrepancy between the number of years 
that a person is expected to be enrolled and the number of grades the person is expected to 
pass, as shown in the following graph. 
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Graph 4.5:  school life expectancy and expected average grade passed. Primary and 
secondary education. 2004.

Graph 4.6:  ratio of expected grade approved/school life expectancy (from primary 
until upper secondary education), and percentage of the population 20 
to 24 years of age that has completed upper secondary education and 
probability of completing upper secondary education. 2004.

(c)  impact of inefficiency on the completion of studies 

The inefficiency of education systems has an impact on the possibilities of people in 
regard to successful continuation of their studies. In effect, delays in school progress due to 
grade repetition also leads to families being obliged to face additional expenses, as well as 
increasing the opportunity costs of studying which, in the last analysis, translates into deci-
sions on the continuity of studies. 

Evidence available in the region clearly shows how the inefficiency of education sys-
tems, expressed by their capacity to delay or expel students, is associated with lower levels of 
completion of studies. This can be seen in the following graph. 
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Graph 4.7:  deterioration coefficient of timely coverage in primary education, and 
completion levels of study between individuals of recent school gradu-
ation age (15 to 19 years). 2004. 

For the countries of the region, in those in which timely coverage in the final grade 
goes below 0.8 times the observed value in the first grade, completion levels drop, and this 
decrease is increasingly pronounced as the deterioration increases. Thus, patterns of internal 
inefficiency of education systems should be seen as phenomena that affect the exercise of 
the right to education in various senses, including completion of studies. 

(d)  resource wastage

As we have seen, the internal inefficiency of education systems not only causes dif-
ficulties for students; it also results in a significant wastage of public resources. In effect, in 
financial terms, grade repetition means making an investment already made due to the fact 
that the system could not guarantee the progress of a group of students in a given school 
year. It is important to consider that grade repetition as a policy has been seen as a way of 
granting a “second chance” to students who fail. This argument presents a number of weak-
nesses.6 As we have noted, it is not students who fail; rather it is education systems that are 
not able to duly guarantee the right of education to students. From this point of view, we may 
well ask if repetition means that the system treats those who repeat grades, correcting the 
errors or omissions that led to repetition. In fact, it is rare that repetition involves correction 
by the system; on the contrary – it subjects students (along with the negative affective ele-
ments, pressures from the environment, and increased opportunity costs for studying) to an 
educational experience similar to the preceding one which, not being sensitive to the factors 
that explain the repetition, is unlikely to achieve a better result. 

On the other hand, and given the results of learning assessments such as PISA, it would 
be well to ask whether grade repetition is associated with learning objectives. For if this is the 
case, students assessed on a test such as PISA, due to the fact of being enrolled in secondary 
education, should not exhibit such poor results, for having “passed” primary education, they 
should be able to demonstrate more competence in reading, writing, and numeracy. 

6 For a detailed discussion of the problem, see Crahay (�006).
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Repetition is associated with the assessment practices carried out by teachers. What is 
it, then, that teachers are assessing? With what criteria? We may well ask whether grade repeti-
tion is in fact more associated with other factors different from the achievement of learning 
objectives expressed in the curriculum. For example, is there not, rather, a pedagogical culture 
that establishes “quotas” of repeaters that reflect the proper exercise of teaching? Are there 
not discriminatory practices and/or self-fulfilling prophesies that punish even more those who 
are in most need? Are there not practices that punish all and everything that deviates from a 
supposed homogenizing “norm”? These kinds of considerations have led to the growing view 
of grade repetition as a vain pedagogical mechanism that, by creating or aggravating problems 
of progress through school, gives rise to additional problems without solving any. In fact, in 
various countries in Latin America, where repetition is greater, since in the Caribbean there is 
a grade promotion tradition associated with the ages of students, have begun to apply “auto-
matic grade promotion” policies which in some cases have been accompanied with pedagogi-
cal support. It is revealing that the introduction of automatic promotion policies in specific 
grades (particularly in the first grade of primary school, which historically has witnessed the 
highest repetition rates which for their part express very ably the lack of adjustment between 
how education practice is structured and the needs of children who are beginning their school 
experience) have not led to an increase of failure in subsequent grades. This also reinforces the 
criticisms of grade repetition as a pedagogical practice. 

Thus, the costs of grade repetition not only seem to have no justification whatsoever; 
but have undesirable impacts as well. This is even more dramatic when we note their magnitude 
in financial terms, and the amounts that could well be spent to improve education programs 
in order for them to be better able to guarantee the right to education. 

Graph 4.8:  Percentage of enrolled students who are grade repeaters. Primary and 
secondary education. 2004.

These enrollment percentages mean that two countries (Anguilla and Brazil) spend 
each year more than one-fifth of the resources allocated to primary education in order to cover 
this inefficiency. Another five countries (Guatemala, Netherland Antilles, Suriname, Belize, and 
Nicaragua) spend more than �0%. Thirteen countries (Mexico, Dominica, Colombia, British Virgin 
Islands, Montserrat, Grenada, Jamaica, Chile, Saint Lucia, Ecuador, Bolivia, Guyana, and Cuba) 
have enrolled as grade repeaters less than 5% of their primary school students. 

In the case of secondary education the situation is a bit better, with the number of 

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 
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countries with less than 5% of their enrollees as repeaters being greater. In effect, there are 
�6 countries in this situation (Guatemala, Peru, Paraguay, Dominican Republic, El Salvador, 
Panama, Turks and Caicos, Trinidad and Tobago, Mexico, Colombia, Jamaica, Chile, Saint Kitts 
and Nevis, Ecuador, Bolivia, and Cuba). Note that in this group there are countries with lower 
primary completion levels – being additional evidence in regard to the Darwinian behavior 
of school trajectories mentioned above. Only two countries (Brazil and Aruba) have repeater 
percentages higher than �5% in secondary education.

These rates involve equivalent proportions of investment that cannot be applied to 
improving educational programs. These resources reach the sum of 5.6 billion US dollars (PPP) 
(at constant values for the year �000) in the case of primary education, and 5.5 billion US dol-
lars PPP (at constant values for the year �000) in the case of secondary education. Note that 
Brazil, due to its population and to high grade repetition rates, explains most of both figures 
(6�.9% and 7�.9% of the regional value, respectively.)7

This wastage of resources is not only inadmissible in itself, due to not respecting the 
efforts made by society to finance public action; it should also be seen in the light of the 
opportunity costs of these resources. In effect, the resources here wasted could fund many 
important activities aimed at guaranteeing the right to education, such as overcoming repeti-
tion and providing support mechanisms aimed at guaranteeing learning of all students.

Thus, the problems of financing education not only suffer restrictions due to lack 
of resources, but also because of wastage in their application. Thus, the joint call by ECLAC 
and UNESCO to “invest better in order to invest more” has become an imperative (ECLAC, 
UNESCO; �005).

Note that public investment in education has increased regularly during the past 
decade. Currently, public effort in education represents, on average for the region, 5.0% of the 
Gross Domestic Product, when in the �980s the average was 4.�%, and in the �990s 4.�%. 
This greater relative effort takes place within a context of economic recovery during which 
the total resources allocated to education have increased in absolute terms. 

Graph 4.9:  indicators of effort, priority, and economic context. 1981-2004.
Public spending on education as a % of total public spending
Public spending as a % of GDP
Variation in GDP (constant values; �980=�00)
Tax revenue as a % of GDP

7 Estimates of the authors based on information from the UIS database for the school years between �999 and 
�004.

Source: 
UNESCO Institute for Sta-
tistics (UIS) and on-line da-
tabase of the International 
Monetary Fund. 
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This increase, however, is the joint result of economic development and increases in tax 
revenue, since the relative priority assigned to education in government budgets has tended to 
stagnate. Thus, while tax revenue in the �980s was an average ��.6% of GDP, during the �990s 
reached �4.�%, and �4.8% in �004. At the same time, the relative participation of education in 
public spending went from �6.0% in the �980s to �5.�% in the �990s, and �4.4% in �004.

On the other hand, a greater effort a well as greater priority granted to education 
could, depending on the behavior of enrollment figures, translate into higher rates of invest-
ment per student. This, for its part, could mean better services provided to them. In addition, as 
can be seen in the following graph, it is possible that greater levels of investment per student 
are related to greater efficiency in student trajectories. That is, the countries with the highest 
levels of investment per student tend to be also those that guarantee greater efficiency in 
education trajectories. 

Graph 4.10:  conservation coefficient of timely coverage, and investment per student 
in primary education. Academic year ending in 2004.

Finally, the task remains to assess what has been the effect that this increase in al-
located public resources has had on the real progress of countries. That is, has this greater 
allocation better assured the right to education? Has it made it possible to raise levels of 
access to and completion of studies? Has it made possible raising the level of student learn-
ing? Has it made possible greater relevance of education content and better adjustment of 
services to the needs of people? Has it been accompanied by measures that optimize their 
impact, improving education trajectories? Has it contributed to achieving greater equity? 
The concern for efficiency – for respecting the resources that society allocates to education 
– involves clarifying whether spending “more” means spending “better”, in light of its impacts 
on key issues that define the right to education.

Investment per student in primary education (USD PPP)

Source: 
Calculated by the authors 
with information from 
UNESCO Institute for Sta-

tistics (UIS) 
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5.	 Are	educAtion	systems	contributing	to	equity	
through	the	creAtion	of	equAl	opportunities?	

The previous chapters show a complex education situation in the region. This situ-
ation comprises both significant progress achieved and equally significant limitations and 
challenges. However, these chapters have treated each of the countries of the region as a unit, 
effectively showing the typical situations of each country, but not showing the disparities that 
exist within them.

In fact, the analysis of existing disparities, if focused on elements that one would wish 
to be similar for different population groups, provides substantive evidence on the subject of 
equity. The equal treatment of persons requires identifying in what areas we can expect equal-
ity of behavior.� For example, assuring equivalent learning most certainly requires an unequal 
allocation of resources that proportionally meets the diversity of situations and needs of those 
demanding the right to education. 

Thus, approaching the theme of equity involves verifying if the above-mentioned 
national progress or challenges benefit or affect people in an equivalent way; or rather, if they 
are distributed throughout the population in a manner that reproduces and/or makes social 
inequalities more acute based on realities that go beyond the strictly educational. These po-
tential differences in the ways that the above-mentioned achievements and challenges have 
an impact on different sectors of the population must be explained as well, in regard to how 
education policies treat diversity. For example, equal financing schemes that are blind to the 
diversity of conditions and needs tend to reproduce social inequalities. Similarly, the presence 
of gender stereotypes or elements of cultural discrimination in education materials or practices 
can result in evident differences in aspects such as rates of the completion of studies or in 
learning achievement. 

This chapter will focus on identifying disparities between pre-defined population 
groups� that point toward discriminatory elements in that they touch upon exercise of the 
right to education. Thus, and given the availability of information, we will describe disparities 
between different social groups (men and females, urban and rural populations, populations 
with different levels of income and condition of extreme poverty, populations according to 
ethnic or linguistic group) in regard to access to education programs, the conpletion of studies 
(and literacy as a phenomenon linked to completion), and being behind grade in school. 

(a)	 gender	equity	

Information on gender parity in rates of school access, completion, and delay show 
that the region has tended to close these kinds of gaps during recent decades. In fact, we begin 
to see a clear trend toward a reversal in disparities in that, increasingly, the male population 
shows less favorable rates.

In effect, access rates show that in very few cases (the six indicated by the red ovals 
on the graph) are their disparities against the female population, while in a significant number 
of cases, existing disparities place the male population at a disadvantage (the cases that fall 

� In this regard, see Sen (�99�)
� For this purpose we have used as tool parity indices. These compare the value of a given indicator for two population 

groups. When the index obtained has a value of one, this means that the indicator presents the same value for the 
two groups compared. If, on the other hand, the value is less than one, it means that the indicator for the group 
considered in the numerator (usually the group presumed to be at a disadvantage) is lower, showing a disadvantage 
for this group. Similarly, a value of more than one indicates the inverse of the disparity; that is, that the group whose 
value is considered in the numerator is in an advantageous situation. Finally, we have considered that values of an 
index between 0.95 and �.05, or � ± 0,05, represent situations that may be considered as in parity. 
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on the upper part of the graph mainly corresponding to secondary education). In the other 
cases, we see smaller differences that can be seen as situations of parity, especially in eight 
countries (Dominica, Mexico, Ecuador, Peru, Bolivia, Cuba, Jamaica, and El Salvador) the indices 
of which are marked in blue rectangles, since in these we see a general situation of parity in 
the levels of education considered. 

Graph 5.1: 	 parity	index	between	females	and	males	in	net	enrollment	rates	of	pre-
school,	primary,	and	secondary	education.	2004.

In the case of completion levels for populations of recent egressing age, we see that 
disparities against the female population are rare and are seen in four countries (Guatemala 
–at the three levels-, Bolivia –both secondary levels, and Peru and El Salvador –lower second-
ary only). 

However, differences in regard to the male population are more marked than in terms 
of access, and only three countries (Barbados, Ecuador and Mexico) show parity in completion 
of the three education levels considered. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 

explanatory notes.
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Graph 5.2:		 parity	index	between	females	and	males	in	the	percentage	of	individuals	
15	to	19	years	of	age	(primary)	and	20	to	24	years	(lower	and	upper	
secondary)	who	have	completed	studies.	

Current patterns of completion of studies show a similar behavior. In only two 
cases (Guatemala and Turks and Caicos) their disparities leave the female population at 
a disadvantage, and only in the case of primary education in the former, and primary and 
lower secondary in the latter. Similarly, only five countries (Cayman Islands, Anguila, Bolivia, 
Barbados, and Cuba) show parity in the three education levels considered, while disparities 
against the male population can be seen principally, but not exclusively, in the case of upper 
secondary education. 

Graph 5.3: 	 parity	index	between	females	and	males	in	current	completion	patterns	
of	primary,	lower	secondary,	and	upper	secondary	education.	2004.

Source: 
For Caribbean countries 
and Aruba: UNESCO Insti-
tute for Statistics (UIS). For 
Cuba: information from the 
population census of �00�. 
For Latin American coun-
tries: household surveys 
collected and processed by 
ECLAC. All information has 
been organized according 
to ISCED 97. See the data 
appendix for values and 
explanatory notes. P
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On the other hand, literacy rates show disparities against females in the adult population 
as a whole in Guatemala, Bolivia, and Peru (countries with a significant indigenous population) 
although only in Guatemala do these gaps apply to the younger population (�5 to �4 years). 
All of the other countries show parity between males and females in both age groups, except 
in Nicaragua and Jamaica.� In the former, parity in the population as a whole begins to show 
a disadvantage in detriment to males; in the latter, the only data available shows significant 
disparities against the male population.

Graph 5.4: 	 parity	index	between	females	and	males	in	percentages	of	individuals	15	
years	of	age	and	over	and	15	to	24	years	who	claim	to	know	how	to	read	
and	write.	

Finally, the coefficient of conservation of timely coverage in primary education, as an 
indicator of behind-grade schooling, shows four countries (Anguila, Turks and Caicos, Saint Kitts 
and Nevis, and Dominica) where girls appear to be at a disadvantage, six countries (Barbados, 
Peru, Guatemala, Cayman Islands, Ecuador, and Cuba) where there is parity, and �8 countries 
in which there is disparity against the male population. Note, however, that the observed 
parities or disparities correspond to very different levels of conservation of timely coverage. 
Thus, for example, Cayman Islands and Guatemala present parity between genders. But while 
in the former this corresponds to high conservation of timely coverage, in the latter case this 
corresponds to boys and girls being delayed or expelled from the system in large proportions, 
but equivalently.

� Note that the data for Jamaica comes from an assessment of reading and writing skills and, therefore, is not strictly 
comparable to the other countries.

Source: 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 

explanatory notes.

P
ar

ity
 in

de
x

0.50

0.55

0.60

0.65

0.70

0.75

0.80

0.85

0.90

0.95

1.00

1.05

1.10

1.15

1.20

1.25

1.30

1.35

1.40

1.45

1.50

GT BO PE SR MX EC PN VN AW NI CO CL CU AR DO BR CR HN JM

15+ 15-24



125

Graph 5.5: 	 parity	index	between	females	and	males	in	the	conservation	of	timely	
coverage	between	 the	 initial	 and	 final	 grades	of	 primary	 education.	
2004.

If we link this information with that observed in terms of the completion of primary 
education, we note that in the case of Guatemala, there are marked differences in such com-
pletion to the disadvantage of the female population. The co-existence of these differences 
with parity in the conservation of timely coverage shows that school trajectories are such that 
there would be less tolerance for female than for male repetition. Then, a female student that 
is to repeat a grade has a greater likelihood of dropping out of school than a male student in 
the same condition. Therefore, girls who remain in the system tend to be in a better situation 
in regard to behind grade schooling. Here again is evidence of the above-mentioned Darwinian 
patterns of discrimination that operate in education systems, with negative impacts on those 
who are most vulnerable.

Beyond some specific situations that should be met by national education systems, 
the general one is of a clear trend toward gender parity in the variables considered – or in 
various cases toward a change in the direction of traditional disparities which today tend to 
be recorded with greater frequency against the female population. 

This should not be understood as synonymous with the inexistence of gender prob-
lems or regarding discrimination against women and girls. The countries of the region have 
progressed significantly toward parity between males and females in the variables considered 
above. However, this important progress should not lead us to disregard other phenomena that 
create gender inequalities. It is vital to treat aspects such as educational practices and the kind 
of stereotypes that these can produce. It is clear that in some countries with large indigenous 
populations, the disparities between females still need to be considered in different aspects 
– in particular among the older population. 

For example, observation of illiteracy rates during the last �5 years clearly shows vari-
ous phenomena that should be highlighted:

First, there is a clear trend toward reduction of both the rates as well as the gender gaps 
associated with them. Thus, in �005 the male illiteracy rate of the region as a whole reached the 
equivalent of 0.�9 of that of �970, while the female rate showed a value of 0.�4. This difference 
in the reduction of rates clearly shows a closing of the gap. Thus, the parity index during the 
same period went from �.�6 to �.�7, still denoting a disparity against the female population. 
It is expected that by the year �0�5 the regional rates will be 0.67 of that of �990 for males 

Source: 
Calculated by the authors 
with information from 
UNESCO Institute for Sta-
tistics (UIS). See the data 
appendix for values and 
explanatory notes.
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and 0.6� for females. These figures will not make it possible to attain the goal of reducing by 
one-half the rate established at Dakar unless decided efforts are made in this sense.4

Graph 5.6: 	 illiteracy	rates	and	number	of	literate	individuals	in	latin	America	and	
the	caribbean,	1970-2015,	by	gender.	

Second, we can determine that the absolute volume of the population that claims 
not to be able to read and write varies in a markedly different way. On the one hand, the 
male population in such a condition has only been reduced between �970 and �005 by 6.9%, 
staying at nearly �7 million, while the female population has fallen by �7.4%, and thus going 
from �5 to slightly more than �0 million people in the period considered. This behavior of the 
data translates into a projection for the year �0�5 showing that the number of males that 
claim not to know how to read and write will surpass �5 million, while the number of females 
in such condition will surpass �7 million.

It is thus clear that progress observed in regard to access to and completion of primary 
education has resulted in a reduction of the gap between males and females in regard to this 
variable as well, and that the limitations observed still do not universally guarantee even basic 
levels of reading and writing skills.

(b)	 equity	in	regard	to	areas	of	residence5

Available information at this level of disaggregation is limited. Note that this does 
not necessarily mean that countries do not generate this information; rather that the inter-
national data collection does not consider this dimension since it is very difficult to ensure 
homogeneous definitions that make data comparable. Thus, although many indicators may 
be brokendown according to this criterion, this cannot always be done without problems. The 
fact that education systems generate information based on schools, and not on the attributes 
of individuals introduces a first difficulty in regard to this and to other disaggregations. A 
second difficulty is related to the use what type of disaggregations are possible with available 
population projections? Do these correspond to the observation units defined in education 
information systems? 

4 Note that available information does not reflect recent mass literacy training campaigns in Venezuela - which have 
would translate into the highest rate of improvement of the corresponding countries as well as the region as a 
whole. 

5 See the technical notes for details on definitions and the implications of information used for this section. 

Source: 
UNESCO Institute for Sta-
tistics (UIS). Information 

published in July, �00�. 
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Thus, for this section it has only been possible to use information on estimated parity 
of access rates and on the level of completion of studies of the different education levels in 
populations of recent completion ages. 

The estimated parity of access rates6 shows that with the exception of three countries 
(Guatemala, Honduras, and Nicaragua) that present, moreover, low levels of completion of 
primary education, parity between areas of residence has been achieved for each level. However, 
the differences between areas of residence at the other two levels of education considered 
(lower and upper secondary) systematically show disadvantages for rural areas in all countries 
with information, being greater at the at the highest level considered.

Graph 5.7: 	 parity	index	in	attendance	rates	between	rural	and	urban	areas,	by	level	
of	education	

 

For its part, the proportions of persons of recent graduation ages (�5 to �9 years in 
the case of primary education and �0 to �4 years for secondary education) who have com-
pleted the different levels of education show systematic disparities to the disadvantage of 
rural populations in all countries. In fact, only two countries (Cuba and Chile) show a situation 
of parity, but only limited to primary education. It should be noted that the disparities are, in 
general, more pronounced than those observed between males and females, and that these 
become very marked in going from primary to secondary education. In fact, in ten countries 
(Costa Rica, Paraguay, Panama, Peru, Colombia, Ecuador, Brazil, Guatemala, Nicaragua, and 
Honduras) the gaps grow more between lower secondary and primary than between upper 
and lower secondary.

The following graph shows the observed values in each one of these countries for 
the three education levels considered. As can be seen, the proportions of individuals who are 
inhabitants of rural areas with complete secondary education (lower or upper) show very low 
levels in a significant number of countries. Complete upper secondary is only achieved by less 
than one in ten rural inhabitants in three countries (Guatemala; Nicaragua, and Honduras) 
and by less than one in four in another five countries (Mexico, Belize, Ecuador, Brazil, and El 
Salvador).

6 Population censuses and household surveys tend to ask about “attendance” for different possible disaggregations 
according to the source, but present significant difficulties that cannot be dismissed. For this reason, we are only 
considering the use of relative differences between different population groups (in this case, urban and rural popula-
tions) and not the values of such rates. For details regarding these difficulties, see the methodological notes. 

Source: 
Household surveys col-
lected and processed by 
ECLAC. All information has 
been organized according 
to ISCED 97. See the data 
appendix for values and 
explanatory notes.
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Graph 5.8: 	 percentage	of	individuals	inhabitants	of	urban	and	rural	areas	15	to	19	
years	of	age	(primary	education)	and	20	to	24	(secondary	education)	
who	have	completed	their	studies.	2004.

 

Thus we see that the proportion of individuals residents of urban areas who have 
completed primary school is double that observed in rural areas in Nicaragua; 70% greater 
in the case of Guatemala, and 50% greater in Honduras. These differences increase up to 5.4 
times in the case of lower secondary in Honduras; and 6.9 times for upper secondary of that 
country. That is, while in urban areas of Honduras �7.4% of persons �0 to �4 years of age have 
completed upper secondary, this figure 5.4% in rural areas. In the same country, fewer than 
one in every ten people �0 to �4 years of age and inhabitants of rural areas have completed 
lower secondary education. 

(c)	 equality	in	regard	to	membership	in	ethnic	groups7

In contrast to the disaggregations by areas of residence, in this case it has only been 
possible to have information from a limited number of countries on education variables ac-
cording to membership in an ethnic group for the case of the percentages of people of recent 
graduation age who have completed the different levels of education. 

Completion rates show that the proportions of individuals �0 to �4 years of age (�5 
to �9 years in the case of primary education) who have completed the different levels of 
education reveal systematic disparities against indigenous populations. There is no country 
with available information that does not show disparities in regard to at least one level of 
education. In fact, only one country (Cuba) shows disparities only in regard to upper secondary. 
Another three countries (Peru, Brazil, and Chile) attain parity in primary education. All other 
cases show clear disparities for completion of the three levels of education considered. It should 
be noted that the disparities are in general more marked than those observed between males 
and females and between areas of residence, and that these are very marked in going from 
primary to secondary education. In six countries (Peru, Bolivia, Ecuador, Paraguay, Guatemala, 
and Panama) the gaps grow more between primary and lower secondary than between lower 

7  See the technical notes for details about the definitions and implications of information used for this section and 
the way, in each case, that the groups here called “indigenous” and “non-indigenous” groups are composed. 

Source: 
For Caribbean countries 
and Aruba: UNESCO Insti-
tute for Statistics (UIS) For 
Cuba: information from the 
population census of �00�. 
For Latin American coun-
tries: household surveys 
collected and processed by 
ECLAC. All information has 
been organized according 
to ISCED 97. See the data 
appendix for values and 

explanatory notes.
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and upper secondary, which is the case of the other four countries with information (Cuba, 
Brazil, Chile, and Nicaragua).

The following graph shows the values observed in each one of these countries for the 
three levels concerned. As can be seen, the proportions of individuals belonging to indigenous 
ethnic groups with complete secondary education (lower or upper) show very limited values 
in the countries. The highest value for upper secondary (Chile) is only 60%; while the lowest 
(Nicaragua) is equivalent to 7.�%. In five countries (Ecuador, Paraguay, Guatemala, Nicaragua, 
and Panama) less than one in three indigenous persons �0 to �4 years of age has concluded 
upper secondary. In the case of lower secondary, the situation is slightly better, since in two 
countries (Cuba and Chile) completion levels of the indigenous population surpass 80%, and 
in only three countries (Guatemala, Nicaragua, and Panama) is completion attained by less 
than one-third of the indigenous population �0 to �4 years of age. 

However, of note are the limited completion levels, even of primary education, among 
the indigenous inhabitants of some countries. In two of them (Guatemala and Nicaragua), 
completion of primary education among the indigenous population �0 to �4 years of age 
does not surpass 50%, although in the other countries (except in Panama) it surpasses the 
threshold of 80%. 

Graph 5.9: 	 percentage	of	persons,	by	ethnic	group	and	15	to	19	years	of	age	(primary	
education)	and	20	to	24	years	(secondary	education)	who	have	completed	
their	studies.	2004.	

 

We thus see that the proportion of persons belonging to a non-indigenous ethnic 
group who complete primary education is 66% greater than the proportion observed in the 
indigenous group in Guatemala, �5% greater in Nicaragua, and ��% greater in Panama. These 
differences increase up to �.7 times in the case of lower secondary in Guatemala, 4.7 times for 
upper secondary in Panama. That is, while among the non-indigenous population of Panama and 
Guatemala 7�.7% and 4�.4% of persons �0 to �4 years of age, respectively have completed 
their upper secondary education, this proportion is ��.9% and �0.�% among the indigenous 
inhabitants of the respective countries. Note also that in Nicaragua and Guatemala less than 
one in five people �0 to �4 years of age belonging to indigenous groups have completed lower 
secondary school.
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(d)	 equity	in	regard	to	income	and	condition	of	extreme	poverty8

For this section it has only been possible to use information on estimated parity of 
access rates and on levels of conclusion of studies of the different education levels for popula-
tions of recent exit age from schooling. 

The estimated parity in access rates9 shows that, with the exception of six countries 
(Peru, Paraguay, El Salvador, Guatemala, Nicaragua, and Honduras) parity between the ex-
treme quintiles of income distribution has been achieved for primary education. However, 
differences between income quintiles for the other levels of education considered (lower and 
upper secondary) are seen in all countries with information available in disadvantage to lower 
income populations. 

Graph 5.10: 	 parity	index	in	attendance	rates	between	upper	and	lower	quintiles	of	
income,	by	level	of	education	

 

Note that the disparities are, in general, more pronounced than those observed 
between genders, areas of residence, and ethnic groups, and that these are very marked in 
the transition from primary to secondary education. In thirteen countries (Chile, Venezuela, 
Dominican Republic, Colombia, Bolivia, Costa Rica, Panama, Peru, Paraguay, El Salvador, Gua-
temala, Nicaragua, and Honduras) the gaps grow more between primary and lower secondary 
and between lower and upper secondary. 

Completion rates show that the proportions of people �0 to �4 years of age (�5 to �9 
years in the case of primary education) who have completed the different levels of education 
show systematic disparities disfavoring the populations with lower income levels. The only 
situations of parity observed are in the cases of primary education in Chile and in Argentina, 
given their proximity to universal completion of that level. 

It should be noted that the disparities are, in general, more pronounced than those 
observed in the disaggregations previously considered, and that these become more marked as 

8 See the technical notes for details about the definitions and implications of information used for this section.
9 Population censuses and household surveys tend to ask about “attendance” for different possible disaggregations 

according to the source, but present significant difficulties that cannot be dismissed. For this reason, we are only 
considering the use of differentials between different population groups (in this case, urban and rural populations) 
and not the values of such rates. For details regarding these difficulties, see the methodological notes. 

Source: 
Household surveys col-
lected and processed by 
ECLAC. All information has 
been organized according 
to ISCED 97. See the data 
appendix for values and 

explanatory notes.
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schooling levels increase from primary to lower and then upper secondary education. In fact, 
in most countries the gaps tend to grow more between primary and lower secondary than 
between lower and upper secondary. Only in seven countries (Bolivia, Brazil, Chile, Dominican 
Republic, Mexico, and Uruguay) is this situation not observed when we consider differences by 
quintiles of the population, and in five of these (Bolivia, Chile, Dominican Republic, and Mexico) 
when the disparities between the population in the upper income decile and the extremely 
poor are taken into account. 

Graph 5.11: 	 percentage	of	persons	by	level	of	income	and	condition	of	extreme	poverty	
15	to	19	years	of	age	(primary	education)	and	20	to	24	years	(secondary	
education)	who	have	completed	their	studies.	2004.	 

The graph also shows that the proportions of persons �0 to �4 years of age living in 
extreme poverty who complete upper secondary education is not above one-third, except in 
one country (Colombia) and below one-fifth in nine countries (Brazil, Costa Rica, El Salvador, 
Guatemala, Honduras, Mexico, Nicaragua, Panama and Paraguay) and not even one-tenth in five 
of these (Brazil, Guatemala, Honduras, Mexico and Paraguay). Similarly, the proportion of this 
group of persons who are able to complete lower secondary is less than 50% in all countries 
except three (Colombia, Chile and Dominican Republic) and is less than one-third in seven 
countries (Brazil, Costa Rica, El Salvador, Guatemala, Honduras, Nicaragua and Paraguay). 

This situation contrasts with that observed for the population �0 to �4 years of age 
members of households part of the �0% of those with highest incomes. In fact, possessing a 
complete lower secondary education is the case for more than 90% of this group in all countries 
except six (Costa Rica, Ecuador, Guatemala, Honduras, Nicaragua and Panama), and complete 
upper secondary is the case for at least three out of four persons in all the countries considered 
except three (Guatemala, Honduras and Nicaragua). These latter countries show that, in addition 
to serious problems of equality, they have an absolute problem of completion (as seen in the 
corresponding section in the chapter on efficacy (p. 88 ff.) which effects even the elite, with 
the resulting consequences for possibilities of these countries’ general development. 

Moreover, we observe that the proportion of persons in the upper decile of the income 
distribution that complete primary education is double that of the indigenous population of 
Nicaragua and Guatemala. These differences reach up to 9.� times in the case of lower second-
ary in Honduras, and �5.� times in upper secondary in Guatemala. That is, while in the upper 
decile of the latter country, 7�% of persons �0 to �4 years of age have completed secondary 
schooling, this proportion is 4.8% in the case of the case of the extremely poor population. In 
fact, in this same country, less than one in ten extremely poor people who are �0 to �4 years 
of age have completed lower secondary school. A very similar situation is seen in Honduras, 
where the corresponding values are 66.�%, 4.7%, and 8.�%. In this case, however, the dispar-
ity is less than in Guatemala due to the lower level of completion for upper secondary, even 
among the population in the upper decile of income distribution. 

Source: 
For Caribbean countries 
and Aruba: UNESCO Insti-
tute for Statistics (UIS). For 
Cuba: information from the 
population census of �00�. 
For Latin American coun-
tries: household surveys 
collected and processed by 
ECLAC. All information has 
been organized according 
to ISCED 97. See the data 
appendix for values and 
explanatory notes.
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(e)	 What	kinds	of	social	conditions	are	most	associated	with	
education	inequality?

In spite of significant progress in achieving key education goals in the region -out-
lined in the chapter on efficacy-, there are still important general challenges or deficiencies 
that have been that section. But the information presented here allows us to look at it in the 
light of the basic concern of equity. Actually, available information indicates that education 
deficiencies do not effect the entire population of a country homogeneously, and that they 
systematically have the most impact on the most vulnerable populations and are part of the 
marginalization of these populations. 

In fact, the information considered in this report shows systematic differences to the 
disadvantage of the rural population, indigenous population, and those with the lowest incomes, 
particularly those who live in extreme poverty. Education deficit are part of the social structure 
of systematic marginalization of particular population groups. In this sense, education is not able 
to aid in compensating for other social differences; rather it contributes to reproducing them. 

On the other hand, available information shows that education differences are sys-
tematically stronger when they are viewed in relation to income and condition of extreme 
poverty of the population, and are weaker in regard to area of residence, ethnic pertinence, 
and gender. 

In fact, as the following graph indicates in the case of completion of studies for those 
of recent graduation ages, the lowest parity indices are consistently found in the disaggrega-
tions by income. Thus, even the highest values of the parity indices of these disaggregations 
tend to be lower than those recorded in other disaggregations, even in the case of primary 
education completion. 

Graph 5.12: 	 parity	indices	of	completion	of	levels	of	education	of	the	population	15	
to	19	years	of	age	(primary	education)	and	20	to	24	years	(lower	and	
upper	secondary).	minimum,	maximum,	and	median�0	values	observed.

�0  In order to observe central trends, we have used, in this case, median values. These indicate the value that divides 
the distribution into two equal parts in terms of the number of observations.

Source: 
For Caribbean countries 
and Aruba: UNESCO Insti-
tute for Statistics (UIS). For 
Cuba: information from the 
population census of �00�. 
For Latin American coun-
tries: household surveys 
collected and processed by 
ECLAC. All of the informa-
tion has been organized 
according to ISCED 97. 
In the case of the gender 
parity index, we heave 
transformed absolute dif-
ferences in order to cor-
rect for the effect of the 
existence of disparities in 
both senses. See the data 
appendix for values and 

explanatory notes.
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In addition to the above, note that, given the characteristics of the information used, 
it has not been recommendable to conjugate disaggregation criteria and observe, for example, 
what is the situation of the poor, indigenous female population inhabiting rural areas. Although it 
has not been possible to proceed in this fashion, it is logical to assume that the different criteria 
used for disaggregating the information may have combined effects that are quite complex and 
that make none of these dimensions negligible. Although it is not possible to quantify the joint 
impact of two or more criteria, it is necessary to assume that such an effect exists and to take 
it into consideration in order to design interventions that these forms of exclusion demand, 
as well as the resulting violations of the right to education here identified.

(f)	 final	remarks

Although the subject of education equity can encompass a broad area, the information 
available for carrying out an international analysis only permits a limited set of inquiries that, 
nevertheless, well illustrate the seriousness of the situation found. 

If to the above, we add evidence coming from practices of discrimination reproduced 
daily in classrooms, and which are among the factors that explain the inequities here docu-
mented,�� the situation becomes even more dramatic, and therefore it is arguable that the 
need for decided intervention clearly cannot be delayed. 

Among the pending themes is the generation of new information on student achieve-
ment. The Second Comparative Study of UNESCO, being carried out in almost all countries 
of Latin America, will make it possible to move forward in this sense, incorporating relevant 
information on teacher classroom practices and strategies for working under adverse and 
heterogeneous situations. For the time being, however, we have evidence from the first such 
study held in �997, as well as the benefit of numerous national studies�� that consistently show 
significant disparities in student achievement and factors associated with the socio-economic 
levels of their families.

This reality, added to the almost exclusive emphasis on the understanding of the qual-
ity of education as identical with levels of student achievement produces, given that students 
in families with greater resources tend to attend private, paid schools, the false impression 
that such schools are better than others. The fact is that differences in achievement levels are 
principally explained by the socio-economic conditions of families. This false representation 
weakens even more the image of public schools that, although they do not guarantee stu-
dents the right to learn, operate with significant limitations of resources and skills and serve 
a population with greater necessities. It is imperative to concentrate efforts on strengthening 
public schools so that they can develop their tasks more successfully.

In this scenario, it is good to know that there are schools that, serving a population 
with a high level of needs, are able to achieve better academic results,�� and demonstrating 
that the social origins of students do not impede them from learning. They introduce greater 
challenges, but do not make the task of assuring learning impossible. This demonstrates that 
with appropriate regulation, sufficient resources, and solid action and professional and emo-
tional commitment of the actors involved; schools can contribute decidedly to creating better 
opportunities for people, guaranteeing their right to education. 

Last, but not less important, it is necessary to mention, although systematic evidence 
is lacking in this regard, that the conditions of discrimination observed are worsened among 
populations that, precisely due to a lack of information in their regard, tend to become invis-

�� See in this regard UNESCO (�006)
�� In order to have access to the reports of the national studies, the reader may visit the web page of the Partnership 

for Education Revilatization in the Americas (PREAL) in the corresponding section: http://www.preal.org/Grupo.
asp?Id_Grupo=�&Id_Seccion=�9&Id_Seccion�=��9 

�� In this regard, see UNESCO (�00�b)

http://www.preal.org/Grupo
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ible: those with disabilities or other special education needs. Actually, if adverse education 
conditions exist for a given part of the population, such adversity is worsened in the case of 
situations of disability that are less visible, and consequently less served. In this sense, efforts 
such as those of the Peruvian Congress to make visible and this problem by placing it on the 
agenda and having ways to approach it, are particularly worthy of praise.�4 

�4 See the nine volume series, Estudios sobre discapacidad en el Peru under the responsibility of the Comisión Especial 
de Estudio sobre Discapacidad del Congreso de la República del Perú (Fondo Editorial del Congreso del Peru, Lima) in 
particular, volume �, Aprender Vida, dedicated to the subject of education. 
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ConClusions

1.	 The	need	to	establish	clear	and	concrete	lines	of	action	in	order	to	achieve	the	goals	of	
Education	for	All	(EFA),	following	the	principles	and	focuses	established	by	the	Ministers	
of	Education	of	the	region	in	the	Regional	Education	Project	for	Latin	America	and	the	
Caribbean	(PRELAC),	demands	a	solid	component	of	follow-up	and	description	of	the	
state	of	education	in	the	region	in	order	to	be	able	to	identify	strengths	and	weaknesses,	
as	well	as	levels	of	progress	and	pending	challenges.	While	the	goals	established	by	
EFA	for	2015	determine	the	horizon	to	be	measured	in	terms	of	expected	results,	the	
integral	nature	of	the	parts	that	make	up	the	map	of	inter-relations	among	education	
actors	and	processes	requires	including	areas	of	analysis	and	monitoring	in	order	to	
facilitate	 the	 identification	of	 those	 components	 that	 require	 the	development	of	
policies	and	actions	in	order	to	ensure	achievement	of	the	proposed	objectives.	

2.	 From	this	point	of	view	and	paying	attention	to	the	elements	and	goals	of	EFA	and	
their	regional	form	as	expressed	in	PRELAC,	The State of Education in Latin America 
and the Caribbean,	2007	is	an	effort	aimed	at	describing	the	education	situation	in	the	
region	based	upon	a	rights-based	approach	applied	to	education.	This	has	implications	
as	well	for	what	we	understand	to	be	quality	education	for	all	(UNESCO	2007).

3.	 The	construction	of	meaning	and	the	development	of	capacities	assume	a	link	with	
the	challenges	of	development	that	people	and	countries	must	face	(relevance)	and	
with	the	particular	conditions	of	persons	(pertinence).	It	has,	moreover,	a	non-inci-
dental,	but	very	substantive	relation	with	the	way	people	operationalize	some	of	the	
objectives	of	education	policy	(efficacy)	and	reinforce	operational	principles	proper	to	
contemporary	society	(which	include	efficiency	in	the	use	of	public	resources).	Thus,	
there	is	a	link	between	the	contemporary	notion	of	the	universe	of	civil,	political,	and	
social	rights	that	touch	the	lives	of	all	people	as	citizens	(equity)

4.	 In	this	sense,	and	following	the	dimensions	and	indicators	proposed,	we	have	found	
evidence	that	allows	us	to	conclude	the	following:	

in regard to relevance
4.1.	 In	most	countries	of	 the	 region	there	are	orientations	that	 refer	 to	the	 four	

pillars	of	learning	(learning to be, to do, to know,	and to live together),	although	
with	unequal	emphasis.	Learning to know	and	learning to live together	are	more	
developed,	both	on	the	regulatory	level	as	well	as	in	general	lines	of	the	cur-
riculum	and	in	some	programs	of	study.	On	the	other	hand,	the	objectives	of	
learning to do	and	learning to be	do	not	appear	as	systematically	and	with	the	
same	emphasis	in	the	different	areas	of	learning	or	subjects	of	study.

4.2.	 Curricular	reforms	have	produced	important	advances	in	regard	to	the	recogni-
tion	of	students	as	the	center	of	interactive	teaching	and	learning	processes.	
However,	the	active	participation	of	students	is	not	generally	considered	in	order	
to	develop	the	capacity	to	reflect	on	one’s	own	learning	process	and	for	assuming	
responsibility	for	that	process.	This	coincides	with	the	scant	relevance	given	to	
the	objectives	of	strengthening	student	identity	and	autonomy,	the	ability	to	
endevour,	to	exercise	leadership	and	to	work	in	teams,	and	the	development	of	
creative	and	innovative	capacities.	

4.3.	 There	is	need	to	move	forward	in	strengthening	the	internal	coherence	of	curricula	
in	order	to	lend	priority	to	fundamental	objectives	and	for	these	to	be	made	
concrete	in	each	subject	of	study	or	area	of	learning	–	especially	in	terms	of	the	
development	of	ethical	behaviors	and	attitudes	both	in	learning to be	as	well	as	
learning to live together.	This	is	linked	to	training	students	in	the	construction	of	
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a	personal	and	social	ethic	based	on	understanding	of	and	adhesion	to	human	
rights,	as	well	as	in	respecting	and	giving	value	to	ourselves	and	others.	

	 Significant	progress	has	been	made	in	various	countries	in	regard	to	the	integra-
tion	of	cross-cutting	and	basic	objectives	linked	to	interdisciplinary	integration	
supported	by	a	clear	and	consistent	 framework	with	specific	guidelines	that	
allow	teachers	to	make	effective	the	intention	of	integrating	learning.	

in regard to pertinence
4.4	 We	must	move	forward	in	the	development	of	policies	of	inclusion	in	education,	

focusing	on	the	transformation	of	schools	so	that	all	students,	whatever	their	
condition,	can	participate	and	learn.	The	current	regulations	are	aimed	principally	
at	valuing	the	individual,	social,	and	cultural	diversity	of	students.	But	we	must	
strengthen	the	design	of	strategies	and	regulations	in	order	to	make	these	rights	
and	education	principles	effective.	

	 On	the	one	hand,	it	is	necessary	to	develop	policies	and	programs	to	serve	di-
versity	–	assuring	coherence	among	principles,	policies,	programs,	and	the	ways	
to	make	them	effective.	On	the	other,	there	must	be	coordination	among	the	
different	operational	levels	of	education	systems	in	order	to	develop	mecha-
nisms	that	allow	the	different	actors	of	the	system	to	take	ownership	of	these	
principles,	policies,	and	programs.	

4.5	 It	is	imperative	to	develop	the	regulatory	area	as	well	as	levels	of	supervision	
and	assessment	of	services	provided	–	both	those	of	schools	and	the	different	
levels	of	administration	and	participation	in	the	development	of	educational	
services.	This	imperative	should	accompany	the	processes	of	decentralization.	

4.6	 Training,	technical	assistance,	and	monitoring	of	the	major	actors,	especially	
teachers,	 has	 become	of	 vital	 importance	 for	 the	 development	 of	 inclusive	
schools,	with	emphasis	on	the	issues	of	inter-culturality,	given	the	realities	of	
our	region.	

in regard to efficacy
4.7	 The	goals	established	in	Dakar	continue	to	be	a	horizon	that,	although	now	closer,	

remains	a	scenario	that	requires	re-doubled	efforts.	Progress	in	this	sense	have	
been	modest	and	require	greater	efforts	if	we	are	to	achieve	the	goals	by	2015	
–	including	in	regard	to	the	most	elemental	aspects	such	as	assuring	universal	
completion	of	primary	education,	as	well	as	the	achievement	of	basic	learning	
that	is	vital	for	all	persons.	

	 The	presence	of	groups	living	in	less-favorable	conditions	–	residents	of	rural	
areas,	the	poor,	and	indigenous	peoples	–	and	those	to	whom	the	right	to	quality	
education	is	denied,	even	in	countries	where	there	has	been	greater	progress	in	
regard	to	goals	such	as	universal	completion	of	primary	education	–	shows	the	
need	to	improve	the	design	of	public	action	in	education	and	to	develop	specific	
actions	to	achieve	quality	education	for	all.	

4.8	 Note	should	be	made	of	the	growth	observed	in	regard	to	access	to	early	child-
hood	care	programs	–	seen	here	only	through	access	to	pre-school	programs	
–	placing	the	region	 in	a	privileged	position	compared	to	other	parts	of	 the	
developing	world.	However,	this	situation	which	in	general	is	auspicious	obliges	
us	to	note	the	significant	disparities	among	countries	and	among	population	
groups.	

4.9	 Levels	of	access	to	and	completion	of	secondary	education	are	heterogeneous	
as	well.	Although	levels	of	access	in	a	significant	number	of	countries	reach	at	
least	three	of	every	four	children	of	the	age	to	engage	in	such	programs,	this	is	
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not	a	situation	easily	attained	by	other	countries	where	access	and	completion	
levels	are	under	50%.	There	are	few	countries	that	attain	completion	levels	of	
upper	secondary	education	of	at	least	half	of	the	population,	and	there	are	even	
a	reduced	number	of	countries	in	which	less	than	one	in	three	persons	complete	
this	level	of	study.	

4.10	 However,	the	strongest	discriminating	factor	among	countries	in	the	region	is	
in	access	to	tertiary	education.	The	differences	in	volumes	of	students	–	com-
pared	to	the	size	of	the	population	–	are	so	striking	that	the	maximum	observed	
proportion	is	14	times	that	of	the	minimum	value.	Thus,	the	relative	volumes	
of	enrollment	tend	to	be	greater	in	Latin	America,	while	international	mobility	
is	more	prevalent	among	the	Caribbean	countries.	

4.11	 Millions	of	people	in	the	region	claim	to	not	know	how	to	read	or	to	write.	This	
group,	as	with	those	who	have	not	completed	their	primary	or	secondary	studies,	
should	be	a	central	concern	of	education	policies	for	young	people	and	adults	
in	order	to	reestablish	their	right	to	a	quality	education	that	has	been	denied	in	
past	decades.	Ensuring	the	universal	completion	of	primary	schooling	and	the	
corresponding	learning	will	assure	that	education	systems	of	the	region	will	not	
continue	to	“produce”	new	illiterates.	

in regard to efficiency
4.12	 High	levels	of	students	who	are	above	age	for	their	grades	have	characterized	

the	region	for	decades.	Late	entry,	grade	repetition,	and	drop-out	are	factors	that	
have	been	part	of	educational	processes,	with	the	consequential	impact	that	
these	have	on	decreasing	the	probabilities	of	completion	and	the	continuation	
of	studies.

4.13	 Education	systems	systematically	hold	back	or	expel	their	students.	Only	60%	
of	persons	who	enter	the	first	grade	of	primary	education	in	a	timely	manner	
maintain	that	condition	up	to	the	final	grade	of	that	level.	On	the	other	hand,	the	
magnitude	of	students	who	are	delayed	in	their	progress	is	inversely	related	to	
levels	of	completion.	Thus,	the	more	that	systems	delay	or	expel	their	students,	
the	lower	are	the	completion	levels.	

4.14	 Grade	repetition,	the	pedagogical	value	of	which	is	questioned,	is	not	only	a	
problem	in	that	it	negatively	affects	education	trajectories,	reducing	the	prob-
ability	of	completing	studies;	it	also	represents	doubled	spending	for	the	entire	
national	community	–	through	the	State	–	and	directly	for	the	families	affected.	
Available	information	shows	that	the	financial	weight	caused	by	grade	repeti-
tion	is	more	than	11	billion	US	dollars	in	the	case	of	primary	and	secondary	
education	together.	This	waste	of	resources	is	concentrated	in	Latin	American	
countries,	not	only	due	to	the	sizes	of	their	populations,	but	also	because	the	
practice	of	grade	repetition	is	not	characteristic	of	the	Caribbean	countries.	

4.15	 In	recent	years	we	have	witnessed	a	constant	increase	in	the	public	resources	
allocated	to	education	in	the	region.	This	has	been	a	product	of	economic	growth	
and	in	tax	revenue,	and	not	due	to	greater	priority	being	given	to	the	sector.	
Thus,	the	percentage	of	total	public	spending	going	to	education	has	remained	
stable.	Achieving	a	balance	that	would	enable	us	to	spend	more	and	better,	
diminishing	the	above-cited	levels	of	inefficiency,	continues	to	be	a	priority	for	
education	and	for	inter-sectoral	policies.	

in regard to equity
4.16	 Available	information	allows	us	to	take	a	first	look	at	this	theme	through	the	

analysis	and	comparison	of	population	groups	defined	by	criteria	such	as	gen-
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der,	residence,	income	levels,	condition	of	poverty,	and	membership	in	ethnic	
groups.	The	situations	of	inequity	encountered	within	countries	show	the	urgent	
need	to	channel	efforts	in	order	to	meet	the	demands	of	the	most	vulnerable	
groups,	identified	as	those	who	inhabit	rural	areas,	belong	to	indigenous	groups	
or	Afrodescendents,	or,	and	principally	those	of	lower	income	or	the	extremely	
poor.	These	disparities	are	present	not	only	in	the	case	of	access	to	schooling.	
Rather,	they	intensify	even	more	in	terms	of	completion	of	studies,	especially	
for	the	higher	levels	of	education.	

4.17	 The	availability	of	information	in	regard	to	discriminatory	practices	reproduced	
daily	in	classrooms	will	allow	us	to	approach	the	analysis	in	a	more	complete	
manner,	making	it	possible	to	have	more	data	to	aid	policy	design.	

4.18	 It	is	imperative	to	concentrate	efforts	on	public	schools	in	order	that	they	may	
develop	their	tasks	with	greater	success	and	counterbalance	the	differences	in	
education	outcomes	associated	with	socio-economic	conditions	of	students.	
Public	schools	suffer	from	a	serious	lack	of	resources	and	skills,	while	serving	a	
population	with	a	complex	volume	of	needs.	In	this	scenario,	it	is	good	to	know	
that	there	are	schools	that	serve	populations	with	great	needs	and	yet	are	able	
to	obtain	better	results;	thus	proving	that	the	social	background	of	students	does	
not	impede	them	from	learning.	This	confirms	that	with	appropriate	regulation,	
adequate	resources,	and	solid	and	professional,	emotionally	committed	actors,	
public	 schools	 can	decisively	 contribute	 to	 creating	better	 opportunities	 for	
people	and	guarantee	their	right	to	education.	

5	 Latin	American	and	Caribbean	countries	present	a	complex	mix	of	progress	and	chal-
lenges	in	regard	to	achieving	the	goals	of	Education	for	All	and	toward	guaranteeing	
the	right	to	education.	Much	needs	to	be	done	to	assure	quality	education	for	all.	
Such	education	requires	consolidating	and	sustaining	the	progress	achieved,	as	well	
as	facing	pending	challenges	here	identified	through	the	focus	of	rights	and	in each 
of the dimensions identified.	

6	 Progress	in	the	area	of	national	education	legislation	and	prescribed	curricular	frame-
works	requires	that	they	be	accompanied	by	the	development	of	mechanisms	that	allow	
us	to	assure	that	they	are	translated	into	practice	at	the	school	and	in	the	classroom.	
It	is	important	to	guide,	train,	and	assist	schools	using	a	comprehensive	approach	so	
they	may	reorient	their	activities	and	culture,	developing	practices	that	serve	diversity.	
It	is	therefore	of	vital	importance	to	assure	that	the	whole	set	of	different	resources	
allocated	to	education	contributes	in	these	directions.

7	 One	must	emphasize	the	achievement	of	the	central	goals	that	have	been	formulated,	
both	on	 the	 international	 and	national	 levels	 as	 part	 of	 quality	 education	 for	 all.	
Comprehensive	early	childhood	care	and	education,	universal	completion	of	primary	
education,	attention	to	the	needs	of	young	people	and	adults,	reduction	of	illiteracy,	
learning	that	is	relevant	to	the	needs	of	the	modern	world,	and	decreasing	equity	gaps	
continue	to	be	essential	goals.	The	capacities	of	education	systems	to	stop	reproducing	
social	inequalities	is	a	critical	element	of	their	performance,	and	one	which	must	be	
improved	in	order	to	guarantee	the	right	of	a	quality	education	for	all.	

8	 Finally,	this	monitoring	report	highlights	once	again	the	need	to	have	access	to	in-
formation	that	is	pertinent	to	the	challenges	raised	in	the	institutional	and	political	
frameworks	of	 the	education	 sector	 that	assure	 relevant	conclusions	 for	 the	goals	
proposed.	In	this	sense,	it	is	vital	to	strengthen	and	improve	education	information	
systems	at	the	regional	and	national	levels.	During	recent	years,	many	countries	of	the	
region	have	implemented	mechanisms	in	order	to	consolidate	processes	involved	in	
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the	regular	production	of	reliable	and	timely	information.	But	the	dialogue	between	
decision-makers	and	those	responsible	for	information	systems	needs	to	be	encour-
aged	and	 strengthened	 in	order	 to	 improve	conceptual	 frameworks	and	 indicators	
systems,	identifying	not	only	lacks	of	information,	but	also	exploring	better	ways	of	
its	presentation	and	taking	best	advantage	of	existing	processes.

9	 Given	that	on	the	international	level,	the	conceptual	frameworks	of	indicators	systems	
have	not	been	designed	based	on	a	rights-based	approach	applied	to	education,	as	has	
been	stated	in	Quality Education for All: A Human Rights Issue	(UNESCO,	2007),	
this	report	required	special	efforts	in	re-reading	the	available	information	using	this	
perspective,	as	well	as	the	production	of	specific	information	in	regard	to	the	dimen-
sions	of	relevance	and	pertinence.	

10	 There	is,	nevertheless,	much	information	that	we	lack	and	which	should	be	confronted	
through	specific	research	and	through	efforts	to	improve	education	indicators	available	
on	the	regional	level	in	order	to	make	them	closer	to	current	approaches	to	education,	
and	thus	 increasing	their	ability	to	produce	timely,	 reliable,	and	above	all,	 relevant	
information.	Much	of	the	current	efforts	of	UNESCO	within	the	framework	of	EFA/
PRELAC	are	directed	at	serving	these	areas.	But	the	commitment	and	participation	of	
all	countries	in	the	region	are	necessary	in	order	for	us	to	have	information	that	better	
responds	to	the	needs	of	the	education	policy	agendas	of	the	region.	
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Summary information by country

This section includes a graphic summary with 
selected information for each country. In addition 
to general information, the following information is 
included:

The graph corresponding to relevance com-
prises information for 15 indicators (the identification 
number herein used corresponds to what appears in 
the graph):

In relation to learning to live together:
1. Education fosters learning aimed at mutual under-

standing through respect for diversity, pluralism, 
and the ability to peacefully resolve conflicts.

2. Education is directed toward learning to value 
and act with fairness, based on transparency and 
honesty.

3. An objective of education is knowledge and 
exercise of human rights.

4. Education fosters the exercise of democracy, 
stimulating civic attitudes of cooperation, solidar-
ity, and responsible participation.
In relation to learning to know:

5. Education fosters the development of skills that 
make it possible to take ownership of and lend 
meaning to the contents of universal culture.

6. Education fosters the development of critical and 
systemic thinking.

7. Education develops the ability to learn to learn 
throughout life, fostering processes of meta-
cognition.
In relation to learning to do:

8. Education develops people’s innovative and crea-
tive skills.

9. Education develops people’s enterprising skills, 
leadership, and the ability to work in groups.

10. Education is directed at training people com-
mitted to the environment and to sustainable 
development.

11. Education fosters the use of ICTs as learning, pro-
ductivity, communication, and research tools.

 In relation to learning to be:
12. Education fosters the development of self-identity 

and autonomy.
13. Education develops personal projection ability.
14. Education fosters the ability to establish empa-

thetic relations.
15. Education is directed at developing moral judg-

ment and ethical behaviours based on respect for 
the dignity of people.
These indicators are represented acoording to the 

following conventions: 
 No evidence was found; 
 Evidence was found for few criteria; 
 Evidence was found for more than half of the 

criteria;
 Evidence was found for most criteria. The detailed 

criteria can be found in Appendix 1.

The graph corresponding pertinence com-
prises information for 13 indicators (the identification 
number herein used corresponds to what appears in 
the graph):

In relation with position towards respect, valu-
ation of diversity and the participation of all:

1. Contemplates basic rights that guarantee life-long 
quality education for all.

2. Fosters and protects the rights of indigenous 
peoples, those of African descent, migrants, and 
other religions and linguistic minorities, to receive 
an education that values and includes their lan-
guages and cultures into teaching.

3. Basic educational principles are established to 
respond to the individual, social, and cultural 
diversity of students.
In relation with system flexibility:

4. The education system as a whole and regular 
education, possess regulations and conditions 
that enable attention to diversity without dis-
crimination or exclusion.

5. Different alternatives and modalities are offered 
for full access, participation, and continued learn-
ing of all persons.

6. The regular curriculum for all students is adapt-
able and enriched according to different individual 
needs and life contexts of students.

7. Flexible assessment criteria and procedures are 
available in order to meet the needs of diver-
sity.

8. The existence of conditions and procedures for 
autonomy and participation in decision-making, 
so that schools can meet the needs of diversity.
In relation with adaptability procedures:

9. The existence of procedures and regulations for 
adapting the curriculum and teaching to a diverse 
body of students.

10. The existence of conditions and procedures that 
encourage collaboration among and participation 
of all students.

11. Teachers are provided with tools, procedures, 
and learning opportunities in order to adapt the 
curriculum, they are teaching, and to meet the 
needs of diversity.

12. Support systems are implemented to ensure 
response to the individual, social, and cultural 
diversity of students.

13. Provision of resources and infrastructure are 
adapted to the different cultures, contexts, and 
individual conditions of students.
These indicators are represented acoording to the 

following conventions: 
 No evidence was found; 
 Evidence was found for few criteria; 
 Evidence was found for more than half of the 

criteria; 
 Evidence was found for most criteria. 
 The detailed criteria can be found in Appendix 

1.

The graph corresponding efficacy comprises 
information for 11 indicators (the identification 
number herein used corresponds to what appears 
in the graph):
1. Total coverage for the population 3 to 18 years 

of age (age-specific enrollment rate)
2. Net enrollment rate. Pre-primary education.
3. Net enrollment rate. Primary education.
4. Net enrollment rate. Secondary education (lower 

and upper combined)
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5. Percentage of population 15-19 years of age who 
have completed primary education.

6. Percentage of population 20-24 years of age who 
have completed lower secondary education.

7. Percentage of population 20-24 years of age who 
have completed upper secondary education.

8. Percentage of current completion. Primary educa-
tion.

9. Percentage of current completion. Lower second-
ary education.

10. Percentage of current completion. Upper second-
ary education.

11. Percentage of population 15-24 years of age who 
claim being able to read and write.

The graph corresponding efficiency com-
prises information for 5 indicators (the identification 
number herein used corresponds to what appears in 
the graph):
1. Ratio Average number of passed grades / School 

life expectancy. Primary education.
2. Ratio Average number of passed grades / School 

life expectancy. Secondary education (lower and 
upper combined)

3. Percentage of repeaters. Primary education.
4. Percentage of repeaters. Secondary education 

(lower and upper combined)
5. Preservation of timely coverage coefficient 

(timely coverage at the final grade / timely cover-
age at first grade) Primary education.

The graph corresponding equity comprises 
information for 23 parity indexes (the identification 
number herein used corresponds to what appears in 
the graph):

In relation with gender (Female / Male)
1. For net enrollment rate. Primary education.
2. For net enrollment rate. Secondary education. 

(lower and upper combined)
3. For the percentage of people 15 to 19 years of 

age who have completed Primary education.
4. For the current completion of Primary educa-

tion.
5. For the percentage of people 20 to 24 years of 

age who have completed Lower secondary educa-
tion.

6. For the current completion of Lower secondary 
education.

7. For the percentage of people 20 to 24 years of 
age who have completed Upper secondary educa-
tion.

8. For the current completion of Upper secondary 
education.

In relation with household income (Lowest 
quintile / Highest quintile)
9. For net enrollment rate. Primary education.
10. For net enrollment rate. Lower secondary educa-

tion.
11. For net enrollment rate. Upper secondary educa-

tion.
12. For the percentage of people 15 to 19 years of 

age who have completed Primary education.
13. For the percentage of people 20 to 24 years of 

age who have completed Lower secondary educa-
tion.

14. For the percentage of people 20 to 24 years of 
age who have completed Upper secondary educa-
tion.
In relation with residence areas (Rural / Urban)

15. For net enrollment rate. Primary education.
16. For net enrollment rate. Lower secondary educa-

tion.
17. For net enrollment rate. Upper secondary educa-

tion.
18. For the percentage of people 15 to 19 years of 

age who have completed Primary education.
19. For the percentage of people 20 to 24 years of 

age who have completed Lower secondary educa-
tion.

20. For the percentage of people 20 to 24 years of 
age who have completed Upper secondary educa-
tion.
In relation with ethnic affiliation (Indigenous / 

Non Indigenous)
21. For the percentage of people 15 to 19 years of 

age who have completed Primary education.
22. For the percentage of people 20 to 24 years of 

age who have completed Lower secondary educa-
tion.

23. For the percentage of people 20 to 24 years of 
age who have completed Upper secondary educa-
tion.
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(aG)  antiGua anD barbuDa 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 443
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000: . . . . . . . . 11 567
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.808
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 56.6
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(ai)  anGuilla 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 12 217
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 102
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 0
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(an) nEDErlanDSE antillEn

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 175 850
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 960
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 40.5
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(ar) rEPública arGEntina

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 38 371 529
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 2 766 890
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . 12 222
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.863
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 26.9
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(aW) aruba

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 96 170
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 193
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 11
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
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(bb) barbaDoS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 268 127
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 431
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 11
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.879
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .8.4
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(bm) bErmuDa

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 62 059
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 53,3
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 48.2
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(bo) rEPública DE bolivia

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 8 841 319
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1 098 580
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 8
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 2 499
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.692
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
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(br) rEPublica fEDErativa Do braSil

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 183 912 537
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 8 511 965
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 8
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 7 531
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.792
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 31.7
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(bS) commonWEalth of thE bahamaS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 314 498
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 13 940
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . 16 399
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.825
Percentage of rural populationl: . . . . . . . . . . . . . . . . . . . . . . . . . . . . 56.3
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(bZ) bEliZE

General information:
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 258 902
Territory  (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 22 966
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita(USD PPP 2000): . . . . . . . . . 6 201
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.751
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 40.9
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(cl) rEPública DE chilE

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 16 123 813
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 756 950
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 8
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 9 993
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.859
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20
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(co) rEPública DE colombia

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 44 915 017
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1 138 910
Number of years of compulsory education: . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 6 669
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.790
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 31.2
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(cr) rEPública DE coSta rica

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 4 253 037
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 51 100
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 8 714
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.841
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 21.5

0 10 20 30 40 50 60 70 80 90 100

1

2

3

4

5

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23
0.0

0.1

0.2

0.3

0.4

0.5

0.6

0.7

0.8

0.9

1.0

1.1

1.2

1.3

1.4

1.5

1.6

1.7

1.8

1.9

2.0
Gender Income quintiles Area of residence Ethnic affiliation

0

25

50

75

100
1

2

3

4

5

67

8

9

10

11

Learning to life together Learning to know Learning to do Learning to be

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

Position on diversity and participation System flexibility Adaptability procedures

1 2 3 4 5 6 7 8 9 10 11 12 13



Efficacy:

relevance:

Pertinence:

Equity:

Efficiency:

157See graphs legend on pages 141-142

(cu) rEPública DE cuba

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 11 216 498
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 110 860
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 9
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.826
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 23.8
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(Dm) commonWEalth of Dominica

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 67 027
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 754
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 5 186
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.793
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 33
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(Do) rEPública Dominicana

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 8 644 924
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 48 730
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 9
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 6 846
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.751
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 37.4
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(Ec) rEPública DEl EcuaDor

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 12 660 372
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 283 560
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 3 642
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.765
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 50.6
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(GD) GrEnaDa

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 108 187
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 344
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 7 372
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.762
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 55.8
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(Gt) rEPública DE GuatEmala

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 12 294 795
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 108 890
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 9
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 3 964
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.673
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 51.6
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(Gy) cooPErativE rEPublic of Guyana

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 748 122
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 214 970
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 4 080
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.725
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 46.8
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(hn) rEPública DE honDuraS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 7 048 328
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 112 090
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 2 644
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.683
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 28.2
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(ht) rEPubliquE D’haiti

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 8 291 446
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 27 750
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 1 739
Indice de Desarrollo Humano (2006): . . . . . . . . . . . . . . . . . . . . . . 0.482
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
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(Jm) Jamaica

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 2 624 384
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 10 991
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 3 826
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.724
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 45.8
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(Kn) fEDEration of Saint KittS anD nEviS 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 42 175
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 261
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . 11 674
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.825
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 67.5
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(Ky) cayman iSlanDS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 42 351
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 262
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 11.7
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(lc) Saint lucia 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 158 419
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 616
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 11
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 5 812
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.790
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 31.4
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(mS) montSErrat

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 4 318
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 102
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 83.1
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(mX) EStaDoS uniDoS mEXicanoS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 104 286 298
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1 972 550
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 9 010
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.821
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20.5
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(ni) rEPública DE nicaraGua

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5 376 139
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 129 494
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 3 340
Human Development Index(2006): . . . . . . . . . . . . . . . . . . . . . . . . 0.698
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 28.9
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(PE) rEPública DEl PErú 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 27 562 392
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1 285 220
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 11
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 5 219
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.767
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 28.8
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(Pn) rEPública DE Panamá

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 175 357
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 78 200
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 6 689
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.809
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 36
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(Py) rEPública DEl ParaGuay

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6 017 197
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 406 750
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 9
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 4 423
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.757
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 26.2
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(Sr) rEPubliEK SurinamE 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 442 985
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 163 270
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 6
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.759
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 18.4
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(Sv) rEPública DE El SalvaDor

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6 643 298
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 21 040
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 9
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 4 633
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.729
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 36.4

0 10 20 30 40 50 60 70 80 90 100

1

2

3

4

5

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23
0.0

0.1

0.2

0.3

0.4

0.5

0.6

0.7

0.8

0.9

1.0

1.1

1.2

1.3

1.4

1.5

1.6

1.7

1.8

1.9

2.0
Gender Income quintiles Area of residence Ethnic affiliation

0

25

50

75

100
1

2

3

4

5

67

8

9

10

11

Learning to life together Learning to know Learning to do Learning to be

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

Position on diversity and participation System flexibility Adaptability procedures

1 2 3 4 5 6 7 8 9 10 11 12 13



Efficacy:

relevance:

Pertinence:

Equity:

Efficiency:

178 See graphs legend on pages 141-142

(tc) turKS anD caicoS iSlanDS 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20 365
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 430
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 13
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
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(tt) rEPublic of triniDaD anD tobaGo 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 1 298 182
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 5 128
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . . 7
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . 11 196
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.809
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20.3
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(uy) rEPública oriEntal DEl uruGuay 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 439 470
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 176 220
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 8 658
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.851
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .7.2
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(vc) Saint vincEnt anD thE GrEnaDinES 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 117 316
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 389
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 11
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 5 880
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.759
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . 63.2
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(vG) britiSh virGin iSlanDS

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20 992
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 153
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 12
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . . . n.d.
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . . . n.d.
Percentage of rural population:: . . . . . . . . . . . . . . . . . . . . . . . . . . . . 13.8
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(vn) rEPública bolivariana DE vEnEZuEla 

General information: 
Population: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 25.826.547
Territory (km2): . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 912.050
Compulsory education (number of years): . . . . . . . . . . . . . . . . . . . . . 10
Gross Domestic product per capita (USD PPP 2000): . . . . . . . . . 5.554
Human Development Index (2006): . . . . . . . . . . . . . . . . . . . . . . . 0.784
Percentage of rural population:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 6
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Methodological notes

This section provides methodological details corresponding to the principal informa-
tion and procedures used, including technical aspects regarding the education indicators 
considered. 
1. International Standard Classification of Education (ISCED) revision 1997.

The ISCED is a methodological framework that makes it possible to compare the various 
structures of education systems and the programs that comprise them. It is therefore a key tool 
for assuring international comparability of information. In effect, information corresponding 
to education programs classified in the same way is comparable in that it refers to education 
programs equivalent in content. 

The ISCED classifies education programs into seven levels: 

• 0. Pre-primary

• 1. Primary

• 2. Lower secondary

• 3. Upper secondary

• 4. Non-tertiary post secondary

• 5. Tertiary (university and non-university) 

• 6. Advanced programs (doctoral porgrams)
as well as according to three orientations:

• A. Academic

• B. Technical vocational

• C. Terminal (aimed at entry into the labor market)
The manual containing classification specifications and details may be consulted in 

UNESCO (1997).
2. In regard to the dimensions of the relevance and pertinence of education, a meth-

odological guide has been developed in order to carry out documentary analysis based 
on a series of criteria or indicators that make it possible to identify the key aspects to 
be considered by legal frameworks and curricular policy. For each of these indicators 
and their corresponding descriptors, we have recorded the existence of evidence in 
the information collected, identified the sources, and assigned a global assessment of 
each indicator. Detailed information is presented in Appendix 1. 

3. For some of the dimensions, specific information has been identified available for some 
countries in particular and which is detailed in each case, specifying the sources and 
methodologies used. 

4. Definition of indicators used
a. In order to treat the efficacy of education systems: 
 The indicators used to approach this dimension consider information relative to: 

student access, completion, and academic achievement, as well as information on 
levels of literacy, and on teachers who meet minimum certification requirements 
within their countries. 
i. In regard to access

• The so-called age-specific enrollment rates for 3- to- 18- year-old 
children. These rates show the percentage of persons of each age, or 
age ranges, who are enrolled in some kind of educational program at 
any level. In this sense, it describes the total coverage provided by the 
education system to the population considered, while its complement 
indicates the proportion of persons not served by the system (i.e., those 
out of the school). 
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  The rates used in this report have been calculated by the 
UNESCO Institute for Statistics from different sources, including the 
enrollment information produced by ministries of education generally 
using their own statistical events (school censuses) or, in a few cases, 
from school enrollment records, along with the population information 
produced by the UNDP. Potential biases in one of these elements, or in 
both, may bias the calculated indicators. Thus, over-reporting of enroll-
ment that is seen in some countries affects the value of indicators by 
biasing them upward. The same effect results from under-estimations 
of population figures. Otherwise, response rates of education statistics 
events can result in an under-estimate of enrollment values and affect 
the value of the indicator, biasing it toward lower values – an effect that 
is also produced by potential over-estimates of population values.1

  One part of these problems (over-estimation of the indicator) 
becomes evident when the value of the indicator passes its logical 
limit of 100%. In these cases, the established practice of UIS is to cap 
the value, leaving it at 100%. Note that when the value is less than 
100%, the problem can be present as well, but not evident. 

  In any case, non-systematic evidence suggests that potential 
biases of over or under-estimates tend to be limited in magnitude 
and therefore the value of the indicator may be considered valid as a 
general indicator of the situation in question. However, as in the case 
of any numerical information, this represents the situation described 
with more or less accuracy to the extent that the measure is concep-
tually consistent, both in its definition and its use (as is the case of 
this indicator, given that it directly measures that which it seeks to 
measure), and to the extent that potential measurement errors are 
controlled. 

  It is important to consider that information on access to 
pre-school education tends to be limited to those programs that 
are classified as corresponding to level 0 of ISCED 97; that it, school-
based programs at directed at children of at least three years of age. 
This means that international data collection does not yet take into 
account the important diversity of non-formal programs or parent-
based programs – a lack that one hopes will be corrected in the near 
future. 

  Moreover, it should be remembered that for countries with small 
populations, the rates that combine enrollment with population may 
show erratic components due to errors that, even if small in absolute 
magnitude, affect calculated indicators in a high degree. 

  Finally, it should be noted that enrollment rate calculations 
we have only considered educational programs corresponding to the 
levels 0 –pre-primary, 1-primary, 2 –lower secondary, and 3 –upper 
secondary, of ISCED 97. This means that information for higher ages 
may be underestimated due to not taking into account enrollment in 
post-secondary programs. 

1 This reflection shows the need to move ahead in strengthening education information systems in order to identify 
potential biases with greater precision and to develop instruments that would allow to control and correct (for 
example, estimations procedures in the case of census omissions)
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• Net enrollment rates by level of education. These rates indicate the 
percentage of persons of the age ranges officially considered to be 
appropriate for being at a particular level of education who are in fact 
enrolled in a program at such a level. In this sense, the indicator shows a 
fraction of the coverage corresponding to the education level expected 
for a given age. Its complement, however, is not the population not 
served, since a portion of this group may be enrolled in a program at 
a different level. 

  The rates used in this report have been calculated by the 
UNESCO Institute for Statistics (UIS) for the levels of education con-
sidered: pre-school; primary education; and secondary education (lower 
and upper secondary combined) using official information reported by 
countries through annual UIS surveys or by those conducted by the 
OECD in the case of Mexico. This information, including that collected 
by the OECD, is part of the UIS international database. 

  Note that when treating age ranges, it is not possible to identify 
this indicator with timely coverage, since it is perfectly possible to find 
people who, being within the age range established for a given level, 
are enrolled in an academic grade not corresponding with their age. 
Thus, this indicator does not necessarily provide information on levels 
of individuals behind in grade for their ages. 

 Thus, as with all indicators based on information according to the ages 
of people, there are potential biases due to the differences between 
curricular prescriptions and regulations regarding the ages for entering 
and completing given levels or grades and the reference periods used 
for collecting educational information and the way age information 
is recorded in statistical events. It is thus necessary to think about the 
correspondence between the reference periods used to determine 
the ages corresponding to the numerator of many indicators (enroll-
ment) as well as that used for information regarding the denominator 
(population). In some cases these issues produce information that is 
sufficiently biased for UIS and the technical teams of countries to 
have agreed to not publish some indicators. Thus the indication of 
“not available” in some cases is the result not of the non-existence of 
information, but rather of its lack of reliability given these biases. 

• In the case of tertiary education we have used information on enroll-
ment volumes, given that in this case, the calculation of proportions 
makes less sense, since there are no official age ranges for enrollment 
at this level due to the fact that it is open to people of any age who 
meet entry requirements. 

  Given the fact that in some countries (especially in the Carib-
bean) there is a high level of international mobility related to study 
at the tertiary level, we have considered both enrollment recorded 
within each territory as well as the enrollment of permanent residents 
of countries who study in countries different from their habitual resi-
dence, calculating the total enrollment of permanent residents of each 
country independently of the geographical location of the institution 
that offers the educational program.2 

2 We have taken enrollment in the territory, less the fraction of it corresponding to permanent residents of other 
countries, plus the enrollment of permanent residents in other countries. 
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  As noted by the representatives of countries participating in a 
recent technical workshop that addressed these themes,3 calculating 
enrollment indicators based on information on permanent residence 
and not on geographical enrollment makes it possible to have in-
formation of greater pertinence for the policy tasks of ministries of 
education. 

  Thus, the indicator used to treat tertiary education (enrollment 
in tertiary education per 100,000 inhabitants) has been calculated by 
the team responsible for this report in two manners: in terms of the 
geographical location of programs, and in terms of the permanent 
residence of students. Possessing both values shows the impact of the 
effect of international mobility in several countries. 

  In both cases, the calculation is based on geographical enroll-
ment and international mobility information of the UNESCO Institute 
for Statistics (UIS) and population information of the United Nations 
Population Divisions (UNPD) which is the same information used by 
UIS for calculating its indicators. 

• Due to the fact that international collection of comparable infor-
mation on the education of young people and adults is not carried 
out systematically, we have used attendance rates in educational 
programs of the 20 to 29 year-old population who have not com-
pleted upper secondary education. The source of this information is 
household surveys of Latin American countries that the Economic 
Commission for Latin America and the Caribbean (ECLAC) collected 
and processed for this report. We have considered only the popula-
tion that has not completed upper secondary education in order to 
see to what extent the education programs aimed at young people 
and adults do in fact serve the population whose education has been 
delayed. Thus, we have excluded from the calculation the fraction of 
the population attending higher education or that has completed 
secondary education and is not currently enrolled in any kind of 
educational program. 

  It should be noted that this information is based on the practice 
established in household surveys and population censuses where one 
usually asks if the respondent “attends and educational program”. This 
question tends to exhibit significant problems in its formulation and in 
the lack of definition or imprecise definition of its purpose and in key 
factors such as the time reference period considered. For example, in the 
case of on-going surveys this question is even formulated outside the 
school year; or it is not clear if a person who is enrolled and studying 
in a given program but who due to some circumstance not attending 
should respond “yes” or “no”. To a certain extent, this question tends 
to be used in order to estimate a measure taken as equivalent to en-
rollment rates, producing in this way redundant information with that 

3 Technical workshop held on December 4 and 5, 2006 in Port of Spain, Trinidad and Tobago. Organized by UNESCO 
within the framework of its collaboration with the Education Indicators Project of the Summit of the Americas (PRIE), 
with the collaboration of the American Institutes for Research of the United States and the Ministry of Education of 
Trinidad and Tobago. Participants included technical representatives of Bahamas, Barbados, Belize, Dominica, Guyana, 
Jamaica, Santa Lucia, Surinam, and Trinidad and Tobago.
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generated by sectoral education statistics events,4 when the informa-
tion could be useful for determining something different (what time 
fraction of an education program is lost due to non-attendance)5

ii. In regard to completion we have used:

•	 The percentage of persons of particular age groups who have complete 
a given level of education. This information corresponds to what is 
known as levels of educational attainment of the adult population. 
This information provides a direct measure of the proportion of people 
of a given age group who in fact have completed a particular level 
of education. However, this information necessarily refers to an age 
group that has gone through the education system (at the levels being 
considered) in the past, whether recent or distant. 

  Given that people go through the education system at differ-
ent moments in time that are typically linked to their respective ages, 
this indicator (when it is observed for different age groups) shows the 
historical trend of the percentages of people who have completed 
their studies of a particular level of education. 

  It should be noted that since this is a direct measure of comple-
tion, its values are the result of the past performance of the education 
system and not of its current performance. Therefore, its utility is great 
in describing the state of education in general, but not for indicating 
the current performance of education systems. 

  In order to calculate this indicator, we have used information on 
educational attainment of the UNESCO Institute for Statistics (UIS) for 
the countries of the Caribbean and Aruba. In the case of Cuba, we have 
used information from the 2002 population census. For other Latin 
American countries, we have made use of information from household 
surveys collected and processed by ECLAC. All of the information has 
been processed in accordance with ISCED 97.6

  Details regarding the surveys used, their year and breakdowns, 
is shown further on in this same section in the description of equity 
(p. 197) 

• In order to have current information on completion, we have developed 
a methodology for estimating current conclusion levels for persons of 
an age to enter particular levels of education (see box). 

  This indicator describes the proportion of persons of the age to 
complete a level who do so or who are expected to do so in the future, 
given current completion patterns. 

4 This information is not only redundant; it also presents additional problems, given that there is not adjustment 
between the periods of reference used for the generation of information and the school calendars that affect it; 
particularly in the how ages are defined and especially when the source does not yield information on the dates of 
birth nor ages in years completed. (For example, if for a net rate of primary one needs the population 6 to 11 years 
of age at the beginning of the school year, and the survey or census are carried out at the end of the school year, 
it will be practically impossible to find the 6 year-old population, which would result in an underestimation)

5 Within this framework, it is particularly important to consider the joint efforts of ECLAC and UNESCO that look 
at the need to revise these kinds of questions within the framework of policies aimed at strengthening national 
statistics systems which take best advantage of cooperation between national statistics offices or institutes and 
the ministries of education as responsible for sectoral statistics. 

6 For a methodological discussion on different ways to approximate the measurement of completion of studies, see 
Guadalupe and Louzano (2003), as well as UNESCO 2004.
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  In order to calculate this indicator, we have used information on 
the current structure of enrollment by single ages for the final grade 
of each level, as well as the proportion of grade repeaters contained in 
the database of the UNESCO Institute for Statistics (UIS) using official 
information reported by countries in the annual surveys conducted by 
UIS. In the case of countries that report information using the joint 
UNESCO-OECD-Eurostat forms that do not contain this level of detail, 
the data on enrollment by age and grade level was requested from 
Regional Information System (SIRI) national focal points.

Current Completion

For a given population cohort, those individuals who have completed studies at a particular grade 
level do so at various points in time. thus, a Fraction will conclude studies in the year t, while 
another Fraction will conclude them in the years t+1, t+2, and so on. 
a longitudinal view oF a population cohort will allow, For example, to observe For a cohort oF 
age to enter in year i, how many conclude in the year t (equal to i+d, where d is equal to the 
duration oF the level in years) that is, the population that completes while having an age equal 
to the entry age +d, and in the subsequent years when they will have subsequent corresponding 
ages. we can thus identiFy a the proportion oF people who conclude the level in a timely Fashion, 
those with a one year delay, those with a two-year delay, and so on. 
in Fact, having a consistent series oF longitudinal data would make it possible to carry out such a 
measurement directly. however, given the current availability oF inFormation, and assuming a certain 
stability in the behavior oF enrollment, it is possible to take the data From one academic year only 
and estimate completion by calculating the proportions oF the population that in this moment in 
time concludes in a timely manner or one or more years oF either over-age or under-age. 
thus, it is possible to calculate the proportion oF persons 11 years oF age or over, For example, 
who complete at a given time. the sum oF these proportions will give the proportion oF persons 
who do indeed complete, given current enrollment patterns. 
on the other hand, due to the Fact that we do not have inFormation on the persons who com-
plete each level oF education, this value can be estimated by using data on enrollment and on the 
number oF grade repeaters.7

  As a final commentary on this section we note that the use of 
direct measures of completion as here utilized clearly shows a great 
descriptive capacity while at the same time revealing the insufficiency 
of traditional measures based on measures of volume or the use of 
reconstructed cohorts (through so-called survival rates) This is not 
only due to using direct measures, but also, and principally to the 
non-applicability of some basic assumptions of reconstructed cohort 
models (non re-entries, for example) that lead to the fact that in the 
region these models tend to under-estimate student progress. These 
limitations also lead to the need to approach in another manner the 
analysis of efficiency – usually based on such models, as well will see 
in the following section. 

7 Technical document under development.
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iii. Academic achievement:
  Although during the last 15 years, countries have developed 

national student performance assessment systems, internationally 
comparable information in this area is still limited. 

  The research with the greatest coverage of countries in the region 
is the First International Comparative Study developed by UNESCO in 
1997 (by its Latin American Laboratory for Assessment of the Quality 
of Education – LLECE). It is expected the forthcoming second study 
will provide new information for most Latin American countries. 

  Another study of increasing importance is the Programme for 
International Student Assessment (PISA) developed by the OECD and 
in which a growing number of countries of the region participate. 

  Thus, for this report, we have used data available from both 
studies. In the case of information from the First Comparative Study 
of UNESCO, we have used information on the results of student per-
formance on standardized tests in mathematics, and have grouped the 
different items in order to use data on student performance in the 
recognition of objects and elements, as well as simple and complex 
problem-solving. These domains correspond with those applied in the 
Second Study which is currently underway. The development of the 
indicators chosen was based on classical item response theory, adjust-
ing the two test models used by the study through a regional-level 
regression model. 

  In the case of the results of PISA, we have considered informa-
tion for countries of the region that have participated in at least one 
of the rounds for which results are available to date. The first round, 
which focused on reading and writing skills, took place in 2000 and 
2001. The second round, focusing on math skills, was carried out in 
2003. 

First latin ameriCan study oF 1997

in 1997, unesco, through its latin american laboratory For assessment oF the quality oF 
education (llece) carried out the First international comparative study oF achievement in lan-
guage, mathematics, and associated Factors in 13 latin american countries (argentina, bolivia, 
brazil, chile, colombia, costa rica, cuba, dominican republic, honduras, mexico, paraguay, peru, 
and venezuela).8 the study measured student achievement levels oF certain curricular contents 
in both areas, taking these curricula as Frames oF reFerence without making judgments as to their 
suFFiciency and relevance in regard to the demands oF today’s world.9

8 Data for Costa Rica are not part of the summary of results of the study “since they were not delivered according to 
the requirements and normalization established by the Laboratory” (UNESCO 1998, p.12). Brazil pre-selected three 
of its states (Rio Grande do Sul, Minas Gerais, and Ceará), of a total of 26 states and the Federal District, and within 
each of these states three municipalities with high, medium, and low scores on the UNDP Human Development 
Index.

9 For details on the First Study, see UNESCO (1998, 200b, 2001)
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design and perFormanCe levels oF pisa

the Programme for InternatIonal Student aSSeSSment (pisa) was designed to be a study on the skills 
oF 15 year-olds, regardless oF their educational status (whether enrolled or not in an education 
system or in a particular level oF education) with the understanding that it is necessary to know 
whether people who are oF an age near the completion oF compulsory schooling and approaching 
adulthood are equipped with basic tools needed to Face the challenges oF contemporary society. 
at the same time, given the near universal oFFer oF educational services in the age range oF 
compulsory schooling in oecd countries (For which this study was originally conceived) it was 
Feasible to assume that the totality oF young people 15 years oF age could be studied through 
procedures based operationally on educational institutions. however, in latin american countries 
this raised some important challenges, given levels oF over-age students and school drop-out.  
thus, although operationally a homogeneous criteria was maintained through which the sample oF 
the 15 year-old population only included persons enrolled in the system and who moreover were 
enrolled in a school grade above the sixth (that is, beyond primary education in most cases and 
even a part oF secondary in the other), this led to the sample being, in eFFect highly representative 
oF the 15 year-old population enrolled in a grade above the 6th, but not oF the 15 year-old 
population as a whole. 
in the case oF oecd countries, excluding mexico, this Filtering allowed the population studied 
to be equivalent to 95.9% oF the 15 year-old population in the year 2000 and to 92.7% oF the 
15 year-old population in 2003.
this is not the case For latin american countries, where the population not represented by the 
study (due to being in grades lower than the 7th or outside the system - that is, in a presumably 
less Favorable situation than the rest oF the population) varies between 12.6% and 49.6% in the 
year 2000, and between 25.9% and 44.0% in 2003. 
on the other hand, the tests were constructed based on criteria oF what was considered necessary 
For a 15 year-old to know in the contemporary world.  this led to deFine proFiciency levels in a 
conceptual rather than empirical way.  these levels are presented below. 
language

level 1. people are only able to complete less complex tasks developed by pisa such as identiFying 
a single unit oF inFormation, identiFying the main theme oF a text, or making simple connections 
using daily knowledge. 
level 2. people are able to carry out basic tasks such as locating direct inFormation, making 
low-level inFerences, Finding the meaning oF deFined parts oF a text, and using some knowledge 
to understand it. 
level 3. people are able to carry out moderately complex tasks such as locating various units oF 
inFormation, associating diFFerent parts oF a text, and relating texts with knowledge with which 
they are Familiar. 
level 4. people are able to carry out more complex tasks such as locating hidden inFormation, 
constructing meaning From language matrices, and critically evaluating a text. 
level 5. people are able to to carry out sophisticated reading tasks.  they can relate the inForma-
tion presented in texts with that with which they are not Familiar, show detailed understanding 
oF complete texts, and critically evaluate and establish hypotheses with the ability to resort to 
specialized knowledge and manage concepts that may be contrary to their expectations. 
mathematiCs

level 1. people can answer questions involving Familiar contexts where all relevant inFormation 
is present and the questions are clearly deFined. they are able to identiFy inFormation and to carry 
out routine procedures according to direct instructions in explicit situations. they can perForm 
actions that are obvious and Follow immediately From the given stimuli.
level 2. people can interpret and recognize situations in contexts that require no more than 
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direct inFerence. they can extract relevant inFormation From a single source and make use oF a 
single representational mode. students at this level can employ basic algorithms, Formulae, pro-
cedures or conventions. they are capable oF direct reasoning and making literal interpretations 
oF the results.
level 3. people can execute clearly described procedures, including those that require sequential 
decisions. they can select and apply simple problem-solving strategies.  young people at this level 
can interpret and use representations based on diFFerent inFormation sources and reason directly 
From them. they can prepare short communications reporting their interpretations, results and 
reasoning. 
level 4. people can work eFFectively with explicit models For complex concrete situations that 
may involve constraints or call For making assumptions. they can select and integrate diFFerent 
representations, including symbolic ones, linking them directly to aspects oF real world situations. 
young people at this level can utilize well-developed skills and reason Flexibly, with some insight, 
in these contexts. they can construct and communicate explanations and arguments based on 
their interpretations, arguments and actions. 
level 5. people can develop and work with models For complex situations, identiFying constraints 
and speciFying assumptions. they can select, compare, and evaluate appropriate problem-solving 
strategies For dealing with complex problems related to these models.  young people at this level 
can work strategically using broad, well-developed thinking and reasoning skills, appropriately 
linked representations, symbolic and Formal characterizations, and insight pertaining to these 
situations. they can reFlect on their actions and can Formulate and communicate their interpre-
tations and reasoning 
level 6. people can conceptualize, generalize, and utilize inFormation based on their investigations 
and modeling oF complex problem situations. they can link diFFerent inFormation sources and rep-
resentations and Flexibly translate among them. young people at this level are capable oF advanced 
mathematical thinking and reasoning. these young people can apply this insight and understand-
ing, along with a mastery oF symbolic and Formal mathematical operations and relationships, to 
develop new approaches and strategies For attacking novel situations. young people at this level 
can Formulate and precisely communicate their actions and reFlections regarding their Findings, 
interpretations, arguments, and the appropriateness oF these to the original situations. 

iv. Illiteracy: 
  Issues linked to access to and completion of studies and academic 

achievement of students translate into the development of basic com-
petencies. A manifestation of this is given by the degree of reading and 
writing skills and numeracy by the population. 

  In fact, these skills are a continuum that needs to be measured as such. 
However, to date we only have the traditional “illiteracy rates” which for 
their part present two crucial problems: the dichotomy that they offer 
(knows/does not know how to read and write) do not describe a phe-
nomenon which is by its nature a continuum (reading and writing skills); 
and they are based on self-declarations or on information on attainment 
levels of the population used as a proxy. 

  In spite of these limitations, these rates provide us with a general 
indication of those persons who identify their situation as one of maxi-
mum educational exclusion. This at least provides a “floor” for viewing the 
magnitude of the problem. 

  The rates used in this report correspond to those from the September, 
2006 publication of the UNESCO Institute for Statistics (UIS) which em-

Source: 
UNESCO/OECD (2003) 
and OECD (2003)
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ployed various information sources (censuses and surveys) from various 
years, depending on the country. We have used the 2002 publication for 
historical data. 

v. Teachers with minimum qualifications 
  Teachers are key actors in the educational process. However, the 

production of systematic information about them and their activities and 
which corresponds to analytic frameworks in accordance with conceptual 
approaches based on the right to education is still a pending task on both 
the regional scale and within individual countries. 

  An important area for which we have internationally comparable 
information deals with the percentage of teachers who possess the mini-
mum requisites of training or certification that countries demand for those 
teaching at each level of education. 

  Note, however, that this information does not tell us what are the 
minimum levels required by each country. Hence, it cannot be taken as 
synonymous with satisfying specific levels of training generally applicable 
to all countries. 

  The rates used in this report have been calculated by the UNESCO 
Institute for Statistics (UIS) using official information reported by countries 
through the annual surveys that UIS conducts, or by the OECD in the case 
of Mexico. This information, including that collected by the OECD, is part 
of the UIS international database.

b. The efficiency of education systems
 In order to treat this dimension, we have used information regarding the following 

aspects: timely access and coverage; the relation between the number of grades 
passed by a student and the number of years of schooling; the relation between 
being behind age and completion; and the loss of financial resources associated 
with grade repetition. 
i. In regard to timely access and coverage we have used: 

• The net intake rate into the first grade of primary education. This meas-
ures the proportion of persons who, being of the official age to enter 
the first grade, do so in the current academic year. In this sense, it 
informs on timely entry to the education system for the population 
considered. 

  The rates used in this report have been calculated the UNESCO 
Institute for Statistics (UIS) using official information reported by 
countries through the annual surveys that UIS conducts, or by the 
OECD in the case of Mexico. This information, including that collected 
by the OECD, is part of the UIS international database.

• Timely coverage is defined as the percentage of individuals enrolled in 
the grade corresponding to their ages. Timely coverage of each grade 
describes the effective probability that a population cohort enters in 
a timely way in the system and progresses through it in the expected 
manner; that is, without dropping out or repeating grades. The vari-
ations in timely coverage between two consecutive ages shows the 
ability of the system to preserve previous levels. Stated in another 
way, it shows the extent to which the education system delays the 
progress of or expels students during the school careers. 
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  To this purpose, we have calculated a preservation of timely 
coverage coefficient in primary school, equivalent to the relation be-
tween the timely coverage corresponding to the population of an age 
to be in the final grade of primary education and that corresponding 
to being in the first grade. The latter shows the enrollment situation 
that the system “receives” from society, while the former shows what 
the system achieves during the school careers of students. 

 Ideally, this analysis should be carried out with time series information 
in order to use values corresponding to the age for being in the first 
grade at year 1, and then for each subsequent age in the following year 
in order to be able to follow up a specific cohort of the population. 
However, gaps and inconsistencies found in available information have 
prevented such an analysis. But having found a degree of stability in 
these values, we have used only the data corresponding to the last 
academic year available. 

  This indicator reveals some characteristics of education trajec-
tories without depending on the assumptions that make application 
of reconstructed cohort models problematical, while allowing a direct 
and unbiased view of a key variable of the education system (timely 
coverage) that directly affects the possibilities of student progress.10

  The coverage rates used in this report have been calculated 
the UNESCO Institute for Statistics (UIS) using official information 
reported by countries through the annual surveys that UIS conducts. 
This information is part of the international data base of UIS. In the 
case of countries that report information using the joint UNESCO-
OECD-Eurostat formats that do not contain this level of detail of 
information, such information (enrollment by age and grade) was 
requested of the national focal point correspondents of the Regional 
Information System (SIRI).

ii. In regard to the relation between grades passed and years of schooling, we 
have used: 

• The number of grades that on the average one can expect that a person 
of the age to enter the education system will spend at a given level of 
education. This value has been calculated using current patterns of 
enrollment by ages and grades.11

  This indicator is a new methodological development which, in a 
way analogous to the school life expectancy, calculates an education 
trajectory which in this case refers to grades passed rather than the 
number of years of schooling as is the case for the life school survival 
expectancy. 

  In order to calculate this indicator, we have used information on 
current enrollment structure by single ages and grades, as well as the 
percentage of grade repeaters for each level of education contained in 
the database of the UNESCO Institute for Statistics (UIS) using official 
information reported by countries through the annual surveys that UIS 
conducts. In the case of countries that report information using the 

10 For a detailed methodological discussion, see Guadalupe, Rodríguez and Silva (in Guadalupe ed. 2002) and Guadalupe 
(2002)

11 Details on the procedures for calculating this indicator can be consulted in Guadalupe and Taccari (2004)
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joint UNESCO-OECD-Eurostat forms that do not contain this level of 
detail of information, such information (enrollment by age and grade) 
was requested from the Regional Information System (SIRI) national 
focal point.

• The school life expectancy is an indicator that has been used for various 
decades to calculate the number of years an individual is expected to 
be enrolled in the education system. It has been calculated by sum-
ming all of the age-specific enrollment rates (expressed as fractions of 
one), obtaining the number of years expected, given current patterns 
of coverage for each age.12

  As with many other indicators, it is particularly useful for cal-
culating investment needs. On the other hand, it is possible to modify 
the calculation procedure in order to estimate it by levels of education 
in order to be able to calculate, for example, the number of years an 
individual is expected to be enrolled in primary education. 

  For school life expectancy, we have used values calculated by 
the UNESCO Institute for Statistics (UIS) using official information 
reported by countries and based on annual surveys that UIS conducts, 
or those organized by the OECD in the case of Mexico. This information, 
including that collected by the OECD, is part of the UIS international 
database. 

• The comparison between these two indicators (average grade passed 
and school life expectancy) provide a direct measure of efficiency, since 
they show what typically a student achieves after an investment given 
in number of years. 

iii. In regard to being behind in grade and completion

• Intuitively, one can state that being behind in grade reduces the prob-
ability of concluding studies due to the fact that, among other things, 
it increases the opportunity costs of continuing in school. However, 
having robust information on those behind in grade, inefficiency, and 
completion of studies has allowed us to readily document this relation, 
providing clear empirical evidence in this regard. 

  Actually, the high correlation observed between the deteriora-
tion of timely coverage described above and the completion measures 
utilized and also described previously, allows us to document this fact, 
providing solid arguments regarding the need to revise educational 
practices that lie behind inefficiency and the behind grade phenom-
enon. 

iv. In regard to the wastage of financial resources due to grade repetition

• In order to quantify the loss of economic resources caused by grade 
repetition, we have counted on available information on the percent-
age of enrollees who are grade repeaters in primary and secondary 
education, as well as the amounts of investment in these levels. 

  The calculation here presented assumes that investment in a 
given level of education corresponds to its enrollment and that there-
fore the percentage of grade repeaters indicates a double investment, 

12 Methodological details on this indicator may be consulted in the UIS Technical Guidelines available at http://www.
uis.unesco.org 

http://www
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or waste. This tends to over-estimate the calculation since it assumes 
that all investment is a function of enrollment, and does not take into 
account fixed costs (there is evidence that these are quite limited, 
which makes the assumption appear valid). 

  The two values used for calculating these factors (the percent-
age of enrollees who are grade repeaters and the percentage of GDP 
invested in education and its distribution by educational level) have 
been calculated by the UNESCO Institute for Statistics (UIS) using 
official information reported by countries and based on annual sur-
veys that UIS conducts, or those organized by the OECD in the case 
of Mexico. This information, including that collected by the OECD, is 
part of the UIS international database. Conversion to equivalent US 
dollars according to purchasing power parity in constant year 2000 
values (USD PPP 2000), has been carried out using GDP values in each 
of the monetary units published by the World Bank. 

c. The equity of education systems 
  In order to treat this dimension, we have considered information regard-

ing disparities of access, completion of studies, and illiteracy. This information 
has been used considering the following breakdowns: gender; area of residence 
(urban/rural); ethnic affiliation; income levels; and state of poverty. 

  Parity indices have been calculated in all cases. The parity index compares 
the value of the same indicator for different populations. For this purpose, one 
divides the value of the indicator for one of these populations by the correspond-
ing to the other. This results in three possible situations: (i) when both values 
are equal, the value of the index will be one; (ii) if the value of the indicator for 
the population considered in the numerator is less, the value of the index will 
be less than one; (iii) if the value of the indicator for the population considered 
in the numerator is higher, the value of the index will be more than one.

  In general, we have placed in the numerator the population sub-group 
assumed to be underprivileged. Finally, we have considered values of the index 
between 0.95 and 1.05, that is, 1 ± 0,05, to be situations that can be considered 
as parity.

  In the case of access, due to having only net national and gender specific 
enrollment rates, we have made use of the attendance rates calculated by ECLAC 
based on household surveys for the rest of the variables considered in the analysis 
of this dimension. As already noted, these rates present serious conceptual and 
operational problems. For this reason, in no case have we used the values, but 
only the parity indexes obtained, assuming that the bias caused by problems of 
definition and operationalization are equivalent for any sub-population. 

  The information used corresponds to that of the UNESCO Institute for 
Statistics (UIS) in the case of information according to gender, and to ECLAC 
for other breakdowns based on household surveys. Details of the surveys used, 
years, and breakdowns, are shown in the following table. 
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Tabla 5: Year of reference of data and breakdowns considered

country
income area of residence Race or 

languegeQuintiles Poverty Urban Rural

argentina 2005 2005  

Bolivia 2004 2002 2004 2004 2004

Brazil 2005 2002 2005 2005 2005

chile 2003 2000 2003 2003 2003

colombia 2005 2002 2005 2005

costa Rica 2005 2002 2005 2005

ecuador 2005 2001 2005 2005 2005

el salvador 2004 2001 2004 2004

guatemala 2004 2002 2004 2004 2004

honduras 2003 2002 2003 2003

Mexico 2005 2002 2005 2005

nicaragua 2001 2001 2001 2001 2001

Panamá 2005 2002 2005 2005 2005

Paraguay 2005 2001 2005 2005 2005

Peru 2003 2001 2003 2003 2001

dominican Republic 2005 2002 2005 2005

Uruguay 2005 2005  

Venezuela 2005 2002 2005

In the case of ethnic affiliation, we have constructed two groups, roughly labeled as 
“aboriginal” and “non-aboriginal”. As can be seen, this has resulted in placing in one group the 
indigenous or afro-descent population, and in the other those primarily of European origins. 
The following table shows the classification in detail by country. 

Note that in the cases of 
Argentina and Uruguay, 
the survey is representative 
of urban areas only. How-
ever, given the high urban 
population rate of both of 
these countries (91,8% and 
91,9% respectively), they 
have been incorporated in 
the analyses presented and 
are considered to be rep-
resentative of the country 
as a whole in the sections 
regarding the situation of 
the region. In the case of 
Venezuela, the sampling 
design used does not al-
low the information to 
be brokendown by area of 

residence. 
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Tabla 6:  definition of ethnic groups used in the report

country non-aboriginal group aboriginal group

Bolivia
Persons who claim they are not members 
of a native group.

Persons who claim they are members of a 
native group.

Brazil
Persons who claim they have white skin or 
that different from dark or black, including 
non-specified

Persons who claim they have dark or black 
skin. 

chile
Persons who claim they are not members 
of a native group.

Persons who claim they are members of a 
native group (afro/indigeneous).

ecuador
Persons who claim to be white, mestizos, 
or others.

Persons who claim they are indigenous, 
negro, or mulato. 

guatemala
Persons who claim they are foreigners, 
white, or mestizo.

Persons who claim they are indigenous.

nicaragua
Persons who claim they are white, mes-
tizo, criollo, and others

Persons who claim they are creole, negro, 
or indigeneous.

Panama
Persons who claim they are not indig-
enous.

Persons who claim they are indigenous.

Paraguay
Persons who claim to speak Spanish, 
Spanish and Guaraní, or another language

Persons who claim to speak only Guaraní.

Peru

Persons belonging to households in which 
the head of the household claims to be 
Caucasian, white, negro, mulato, zambo, 
or mestizo.

Persons belonging to households in which 
the head of the household claims to be 
Quechua, Aymará, or of an Amazonian 
indigenous group.

These groupings have been constructed in order to have a dichotomous classifica-
tion that avoids sampling power problems given the sampling nature of the information, and 
clearly identifies a “disfavored” group. The categories used correspond to the definitions and 
concepts used in each of the surveys.

For breakdowns by income levels and condition of poverty, we have followed the 
procedures that ECLAC regularly uses when working with information from household surveys. 
(ECLAC, 2005)

Urban/rural areas are those thus defined in the household surveys themselves – which 
does not necessarily guarantee that we here have equivalent or comparable definitions. 
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ANNEX 1:

Information and guidelines for the documentary analysis

These guidelines for the documentary analysis are organised into two sections. The first 
one refers to the analysis focused on relevance, while the second pertains to pertinence.

The documentary analysis of relevance was structured according to the four pillars of 
education for the XXI Century (UNESCO 1996) and for each of them a set of indicators was 
developed. In turn a set of descriptors was developed for each indicator.

The documentary analysis of pertinence was structured according to three major 
strands (position regarding respect, valuation of diversity and the participation of all; system 
flexibility; and adaptability procedures) and for each of them a ser of indicators was developed. 
In turn a set of descriptors was developed for each indicator.

In both cases, the guidelines were structured as follows:

I Issue to be assessed
I.1 Indicator used.

I.1.1 Descriptors to assess the indicator.

Relevance

I Learning to live together
I.1 Education fosters learning aimed at mutual understanding through respect for 

diversity, pluralism, and the ability to peacefully resolve conflicts. 
I.1.1 Education is directed toward students learning to identify and eliminate 

prejudices, stereotypes, and discrimination, seeking ways to overcome 
them. 

I.1.2 Education fosters valuing pluralism as a basis for living together. 
I.1.3 Education fosters the knowledge and use of conflict mediation tech-

niques.
I.2 Education is directed toward learning to value and act with fairness, based on 

transparency and honesty. 
I.2.1 Education is directed toward students valuing, understanding, and acting 

with honesty. 
I.2.2 Education fosters learning honesty through practicing academic hon-

esty. 
I.2.3 Education fosters transparency as a value that generates closer ties between 

government and society. 
I.2.4 Education teaches that corruption should not be tolerated and that it is 

damaging to all members of society.
I.3 An objective of education is knowledge and exercise of human rights.

I.3.1 Education recognized that rights are based on the equality of human beings 
although people express themselves differently and live differently. 

I.3.2 Know the Universal Declaration of Human Rights and its relation with the 
fundamental rights expressed in the constitution and the mechanisms to 
make rights and duties effective. 

I.3.3 Know, respect, and foster the rights of those groups who have been and 
are deprived of their rights. 
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I.3.4 Know in their immediate environment those rights that should be observed 
for harmonious relations.

I.4 Education fosters the exercise of democracy, stimulating civic attitudes of coop-
eration, solidarity, and responsible participation. 
I.4.1 Understand that the objective of cooperation is the mutual benefit of 

human relations based on the principle of mutual respect. 
I.4.2 Understand the importance of basic values of harmonious citizenship such 

as solidarity, care, and good treatment in respect for oneself and for others, 
practicing these values daily. 

I.4.3 Foster solidarity as a value that is reflected in action since it deals with 
concern for and commitment to others.

II Learning to know 
II.1 Education fosters the development of skills that make it possible to take owner-

ship of and lend meaning to the contents of universal culture. 
II.1.1 Develop basic skills in the areas of language and mathematics. 
II.1.2 Develop basic skills in the areas of scientific, artistic, social, and cultural 

knowledge. 
II.1.3 Developing basic skills to understand and use knowledge associated with 

information: locating, selecting, assessing, and summarizing information 
needed; as well as to think, to reflect, to interpret, utilize and value infor-
mation.

II.2 Education fosters the development of critical and systemic thinking.
II.2.1 Education is directed at fostering the processes of analysis, synthesis and 

to integrate knowledge. 
II.2.2 Education is directed at fostering processes that aid in problem solving. 
II.2.3 Education is directed at fostering processes that lead to developing as-

sessment ability or to one’s own judgment about information. 
II.2.4 Educationist directed at fostering processes that make decision-making 

possible.
II.3 Education develops the ability to learn to learn throughout life, fostering proc-

esses of meta-cognition.
II.3.1 Education makes possible self-reflection regarding students’ strengths, 

weaknesses, difficulties, progress, and achievement.
II.3.2 Education fosters strategies of self-assessment as a regulating process of 

cognition and the result of student learning. To asses one’s own learning 
process. 

II.3.3 Education fosters in students the regulation of cognition through their 
own planning and organization of learning.

II.3.4 Education fosters the ability to adapt to changing circumstances which is 
a primary objective of on-going education.

III Learning to do
III.1 Education develops people’s innovative and creative skills. 

III.1.1 Education is directed at developing the ability to offer alternatives and to 
foresee proposals. 

III.1.2 Education fosters creativity in students.
III.1.3 Education fosters innovating thinking.

III.2 Education develops people’s enterprising skills, leadership, and the ability to work 
in groups. 
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III.2.1 Education develops the traits of an enterprising person. 
III.2.2 Education fosters in students the exercise of leadership.
III.2.3 Education helps students to work in groups.

III.3 Education is directed at training people committed to the environment and to 
sustainable development. 
III.3.1 Education fosters awareness of the environment (realities and prob-

lems).
III.3.2 Education is directed at fostering citizen awareness about the need and 

possibilities for sustainable development. 
III.3.3 Education seeks to teach students that development should take into 

account the needs of the present without compromising the possibilities 
for future generations.

III.4 Education fosters the use of ICTs as learning, productivity, communication, and 
research tools.
III.4.1 Education fosters the use of ICTs as productivity tools in order to collaborate 

in the building of models broadened by technology for the preparation of 
publications and to carry out creative tasks. 

III.4.2 Education fosters the use of technology in order to locate, assess, and 
collect information from a variety of sources. 

III.4.3 Education fosters employing technology in the development of strategies 
for solving real-world problems.

IV Learning to be
IV.1 Education fosters the development of self-identity and autonomy.

IV.1.1 Education fosters learning self-knowledge.
IV.1.2 Education is aimed at developing self-esteem.
IV.1.3 Education fosters self-control and mastery of basic emotions. 
IV.1.4 Education leads to knowledge fostering self-care. 

IV.2 Education develops personal projection ability.
IV.2.1 Education fosters the ability to make free and aware decisions. 
IV.2.2 Education fosters the development of life plans and personal projects.
IV.2.3 Education fosters the ability to act with responsibility, recognizing one’s 

own rights and limitations. 
IV.3 Education fosters the ability to establish empathetic relations.

IV.3.1 Education fosters learning that makes possible effective communication 
through the development of the abilities to listen and to express one-
self. 

IV.3.2 Education fosters the importance of developing relations between men and 
women that encourage their equal participation in the economic, social, 
and cultural life of the family.

IV.3.3 Education is directed at students learning to be responsible for others. 
IV.4 Education is directed at developing moral judgment and ethical behaviours based 

on respect for the dignity of people. 
IV.4.1 Education is directed at developing discernment regarding personal actions 

and those of others in regard to the common good. 
IV.4.2 Education helps one to know, understand, and according to the ethical 

principle that all human beings are born free and equal in dignity and 
rights. 
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Pertinence

I Position regarding respect, valuation of diversity and the participation of all.
I.1 Contemplates basic rights that guarantee life-long quality education for all

I.1.1 The right of every person, without regard of individual, social, or cultural 
condition, to receive a life-long quality education is affirmed.

I.1.2 The right of all students to not be discriminated due to colour, ethnic-
ity, gender, sexual preference, social condition, or other differences is 
established (Convention regarding the struggle against discrimination in 
teaching, 1960). 

I.1.3 The right of all students to participate in activities carried out by the school, 
without discrimination is established.

I.1.4 The right of all students to receive an education that enables them to 
develop and strengthen their own identity in the face of others is estab-
lished.

I.1.5 Gender equality in access to quality education affirmed
I.1.6 The right of all persons with special education needs to receive a quality 

education under equal opportunities is affirmed.
I.1.7 The right to freedom of belief in the sphere of teaching is established.

I.2 Fosters and protects the rights of indigenous peoples, those of African descent, 
migrants, and other religions and linguistic minorities, to receive an education 
that values and includes their languages and cultures into teaching.
I.2.1 The right of students belonging to indigenous minorities to receive an 

intercultural education that allows them to deepen their knowledge and 
appreciation of the own culture and participate in the world society is 
affirmed. (ILO Art. 29)

I.2.2 The right of students to receive an education in their native language and 
a bilingual education of maintenance and development is affirmed. (ILO 
Art. 28) 

I.2.3 The right of indigenous peoples, those of African descent, migrants, or 
other cultural minorities to participate effectively in the construction and 
development of their own education programs and services, in order that 
these respond to their needs and interests is affirmed. (ILO Art. 27)

I.2.4 The right of indigenous peoples, those of African descent, migrants, or 
other cultural minorities to train intercultural teachers who are members 
of their groups is established. (ILO Art. 27)

I.3 Basic educational principles are established to respond to the individual, social, 
and cultural diversity of students.
I.3.1 The need to foster specific learning in terms of different contexts, cultures, 

gender, and individual needs of students is established.
I.3.2 Respect for individual, social, and cultural diversity of students is considered 

to be a value that contributes to teaching and learning processes.
I.3.3 The need for common basic learning to be accessible to all is estab-

lished.
I.3.4 It is recognized that all children without exception can learn and develop 

the basic necessary skills if they are offered quality educational opportuni-
ties. 

I.3.5 It is recognized that people possess multiple talents and the need is es-
tablished for schools to help develop them.

I.3.6 It is established that students should have the supports necessary in order 
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to facilitate their maximum development and autonomy, whatever their 
social and cultural origins and their individual characteristics. 

I.3.7 It is established as a principle that students are at the centre of teaching. 
Teaching methods should be based on the cultural, social, and individual 
experiences of children. 

I.3.8 The need is established to train and have teachers trained to foster the 
participation of all students and to adapt the curriculum and their teach-
ing to the diversity of contexts, cultures, and individual characteristics of 
students. 

I.3.9 The need is established to incorporate the family and local community as 
an effective and fundamental support in the construction and improvement 
of educational processes and of school activities.

I.3.10 Attention to diversity is considered to be a responsibility of the school as 
a whole.

II System flexibility
II.1 The education system as a whole and regular education, possess regulations and 

conditions that enable attention to diversity without discrimination or exclu-
sion.
II.1.1 There are administrative units to assure adequate attention to the specific 

needs of different groups within the framework of general policy: those 
with special educational needs; the poor; the gifted; cultural or ethnic 
minorities; migrants or displaced persons; working children, etc. 

II.1.2 The administrative units aimed at different groups are integrated and active 
within the regular education administration. 

II.1.3 Conditions are established so that schools can include all children of the 
community, without regard of their condition, culture, or gender. 

II.1.4 There are conditions and sanctions for avoiding discrimination against 
students due to gender, race, etc. in processes of access to or integration 
into public schools. 

II.1.5 Safeguard regulations and measures exist in order to avoid expulsion or the 
cancellation of enrolment of students in vulnerable situations (pregnant, 
poor, exhibiting disruptive conduct, etc.)

II.2 Different alternatives and modalities are offered for full access, participation, and 
continued learning of all persons.
II.2.1 Transitions: Guidelines and regulations exist for facilitating transitions: 

of the home, school, between levels, from primary to secondary, at the 
termination of compulsory schooling and into higher education, continued 
education, and employment. 

II.2.2 Alternatives: There are alternative programs that link the school with the 
labour market as well as offering other training opportunities for students 
who have not enjoyed high academic achievement. 

II.2.3 Modalities: The system offers various education modalities according to 
the needs of the population: distance education; dual education; tutorial 
education; intercultural bilingual education; community education; informal 
education, or others.

II.2.4 Certification: Flexible certification systems are available (acquired skills 
certification, work certification)

II.3 The regular curriculum for all students is adaptable and enriched according to 
different individual needs and life contexts of students.
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II.3.1 The common curriculum states some basic objectives for all students and 
offers some opportunities to respond to differences. 

II.3.2 The curriculum is specified centrally in terms of broad objectives more 
than detailed contents. 

II.3.3 Free time is established (percentage of time, sectors or sub-sectors that 
may be added) 

II.3.4 Areas or sectors of learning are emphasized over disciplines (greater or 
lesser tendency toward multi-disciplinarity or integration of contents) 

II.3.5 Preference given to fulfilling learning cycles over courses (greater tendency 
to achieve certain skills or longer range learning objectives) 

II.3.6 There are specific norms for individual curricular adaptations.
II.4 Flexible assessment criteria and procedures are available in order to meet the 

needs of diversity.
II.4.1 Assessment is related to broad objectives upon which the curriculum is 

based more than to performance in specific contents. 
II.4.2 Grade promotion is organized in terms of cycles of two or three years 

each, weakening the link between advancement and assessment (grade 
advancement is not determined by achievement) 

II.4.3 Various assessment mechanisms are suggested based on individual proc-
esses and progress: self-assessment, co-assessment, hetero-assessment, 
criteria-based, training-based, etc. 

II.4.4 Various assessment procedures are suggested, meeting the type of in-
formation that one hopes to obtain and the characteristics of students: 
diagnosis, process, meta-cognitive, term-based. 

II.4.5 Norms exist for grade advancement of student with special educational 
needs that favour continuity in their group of reference.

II.5 The existence of conditions and procedures for autonomy and participation in 
decision-making, so that schools can meet the needs of diversity.
II.5.1 Autonomy is granted and skills, resources, and training assigned to schools 

so they may construct their own education projects in response to diver-
sity. 

II.5.2 Opportunities and mechanisms are organized in order to represent and 
express the school community demands in the construction and develop-
ment of school projects. 

II.5.3 There is flexibility to establish a school calendar according to geographic 
and climatic regions, customs, or local holidays.

II.5.4 Availability established of a social-educational and local cultural informa-
tion system (institutional, municipal, regional) that makes it possible to 
offer educational services adjusted to needs. 

II.5.5 Regional educational entities are assigned authority, resources, and training 
in order to carry out different educational programs in the region aimed 
at the economy, society and culture of the region. 

II.5.6 Authority, resources, and training are offered to local entities (municipal, 
provincial, departmental) for participatory planning, programming, and 
budgeting of educational projects within their domains.

II.5.7 Mechanisms and regulations are established so that education programs 
and services aimed at indigenous peoples and local communities in general 
are developed with their cooperation and respond to their aspirations. 

II.5.8 Regulations are in place requiring regional, provincial, and local education 
authorities to be publicly accountable in a transparent and periodic manner 
to the community.
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III Adaptability procedures
III.1 The existence of procedures and regulations for adapting the curriculum and 

teaching to a diverse body of students.
III.1.1 Schools are offered programs, guidance, and materials in order to include 

within their curricula content relevant to the contexts referents of stu-
dents: native language, cultural content (history, world view, knowledge, 
techniques, and value systems) and religious beliefs. 

III.1.2 Recommendations are made and mechanisms established in order that 
schools can incorporate cultural agents, elders, or other relevant members 
of the community in educational activities. 

III.1.3 Measures are taken so that curricular plans can be adapted to the diversity 
of education needs and interests of students: by gender, future employ-
ment and study plans, etc. 

III.1.4 Recommendations and mechanisms are established for adapting the cur-
riculum and teaching for persons with special education needs, the gifted 
or other conditions.

III.2 The existence of conditions and procedures that encourage collaboration among 
and participation of all students.
III.2.1 Recommendations and mechanisms are established so that the school 

community can strengthen social relations that make possible active 
participation of all members (students, families, community, teachers and 
school officials). 

III.2.2 Recommendations and mechanisms are established so that schools can 
offer opportunities for participation adapted to different interests and 
needs of students. 

III.2.3 Recommendations and mechanisms are established to avoid discrimination 
and segregation between students and between groups. 

III.2.4 Recommendations and mechanisms are established for fostering student 
participation in decision-making processes. 

III.2.5 Recommendations and mechanisms are established for fostering the 
participation of different groups within schools.

III.3 Teachers are provided with tools, procedures, and learning opportunities in order 
to adapt the curriculum, they are teaching, and to meet the needs of diversity.
III.3.1 Guidelines are furnished to teacher training institutions so that they include 

in their curricula attention to diversity (individual, social, and cultural) as 
a cross-cutting subject and specialized subject. 

III.3.2 Recommendations are given and training offered to teachers regarding 
the inclusive focus in order to plan the learning and participation of all 
students. 

III.3.3 Recommendations are given and training offered to teachers to foster 
intercultural education for all that makes possible understanding, valuing, 
and maintaining dialogue with other cultures. 

III.3.4 Teachers who are placed in indigenous areas know the culture, master the 
language of the community, and are trained with an intercultural focus.

III.4 Support systems are implemented to ensure response to the individual, social, 
and cultural diversity of students.
III.4.1 Cooperative networks are established between teachers and other profes-

sionals in order to serve the needs of diversity. 
III.4.2 Schools receive guidance and tools to aid them in organizing and imple-

menting support mechanisms in order to serve the needs of diversity.
III.4.3 Specialized support services are organized in order to serve schools and 
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communities: school-based teams, travelling services, extension services 
in special schools, district or municipal service centres; complementary 
education.

III.4.4 Services to support diversity involve comprehensive, multi-sectoral activ-
ity. 

III.4.5 Recommendations are issued to schools to establish support networks 
with the private sector, non-governmental organizations, higher education, 
community organizations, and others.

III.5 Provision of resources and infrastructure are adapted to the different cultures, 
contexts, and individual conditions of students.
III.5.1 Recommendations are issued and mechanisms created so that material, 

human, and technological resources are distributed in a fair manner in 
order to foster inclusion and attention to the diversity of students. 

III.5.2 Educational texts and complementary learning materials are developed 
and made available that are adapted to diverse cultures and languages at 
all levels. 

III.5.3 A set of materials are developed and distributed specifically adapted to 
support processes of attention to diversity in regular schools.

III.5.4 Measures are carried out and regulation issued so that school texts incor-
porate diversity criteria, non-stereotyping, and non-discrimination in their 
lay-out, content, and pedagogical focuses. 

III.5.5 Norms and regulations exist for schools to eliminate architectural barriers 
to students with special education needs.

Documents consulted, by country

Anguilla
Anguilla Constitution Order 1982
The Anguilla Education Act 2000- Revised Statutes of Anguilla, Chapter E25
Government of Anguilla - Draft Five Year Education Development Plan Anguilla 2005-
2010 (September 2004)

Antigua and Barbuda
Laws of Antigua and Barbuda, Chapter 145 – The Education Act, April 4, 1973. http://
www.laws.gov.ag/acts/chapters/cap-145.pdf 
United Nations Committee on the Elimination of Racial Discrimination (UNCERD) 
(2006) Reports submitted by states parties under article 9 of the Convention Ninth 
Periodic Reports of States Parties due in 2005: Addendum Antigua and Barbuda. http://
www.unhchr.ch/tbs/doc.nsf/0ac7e03e4fe8f2bdc125698a0053bf66/fada47ef95f5334
9c12571e7002f0a7c?OpenDocument
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Antigua and Barbuda. 
http://www2.unesco.org/wef/countryreports/antigua_barbuda/rapport_2.html

Netherlands Antilles
National Basic Education Decree  (2001)
National Fundamental Education Decree  (2001 – 2002 Project  )
National Decree for the Regulation of Participation in Teaching  (2002 – 2003)
Implementation Plan for Basic Education

Argentina
Constitución de la Nación Argentina. 3 de enero de 1995.
Ley Nacional de Educación Anteproyecto de Ley.16 de septiembre de 2006.

http://www.laws.gov.ag/acts/chapters/cap-145.pdf
http://www.laws.gov.ag/acts/chapters/cap-145.pdf
http://www.unhchr.ch/tbs/doc.nsf/0ac7e03e4fe8f2bdc125698a0053bf66/fada47ef95f5334
http://www.unhchr.ch/tbs/doc.nsf/0ac7e03e4fe8f2bdc125698a0053bf66/fada47ef95f5334
http://www2.unesco.org/wef/countryreports/antigua_barbuda/rapport_2.html
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Núcleos de Aprendizajes Prioritarios. Primer ciclo (2004) Segundo ciclo (2005) Tercer 
ciclo (2006)

Bahamas
Laws of Bahamas, Chapter 46 The Education Act 1962 (An Act to consolidate and 
amend the law relating to education within the Bahamas Islands) - last amended 1996. 
http://laws.bahamas.gov.bs/statutes/statute_CHAPTER_46.html#Ch46s22 
Ministry of Education (MOE), Bahamas. (2004) Strategic Plan 2004: Baha-
mian Education in the 21st Century http://www.bahamaseducation.com/PDF/
STRATEGIC%20PLAN%20-%202004.pdf
UNESCO. (2000) The EFA 2000 Assessment: Country Report - Bahamas, http://www2.
unesco.org/wef/countryreports/bahamas/rapport_2_1.html

Barbados
The Laws of Barbados, Chapter 41, Education Act, 1983 (An Act to repeal the Education 
Acts, Cap. 41 and Cap. 41A, and to provide for a co-ordinated and effective system of 
education related to the needs of the people of Barbados, the registration of private 
schools and private educational institutions, and for related matters) http://www.
caricomlaw.org/docs
Ministry of Education, Youth Affairs and Culture (MOEYAC), Barbados. (2001) The Devel-
opment of Education: National Report of Barbados. International Bureau of Education. 
http://www.ibe.unesco.org/International/ ICE/natrap/Barbados.pdf 
UNESCO. (2000) The EFA 2000 Assessment: Country Report - BARBADOS, http://
www2.unesco.org/wef/countryreports/barbados/contents.html#cont 
Griffith-Watson (2001) Barbados Country Report at Sub-regional Seminar on Cur-
riculum Development for Learning to Live Together, Havana, Cuba, 15 – 18 May, 2001, 
http://www.ibe.unesco.org/curriculum/ Caribbean/CaribbeanPdf/havanne.pdf 

Belize
The Laws of Belize, Chapter 36, Education Act, 1991 (Amendments in force as at 31st 
December, 2000) http://www.belizelaw.org/belize_constitution01.pdf
Ministry of Education, Youth and Sport (MOEYS), Belize. (undated) National Curriculum 
for Primary and Lower Secondary (available on compact disc)
National Report on the Development of Education 1994-1996, Geneva, October, 
1996
Ministry of Education, Youth and Sport (MOEYS), Belize, Website. http://www.belize.
gov.bz/cabinet/c_hyde/welcome.shtml
Ministry of Education (MOE), Belize. Action Plan 2005 – 2010. http://www.moes.gov.
bz/Files/Resources/ActionPlanFinal.pdf 

Bermuda
The Constitution of Bermuda, Bermuda Constitution Order 1968
Bermuda Education Act 1996 
Bermuda Yellow Pages Online (BYPO) Compulsory Education. http://www.bermudayp.
com/edu-compedu.html 

Bolivia
Ley 1565 Reforma Educativa; Nueva Ley (anteproyecto) 
Resolución Ministerial N° 001/06 (Gestión)
Reglamento de Organización y Funcionamiento de Centros de Educación Alternativa
Plan y Programas de Estudio para el Nivel Primario (primer ciclo y segundo ciclo) 
(2005) 
Decreto Supremo 25273 Organización y Funciones de las Juntas Escolares, de Núcleo 
y Distrito (1999)
Decreto Supremo 23952 Reglamento sobre Estructura de Servicios Técnico-Pedagógi-
cos (1995) 

http://laws.bahamas.gov.bs/statutes/statute_CHAPTER_46.html#Ch46s22
http://www.bahamaseducation.com/PDF
http://www2
http://www
http://www.ibe.unesco.org/International
http://www2.unesco.org/wef/countryreports/barbados/contents.html#cont
http://www2.unesco.org/wef/countryreports/barbados/contents.html#cont
http://www.ibe.unesco.org/curriculum
http://www.belizelaw.org/belize_constitution01.pdf
http://www.belize
http://www.moes.gov
http://www.bermudayp
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Decreto Supremo 23951, Reglamento sobre Estructura Administrativa Curricular 
(1995)
Resolución Ministerial Nº 014/06 (2006) Normas Generales para la planificación, 
Organización, Ejecución y Evaluación de la Gestión Educativa 2006 del Área de Edu-
cación Alternativa. 
Reglamento de organización y funcionamiento de centros de educación alternativa 
(su marco jurídico es la Ley 1615 de 1995; el Decreto Supremo 23950 de 1994, y el 
Decreto Supremo 26973 de 2003)

Brazil
Constituição da la República Federativa do Brasil de 1988
Lei de Diretrizes e Bases da Educación Nacional 1996 
Lei Nº 8.069, de 1990 Disposições sobre o Estatuto de Educação do Adolescente e otras 
materias; Leis sobre Educação Especial e Integração educacional: 8859, 0098, 10098, 
10436, Resolução Nº 2 de 2001 
Parecer 14/99 Conselho Nacional de Educação 
Disposições sobre o Estatuto da Crianza e do Adolescente e otras providencias (lei nº 
8.069 de 1990) 
Lei Nº 10.172 de 2001, Plano Nacional de Educação 
Diretrizes Curriculares Nacionales para a Formação Docente e Parecer CEB 1/99. 
Parâmetros Curriculares Nacionales, PCN (1997)

Chile
Constitución de la República. Fecha de Promulgación: 17.09.2005 
Ley Nº 18.962, Orgánica Constitucional de Enseñanza Fecha de Promulgación: 
24.11.2005.
Política Nacional de Educación Especial. Nuestro Compromiso con la Diversidad. 
(Emisión Santiago, agosto de 2005)
Estatuto Docente. Fecha promulgación 10.09.1996. 
Objetivos Fundamentales y Contenidos Mínimos Obligatorios de la Educación Básica. 
Actualización 2002. 
Objetivos Fundamentales y Contenidos Mínimos Obligatorios de la Educación Media. 
1998. 
Política Nacional a favor de la Infancia y la Adolescencia 2001 – 2010. Política Inter-
ministerial Diciembre 2000.
Ley Nº 19.284 Ley de Integración Social de las Personas con Discapacidad Título IV 
De la Equiparación de Oportunidad
Reglamento de Promoción y Evaluación de Alumnos de Educación General Básica, 
de Educación Media, de Educación de Adultos y Proceso de Titulación en Educación 
Técnico-Profesional. Publicación: 26 de Agosto de 1988. 
Programa de Educación Intercultural Bilingüe. Ministerio de Educación. División de 
Educación General. http://www.mineduc.cl
Estándares de formación inicial docente. Ministerio de Educación División de Edu-
cación Superior Programa de Fortalecimiento de la Formación Inicial Docente. CPEIP. 
Octubre de 2000. 
Implementación Curricular en el Aula. Lenguaje y Comunicación Primer Ciclo Básico 
(NB1 y NB2) Seguimiento a la Implementación Curricular. Unidad de Currículum y 
Evaluación. Mineduc 2004.
Convivencia escolar: metodologías de trabajo para las escuelas y liceos. 
Mineduc.2003

Colombia
Ley 115 de Febrero 8 de 1994 (vigente)
Decreto 804 18 de mayo de 1995 (vigente)

http://www.mineduc.cl


211

Decreto 1122 de Junio 18 de 1998 (vigente)
Directiva Ministerial Nº 08 25 Abril 2003 (vigente)
Directiva Ministerial Nº 12 15 Julio 2003 (vigente)
Constitución Política de Colombia de 1991, actualizada hasta Reforma de 2001 (vi-
gente)
Decreto Nº 2082 del 18 de Noviembre de 1996 (vigente)
Decreto 0088 del 2 de Febrero del 2000
Decreto 0230 de Febrero 11 de 2002 (vigente)
Decreto 1860 de Agosto 3 de 1994 (vigente)
Lineamientos curriculares:

Educación Ética y Valores Humanos.
Constitución Política y democracia
Cátedra de estudios afro-colombianos
Educación Artística
Ciencias Naturales y Educación Ambiental
Idiomas extranjeros
Lengua Castellana
Matemáticas
Indicadores de logros curriculares
Tecnología

Estándares Básicos de Competencias (Ciudadanía, Lenguaje y Matemáticas, Ciencias 
Sociales y Ciencias Naturales)
La Revolución Educativa. Plan sectorial 2002-2006 

Costa Rica
Constitución Política de 1949 con Reformas hasta 2003
Ley Fundamental de Educación (1958)
Currículo de Enseñanza Básica: planes y programas (I, II, y III ciclos de Educación 
General Básica)
Plan Nacional de Desarrollo (2002 - 2006) Plan Educativo 
Plan de Acción de Educación para Todos (2003 – 2015))
Programas del Ministerio de Educación (página web actual)

Cuba
Constitución Política de la República de Cuba de 1976 (con reformas 2002)
Ley de Nacionalización General y Gratuita de la Enseñanza. 1961.

Dominica
Commonwealth of Dominica Education Act, 1997
International Bureau of Education (IBE) (1999) Survey on curriculum develop-
ment needs at the upper primary and secondary education levels in the Caribbean 
Sub-region. http://www.ibe.unesco.org/curriculum/Caribbean/survey_detail.htm  
OECS Education Reform Strategy. (undated) http://www.oecs.org/oeru/documents/
Foundation%20for%20the%20Future.pdf
Organisation of Eastern Caribbean States Education Reform Unit (OERU) (2001) Strategic 
Plan: 2001-2010. http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Dominica. http://www2.
unesco.org/wef/countryreports/dominica/contents.html

Ecuador
Ley De Educación (Ley Nº 127) 
Reglamento General De La Ley De Educación (Decreto Nº 935)
Constitución Política De La República Del Ecuador, 5 De Junio De 1998 (plazo de 5 
años)

http://www.ibe.unesco.org/curriculum/Caribbean/survey_detail.htm
http://www.oecs.org/oeru/documents
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan
http://www2
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Plan Decenal 2006-2015, Ministerio De Educación: Objetivos Estratégicos.
OEI - Sistemas Educativos Nacionales – Ecuador. 
Decreto Ejecutivo Nº 1527: Plan Nacional de Derechos Humanos del Ecuador, Junio 
de 1998.
Reforma Curricular para la Educación Básica, Mayo 1998.
Volemos Alto: Claves para cambiar el mundo. Referente Curricular para la Educación 
Inicial de los Niños y las Niñas de cero a cinco años. 
Programa NUESTROS NIÑOS, Banco interamericano de Desarrollo, Coordinadora 
Ecuatoriana de Programas Sociales.

El Salvador
Constitución Política de la República de El Salvador (1983 actualizada el 2000)
Ley de Educación de la República de El Salvador – (1996)
Diseño Curricular. Nivel Inicial, Nivel Básico, Nivel Medio (2004) 
Plan Nacional de Educación 2021. Fundamentos. Metas y políticas para construir el 
país que queremos (2005)
Lineamientos para la Evaluación de los Aprendizajes en Educación Parvularia, Educación 
Básica y Educación Media (1999)
Gestión de Gobierno 2004 – 2009 (2005)
Programa EDUCAME. Educación Media para Todos 2004 – 2009 (2005)
Programa COMPRENDO Lenguaje y Matemática 2004 – 2009 (2005)
Programa PODER. Participación, Oportunidades, Desarrollo, Educación, Recreación 
2004 – 2009 (2005)
Programa MEGATEC. Educación técnica, tecnológica y superior 2004 – 2009 (2005)
Programa REE. Redes Escolares Efectivas 2004 – 2009 (2005)
Programa CONECTATE 2004 – 2009 (2005)
Programa COMPITE 2004 – 2009 (2005)
Programa Educación Preescolar y Básica en la Red Solidaria 2004 – 2009 (2005)
Memoria de labores Junio 2005 – Mayo 2006 (2005)

Grenada
Grenada Education Act, 2002 
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Grenada. http://www2.
unesco.org/wef/countryreports/saint_lucia/rapport_1.html
Brizan, Jean. (2001) Grenada Country Report at Sub-regional Seminar on Curriculum 
Development for Learning to Live Together, Havana, Cuba, 15 – 18 May, 2001, http://
www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/grenada.pdf 
Organisation of Eastern Caribbean States Education Reform Unit (OERU) (2001) Strategic 
Plan: 2001-2010. http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf 

Guatemala
Constitución Política de la República de Guatemala. 18-1993, 17 de noviembre de 
1993.
Ley de Educación Nacional. Decreto Legislativo N° 12-91. Enero de 1991.
Iniciativa de ley de reformas a la ley de educación nacional. Decreto número 12-91 
del Congreso de la República. Febrero de 2006.
Congreso de la República de Guatemala. Decreto número 19-2003.
Currículum Nacional Base. Primer ciclo del nivel de educación primaria. Enero de 
2005.
Orientaciones para el desarrollo curricular. 6° grado de educación primaria. Enero de 
2006.
Protocolo para la evaluación de estudiantes graduandos y estudiantes de III básico con 

http://www2
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/grenada.pdf
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/grenada.pdf
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan
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necesidades educativas especiales. Normativa para evaluación 2006 y lineamientos 
2007.
Modelo Educativo Bilingüe Intercultural para Guatemala. (Documento extraído del 
Portal del MINEDUC)

Guyana
Laws Of Guyana, Cap. 39:01, Education Act
Ministry of Education (MOE) (2003) Strategic Plan (2003-2007), http://www.sdnp.org.
gy/minedu/about/strategic.htm
Ministry Of Education (MOE) (2004) Development of Education, National Report of 
Guyana 2004
http://www.ibe.unesco.org/international/ICE47/English/Natreps/reports/guyana.pdf
UNESCO. (2000) The EFA 2000 Assessment: Country Report - Guyana,  http://www2.
unesco.org/wef/countryreports/guyana/rapport_2.html

Honduras
Constitución Nacional (1982)
Ley Nacional de Educación (1966)
Planes Curriculares y Programas de Estudio de Enseñanza Básica (2003)
Marco estratégico de la Política Educativa (portal del Gobierno de Honduras http://
www.gob.hn)

Haiti
Projet de Loi d’orientation de l’éducation. Julio de 1998.
Le Développement de l’Education: Rapport National d’Haiti. República de Haití. Minis-
terio de Educación Nacional, de la Juventud y de Deportes. Agosto de 2004.
PNEF: Le Plan National d’Education et de Formation. Puerto Príncipe, Haití. Mayo de 
1998.

Cayman Islands
Ministry of Education, Training, Employment, Youth, Sports and Culture (MOETEYSC) 
(2006) A New Curriculum for Schools in the Cayman Islands. http://www.gov.ky/pls/
portal/url/item/180479B1DDE34E3FE0408D030B0A8774
Cayman Islands Education Law (1999 Revision)
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Cayman Islands. http://
www2.unesco.org/wef/countryreports/cayman/contents.htm

British Virgin Islands
The Virgin Islands Education Act, 2004. 
Caribbean Development Bank - Government of the British Virgin Islands Country Poverty 
Assessment Final Report Volume 1 of 2: Main Report May 2003
British Virgin Islands - Early Childhood Care and Education (ECCE) programmes compiled 
by: UNESCO International Bureau of Education (IBE) Geneva, Switzerland) 2006
Minister Of Education And Culture Hon. Lloyd Black’s Statement On The Status Of 
Education At The Beginning Of The 2005-2006 School Year
The Development Planning Unit – Government of the British Virgin Islands Educational 
Reform Strategy for the OECS – Strategies for Reforming Early Childhood Education
Government of the British Virgin Islands Development Planning Unit. Policies Social 
Welfare Policy in the British Virgin Islands 
http://dpu.gov.vg/Policies/SocialWelfarePolicy.htm#(ii)%20Children%20and%20Yo
uth

Jamaica
The Laws of Jamaica, Chapter 41, Education Act, 1975 
Ministry of Education Youth and Culture (MOEYC) (2003) National Youth Policy . 
http://www.jaspev.org/documents/docs/General/YouthPolicy.pdf

http://www.sdnp.org
http://www.ibe.unesco.org/international/ICE47/English/Natreps/reports/guyana.pdf
http://www2
http://www.gob.hn
http://www.gob.hn
http://www.gov.ky/pls
http://www2.unesco.org/wef/countryreports/cayman/contents.htm
http://www2.unesco.org/wef/countryreports/cayman/contents.htm
http://dpu.gov.vg/Policies/SocialWelfarePolicy.htm#
http://www.jaspev.org/documents/docs/General/YouthPolicy.pdf


214

Caribbean Regional Conference on Education for Sustainable Development New Ap-
proaches for the Future and Launch of the United Nations Decade of Education for 
Sustainable Development, http://www.unesco.org/csi/smis/siv/inter- reg/DESDKing-
ston_report.pdf
Ministry of Education Youth and Culture (MOEYC) 2004. The Development of Education, 
National Report of Jamaica. http://www.ibe.unesco.org/international/ICE47/English/
Natreps/reports/jamaica.pdf - 
Davis, Rae. (2004)Task Force on Educational Reform, Jamaica: A Transformed Education 
System. Report presented to the Most Honourable Prime Minister, September 2004.
http://www.jis.gov.jm/EducationTaskForce.pdf#search=%22Education%2C%20Task%
20Force%2C%20Jamaica%2C%20Davis%22 
Ministry of Education (MOE) White Paper. (2001) Education: The Way Upward – A Path 
for Jamaica’s Education at the Start of the New Millennium.

Mexico
Constitución Nacional 1917 (última reforma aplicada el 29/10/ 2003)
Ley de Educación (última reforma aplica el 13/03/2003)
Currículo de Enseñanza Básica Primaria (1993) y Básica Secundaria (2006)
Programas del Ministerio de Educación (http://www.sep.gob.mx)
Plan Nacional de Educación 2001-2006 

Montserrat
Montserrat Education Act, 2004. 
Department of Education, Youth & Sports (DEYS) Website. http://www.mehcs.gov.
ms/Education/default.htm 
Education Policy Paper presented by Hon. Idabelle Meade, Minister of Education, 
Health, Community Services and Labour, February 11, 2004. http://www.giu.gov.
ms/speeches/educpolicy.htm 
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Montserrat. http://www2.
unesco.org/wef/countryreports/montserrat/rapport_1.htm
OECS Education Reform Strategy. (undated) http://www.oecs.org/oeru/documents/
Foundation%20for%20the%20Future.pdf 
Organisation of Eastern Caribbean States Education Reform Unit (OERU) (2001) Strategic 
Plan: 2001-2010. http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf 

Nicaragua
Constitución Política de la República de Nicaragua. Promulgada en 1987 pero incluidas 
reformas del 2005. Ley de Reforma Parcial de la Constitución Política de la República 
de Nicaragua - Ley No. 192 del 1 de febrero de 1995, Ley de Reforma Parcial de la 
Constitución Política de la República de Nicaragua - Ley No. 330 del 18 de enero de 
2002, Ley de Reforma Parcial de la Constitución Política de la República de Nicaragua 
- Ley No. 527 del 8 de abril de 2005.
Plan Nacional de Educación. No aparece fecha exacta, pero al parecer fue promulgado 
en 2001, ya que se incluye desde el presupuesto de 2002 y durante 15 años. Este plan 
fue elaborado antes que la reciente Ley de Educación General.
Compendio de los documentos curriculares con enfoque de competencias. Educación 
Primaria. (2005)

Panama
Ley Nº 47 de 1946, Ley Orgánica de Educación 
Constitución Política de la República de Panamá, 11 de octubre de 1972.
Leyes Nº 84 y 89 de 1 de julio de 1941: Creación y Organización del Ministerio de 
Educación y sus Dependencias.

http://www.unesco.org/csi/smis/siv/inter-reg/DESDKing-ston_report.pdf
http://www.unesco.org/csi/smis/siv/inter-reg/DESDKing-ston_report.pdf
http://www.unesco.org/csi/smis/siv/inter-reg/DESDKing-ston_report.pdf
http://www.ibe.unesco.org/international/ICE47/English
http://www.jis.gov.jm/EducationTaskForce.pdf#search=%22Education%2C%20Task%
http://www.sep.gob.mx
http://www.mehcs.gov
http://www.giu.gov
http://www2
http://www.oecs.org/oeru/documents
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan


215

Paraguay
Constitución Nacional (1992)
Ley Nacional de Educación (1998)
Programas de Estudio de tercer Ciclo de Enseñanza Básica (no fue posible acceder a 
los programas de estudio de 1º y 2º ciclo básico)
Programas Ministeriales y otra información presente en página web del Ministerio de 
Educación: http://www.mec.gov.py 

Peru
Constitución Política Nacional (1993)
Ley de Educación Nº 28044 (2005)
Diseño Curricular Nacional 2006
Reglamentación de la Ley General de Educación Nº 28044 (2005) 
Plan Nacional de Educación para Todos 2005-2015
Hacia un Proyecto Educativo Nacional 2006 – 2021 Consejo Nacional de Educación 
Proyecto de Ley de Lenguas – Ministerio de Educación 2002
Proyecto de Educación en Áreas Rurales – PEAR 2005 – 2007
Boletín Electrónico del Acuerdo Nacional Año I Nº 3 de octubre de 2005 (http://www.
minedu.gob.pe)

Dominican Republic
Constitución Política de la República Dominicana (2002)
Ley Orgánica de Educación de la República Dominicana – Ley Nº 66-97 (1997)
Reglamento Orgánico de las Instituciones Educativas Públicas (Ley 66-97) – Ordenanza 
4’99 (1999)
Reglamento del Estatuto Docente – Decreto 63903 (2003)
Ordenanza 1’96 que establece el Sistema de Evaluación del Currículo (1996)
Diseño Curricular. Nivel Inicial, Nivel Básico, Nivel Medio (2004) 
Fundamentos del Currículo (2004) 
Contenidos Básicos de las Áreas Curriculares (2006 – 2007)
Plan Estratégico de Desarrollo de la Educación Dominicana 2003 – 2012.
Situación de la Educación Dominicana al año 2002. Vol. I, II, III (2003)

Saint Lucia
The Laws of St. Lucia, Chapter 41, Education Act, 1999. http://www.education.gov.
lc/pdffiles/EducationAct.pdf 
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Saint Lucia. http://www2.
unesco.org/wef/countryreports/saint_lucia/rapport_1.html
Government Information Services (GIS) (2003) Website. http://www.stlucia.gov.
lc/pr2003/index.htm 
Sifflet, June. (2001) St. Lucia Country Report at Sub-regional Seminar on Curriculum 
Development for Learning to Live Together, Havana, Cuba, 15 – 18 May, 2001, http://
www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/havp3rep.pdf 
Organisation of Eastern Caribbean States Education Reform Unit (OERU) (2001) Strategic 
Plan: 2001-2010. http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf 
Rohlehr, Betty Ann. (2006) Characteristics of curriculum and curriculum management: a 
study. Paper presented in the framework of the Second Meeting of the Intergovernmen-
tal Committee of the Regional Education Project for Latin America and the Caribbean 
(PRELAC) Santiago de Chile, May 11 – 13, 2006. http://www.unesco.cl/.../characteris-
tics_curriculum_and_curriculum_management_a_study_betty_ann_rohlehr.pdf 

Saint Kitts and Nevis
St. Kitts and Nevis Education Act, 2005 

http://www.mec.gov.py
http://www.minedu.gob.pe
http://www.minedu.gob.pe
http://www.education.gov
http://www2
http://www.stlucia.gov
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/havp3rep.pdf
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/havp3rep.pdf
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan
http://www.unesco.cl/.../characteris-tics_curriculum_and_curriculum_management_a_study_betty_ann_rohlehr.pdf
http://www.unesco.cl/.../characteris-tics_curriculum_and_curriculum_management_a_study_betty_ann_rohlehr.pdf
http://www.unesco.cl/.../characteris-tics_curriculum_and_curriculum_management_a_study_betty_ann_rohlehr.pdf


216

UNESCO. (2000) The EFA 2000 Assessment: Country Report – St. Kitts and Nevis. 
http://www2.unesco.org/wef/countryreports/st.kitts_nevis/rapport_1.html
Hanley, Gweneth. (2001) St. Kitts and Nevis Country Report at Sub-regional Seminar 
on Curriculum Development for Learning to Live Together, Havana, Cuba, 15 – 18 May, 
2001, http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/kittsnev.pdf 
Organisation of Eastern Caribbean States Education Reform Unit (OERU) (2001) Strategic 
Plan: 2001-2010. http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf

Saint Vincent and the Grenadines
St. Vincent and the Grenadines Education Bill, 2005 
Jack, Sylvia. (2001).  St. Vincent and the Grenadines Country Report at Sub-regional 
Seminar on Curriculum Development for Learning to LiveTogether, Havana, Cuba, 15 
- 18 May, 2001, www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/svg.pdf 
Organization of Eastern Caribbean States Education Reform Unit (OERU). (2001). Stra-
tegic Plan:2001-2010. www.oecs.org/oeru/documents/OERU%20Strategic%20Plan.
pdf

Suriname
Constitution of Suriname 1987. http://www.constitution.org/cons/suriname.htm 
Ministry of Education and Community Development. (MINOV) (2003) Educational 
Development in the Republic of Suriname. http://www.ibe.unesco.org/International/
ICE47/English/Natreps/reports/suriname.pdf 
World Higher Education Database (WHED) (2005) Suriname - Education system. 
http://www.unesco.org/iau/onlinedatabases/systems_data/sr.rtf
Inter-American Development Bank (1998) Suriname Education Sector Study. http://
www.iadb.org/regions/re3/su-edu.htm 
Department of Curriculum Development (DCD) (2001) Suriname Country Report 
2001: Learning to Live Together. http://www.ibe.unesco.org/curriculum/Caribbean/fi-
nalreport.htm 

Trinidad and Tobago
Ministry of Education (MOE), Trinidad and Tobago. (2004) National Report on the 
Development of Education in Trinidad and Tobago 2004. 
Laws of Trinidad and Tobago, Chapter 39:01 The Education Act 1966 (with amend-
ments to 1979) http://library2.nalis.gov.tt/Default.aspx?PageContentID=561&tabid
=232#567
Jack, Arthur. L (2005) Vision 20/20, Draft National Strategic Plan, Trinidad and Tobago. 
http://vision2020.info.tt/plans/default.aspx 
The Constitution of the Republic of Trinidad and Tobago, Chapter 1, Part 1, Section 4 
Ministry of Education (MOE) (1993) Education Policy Paper, 1993-2003, National Task 
Force of Education (White Paper)

Turks and Caicos Islands
The Turks and Caicos Islands Constitution Order 2006
UNESCO. (2000) The EFA 2000 Assessment: Country Report – Turks and Caicos Islands. 
http://www2.unesco.org/wef/countryreports/turks_caicos/rapport_2.html
Five-Year Education Development Plan 1999-2004. Cited in UNESCO. (2000) The EFA 
2000 Assessment: Country Report – Turks and Caicos Islands

Uruguay
Constitución Nacional (1966)
Ley Nacional de Educación (1985)
Reglamento de Organización y Funcionamiento de las Asambleas Docentes (1989) 
Estatuto del Funcionario Docente (1993)
Planes Curriculares y Programas de Estudio: Enseñanza Básica (1986); Ciclo Básica de 

http://www2.unesco.org/wef/countryreports/st.kitts_nevis/rapport_1.html
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/kittsnev.pdf
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan
http://www.ibe.unesco.org/curriculum/Caribbean/CaribbeanPdf/svg.pdf
http://www.oecs.org/oeru/documents/OERU%20Strategic%20Plan
http://www.constitution.org/cons/suriname.htm
http://www.ibe.unesco.org/International
http://www.unesco.org/iau/onlinedatabases/systems_data/sr.rtf
http://www.iadb.org/regions/re3/su-edu.htm
http://www.iadb.org/regions/re3/su-edu.htm
http://www.ibe.unesco.org/curriculum/Caribbean/fi-nalreport.htm
http://www.ibe.unesco.org/curriculum/Caribbean/fi-nalreport.htm
http://www.ibe.unesco.org/curriculum/Caribbean/fi-nalreport.htm
http://library2.nalis.gov.tt/Default.aspx?PageContentID=561&tabid
http://vision2020.info.tt/plans/default.aspx
http://www2.unesco.org/wef/countryreports/turks_caicos/rapport_2.html


217

Educación Secundaria (Reformulación 2004- 2006) 
Propuesta Pedagógica para las escuelas de Tiempo Completo (1997)
Plan de Formación Inicial de Maestros (2005) 
Rendición Cuenta Pública ANEP (2005)
Programas coordinados por ANEP (http://www.anep.edu.uy )

Venezuela
Constitución Nacional (1999)
Ley de Educación (1980)
Currículo de Enseñanza Básica: planes y programas (I, II, y III etapa de enseñanza 
básica)
La Escuela Bolivariana (2004)
El Liceo Bolivariano (2004)
La Educación Bolivariana (2004)
Programas del Ministerio de Educación (página web actual)

http://www.anep.edu.uy


219

ANNEX 2: 

Statistical data

Legend:
ISCED 0 : Pre-primary education
ISCED 1 : Primary education
ISCED 2 : Secondary education (lower)
ISCED 3 : Secondary education (upper)
ISCED 23 : Secondary education (lower and upper combined)
ISCED 4 : Post-secondary non tertiary education
ISCED 56 : Tertiary education (non-university and university including doctoral  

 programs)

Reference year:
Information corresponds to 2004 or to school year ending in 2004 unless oth-
erwise stated according to the following legend:

 2005
 2003 or school year ending in 2003
 2002 or school year ending in 2002
 2001 or school year ending in 2001
 2000 or school year ending in 2000
 1999 or school year ending in 1999

Conventions:
n.a.:  Not available
a:  Not applicable
Italics:  National estimation
Bold:  UIS estimation
  Computed by OREALC/UNESCO Santiago using UIS data (BS) or 
  national data (PY and PE)
XXX:  Information corresponds to population 20-44 years of age
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Education System Structure

Duration (years) Compulsory education (years)
Starting 

age

ISCED 0 ISCED 1 ISCED 2 ISCED 3 ISCED 0 ISCED 1 ISCED 2 ISCED 3 ISCED 1

Source UIS

Anguila AI 2 7 3 2 0 7 3 2 5

Antigua and Barbuda AG 2 7 3 2 0 7 3 2 5

Argentina AR 3 6 3 3 1 6 3 0 6

Aruba AW 2 6 2 3 0 6 2 3 6

Bahamas BS 2 6 3 3 0 6 3 3 5

Barbados BB 2 6 3 2 0 6 3 2 5

Belize BZ 2 6 4 2 0 6 4 0 5

Bermuda BM 1 6 3 4 0 6 3 3 5

Bolivia BO 2 6 2 4 0 6 2 0 6

Brazil BR 3 4 4 3 0 4 4 0 7

British Virgin Islands VG 2 7 3 2 0 7 3 2 5

Cayman Islands KY 2 6 3 3 0 6 3 3 5

Chile CL 3 6 2 4 0 6 2 0 6

Colombia CO 3 5 4 2 1 5 4 0 6

Costa Rica CR 2 6 3 2 0 6 3 1 6

Cuba CU 3 6 3 3 0 6 3 0 6

Dominica DM 2 7 3 2 0 7 3 2 5

Dominican Republic DO 3 6 2 4 1 6 2 0 6

Ecuador EC 1 6 3 3 1 6 3 0 6

El Salvador SV 3 6 3 3 0 6 3 0 7

Grenada GD 2 7 3 2 0 7 3 2 5

Guatemala GT 4 6 3 2 0 6 3 0 7

Guyana GY 2 6 3 2 0 6 3 1 6

Haiti HT 3 6 3 4 0 6 0 0 6

Honduras HN 3 6 3 2 0 6 0 0 6

Jamaica JM 3 6 3 2 0 6 0 0 6

Mexico MX 2 6 3 3 0 6 3 1 6

Montserrat MS 2 7 3 2 0 7 3 0 5

Netherland Antilles AN 2 6 2 4 0 6 2 2 6

Nicaragua NI 4 6 3 2 0 6 0 0 7

Panama PN 2 6 3 3 0 6 0 0 6

Paraguay PY 3 6 3 3 0 6 3 0 6

Peru PE 3 6 3 2 0 6 3 2 6

Saint Kitts and Nevis KN 2 7 3 2 0 7 3 2 5

Saint Lucia LC 2 7 3 2 0 7 3 1 5

Saint Vincent and the Grenadines VC 2 7 3 2 0 7 3 1 5

Suriname SR 2 6 4 2 0 6 0 0 6

Trinidad and Tobago TT 2 7 3 2 0 7 0 0 5

Turks and Caicos TC 2 6 3 2 2 6 3 2 6

Uruguay UY 3 6 3 3 0 6 3 1 6

Venezuela VN 3 6 3 2 0 6 3 1 6
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Enrolment by Education Level  (number of students)

ISCED 0 ISCED 1 ISCED 2 ISCED 3 ISCED 4 ISCED 56

Source UIS UIS UIS UIS UIS UIS

AI 499 1 433 647 429 60 a

AG 1 636 13 025 3 288 1 988 1 288 a

AR 1 266 472 4 674 869 2 049 007 1 450 174 a 2 101 437

AW 2 836 10 185 3 341 3 632 a 1 704

BS 3 771 36 070 16 183 14 674 n.a. a

BB 5 901 22 327 12 848 8 452 3 620 7 979

BZ 3 765 48 996 23 809 7 415 3 022 722

BM n.a. 4 810 2 336 2 467 a 1 960

BO 226 119 1 545 797 445 445 618 036 n.a. 346 056

BR 6 991 823 18 919 122 15 519 627 9 072 942 a 3 994 422

VG 663 2 824 1 248 459 1 136 a

KY 580 3 361 1 587 1 114 80 390

CL 394 314 1 755 997 605 927 989 039 a 580 815

CO 1 065 885 5 259 033 3 016 923 1 033 602 a 1 112 574

CR 102 339 558 084 243 090 96 673 a 108 765

CU 483 831 906 293 512 117 420 221 19 775 396 516

DM 1 812 9 872 5 190 2 287 1 872 a

DO 183 549 1 281 885 308 224 474 466 a 293 565

EC 221 197 1 989 665 572 928 423 607 a n.a.

SV 245 918 1 045 485 326 454 169 755 a 120 264

GD 3 376 15 819 8 934 4 726 1 100 a

GT 425 825 2 280 706 474 585 223 976 a 114 764

GY 35 423 114 161 49 270 14 244 2 300 6 933

HT n.a. n.a. n.a. n.a. a n.a.

HN 189 578 1 257 358 311 260 243 550 a 122 874

JM 153 114 331 286 163 267 82 266 48 123 45 770

MX 3 742 633 14 781 327 6 960 113 3 443 740 a 2 322 781

MS 122 468 178 106 17 a

AN 5 972 22 667 7 132 8 136 445 2 285

NI 199 422 941 957 290 510 125 895 a 103 577

PN 73 154 429 837 155 043 98 857 6 670 128 558

PY 146 490 935 722 310 980 199 901 1 553 143 913

PE 1 089 540 4 133 386 1 823 619 838 261 263 593 896 501

KN 1 910 6 394 2 405 1 498 751 a

LC 3 957 23 821 9 344 4 865 2 127 191

VC 3 861 17 536 7 588 2 810 1 194 a

SR 17 049 64 659 29 924 11 076 a 5 186

TT 29 905 137 313 60 937 44 444 8 677 16 751

TC 886 2 117 929 587 580 a

UY 103 691 365 423 184 128 159 489 3 514 101 298

VN 914 920 3 453 379 1 383 891 569 615 a 983 217
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Total coverage -Age-specific enrolment rate (%)

3-18 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Source UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS

AI 79.9 94.2 100.0 100.0 88.3 96.4 91.2 100.0 90.5 80.8 91.2 83.2 88.8 100.0 63.6 6.9 n.a.

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AW 85.8 0.4 79.6 100.0 100.0 100.0 100.0 97.7 100.0 100.0 99.3 97.4 100.0 90.1 82.5 69.9 40.1

BS 74.1 14.5 30.6 87.6 86.0 87.8 97.2 98.4 99.2 94.7 76.0 100.0 100.0 90.7 80.1 30.9 7.3

BB 80.7 63.8 99.8 100.0 100.0 98.2 100.0 100.0 100.0 93.3 100.0 100.0 97.4 94.5 55.9 13.3 1.2

BZ 79.1 18.3 66.6 99.8 100.0 100.0 100.0 100.0 100.0 100.0 100.0 99.1 86.8 71.2 55.1 36.6 19.0

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BR 80.8 16.4 34.6 56.5 82.4 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 95.7 85.9 76.2 53.6

VG 87.4 83.6 91.7 89.1 100.0 99.7 91.8 100.0 92.3 100.0 100.0 100.0 91.1 93.8 76.5 49.2 21.6

KY 76.5 26.2 85.5 79.4 89.0 86.7 88.9 98.1 100.0 95.6 100.0 100.0 100.0 83.0 60.7 17.3 0.2

CL n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

CO 67.4 13.9 29.4 70.6 70.3 87.4 92.2 92.5 92.7 84.6 81.4 79.0 73.6 71.9 59.6 42.7 29.7

CR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

CU 89.3 100.0 100.0 100.0 100.0 96.4 96.8 94.1 95.2 95.0 99.2 100.0 100.0 100.0 75.5 55.4 31.0

DM 83.3 61.1 80.9 85.2 88.9 92.6 99.3 100.0 100.0 100.0 100.0 100.0 100.0 89.8 67.2 39.5 20.4

DO 68.8 10.5 18.2 68.2 73.6 86.8 92.0 92.1 96.6 92.1 97.5 92.5 80.2 66.6 56.2 45.7 33.3

EC 69.0 n.a. 14.1 79.4 98.8 100.0 100.0 100.0 100.0 98.7 87.3 75.1 65.4 59.6 53.7 44.7 24.4

SV n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GD 81.7 82.6 100.0 80.8 89.3 88.1 89.8 88.2 85.8 85.8 75.5 89.9 87.3 84.5 83.7 62.4 31.5

GT 62.9 5.9 11.7 29.8 75.6 92.4 98.0 98.7 98.3 92.6 91.2 84.6 68.6 57.8 42.1 34.9 26.1

GY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 68.6 4.1 25.1 54.0 80.7 95.4 100.0 99.7 95.6 100.0 90.9 94.7 89.6 59.7 39.7 23.2 37.9

JM 81.1 70.6 100.0 100.0 84.6 92.7 96.1 97.1 94.0 86.7 90.2 92.5 94.8 80.2 62.2 33.2 8.5

MX 77.0 20.7 63.7 93.3 98.9 100.0 100.0 100.0 100.0 100.0 96.2 92.3 83.9 61.8 51.6 39.5 18.2

MS 85.9 95.3 95.5 100.0 77.6 100.0 100.0 100.0 100.0 100.0 100.0 100.0 83.3 100.0 84.0 10.2 n.a.

AN 89.7 6.1 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 99.4 100.0 100.0 94.2 69.3 42.9

NI 67.8 25.3 43.5 64.1 66.5 87.7 93.9 95.0 99.1 95.9 93.6 82.8 70.8 63.8 40.1 31.6 22.6

PN 73.3 n.a. 29.9 74.8 99.5 100.0 100.0 100.0 100.0 98.1 85.5 90.2 83.4 72.5 62.7 54.5 24.8

PY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

PE 80.0 43.8 64.4 81.8 87.6 99.2 100.0 100.0 100.0 100.0 100.0 92.6 87.2 84.0 72.0 38.0 19.5

KN 84.4 83.2 100.0 89.4 95.8 98.9 100.0 94.3 100.0 100.0 100.0 91.5 100.0 90.6 70.3 25.1 8.1

LC 78.3 53.2 81.4 99.0 100.0 99.4 97.8 100.0 96.5 92.0 87.3 76.5 74.4 75.9 69.0 34.9 13.0

VC 64.7 n.a. 15.5 60.3 100.0 100.0 100.0 99.7 84.7 79.8 77.5 84.5 67.6 63.7 49.3 33.1 16.7

SR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TT 75.7 62.1 97.4 100.0 95.0 95.8 97.7 94.8 97.5 100.0 91.1 85.1 85.6 79.4 58.7 20.8 7.0

TC 77.8 65.2 63.0 86.7 82.6 83.7 92.2 90.5 78.2 89.7 80.5 92.7 77.2 92.3 100.0 42.8 12.5

UY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VN 71.8 26.3 56.0 75.4 90.1 92.6 100.0 100.0 98.7 93.4 89.5 87.8 80.4 65.7 50.8 26.9 11.4
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Net Enrolment Rate (%)

Net Intake 
Rate to First 
Grade (%)

Number of Tertiary Ed. Students 
per 100 thousand inhabitants*ISCED 0 ISCED 1 ISCED 23

Total M F Total M F Total M F Territorial Residents

Source UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS

AI 91.0 97.5 85.1 88.3 87.2 89.4 92.9 93.0 92.8 71.5 a 622

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. a n.a.

AR 61.7 61.4 62.0 98.8 99.2 98.4 79.1 76.3 81.9 90.7 5 477 5 490

AW 90.3 87.5 93.2 96.6 96.9 96.2 74.3 73.5 75.2 83.9 1 772 1 875

BS 22.6 22.7 22.4 83.7 82.8 84.7 73.8 69.6 78.2 61.7 n.a. n.a.

BB 80.6 82.1 79.0 97.2 97.6 96.8 95.1 92.7 97.6 94.0 n.a. n.a.

BZ 26.7 27.4 25.9 95.2 94.6 95.9 71.4 69.8 73.1 67.0 279 573

BF 36.6 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 3 158 4 900

BO 39.0 38.7 39.2 95.2 94.8 95.7 73.6 74.1 73.1 71.1 3 914 3 954

BR 52.6 57.5 47.4 92.9 n.a. n.a. 75.7 73.3 78.1 n.a. 2 172 2 182

VG 81.3 79.2 83.4 94.7 94.7 94.6 79.5 75.4 83.5 67.1 a 1 320

KY 44.5 47.6 41.3 87.2 89.3 85.2 90.9 86.5 95.6 58.1 n.a. n.a.

CL n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 3 602 3 606

CO 33.9 33.7 34.1 83.2 82.7 83.7 54.9 52.1 57.9 57.3 2 477 2 513

CR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 2 557 2 559

CU 100.0 98.3 100.0 96.2 97.5 94.8 86.6 85.8 87.4 98.8 3 535 3 423

DM 55.5 56.2 54.8 87.7 87.1 88.3 90.4 88.9 91.8 45.9 a 958

DO 28.1 27.7 28.5 86.0 85.3 86.8 49.3 44.6 54.1 59.3 3 396 3 416

EC 62.5 62.3 62.6 97.7 97.2 98.2 52.2 51.8 52.5 85.1 n.a. n.a.

SV 45.7 44.7 46.8 92.3 92.1 92.5 48.1 47.4 48.7 59.4 1 810 1 835

GD 79.7 76.1 83.3 83.9 84.2 83.6 78.2 74.7 81.8 60.5 a 409

GT 26.7 26.6 26.8 93.0 95.4 90.5 33.7 35.1 32.4 69.2 933 953

GY 91.5 91.6 91.3 n.a. n.a. n.a. n.a. n.a. n.a. 98.9 927 1 063

MT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

MN 26.6 26.1 27.2 90.6 89.7 91.5 n.a. n.a. n.a. 60.2 1 743 1 760

JF 91.4 89.7 93.3 90.6 90.2 91.1 79.2 77.9 80.6 74.3 1 744 n.a.

FX 73.7 73.5 73.8 97.8 97.8 97.8 63.8 62.7 64.8 89.3 2 227 2 246

FS 77.1 74.6 80.0 94.3 96.0 92.1 100.0 92.0 97.7 62.7 a 926

AN 100.0 n.a. n.a. n.a. n.a. n.a. 76.9 73.3 80.6 74.5 1 299 1 456

NI 34.5 34.0 35.0 87.9 88.5 87.4 40.7 38.3 43.3 37.7 1 927 1 960

PN 51.7 51.1 52.3 98.2 98.5 98.0 63.7 60.8 66.7 87.9 4 049 4 106

PY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 2 392 2 419

PE 60.2 59.8 60.6 97.1 96.9 97.2 68.8 69.0 68.7 76.1 3 253 3 288

KN 83.2 77.4 89.5 94.0 90.6 97.7 98.3 100.0 96.8 66.4 a 806

LC 57.0 53.3 60.8 97.6 99.0 96.1 71.1 67.9 74.3 71.2 121 768

VC n.a. n.a. n.a. 93.9 95.4 92.5 62.3 61.7 62.9 61.9 a 464

SR 90.5 90.1 91.0 92.4 89.6 95.5 63.2 53.2 73.5 71.1 1 171 1 437

TT 69.9 70.0 69.8 92.2 92.4 91.9 71.9 70.0 73.9 68.3 1 290 1 593

TC 65.1 66.7 63.7 81.5 78.2 84.7 77.7 77.7 77.6 54.6 a 599

UY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 2 945 3 000

VN 49.3 48.8 49.7 92.1 91.8 92.3 61.2 56.9 65.7 63.5 3 807 3 835
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Population 20-39 
years of age who has 
not completed upper 

secondary and at-
tend an educational 

programme (%)

School Life Expectancy
Expected Average Passing 

Grade**
Grade Repeaters 

(%)

Timely Coverage

ISCED 1

First Grade Final Grade

ISCED 0 ISCED 1 ISCED 23 ISCED 1 ISCED 2 ISCED 3 ISCED 1 ISCED 23 Total M F Total M F

Source ECLAC UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS

AI n.a. 2.3 6.6 4.7 5.5 8.2 9.9 21.8 n.a. 74.0 61.0 92.7 50.2 54.8 45.8

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 2.2 1.9 n.a. n.a. 5.9 8.5 10.3 6.4 11.5 100.0 100.0  98.7  72.8  71.9 73.6 

AW n.a. 2.0 6.9 5.1 5.5 7.2 8.5 8.5 17.5 83.9 86.3 81.4 39.7 34.7 44.8

BS n.a. 0.6 n.a. n.a. 5.1 7.3 9.5 n.a. n.a. 61.7 62.1 61.3 50.0 45.9 54.2

BB n.a. 1.8 6.4 5.4 6.0 9.0 11.0 n.a. n.a. 94.0 93.8 94.2 84.1 84.1 84.0

BZ n.a. 0.6 7.5 5.2 6.0 9.2 10.2 10.8 6.3 75.0 76.8 73.1 37.5 34.4 40.6

BM n.a. 0.5 6.2 6.2 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 3.0 1.0 6.9 5.4 6.0 7.8 10.4 1.6 3.4 71.0 n.a. n.a. 40.5 n.a. n.a.

BR 6.9 2.0 n.a. n.a. n.a. n.a. n.a. 20.6 17.4 n.a. n.a. n.a. n.a. n.a. n.a.

VG n.a. 1.8 7.6 4.9 6.5 9.1 10.5 4.1 9.5 74.9 n.a. n.a. 50.7 n.a. n.a.

KY n.a. 0.9 5.6 5.8 5.4 8.6 10.9 n.a. n.a. 58.1 60.0 56.1 71.5 72.8 70.2

CL 1.7 1.5 6.1 5.4 n.a. n.a. n.a. 2.4 2.7 n.a. n.a. n.a. n.a. n.a. n.a.

CO 1.1 1.1 5.6 4.6 4.2 n.a. n.a. 4.3 2.6 51.9 51.8 52.0 31.7 30.0 33.5

CR 5.1 1.3 6.7 3.9 n.a. n.a. n.a. 6.9 9.5 n.a. n.a. n.a. n.a. n.a. n.a.

CU n.a. 3.5 6.0 5.6 5.9 9.0 11.3 0.7 1.0 102.2 103.4 101.0 85.1 84.1 86.1

DM n.a. 1.3 6.7 5.3 6.5 9.8 10.9 4.3 8.1 51.8 49.9 53.9 70.6 71.2 70.1

DO 6.7 1.0 6.7 4.2 5.2 6.5 8.4 7.3 3.1 54.1 55.1 53.0 26.3 23.4 29.2

EC 2.1 0.8 7.0 3.7 6.0 n.a. n.a. 2.0 3.9 88.3 88.0 88.6 47.9 46.6 49.2

SV 1.8 1.5 7.0 3.7 5.2 7.0 n.a. 6.7 3.2 64.6 64.3 64.9 30.0 28.4 31.7

GD n.a. 1.6 6.4 5.2 6.9 9.5 10.9 3.4 7.8 63.7 64.9 62.6 49.3 46.3 52.2

GT 2.0 1.2 6.9 2.5 4.8 n.a. n.a. 13.3 3.1 75.0 76.4 73.5 21.8 22.0 21.7

GY n.a. 2.3 7.7 4.5 n.a. n.a. n.a. 1.4 7.2 n.a. n.a. n.a. n.a. n.a. n.a.

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 4.3 1.0 6.9 3.3 4.9 n.a. n.a. 8.5 n.a. 61.2 60.2 62.2 24.2 22.0 26.6

JM n.a. 2.8 5.7 4.4 n.a. n.a. n.a. 2.8 1.5 n.a. n.a. n.a. n.a. n.a. n.a.

MX 2.3 1.7 6.6 4.8 5.9 8.3 9.7 4.8 2.1 89.3 89.5 89.2 54.5 52.4 56.6

MS n.a. 1.9 7.5 5.7 7.0 10.0 12.0 3.4 n.a. 62.7 54.1 73.3 46.3 35.7 57.7

AN n.a. 2.3 n.a. n.a. 5.8 7.9 10.4 12.6 n.a. 91.7 90.4 93.0 48.2 39.7 56.7

NI 4.4 1.4 6.7 3.2 5.1 6.7 7.3 10.5 6.7 47.3 49.3 45.2 17.7 16.9 18.4

PN 2.1 1.1 6.8 4.2 5.8 8.0 9.5 5.5 4.8 91.1 90.9 91.3 56.7 54.1 59.5

PY 2.1 1.0 n.a. n.a. 5.2 7.1 8.5 7.3 1.1 67.0 65.9 68.2 35.4 32.7 38.1

PE 1.0 1.8 6.9 4.7 5.7 8.0 9.3 7.6 4.6 76.6 76.4 76.9 46.7 46.4 47.1

KN n.a. 2.0 7.1 4.7 6.9 10.0 11.9 n.a. 2.7 69.1 68.3 69.8 79.1 82.3 75.8

LC n.a. 1.4 7.4 4.1 6.9 9.0 10.3 2.3 n.a. 80.7 83.4 77.9 67.9 67.7 68.1

VC n.a. 1.7 7.4 3.9 6.5 8.9 9.7 6.4 9.6 67.9 69.3 66.5 43.7 38.8 48.7

SR n.a. 1.8 n.a. n.a. n.a. n.a. n.a. 11.3 n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TT n.a. 1.7 7.1 4.2 6.5 8.9 10.2 5.2 0.9 72.7 73.4 72.0 49.9 47.6 52.4

TC n.a. 2.1 5.6 4.7 5.1 7.5 9.2 5.5 1.9 54.6 50.3 58.7 50.4 52.6 48.1

UY 4.2 1.8 n.a. n.a. n.a. n.a. n.a. 8.3 10.1 n.a. n.a. n.a. n.a. n.a. n.a.

VN n.a. 1.7 6.3 3.6 5.2 7.3 8.1 7.3 8.4 66.1 66.3 65.8 42.9 40.0 46.0
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Completion

Population who has completed Primary education (%)***

15-19 years of age 15+ years 
of age

15-39 years 
of ageTotal M F Urban Rural Aboriginal Non abor.. High. Quin. Low. Quin. High. Dec. Ext. Poverty

Source UIS/ECLAC UIS/ECLAC UIS/ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC

AI n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 97.1 96.6 97.7 n.a. n.a. n.a. n.a. 99.4 94.6 100.0 n.a. 90.9 96.7

AW 97.5 97.4 97.5 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 91.4 95.0

BS 99.9 99.8 99.9 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 98.8 99.1

BB 99.8 99.8 99.9 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 99.7 99.9

BZ 81.2 79.2 83.4 90.5 72.9 n.a. n.a. n.a. n.a. n.a. n.a. 72.3 76.3

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 88.7 90.5 86.8 93.5 78.9 85.4 92.2 94.8 73.4 94.3 69.8 60.9 76.2

BR 92.6 90.6 94.6 94.6 84.0 91.0 92.7 98.5 83.9 98.8 70.8 76.5 87.1

VG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

KY 99.4 99.2 99.5 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 97.2 98.5

CL 98.3 98.0 98.7 98.7 96.1 96.5 98.5 99.5 97.1 99.3 92.0 86.2 95.7

CO 91.1 89.0 93.2 95.2 80.5 n.a. n.a. 96.7 86.5 99.1 86.4 76.3 87.0

CR 92.3 91.0 93.7 94.9 88.8 n.a. n.a. 97.6 86.7 93.0 72.9 81.6 89.2

CU 98.2 97.7 98.7 98.8 96.4 98.0 98.3 n.a. n.a. n.a. n.a. 87.9 97.4

DM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

DO 86.1 82.8 89.7 89.2 80.2 n.d n.d 92.0 81.5 97.8 79.6 67.1 80.6

EC 92.8 91.9 93.7 95.0 88.5 87.8 93.4 96.4 86.8 97.1 84.8 79.3 90.1

SV 76.1 74.4 77.9 85.7 64.2 n.a. n.a. 92.9 58.6 97.5 55.7 57.9 70.6

GD n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GT 58.3 64.1 52.7 75.3 44.8 41.6 69.3 82.2 36.2 93.2 45.0 42.7 52.0

GY 82.0 77.7 85.7 83.0 75.9 n.a. n.a. n.a. n.a. n.a. n.a. 69.7 78.7

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 70.6 66.8 74.4 84.4 58.1 n.a. n.a. 90.1 48.1 95.2 54.6 53.0 64.8

JM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

MX 93.9 94.2 93.7 96.2 90.2 n.a. n.a. 99.2 85.4 99.0 83.5 75.3 88.7

MS n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

NI 71.3 67.7 75.2 81.3 40.2 48.1 65.1 86.3 37.4 94.5 49.2 58.5 67.6

PN 95.0 94.8 95.2 98.1 89.1 72.7 96.6 99.4 85.6 99.5 79.6 84.4 92.2

PY 89.5 87.1 92.0 94.2 83.6 83.2 95.9 96.5 80.9 98.4 67.4 72.5 84.8

PE 91.6 93.1 90.0 96.0 83.1 88.1 90.1 97.6 78.3 98.8 76.5 67.8 85.5

KN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

LC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

SR 95.9 96.6 95.3 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 89.5 93.9

TT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

UY 96.4 95.4 97.5 n.d n.d n.d n.d 99.4 91.7 n.a. n.a. 86.8 96.3

VN 91.5 89.1 94.0 n.d n.d n.d n.d 94.6 87.5 98.3 83.7 82.4 89.8
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Completion

Population who has completed lower secondary (%)***

20-24 yeasrs of age 20+ years 
of age

20-39 years 
of ageTotal M F Urban Rural Aboriginal Non abor.. High. Quin. Low. Quin. High. Dec. Ext. Poverty

Source UIS/ECLAC UIS/ECLAC UIS/ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC

AI n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 83.2 80.7 85.7 83.2 n.a. n.a. n.a. 96.0 64.2 97.5 n.a. 62.1 76.4

AW n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BS 97.4 96.8 98.1 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 90.1 95.5

BB 98.7 98.2 99.2 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 78.1 96.1

BZ n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 74.5 81.4 67.8 82.5 52.8 69.3 81.1 90.2 43.4 91.7 44.8 46.3 61.9

BR 70.9 67.6 74.2 76.3 41.9 65.6 71.3 95.3 37.4 96.1 22.8 47.6 60.6

VG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

KY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

CL 94.3 93.7 95.0 96.0 81.2 87.2 94.8 99.0 85.6 99.0 70.4 74.3 89.4

CO 72.3 69.9 74.5 82.1 42.0 n.a. n.a. 89.8 54.7 95.8 50.0 48.5 62.4

CR 55.5 53.3 57.9 65.6 38.7 n.a. n.a. 79.0 33.7 86.5 19.3 42.5 49.3

CU 87.0 85.6 88.5 91.1 73.7 86.6 87.2 n.a. n.a. n.a. n.a. 68.8 87.4

DM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

DO 75.8 74.0 77.6 83.3 61.0 n.a. n.a. 85.5 60.5 90.6 58.1 52.4 66.7

EC 63.3 62.7 63.9 74.9 36.0 42.2 65.6 89.7 35.3 89.8 42.9 45.7 58.4

SV 58.4 60.1 56.9 71.3 37.8 n.a. n.a. 84.1 24.6 92.9 28.2 38.8 52.8

GD n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GT 33.2 36.4 30.3 52.4 14.2 16.0 43.4 62.7 10.3 79.6 9.4 21.1 28.2

GY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 28.9 25.1 32.5 48.6 9.1 n.a. n.a. 62.5 4.9 75.6 8.3 21.3 27.0

JM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

MX 74.1 75.1 73.2 81.7 58.7 n.a. n.a. 93.2 42.0 96.9 33.9 50.3 66.4

MS n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

NI 46.3 42.1 50.4 52.4 12.2 18.1 36.9 64.9 11.4 79.0 18.5 29.9 41.8

PN 70.7 67.2 74.3 82.2 46.5 27.8 73.7 90.2 33.8 87.5 33.2 55.1 65.5

PY 61.1 61.8 60.4 72.3 43.4 43.2 75.9 83.3 31.7 94.2 21.0 40.3 53.0

PE 73.8 75.8 71.8 85.9 44.2 67.9 71.5 93.2 34.7 95.7 39.7 52.9 67.3

KN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

LC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

SR 66.6 64.5 69.0 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 50.6 63.5

TT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

UY 71.3 68.1 74.5 71.3 n.d n.a. n.a. 95.5 34.1 n.a. n.a. 51.9 68.4

VN 67.6 61.5 74.0 67.6 n.d n.a. n.a. 84.7 51.0 91.1 38.0 51.4 62.3
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Completion

Population who has completed upper secondary (%)***

20-24 yeasrs of age 20+ years 
of age

20-39 years 
of ageTotal M F Urban Rural Aboriginal Non abor.. High. Quin. Low. Quin. High. Dec. Ext. Poverty

Source UIS/ECLAC UIS/ECLAC UIS/ECLAC ECLAC ECLAC ECLAC ECLAC ECLAC CEPAL ECLAC ECLAC ECLAC ECLAC

AI n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 68.7 65.0 72.5 n.a. n.a. n.a. n.a. 90.2 45.0 94.6 n.a. 50.4 62.8

AW 70.6 68.4 72.7 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 56.0 69.1

BS 86.9 83.5 90.1 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 70.9 82.6

BB 96.3 94.5 98.1 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 67.2 91.8

BZ 38.9 37.1 40.5 52.4 22.4 n.a. n.a. n.a. n.a. n.a. n.a. 24.8 32.7

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 51.4 56.2 46.9 60.6 26.7 46.3 58.0 73.5 19.6 82.4 24.0 30.6 41.2

BR 48.8 44.1 53.6 54.0 20.8 40.7 49.4 85.6 15.2 86.3 7.8 33.3 42.5

VG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

KY 89.9 86.2 92.7 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 78.7 87.5

CL 73.9 71.7 76.1 77.5 45.6 60.0 74.7 92.5 50.0 96.2 27.1 49.8 65.3

CO 60.3 57.8 62.6 70.3 29.4 n.a. n.a. 84.1 40.0 92.8 38.8 39.2 51.7

CR 41.2 39.0 43.4 49.0 28.1 n.a. n.a. 69.4 17.0 76.8 10.3 32.6 37.8

CU 47.9 42.7 53.3 54.8 28.0 46.0 49.0 n.a. n.a. n.a. n.a. 29.0 38.1

DM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 35.3 45.0

DO 46.9 42.2 52.0 54.8 31.5 n.a. n.a. 63.3 29.8 77.3 30.4 29.0 38.1

EC 48.3 47.4 49.3 58.8 23.7 26.6 50.7 79.4 22.2 83.0 25.8 35.3 45.0

SV 36.5 36.9 36.1 49.0 16.6 n.a. n.a. 67.7 8.2 82.3 12.1 25.0 34.1

GD n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GT 24.9 26.7 23.3 42.0 8.1 10.3 33.6 56.8 3.7 72.0 4.8 14.3 21.4

GY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 31.1 44.4

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 21.4 18.6 24.2 37.4 5.4 n.a. n.a. 53.7 2.3 66.3 4.7 15.2 20.1

JM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

MX 40.6 40.1 41.0 48.4 24.8 n.a. n.a. 71.5 11.9 84.7 6.8 27.5 35.0

MS n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

NI 33.9 31.0 36.7 39.2 7.3 7.1 27.1 55.4 4.4 71.6 10.7 22.9 31.3

PN 52.6 48.1 57.3 63.4 30.0 11.9 55.5 76.9 16.9 76.6 17.0 39.6 48.4

PY 43.9 43.6 44.1 54.4 27.1 26.4 58.3 69.1 13.5 88.1 9.4 28.8 38.7

PE 65.3 65.7 65.0 78.2 34.1 57.9 61.6 89.0 26.2 90.5 28.6 46.4 59.2

KN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

LC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

SR 15.9 13.3 18.7 n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. 8.7 12.5

TT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

UY 39.2 35.2 43.2 n.d n.d n.a. n.a. 75.4 7.3 n.a. n.a. 29.6 38.0

VN 52.5 46.4 58.8 n.d n.d n.a. n.a. 72.6 35.4 81.4 23.6 38.0 46.8
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Completion

Current completion (%)**

ISCED 1 ISCED 2 ISCED 3

Total M F Total M F Total M F

Source UIS UIS UIS UIS UIS UIS UIS UIS UIS

AI 55.3 55.7 55.6 95.8 95.8 96.5 93.7 96.2 92.4

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 99.5 100.0 97.3 80.6 83.8 77.5 57.4 63.0 52.0

AW 100.0 100.0 100.0 91.1 85.5 96.9 29.5 25.9 33.4

BS 96.8 96.6 97.0 85.7 84.9 86.5 71.1 68.6 73.6

BB 100.0 100.0 100.0 100.0 100.0 100.0 100.0 99.4 100.0

BZ 100.0 104.0 100.0 65.5 63.1 68.0 52.0 45.5 58.6

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 100.0 100.0 100.0 100.0 100.0 100.0 58.3 59.2 57.5

BR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VG 98.6 97.3 100.0 79.3 73.4 85.0 68.1 46.7 90.0

KY 100.0 100.0 97.7 100.0 100.0 100.0 67.4 66.7 68.2

CL 97.3 95.6 98.9 97.3 97.4 97.2 68.4 71.7 65.1

CO 94.2 92.5 96.0 n.a. n.a. n.a. n.a. n.a. n.a.

CR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

CU 100.0 100.0 100.0 100.0 100.0 100.0 79.3 78.6 80.1

DM 100.0 100.0 100.0 100.0 100.0 100.0 76.3 61.0 91.3

DO 90.8 88.2 93.4 72.8 66.8 79.1 24.8 20.9 28.7

EC 100.0 100.0 100.0 n.a. n.a. n.a. n.a. n.a. n.a.

SV 88.5 88.8 88.1 66.7 66.3 67.1 n.a. n.a. n.a.

GD 91.0 91.1 90.8 94.3 88.3 100.0 80.6 68.0 93.6

GT 72.3 77.6 67.1 n.a. n.a. n.a. n.a. n.a. n.a.

GY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 81.1 78.9 83.5 n.a. n.a. n.a. n.a. n.a. n.a.

JM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

MX 99.2 n.a. n.a. 78.5 n.a. n.a. 38.6 n.a. n.a.

MS 61.0 56.6 65.5 100.0 99.9 100.0 100.0 101.6 100.0

AN 100.0 98.6 100.0 100.0 100.0 100.0 64.9 57.2 72.7

NI 73.7 70.3 77.1 53.6 48.9 58.4 44.1 38.4 50.1

PN 97.1 96.9 97.3 73.1 70.1 76.3 51.1 48.0 54.3

PY 100.0 100.0 100.0 68.1 67.2 69.1 48.4 45.9 50.9

PE 98.4 99.0 97.8 82.2 84.7 79.6 75.4 76.0 74.7

KN 100.0 100.0 100.0 100.0 100.0 100.0 70.2 59.3 80.3

LC 100.0 100.0 100.0 81.8 82.5 81.2 72.6 63.5 81.8

VC 84.1 78.3 89.8 75.7 71.8 79.6 46.5 38.3 54.9

SR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TT 93.7 92.3 95.2 81.1 79.4 82.9 72.6 70.0 75.2

TC 98.6 100.0 93.3 89.4 99.5 79.1 93.5 85.7 101.7

UY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VN 89.6 87.2 92.1 64.4 58.8 70.3 47.5 41.3 53.9
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Illiteracy†

Population 15+ years of age Population 15-24 years of age

% (number) % (number)

Total M F Total M F Total M F Total M F

Source UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS UIS

AI n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AR 2.8 2.8 2.8 756 287 364 586 391 702 1.1 1.3 0.9 71 379 42 932 28 447

AW 2.7 2.5 2.9 1 890 811 1 079 1.0 1.1 0.8 110 62 48

BS n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BB n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BZ n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

BO 13.3 6.9 19.3 683 049 175 198 507 852 2.7 1.5 3.9 43 188 11 887 31 301

BR 11.4 11.6 11.2 15 051 896 7 457 934 7 593 962 3.2 4.2 2.1 1 122 581 755 091 367 490

VG n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

KY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

CL 4.3 4.2 4.4 495 479 238 071 257 408 1.0 1.2 0.8 26 253 15 784 10 468

CO 7.2 7.1 7.3 2 216 528 1 063 884 1 152 643 2.0 2.4 1.6 167 407 102 596 64 810

CR 5.1 5.3 4.9 137 754 72 607 65 147 2.4 2.8 2.0 17 969 10 780 7 189

CU 0.2 0.2 0.2 17 911 8 553 9 358 0.0 0.0 0.1 668 328 340

DM n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

DO 13.0 13.2 12.8 730 625 373 387 357 238 5.8 7.0 4.6 102 120 62 509 39 611

EC 9.0 7.7 10.3 740 511 314 786 425 726 3.6 3.6 3.5 88 240 45 359 42 882

SV n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GD n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

GT 30.9 24.6 36.7 2 034 504 770 146 1 264 358 17.8 13.6 21.6 420 916 158 855 262 061

GY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 20.0 20.2 19.8 773 274 390 854 382 419 11.1 13.1 9.1 152 497 91 170 61 327

JM 20 26 14 339 800 215 598 124 202 n.a. n.a. n.a. n.a. n.a. n.a.

MX 9.1 7.6 10.4 6 521 246 2 624 692 3 896 554 2.4 2.5 2.4 492 439 249 303 243 136

MS n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

AN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

NI 23.3 23.2 23.4 691 266 339 501 351 764 13.8 16.4 11.2 153 687 92 095 61 592

PN 8.1 7.5 8.8 162 819 75 266 87 554 3.9 3.5 4.4 21 353 9 612 11 741

PY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

PE 12.3 6.5 17.9 2 270 534 606 444 1 664 090 3.2 2.2 4.3 173 989 59 447 114 543

KN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

LC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

SR 10.4 8.0 12.8 32 401 12 184 20 217 5.1 4.4 5.9 4 539 1 955 2 584

TT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TC n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

UY n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

VN 7.0 6.7 7.3 1 166 409 560 099 606 309 2.8 3.7 1.9 136 634 90 464 46 170
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Trained teachers (%)
Investment per Student (con-

stant 2000 USD PPP)††

Public Investment on Education

as % of GDP
as % of Total Public 

ExpenditureISCED 0 ISCED 1 ISCED 2 ISCED 3 ISCED 1 ISCED 23

Source UIS UIS UIS UIS UIS UIS UIS UIS

AI 65.8 67.0 61.0 58.1 n.a. n.a. 7.4 n.a.

AG 45.1 46.9 40.7 62.0 n.a. n.a. 3.8 n.a.

AR n.a. n.a. n.a. n.a. 1 242 1 626 3.5 12.0

AW 100.0 100.0 95.2 95.2 n.a. n.a. 4.6 13.8

BS 59.8 94.8 97.9 97.0 n.a. n.a. n.a. n.a.

BB 88.9 74.6 62.9 62.6 n.a. n.a. 7.3 17.3

BZ 68.2 51.4 43.0 43.1 955 658 5.1 18.1

BM 100.0 100.0 100.0 100.0 n.a. n.a. n.a. n.a.

BO 78.6 90.6 19.4 73.1 410 325 6.4 18.1

BR n.a. n.a. n.a. n.a. 799 827 4.1 10.9

VG 20.4 82.3 69.3 68.6 n.a. n.a. 4.7 17.8

KY 95.5 99.6 99.1 100.0 n.a. n.a. n.a. n.a.

CL n.a. n.a. n.a. n.a. 1 293 1 433 3.7 18.5

CO n.a. n.a. n.a. n.a. 1 114 1 069 4.9 11.7

CR 91.5 97.4 83.7 86.2 1 494 1 581 4.9 18.5

CU 100.0 100.0 77.0 80.2 n.a. n.a. n.a. 19.4

DM 77.8 63.6 36.3 35.1 n.a. n.a. n.a. n.a.

DO 77.4 79.3 87.1 79.4 343 91 1.1 6.3

EC 71.7 70.9 69.7 69.2 109 207 n.a. n.a.

SV n.a. n.a. n.a. n.a. 438 419 2.8 20.0

GD 32.5 68.0 30.4 31.2 904 993 5.2 12.9

GT 100.0 100.0 100.0 100.0 260 141 n.a. n.a.

GY 45.9 57.5 57.0 57.3 1 044 897 5.5 18.4

HT n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

HN 63.9 87.2 65.4 62.4 n.a. n.a. n.a. n.a.

JM 67.0 79.5 n.a. n.a. 483 838 4.9 9.5

MX n.a. n.a. n.a. n.a. 1 403 1 520 5.8 23.8

MS 100.0 86.4 68.4 72.7 n.a. n.a. 4.9 n.a.

AN 100.0 100.0 100.0 100.0 n.a. n.a. n.a. n.a.

NI 22.2 74.6 42.4 53.6 304 358 3.1 15.0

PN 49.2 74.3 82.0 85.5 664 846 3.9 8.9

PY n.a. n.a. n.a. n.a. 547 614 4.3 10.8

PE n.a. n.a. n.a. n.a. 305 419 3.0 17.1

KN 46.4 55.0 35.5 35.3 829 3 536 4.4 12.7

LC 55.2 77.8 60.9 59.9 924 1 096 5.0 n.a.

VC 59.2 72.1 42.0 42.4 1 142 1 121 11.1 20.3

SR n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.

TT 25.0 81.0 55.6 55.6 1 278 1 510 4.3 n.a.

TC 62.7 91.4 100.0 100.0 n.a. n.a. n.a. 16.5

UY n.a. n.a. n.a. n.a. 501 556 2.2 7.9

VN n.a. n.a. n.a. n.a. n.a. n.a. n.a. n.a.
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Gross Domestic Product 
per capita  (constant 2000 

USD PPP)

Percentage of population …†††

Gini coefficient for Income 
Distribution†††

living in …
… living in rural areas

Poverty Extreme Poverty

Source WB ECLAC ECLAC ECLAC ECLAC

AI n.a. n.a. n.a. 0.0 n.a.

AG 11 567 n.a. n.a. 61.6 n.a.

AR 12 222 29.4 11.1 8.2 0.537

AW n.a. n.a. n.a. 55.3 n.a.

BS 16 399 n.a. n.a. 10.0 n.a.

BB n.a. n.a. n.a. 47.1 n.a.

BZ 6 201 n.a. n.a. 51.4 n.a.

BM n.a. n.a. n.a. n.a. n.a.

BO 2 499 62.4 37.1 35.8 0.614

BR 7 531 38.7 13.9 16.6 0.621

VG n.a. n.a. n.a. 34.6 n.a.

KY n.a. n.a. n.a. n.a. n.a.

CL 9 994 18.7 4.7 13.4 0.552

CO 6 669 50.6 23.7 23.4 0.575

CR 8 714 20.3 8.2 37.4 0.488

CU n.a. n.a. n.a. 23.9 n.a.

DM 5 186 n.a. n.a. 27.3 n.a.

DO 6 846 44.9 20.3 34.4 0.544

EC 3 643 49.0 19.4 37.2 0.513

SV 4 633 48.9 22.1 42.2 0.525

GD 7 372 n.a. n.a. 57.8 n.a.

GT 3 964 60.2 30.9 50.0 0.543

GY 4 080 n.a. n.a. 61.5 n.a.

HT 1 739 n.a. n.a. 58.2 n.a.

HN 2 644 77.3 54.4 52.1 0.588

JM 3 826 n.a. n.a. 47.8 n.a.

MX 9 010 37.0 11.7 23.5 0.516

MS n.a. n.a. n.a. 86.2 n.a.

AN n.a. n.a. n.a. 29.9 n.a.

NI 3 340 69.3 42.3 43.1 0.579

PN 6 689 34.0 17.4 34.2 0.515

PY 4 423 61.0 33.2 41.6 0.570

PE 5 219 54.7 21.6 27.4 0.523

KN 11 674 n.a. n.a. 68.1 n.a.

LC 5 812 n.a. n.a. 68.7 n.a.

VC 5 880 n.a. n.a. 39.5 n.a.

SR n.a. n.a. n.a. 22.8 n.a.

TT 11 196 n.a. n.a. 23.8 n.a.

TC n.a. n.a. n.a. n.a. n.a.

UY 8 658 15.4 2.5 8.1 0.455

VN 5 554 48.6 22.2 7.2 0.500
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Notes:
* Indicators computed by OREALC/UNESCO Santiago using UIS enrollment data and UNPD population data. 

About the difference between the territory-based and the residence-based approaches see the corresponding 
methodological note.

** Indicators computed by OREALC/UNESCO Santiago according to UIS enrollment distribution by age and grades 
data and number of repeaters. See details in the corresponding methodological notes.

*** UIS data produced using educational attainment surveys (marked in bold) Cuban data taken from its 20002 
Population Census. Other countries: household surveys collected and processed by ECLAC. For the definitions 
of population sub-groupings see the corresponding methodological note.

† UIS estimations published in September 2006 (reference years depend on the source used in each case) Jamaican 
data produced by testing.

†† UIS data as percentage of GDP per capita, converted into USD PPP (constant values 2000) using World Bank 
information on GDP.

††† Information taken from ECLAC (2005)
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This document provides a comprehensive look at the state of

education in Latin America and the Caribbean.  The trends provoking

change in education, usually associated to process of education

reform, have been increasingly influenced by the recognition of

education as a fundamental human right and by an “expanded vision”

of education best expressed 17 years ago in Jomtien by the world

initiative of Education for All.

This report reviews and assesses the progress of countries in regard

to guaranteeing the basic right to education.  In so doing, it takes

into account the internationally agreed-upon goals of Education for

All (EFA) as well as the strategies and principles which, in its Regional

Education Project for the Latin America and the Caribbean (PRELAC),

the region has identified as key.  From this perspective, it is both a

response to an explicit request of the ministers of education in this

regard, as well as an effort that directly touches on UNESCO`s role

as an intellectual ally of its members in the search for fulfilling those

key principles and rights that have determined the activities of the

United Nations since its creation.

Thus, this report, rather than being a compendium of “data”, is an

analysis grounded on evidence of the state of education.  It has been

written with the understanding that quality education for all is a

basic human right.  For this reason, it has been organized taking into

account dimensions that on the one hand, define this right and on

the other, characterized public action in the field of education.  Thus,

it seeks to treat the relevance, pertinence, and equity of education,

as well as the efficiency and efficacy of the operation of education

systems.
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