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INTRODUCTORY NOTE: 

DIRECTOR OF DEPARTMENT OF EDUCATION AND CULTURE

Research shows that one of the most important determinants of democratic values and attitudes is a person’s education.  Therefore, it is only fitting that article 16 of the Inter-American Democratic Charter, adopted by our member states on September 11, 2001, emphasizes the critical role that education plays in ensuring the strength and viability of our democracies, stating that: 

“Education is key to strengthening democratic institutions, promoting the development of human potential, and alleviating poverty and fostering greater understanding among our peoples.” 

In addition, Article 27 of the Charter declares that:

“...special attention shall be given to the development of programs and activities for the education of children and youth as a means of ensuring the continuance of democratic values, including liberty and social justice.”

In response, Ministers of Education of the 34 member states of the Organization of American States (OAS) have asked the Inter-American Committee on Education, through the OAS Department of Education and Culture, to implement an Inter-American Program on Education for Democratic Values and Practices.  As part of this Program, we are working with the member states to develop, analyze and compare policies and programs in the field of education for democratic citizenship. 

While recognizing that no one single policy or program fits every context, we believe that international comparison can provide valuable insights that can inform actions within individual contexts. It is in this spirit that we promote policy dialogue and the sharing of experiences among policy makers, practitioners and researchers.  And it is in this spirit that we have undertaken this study, based on information provided by our member states, to understand and share current policies on education for democratic citizenship throughout the Americas.

There is a wealth of experience in the region on how to help young people acquire the knowledge, skills, and beliefs or dispositions that can help them to become thoughtful and active participants in democratic societies.  We aim to bring this experience together, organize and interpret it, and share the results with as broad an audience as possible.  We hope that this study is a useful contribution to the work of the individuals and groups who are working tirelessly to promote a culture of democracy in the Americas through education.   

Lenore Yaffee Garcia,

Director

Department of Education and Culture

Executive Secretariat for Integral Development

Organization of American States

INTRODUCTORY NOTE:  

COORDINATOR OF THE INTER-AMERICAN PROGRAM ON EDUCATION FOR DEMOCRATIC VALUES AND PRACTICES

Ministers of Education of the member states of the OAS established education for democratic citizenship as one of their main priorities at the IV Inter-American Meeting of Ministers of Education held in Trinidad and Tobago in August 2005.  Ministers discussed how education might better respond to trends among citizenry that indicate a decline in civic participation and declining faith in the efficacy of democratic political institutions to deliver the benefits of democracy. Finally, ministers committed to launching the Inter-American Program on Education for Democratic Values and Practices in order to strengthen their own policies and programs in this area. 

Three main conclusions can be drawn from the deliberations that took place at the IV Meeting of Ministers and from findings presented in this OAS report on National Policies in Education for Citizenship.  

The first conclusion is that advances have been made in this area over the past decade, evidenced by the fact that many countries in the region now have specific policies and reforms in education for democratic citizenship. 

The second conclusion is that there has been a significant shift in research and policy discourse on the topic. This shift involves a move from an emphasis on the acquisition of civic knowledge to a more dynamic conceptualization that incorporates cognitive, behavioral, and emotional aspects into citizenship learning. Many countries are moving to transversal and whole-school approaches in their delivery of citizenship education. This implies aligning reforms in curricular, pedagogic, and administrative dimensions of schooling.  

The third conclusion is that considerable gaps continue to exist between policy aims in education for democratic citizenship and actual practices in schools. From the perspective of the OAS, a main factor contributing to this gap is the disconnect between research, policy, and practice. 

Therefore, we have focused the efforts of the Inter-American Program on promoting collaboration and dialogue between a variety of stakeholders working in this area in both formal and non formal education and in other spaces, such as the media.  In addition, we are working to structure the initiative so that we can better leverage the unique strengths, creativity, and hard work of those individuals and organizations working in the field. This implies a transformation from a centralized program mentality to a more dynamic and decentralized alliance. 

To move in that direction the OAS, with the support of the Inter-American Committee on Education (CIE), established an advisory board composed of an interdisciplinary group of policymakers, researchers, and practitioners from each sub region of the Americas. The role of the Advisory Board is to pool together their diverse knowledge and expertise in order to identify the current gaps in research, professional development and information exchange in the hemisphere and make strategic recommendations for the Inter-American Program’s activities. Several Advisory Board members play a proactive part in leading key initiatives of the Program, such as the Inter-American Journal on Education for Democracy www.ried-ijed.org. In their first meeting, held in Bogotá, Colombia in 2005, the Advisory Board recommended that the Program compile and analyze current policies and programs in education for democratic citizenship in the hemisphere. 

The following is the first of several reports that aim to compile information on current policies, programs, and research in education for democratic citizenship. Upcoming reports will focus on promising programs from around the region and on the state of evaluation of citizenship education policies in the Americas. We hope that these reports and the other activities of the Inter-American Program contribute to dialogue and increased collaboration among those working to strengthen a democratic culture in the Americas.  

Jorge Baxter

Coordinator, Inter-American Program on Education for Democratic Values and Practices

Department of Education and Culture, Executive Secretariat for Integral Development

Organization of American States

TABLE OF CONTENTS

Introduction
1

Context
1

      Education for Democratic Citizenship
2

      Inter-American Program on Education for Democratic Values and Practices
3 

      Goals of this Study
3

Research Questions
4

Method and data collection
4

Results
5

       National Policies, Policy Definitions and Standards
5

                An Overview of Policies and Goals in Education for Democratic Citizenship
5

                Policy Definitions of Education for Democratic Citizenship
9

                National Standards
10

                Description of National Standards
10

       Opportunities, Target Ages and Pedagogical Approaches
13

                Spaces for Democratic Citizenship Education
13

                Age Levels for Democratic Citizenship Education
15

                Pedagogical Approach
17

       Policy Implementation, Training, Monitoring and Evaluation
20

                Policy Implementation
20  

                Mandatory Policy Implementation
20

                Training for Policy Implementation
21

                Mechanisms to Monitor Policy Implementation
23

                Evaluation of Policy Impact
27

       Main Challenges Faced and Priority Needs
28

Discussion
33

       Directions for Future Research
34

       Limitations of this Study
35

Summary and Conclusions
36

References
37

INTRODUCTION

During the last 25 years, a trend toward democratically elected governments occurred in widespread regions of the world.  In many societies, these changes have brought about questions on how best to prepare citizens—especially youth—for their role as democratic citizens.  As civic leaders and policy-makers endeavor to strengthen democracy, they have increasingly begun to examine how schools and other societal institutions prepare people to take part in the civic life of their communities and nation.   The development of specific knowledge, skills, and dispositions is deemed to be essential to maintain progress toward democracy and to foster social cohesion and understanding.


This goal seems especially pressing today as many countries, including many in the Americas, find themselves with increasing numbers of citizens, particularly young citizens, who are disengaged from the political system and lack a sense of belonging to the civic culture (Torney-Purta, Schwille, Amadeo, 1999). The aim of this study is to examine the ways in which countries in the Americas have conceptualized education for democratic citizenship
 and how it is being addressed through national or provincial policies and standards.

Context

Latin America and the Caribbean experienced substantial political change over the past 25-30 years.  In particular, many Latin American countries experienced a transition from authoritarian to democratic rule.  In fact, before 1978, only three countries in the region (Colombia, Costa Rica, and Venezuela) held competitive, free elections.  By 1990 transitions toward democracy occurred in most countries of Latin America, and with these transitions came an expansion of democratic institutions and processes and respect for human rights (Reimers, 2007).

However, the region’s economic disparity may challenge citizens’ commitment to democracy. The countries in Latin America and the Caribbean are among the world’s most unequal in terms of income and access to health care and quality education.  According to a 2003 World Bank report: “The richest one-tenth of the population of Latin America and the Caribbean earn 48 percent of total income, while the poorest tenth earn only 1.6 percent”. According to a recent opinion poll, while most citizens in the region prefer democracy, half of the respondents would be “willing to accept authoritarian government if it could solve their country’s economic problems” (OAS, 2005, p.1).  And, in a comparative study of civic knowledge and attitudes, the responses from secondary school students in Colombia suggested that they were more likely than students from other countries in the study to be “sensitive to the potential threat to democracy posed by unequal wealth distributions” (Torney-Purta & Amadeo, 2004, p. 73).


The research described above as well as other recent studies have called policy-makers’ attention to the need to promote and enhance democratic knowledge and culture.  For example, the 2004 Latinobarometro report indicated that support for democracy in Latin American had fallen from 61% in 1996 to 53% in 2004 (as cited in OAS, 2005, p.4).  And, in the IEA Civic Education Study students from the two participating Latin American countries had relatively low scores on a test of knowledge of democracy as compared to students from the other 26 countries.  The Latin American students, however, had scores above the international average on a number of attitude scales, including a scale which measured students’ expectations that they would participate in political activities as adults (Torney-Purta, et. al, 2001). 

This concern about education for democracy is also evident in other parts of the region.  For example, many educators, and policy advocates in the United States have examined ways that schools and other institutions prepare citizens for democracy.  As Kahne (2005) noted: “This focus reflects concern regarding the health of democracy in the United States and, in particular, young peoples’ declining civic and political engagement” (p.1). 

The Inter-American Democratic Charter, adopted by the ministers of foreign affairs of the Americas in September 2001, emphasizes the importance of promoting democratic values to establish a democratic culture and to teach new generations to commit themselves to those values and practices. Articles 26, 27, and 28 of the Inter-American Democratic Charter express the OAS commitment to promoting a democratic culture through formal and non-formal education and specify that “Special attention shall be given to the development of programs and activities for the education of children and youth as a means of ensuring the continuance of democratic values, including liberty and social justice.”

In summary, political, social, and economic changes in Latin America and the Caribbean were among the factors taken into consideration when this study was undertaken.  The shift from authoritarian to democratic rule coupled with economic hardship and general concern that support for democracy among young people is low has increased attention on the importance of promoting a democratic culture.  

Education for Democratic Citizenship

Although the concepts are related, citizenship and civics education differ from education for democratic citizenship (also sometimes referred to as education for democracy). Indeed, authoritarian countries can and do develop citizenship programs to help sustain their form of government.  Education for democratic citizenship, however, is qualitatively different from a more generalized citizenship or civics programs. Villegas-Reimers (2005) described education for democracy in the following way. 
Educating citizens for democracy requires a systemically planned process of education that deviates from civic education in authoritarian regimes. Information taught in a particular class such as Civic Education or Social Studies is a necessary but not sufficient element of that process. A successful program of education for democracy addresses the development of  specific knowledge, skills, values and attitudes, not only by sharing relevant information but also by providing opportunities for the students to experience democratic practices, question and  deliberate, and by participating in decision-making processes. In other words, educating for democratic citizenship is most effective when students are immersed in an atmosphere that is democratic in its structures, processes, and practices (p. 5).

Thus, many educators conceptualize education for democratic citizenship to occur in at least three domains: knowledge, skills, and dispositions (Cox, Jaramillo, Reimers, 2005; Torney-Purta and Lopez, 2006).  And, important to that conceptualization is the opportunity for students to practice citizenship skills, engage in deliberation and debate, and participate actively in their communities, as well as making students alert to processes of social exclusion, giving special attention to issues such as ethnicity, social class, and gender, among others.  
As policy-makers, civic leaders, and educators endeavor to strengthen democracy through education, much can be learned by examining national policies and standards in this area.  What values and priorities can we infer from these policies?   Are there trends or concerns that cross national boundaries?  Can an examination of these policies provide a framework for future research in this area?  The Inter-American Program on Education for Democratic Values and Practices has commissioned this study in order to address these and other related questions. 

The Inter-American Program on Education for Democratic Values and Practices (Retrieved from http://www.educadem.oas.org/english/cpo_sobre.asp) 

Adopted at the IV Inter-American Meeting of the Ministers of Education on August 12, 2005, the Inter-American Program on Education for Democratic Values and Practices is a program of the Organization of American States (OAS) that aims to promote the development of a democratic culture through education. 

The Inter-American Program on Education for Democratic Values and Practices has three components: 

· Research and analysis on the promotion of a democratic culture through education, both formal and non-formal.

· Professional development and educational resources including pedagogical methods, curriculum, materials and techniques to assist in the teaching, training and learning of democratic values and practices, both in and outside of the school system.  
· Cooperation and information exchange among different international, national, and local institutions and actors working at different levels in the field of formal and non-formal education for democratic values and practices, encouraging linkages where appropriate between formal and non-formal education sectors.

The Inter-American Program supports and builds upon significant ongoing local, national and international efforts in formal and non-formal education for democracy. The Advisory Board of the Inter-American Program, composed of experts from throughout the region, in its first meeting in Bogotá, Colombia on April 19-21, 2006, identified the study of national policies in citizenship education as a priority area of research and recommended the establishment of a system to monitor the progress of citizenship education as mandated by national policies.
 

Goal of this Study

The goal of this report is to address the gap in the literature on national policies in citizenship education in the Americas, providing an initial “mapping” of these policies, at the formal and non-formal levels
. To that end, the analysis focuses on national policies and standards, the school curriculum within which citizenship education is embedded, places and age levels where citizenship education occurs, and the extent to which citizenship programs are evaluated.

Twenty-five countries participated in this study.  Selected demographic characteristics of the countries are reported in Appendix 1. 

RESEARCH QUESTIONS 

The report focuses on a general description of national policies, goals, and pedagogical approaches to democratic citizenship education among OAS-member states, based on a survey responded to by Ministries of Education in 25 countries in the region.  The questions addressed were primarily qualitative in nature, designed to shed light on current educational policies and approaches among a diverse set of countries.  Although opportunities were provided for the respondents to write about outside-of-school, non-formal citizenship education opportunities, most responses focused on formal, national education policy.

· The survey addressed the following general questions, designed to describe policies related to democratic citizenship education.

· To what extent is education for democratic citizenship an explicit policy goal among OAS-member nations?

· How do countries define citizenship education? 

· At what age and in what spaces is citizenship education targeted?

· Are there national standards in this area, and if so, how are they implemented?

· Do those who implement the policy receive training?

· To what extent are policies monitored and evaluated?

· What challenges do countries perceive in this area?

· Finally, what are the differences and similarities among the policy approaches taken in the countries?

METHOD AND DATA COLLECTION

During the Summer of 2006, letters were sent to the Ministers of Education in 34 OAS-member countries inviting them to participate in this study (see letter sent to the Ministers in Appendix 2).  Ministers were asked to delegate the “appropriate official” to complete a 23-item, web-based questionnaire designed to provide a snapshot of current policies related to education for democratic citizenship (see questionnaire in appendix 2). The appropriate officials delegated by the Ministers were mostly the directors of democratic citizenship education programs/policies, or the directors of Ministry units or departments, although some were the directors of the Ministries’ international cooperation office, or the Minister’s assistants. 
To increase the initial response rate, several follow-up efforts were made throughout 2006 and 2007.  The follow-up efforts increased the number of countries responding to the survey resulting in greater geographic diversity of respondents.  By December 2007, 25 countries (a response rate of 74%) and five Canadian provinces completed the questionnaire.
 A list of the countries that were sent a survey, a list of those that responded, and a copy of the questionnaire can be found in Appendix 2. 

The researchers examined the responses to each item on the questionnaire and looked for trends and themes across countries. Specifically, the responses were reviewed in the following areas: 

· general descriptions of national policies and standards; 

· spaces where citizenship education occurs, targeted age groups, and pedagogical approaches; 

· policy implementation and training; 

· and monitoring and evaluation.

In some cases, the Ministries’ responses to the open-ended survey items are reported verbatim; in other cases, the information has been synthesized and similarities and differences across countries are reported.  Where possible, the responses to close-ended questions have been quantified, but primarily this is a qualitative review of national policies in the area of democratic citizenship education in Latin America and the Caribbean.  The following review and analysis is a foundation on which future inquiry in the area can be based.

RESULTS

The responses for each of the survey questions (see attached questionnaire) are summarized and analyzed below, by topic: general descriptions of national and regional policies in education for democratic citizenship (summaries, goals and conceptualization of the field), policy details (standards, spaces, age levels, pedagogical approach) policy implementation (training and monitoring), policy impact evaluation, challenges and priority needs. Each subsection includes a brief summary of the results and a table or graph with further details.  The responses from the five Canadian provinces are included in separate sections or integrated into the national policy analysis per subsection.

In general, analysis of the responses from the surveys revealed the following key findings: 

· Most countries that responded to the survey have a national education policy related to citizenship with defined goals.  In fact, only five countries (Antigua and Barbuda, Canada, Jamaica, Trinidad and Tobago, and United States of America) reported having no national policy in this area—and two of those countries (Canada and United States of America) indicated having provincial or state policies.

· Definitions of democratic citizenship education vary from country to country.  However, there are several overlapping themes, such as the need to go beyond knowledge acquisition.  The importance of developing civic dispositions and attitudes, especially in relation to social cohesion and human rights, were also frequently mentioned by the countries.

· Over half of the countries that reported having national citizenship education policies also reported having national standards in this area.
 Many of the standards related to knowledge, skills, and dispositions.

· In most countries, respondents (mostly from Ministries of Education) reported that the school was the primary space where citizenship education occurred, and national policies most frequently targeted students between 6-17 years of age.

· Pedagogical approaches to teaching citizenship fell into what we have defined as three general areas, integral, participatory and holistic—those approaches are explained below.

· Most policies are reported as mandatory, and training is reported to be provided for those charged with carrying out the policy.  In particular, countries indicated that both pre-service training and professional development opportunities are available for teachers. However, it was reported that this training is not always mandatory.

· Most countries reported that the information they need to improve citizenship education was learning from the experiences of other countries, and learning more about “promising initiatives” in the area.  

· Only four countries reported evaluating the overall impact of their policies.  Many countries reported mechanisms to monitor the policy implementation.  Those mechanisms included international, national, and local assessments.

· Finally, translating policy into practice, especially the challenge of cultural transformation, was most frequently cited by respondents as the main challenge to education for democratic citizenship. 

Details on these findings can be found in the tables, figures, and narrative below.

NATIONAL POLICIES, POLICY DEFINITIONS, AND STANDARDS 

An Overview of Policies and Goals in Education for Democratic Citizenship

Despite the relevance of this topic, a current review of regional policies on citizenship education in the Americas is not widely available
.  This report aimed to address this gap in the literature, by inviting the Ministers of Education in the 34 OAS-member countries to share their national policies. To that end, countries were asked to respond to the following question: “Does your country have a national policy on the teaching of education for democratic citizenship or related areas?  If yes, please describe.”  Countries also were invited to share subnational or local policies instead of or in addition to national policy.

As illustrated by figure 1 below, 76%  of the countries that responded to the survey (19 out of 25) reported a national policy in place on education for democratic citizenship or related areas (one country did not respond to this item on the questionnaire).  In all 19 countries, the responses focused primarily on school policies and specifically mentioned the curriculum, schools, teachers, and/or students.  Several countries wrote about curricula or programs that spanned pre-primary to secondary education.  This focus on schools, however, is not surprising given the fact that the questionnaires were sent to Ministries of Education.  And, many countries did describe as a goal of citizenship education developing students’ ability to interact with others on many levels and outside of the formal classroom.  To illustrate, Costa Rica wrote that one of the objectives of its policy was to prepare children to “offer peaceful solutions within the personal, familial, scholarly, communal, national and international contexts.”  
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Although the policy descriptions and related goals provided by the countries were diverse and wide-ranging, four general themes emerged.
· First, a majority of countries with national policies (14 out of 19) explicitly indicated that the policies were designed to develop a respect for diversity and tolerance, or to promote—“convivencia” (the state of getting along with one another). For example, the respondent from the Bahamas wrote: “The overarching goal [of their policy] is to develop students who are tolerant, respect diversity and the views of others…” Guyana responded that “Overarching policy aims at making for peaceful coexistence of all within a multiracial, multiethnic and multicultural society.”  Finally, Chile indicated a national policy on “school convivencia (living together).”

· A second theme (which is related to the first) highlighted human rights and human rights education. Four countries (Argentina, Costa Rica, the Dominican Republic, and Ecuador) and one Canadian province (British Columbia) explicitly mentioned human rights or human rights education in their description of policy and/or policy goals.   Ecuador’s goal in this area is among the most explicit: “…there is an awareness that we live in a society of knowledge for which the entire educational system, working towards the promotion of citizenship, should integrate a respect for Human Rights as determined by the United Nations.”

· Third, most countries implicitly described citizenship education as going beyond the basic acquisition of knowledge and facts.  Four countries (Chile, Dominican Republic, Guatemala, and Mexico) explicitly discussed citizenship education within three domains: knowledge, dispositions, and skills or abilities and Nicaragua “seeks to promote experiences of cognitive, socio-affective and psychomotor student development.”  The response from St. Lucia also illustrates this theme;” [The goal is]…to foster the intellectual, social, moral, and cultural development of students in a manner which helps them integrate understanding, skills and values…”

· Fourth, it is clear from the policy descriptions and goals that countries conceptualize education for democratic citizenship as covering several areas ranging from character development to economics.  In addition, four countries indicated “environmental education” as part of their citizenship policies.  A good illustration of this broad interpretation of citizenship education can be found in Haiti’s response: “… the development of citizens who use their know how for social, political, and economic development, and for the protection of the environment.”  

See Table 1 in Appendix 2 for summaries of national policies and for a description of the policy goals for all 24 countries that responded to the OAS-sponsored questionnaire. 

Of the five countries without national policies in this area, Antigua and Barbuda, Jamaica and Trinidad and Tobago indicated no national policy is in place for citizenship education, although Jamaica and Trinidad and Tobago did report a number of Ministry programs in place to address citizenship education and related areas. 
 Trinidad and Tobago also clarified they are in the process of hiring a consultant to develop a national policy. Canada and the United States have decentralized systems of education; therefore policy and practice (including curriculum and teacher training) vary by province/state.  However, in the United States, the federal “No Child Left Behind Act of 2001 provides support for civic education programs, both national and international.
  For a state-by-state description of civic education policy in the United States, see the publications of the Education Commission of the States (www. ecs.org). 
As mentioned above, education is not a national/federal jurisdiction in Canada, therefore, educational policy varies among provincial and territorial jurisdictions within Canada. Canada has 12 provinces, of which 5 completed the survey (Alberta, British Columbia, Manitoba, Northwest Territories, and Province of Saskatchewan). 

Two provinces (British Columbia and Manitoba) indicated that they have a policy in democratic citizenship and related areas. British Columbia reported a wide variety of policies related to democratic citizenship education, among them social responsibility performance standards, multiculturalism and anti-racism education
. Manitoba indicated that education for democratic citizenship is the core concept in the social studies curriculum from Kindergarten to Grade 12. Although Saskatchewan did not report having a province-wide policy, it reported that education for democratic citizenship is the general responsibility of Social Sciences and Social Studies curricula in the province. Finally, Alberta specified it did not have a regional policy in the field, but mentioned an emphasis on citizenship and identity in a new social studies program for Kindergarten to Grade 12
 (See Table 2 in Appendix 2 for a description of these policies and goals as reported by province).  

Policy Definitions of Education for Democratic Citizenship 

Respondents were asked to elaborate on the meaning of their national policy by answering the following open-ended question: “How is education for democratic citizenship defined or understood according to this national policy?” 

The responses to this item on the questionnaire are quite similar to the national policy descriptions.  In other words, responses suggest that there are diverse understandings of education for democratic citizenship in the region, with some similarities and overlapping elements, such as going beyond knowledge transmission to develop attitudes and abilities, and education for human rights. In fact, as mentioned above, most countries with national policies either explicitly or implicitly mentioned the importance of knowledge, dispositions, and attitudes about or toward democracy. 
In addition, to highlight some emerging themes, thirteen countries (Argentina, Barbados, Brazil, Chile, Colombia, Costa Rica, Dominican Republic, El Salvador, Guatemala, Guyana, Mexico, Peru, and Suriname) discussed the importance of social unity, human rights, or living within a diverse community as an aspect of their conceptualization of citizenship education.  Six countries (Barbados, Costa Rica, Dominican Republic, El Salvador, Guatemala, Peru) included the importance of national identity in their response to this question.  Finally, an over-riding theme across countries’ responses seemed to be preparing young people for their future in democratic societies.  Although no country specifically mentioned an age group at which their description was targeted, the responses suggested a preparation to last a lifetime.  See the conceptualization of education for democratic citizenship per country in table 3 and per Canadian province in table 4 in Appendix 3.

Only two of the five Canadian provinces that responded to the survey answered the question related to the conceptualization of democratic citizenship education.  Similar to many of the national response discussed above, one Canadian province—Manitoba—wrote about the commitment to developing young people’s “knowledge, skills, and values needed to become actively engaged in responsible democratic citizenship.”  See table 4 in Appendix 3 for details on the Canadian responses.

National Standards 

Educational standards are clear public definitions of what students are expected to know and be able to do at different points (e.g. different grades). Educational standards coupled with authentic assessment enable schools and teachers to improve student learning of citizenship competencies by providing a base to evaluate curriculum, guide professional learning, and provide a more comprehensive way to assess critical thinking (Darling-Hammond, 2007).  Under the right conditions, the process of mutually defining standards can serve to democratize an education system, promote increased participation and dialogue, and serve as a catalyst for organizational learning. Outcome-based reforms using standards and assessment are often met with resistance because of their top-down nature.  In the case of Colombia, the citizenship education reform was bottom-up and top-down, incorporating local actors and experiences into the policy formulation and implementation process. Citizenship standards were presented and refined together with teachers, school directors, students and other stakeholders in public forums held over a several month period throughout the country in different localities. The result of this approach to reform is not only increased accountability on the part of all stakeholders (as opposed to just students or teachers) but also the democratization of the policy process itself (Jaramillo, quote from OAS Advisory Board Meeting).

In order to assess the extent to which standards in the area of education for democratic citizenship are in place, respondents to the OAS survey were asked if their policies “define and seek to apply national standards” and if so, to describe the standards.  Seventy-four percent of the 19 countries that reported national policies in the area of democratic citizenship education, indicated that they have national standards in this area
.  Specifically, Bahamas, Barbados, Chile, Colombia, Dominican Republic, Ecuador, El Salvador, Guatemala, Guyana, Haiti, Honduras, Peru, St. Lucia, and Suriname reported that their policies in the field define and seek to apply national standards. The Canadian provinces of British Columbia and Manitoba also reported having standards. 

Description of the National Standards 

Some countries in the region have developed national policy standards in education for democratic citizenship and related areas for a specific citizenship education curriculum area (Guatemala, British Columbia Canada); others have developed them as part of the social studies curriculum (Bahamas, Chile, St.Lucia and in Canada: British Columbia, Manitoba); and still others have developed standards applicable across the curriculum areas (Colombia, El Salvador, Honduras, Peru). Many countries did not specify a curriculum area, but did describe the content of the standards. (See Table 1 below). 
Table 1. Curriculum Areas of National Standards   

	Curriculum Area
	Country/Province
	Detail Examples



	Citizenship Education 
	Guatemala 

British Columbia, CA


	Competencies and standards for citizenship education area in preprimary, primary and secondary. (Guatemala)  These are available at: www.mineduc.gob.gt

Civic studies for Grade 11 (British Columbia, Canada) 

	Social Studies
	Bahamas

Chile

St.Lucia 

British Columbia, CA

Manitoba, CA


	The National Standards are available in the curriculum guidelines for the Social Sciences such as Civics and Social Studies e.g. Students will know and understand how origin, class and conditions explain the differences between group membership and why respect for individual and other' rights is of utmost importance (Bahamas).

Outcome standards in history and social sciences with particular emphasis in Citizenship Education (Chile)                 

Students 1.must be competent in using skills to access and process information 2.demonstrate interpersonal and decision-making skills 3.develop attitudes and values which are consistent with the values of a democratic and humane society 4.apply what they have learned in active social participation (St.Lucia). 

The K-7, 8-10, and 11 Social Studies curricula are structured around the following Curriculum Organizers that focus on, for example: skills and processes, identity, society, culture, governance economy, technology, human and physical environment. (British Columbia, CA)
 

Knowledge, skills and values outcomes related to democratic citizenship for social sciences curriculum kindergarten to grade 10 (grade 11 and 12 in construction) (Manitoba, CA)
 

	Transversal Standards  (across areas) 


	Colombia

El Salvador
 

Honduras

Peru 


	Citizenship competencies per groups of grades for grades 1 to 11 (Colombia). These standards can be found at: www.colombiaaprende.edu.co  

A curricular policy oriented towards the achievement of competencies (Curriculum at the Service of Learning). These competencies define what students are expected to know and do at educational levels, and are measurable through indicators of achievement, at all educational levels. (El Salvador)

Honduras stated that its transversal axis “Participatory Democracy”, which has been incorporated in the National Curriculum of the pre-basic, basic and medium levels, is aimed to induce students to develop a range of knowledge, and skills, such as “develop student capacity to communicate and engage in dialogue”, “achieve student awareness of the existence of different perspectives to the same situation”, “induce a solid understanding of ethical concepts and values, to facilitate a better understanding of the problems and conflicts which reality offers” (Honduras). 

The National Curricular Design of Basic Regular Education, establishes these standards through the characteristics and achievements, at the end of each educational level (early childhood, primary, secondary). These achievements relate to certain characteristics: democratic, sensitive and socially minded (solidario), empathic and tolerant, organized, proactive, autonomous (Peru)  



	Others (curriculum area unclear)
	Barbados

Dominican Republic

Guyana

Haiti 

Suriname 
	Beginning at primary level and continuing to secondary and tertiary levels. Develops an appreciation for our culture and national heritage, good interpersonal skills, positive attitudes and habits, cooperation and unity. 

These standards are presented through objectives in the mentioned programs (the equity and gender education program is developed across areas at all levels), such as: (a) recognize cultural differences, (b) value for the nation, (c) ethical values which strengthen individual and collective identity, (d) value of human rights (Dominican Republic). 

Guyana didn’t mention the curriculum area(s), - although it emphasized an “integral approach”, and described the content: (a) Respect for authority, (b) Demonstration of social graces

(c) Resolution of conflict through negotiations and mediation (d) Respect for law and order

(e) Respect for one another (Guyana)

The Ministry intends to develop an education for: (a) democracy, (b) the development of culture, (c) a sense of “the public good” (Haiti).

Standard 1 (out of 3):  Examine the nature of self, family, school and community 

in order to build strong, healthy relationships.

Standard 2 was not reported. 

Standard 3 (out of 3):   Respect the rich differences that exist among Caribbean 

people as valuable resource for sustainable development of the region within the framework of democratic and ethical values (Suriname). 


OPPORTUNITIES, TARGETED AGES, AND PEDAGOGICAL APPROACHES

Spaces for Democratic Citizenship Education 

Through both implicit and explicit means, schools play an important role in the development of democratic knowledge, skills, and dispositions. However, many institutions beyond formal schooling as well as cultural values play an integral role in the development of democratic citizens. Torney-Purta and colleagues (2001) used a “octagon model” as the theoretical framework  for their international study of the status of civic education in 28 countries.   They conceptualized the individual student at the center of their model, where the everyday lives of young people in homes, with peers, in community organizations, and at school serve as a nested context for their thinking and action in the social and political environment. Learning about citizenship involves engagement in a community and development of an identity within that group. These “communities of discourse and practice” provide the situation in which young people develop progressively more complex concepts and ways of behaving.  The model has its roots in two contemporary psychological theories, ecological development (Bronfenbrenner, 1988) and situated cognition (Lave & Wenger, 1991). 

This octagon model suggests that young people move from peripheral to central democratic participation in a variety of overlapping communities (at the school or neighborhood level, as well as potentially at the national level).  Learning about citizenship is not limited to teachers explicitly instructing young people about their rights and duties.  The political community itself (and its everyday practices of discussion) surrounds and provides a situation or context for developing political understanding (Wenger, 1998; Torney-Purta, Hahn, & Amadeo, 2001).
Thus, the OAS survey included a question designed to examine where citizenship education occurs.  Specifically, countries were asked to reply to the following question: “Does the policy define specific opportunities or spaces in the educational system (such as curriculum areas or subjects, whole-school spaces such as assemblies, recess, parent meetings etc.) and/or outside the schools (community, communications media, family, political campaigns etc.) in which democratic citizenship education should be taught?”


All of the countries —Argentina, Brazil, Bahamas, Barbados, Chile, Colombia, Costa Rica, Dominican Republic, Ecuador, El Salvador, Guatemala, Guyana, Honduras, Mexico, Nicaragua, Peru, St. Lucia, Suriname— except Haiti, reported that their policy defined specific opportunities in the educational system and/or outside the schools in which democratic citizenship education should be taught (the other countries did not respond to this question). 

The most frequently reported opportunities and spaces reported for citizenship education were curriculum areas or subjects, parent meetings, the media, and the community as a whole.  The least frequent were political campaigns and recess (See Figure 1 below) Thus, consistent with the octagon theoretical model described above, both in school and out-of- school spaces were mentioned as places where education for democratic citizenship should be taught.

Some of the “other” spaces mentioned by respondents were: school “living together” norms, teacher training, service learning projects (Argentina), non-formal education spaces (Brazil), post-school and extracurricular activities (Bahamas, El Salvador), all spaces and areas, as it is transversal
 (Chile), tests (Colombia), in all programs (Ecuador), in daily life – family, school and community – (Guatemala), educational orientation, school municipalities and student participation in post-secondary (Peru) teacher in-service and undergraduate pre-service (Saskatchewan, Canada).  Please note, the Canadian provinces were not in included in the calculation of percentages used in figure 2 below.

Figure 2. Opportunities for Citizenship Education: In-School and Out-of-School: Percentage of Countries
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Age Levels for Democratic Citizenship Education

As described in the section above, schools and communities appear to have many opportunities to foster democratic knowledge, skills, and dispositions.  Much of this can and does take place in the critical early years of a citizen’s life.   And, research suggests that early introduction to democratic concepts and practices, as well as to peaceful, supportive, multicultural environments, where human rights are protected and promoted, may be beneficial for future development.  

For example, in the IEA Civic Education Study two groups of students were tested and surveyed—14 years old and 17-18 year olds.  Statistical scaling made it possible to compare the 14-year-old students’ performance on the civic knowledge test with the performance of the older students. An examination of the scores of 14 year olds with the older students indicates that while the Latin American students performed poorly compared to the other countries in the study at age 14, they do not fall any farther behind during the later years of secondary school.   The rate of change in knowledge between age 14 and age 17 in Chile is similar to the rate of change in countries such as Norway.  The lower average scores at both ages in Chile and Colombia may be traceable in part to deficits in educational experiences before the age of 14.  This suggests the importance of reform in civic education to enhance the students' opportunities to learn about these issues in the early years of schooling (Amadeo & Torney-Purta, 2005). 

Therefore, respondents to the OAS-sponsored questionnaire were asked to indicate not only what policies exist, but also at what age education for democratic citizenship is targeted.  Specifically, they were asked to report “To which age levels does the policy apply” and given the opportunity mark more than one age group.  Perhaps not surprisingly, the most frequent ages targeted by national policies in democratic citizenship education in the region are primary education (6 – 12 years), followed by secondary education (13 - 17 years).  In other words, the school years.  (See Figure 2 below). 

Barbados, El Salvador and Guyana reported citizenship education policies for all age levels. Argentina, Chile and Dominican Republic reported citizenship education for all levels except post-secondary education (18 – 22 years), Brazil reported it for all levels, except for pre-primary education (0 – 5 years) and Bahamas, Ecuador and Peru
 reported it for all levels except for adult education. 

British Columbia, Manitoba and Saskatchewan reported citizenship education in primary and secondary education. British Columbia also reported Kindergarten citizenship education, and Manitoba reported post-secondary and adult education. However, they were not included in the percentage calculations graphed in Figure 3 below.

Figure 3. Age Levels Targeted by National Policies in Democratic Citizenship Education
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Pedagogical  Approach 

In many countries, there is debate about the manner in which education for citizenship should occur.  Some advocate for a discrete course taught inside the formal school, while others believe that civic education should be infused throughout the curriculum (Torney-Purta, Schwille, & Amadeo, 1999).  Still others argue for participation in school and community organizations as a means of teaching civic knowledge and promoting citizenship.  This kind of active and experiential education provides opportunities to learn citizenship skills. Further, research suggests that youth who are active in school and community organizations are more likely to become active citizens as adults (Youniss & Yates, 1999).  

The respondents were asked to discuss the extent to which the national policy promotes a “particular pedagogical approach.”  Most of the countries (84%) reported that the policy promotes a particular pedagogical approach in the spaces in which it is implemented (such as classroom, parent meetings, etc.) In the Canadian provinces, no particular pedagogical approach was reported. 

Countries reported a wide range of pedagogical approaches, Argentina, Ecuador and Mexico described an integral approach which involves the whole school community and school “convivencia”; Bahamas, Chile, Colombia and St. Lucia reported a wide variety of participatory strategies; and Costa Rica mentioned a holistic approach (See Table 2 for details on pedagogical approaches).  However, three main pedagogical approaches emerged. 

· First, some countries reported an integral approach, that is infusing citizenship education throughout the school and throughout the curricula, and even outside the schools. For example, Argentina explained its approach as “Daily living together in school as the main space to learn democratic values.”

· Second, a participatory approach was described, relying heavily on experiential, hands-on learning.  To illustrate, in the Bahamas “group work, discussions, debates, case studies, decision-making modules, role-play, research, projects and portfolios” are emphasized.

· Third, some countries described more of a holistic approach, ranging across disciplines and including moral and values education.  Emphasis is placed on the cognitive, social, and emotional development of students.  El Salvador wrote that “Morals and Civics are incorporated as a component within all subject areas in basic and mid-level education.”

See Table 2 below for a more complete description of the main pedagogical approaches described by the countries.

Table 2. Pedagogical Approaches by Country

	Type of Pedagogy Approach
	Country
	Examples

	Integral 
	Argentina 

Ecuador 

Mexico 

Peru
	Daily living together in school ("convivencia") as main space to learn democratic values. (Argentina)  

                                                             "In all educational and social sectors." (Ecuador)                        

"Systemic and deliberate collaborative work of teachers, directors and parents of each school… what is learned should be projected in daily student life." (Mexico)

“Living together” (convivencia) and discipline in schools. (Peru)    



	Participatory, with a wide variety of strategies 
	Argentina

Bahamas 

Barbados

Chile 

Colombia

Dominican Republic

Guyana

Honduras

St.Lucia 


	Community Service - Service Learning (Argentina, Chile)

Group work, discussions, debates, case studies, decision-making modules, role-play, research, projects and portfolios. (Bahamas)

Discussion, including classroom observation of real life experiences / role-play. (Barbados)

Learning content, learning through experience, community service, school decision-making, deliberation on social and political issues. (Chile)   

It is a decentralized system of education, so a variety of approaches exists and is promoted. Although efforts are made to go beyond knowledge acquisition, to “do things with that knowledge”. (Colombia)

In the classrooms, a constructivist pedagogical approach is prioritized. Previous knowledge is emphasized and democratic participation is promoted. Similar strategies are developed with fathers, mothers, and teachers. (Dominican Republic) 

Use of case studies in small group discussion focusing on the principles outlined in the Teacher’s Resource Material on Human rights and Citizenship Education. (Guyana)

School Government (Honduras, Peru – “Municipal Schools” -) 

Model and provide opportunities for students to: consider the ethical dimension of issues; show respect for diverse points of view; support points of view; consider alternatives for addressing problems and the consequences of actions; and make informed decisions based on a majority vote. (St. Lucia) 

                   

	Holistic
	Costa Rica 

El Salvador

Peru

Suriname
	"It is a transversal approach: holistic, axiological, interdisciplinary and contextualized" (National Commission on Expanded Transversal Approach, 2002). (Costa Rica)

Morals and Civics are incorporated as a component within all subject areas in basic and mid-level education. The approach of the Salvadorian curriculum is constructivist, humanist and socially committed. (El Salvador)

Ongoing socio-cognitive, affective and pedagogical support for students. (Peru)

Holistic approach: aims to address the whole child and to nurture emotional, physical, mental, social and moral development. Also, thematic in approach, skills-based, addresses attitudes and behaviours. The provision of knowledge is seen as a strategy for developing concepts and informing the choices which young people make (Suriname).


*Others: Nicaragua reported the curricular approach was based on the students incorporating their experiences, their feelings, and their way of understanding reality in the interaction process with other educational actors in the construction of knowledge. Argentina also reported their objective of developing a self-reflective teacher with research initiative.  

POLICY IMPLEMENTATION, TRAINING, MONITORING AND EVALUATION

Mandatory Policy Implementation

Almost all of the countries which reported a policy was in place (and the Canadian provinces of Manitoba and Saskatchewan), reported that implementing their policy was mandatory for those involved, although, for some countries, such as Brazil and Argentina, these actors may vary per project (for more detail on the actors, see Appendix 4). In Argentina and Colombia, where the curriculum is decentralized, the policies are not strictly mandatory.

Those explicitly charged with implementing the policy tend mostly to be private and public schools and teachers. For example, El Salvador reported “In each educational institution, the main actors who have the legal and moral obligation to implement these policies are directors and teachers. However, the Institutional Educational Project establishes the need to involve students and parents as well.” 

Training  

In order for a policy to be successful, those implementing the policy should be given the opportunity to develop the necessary knowledge and skills. Yet, in a USAID-sponsored study more than a decade ago, Villegas-Reimers (1994) found that teacher preparation (in the area of citizenship education) was “a major weakness.”  This finding was replicated in an OAS-sponsored study published in 2004, which reported that almost half of Chilean teachers in the sample thought that to improve civic education in their country they need “additional training in subject matter knowledge” (Torney-Purta & Amadeo, 2004).  Thus, respondents to this current (2007) survey were asked to indicate: Are the actors (e.g., schools, teachers, parents), provided specific preparation or training to implement this policy?

Virtually all of the countries responded that actors (schools, teachers, parents) were provided specific preparation or training to implement this policy, and well over half stated this training was mandatory.
   The Canadian provinces of Manitoba and Saskatchewan indicated providing training for teachers, but this training is optional. Countries most frequently described training provided for teachers (both pre-service and in-service) and other members of the educational community.  Ecuador and Honduras reported providing training for parents and students respectively.  While opportunities for training in the area of citizenship education appear to exist in most countries that responded to the survey; what is not known from these responses is the quality and depth of the training or how well  it is implemented.

Examples of reported training opportunities are provided in Table 3 below.

Table 3: Training Description 

	Training
	Country/Province
	Examples

	For Teachers                             
	Argentina

Bahamas

Barbados 

Brazil

Costa Rica

Dominican Republic 

Ecuador 

El Salvador 

Guatemala

Guyana

Peru 

St.Lucia 

Suriname

Manitoba, CA,

Saskatchewan, CA


	Pre-service training at the College/University of The Bahamas and In-Service training as part of the Ministry of Education professional development for teachers. (Bahamas) 

Lectures, discussions, workshops (in-house/zonal) (Barbados) 

The National Didactic Center offers free courses. (Costa Rica)  

Teachers are trained through courses, workshops, seminars, and post-graduate programs through which a program conceived by the State Secretary of Education is developed, stemming from the national policy.  (Dominican Republic) 

Training by areas for all teachers. (Ecuador)    

Training for teachers from the Schools of the Future on "Constructing Citizenship." (Guatemala)     

Teachers undergoing formal teacher training programmes, have citizenship education incorporated in the curriculum directly or through the process of infusion. (Guyana) 

Initial training in Superior Pedagogical Public Institutes (standard curriculum with citizenship education as transversal topic) and in other centers where the National Curricular Design is included, as well as ongoing training, and training for teachers in specific programs. (Peru) 

Orientation workshops were held with teachers when the curriculum was first introduced. (St. Lucia)  

For interested teachers who will serve as the subject deliverers: Philosophy of Basic Life Skills Education, BLS Curriculum structure and its content, Learning & Behavioural Theories, Methodologies, Skills development strategies. (Suriname)                                         

Professional development workshops for social studies teachers, for ex. Institute on Parliamentary Democracy. (Manitoba, CA)     

Pre-service undergraduate courses and in-service social sciences teachers institute on parliamentary democracy. (Saskatchewan, CA) 

	Teachers and Other Education Professionals 
	Chile 

Costa Rica

El Salvador

Haiti
	Unit of the Ministry of Education which carries out training programs for different actors of the school system – including teachers- (Chile) 

 Training of trainers - advisor supervisors, regional directors, national and regional advisors. (Costa Rica)

The “Competent and Motivated Teachers” policy in the National Education Plan 2021 includes actions for pre-service and ongoing training for directors and teachers. Training for other members of the educational community is also available depending on the program. (El Salvador).  

The school community is trained through modules on democratic authority, leadership, participatory management, etc. After this training, the school management committees are elected through a democratic process. (Haiti) 

	For Other Professionals               
	Bahamas

Ecuador
	Leadership training for religious and community leaders. (Bahamas)

Initiatives for Civil Society. (Ecuador) 

	For Parents                                   
	Ecuador
	Parent School Program (Ecuador) 

	For Students                                  
	Honduras
	School Government (Honduras) 


Mechanisms to Monitor Policy Implementation

Several mechanisms have been used to monitor policy implementation in schools and to measure student outcomes.  For example, in the 1990s many Latin American countries instituted national testing systems.  In addition, during that time, several countries participated in international studies of education in subject areas ranging from math and science to civic education.  This combination of national testing and the growth of participation in international, comparative education studies was used to inform policy making in several countries (Reimers,  2007).  

The survey results indicate that many countries are approaching citizenship education reforms through integral, transversal, and holistic approaches. Measuring the impact of these reforms requires indicators and assessment tools that measure changes not only in terms of student outcomes on tests (which is important) but changes in other dimensions of schooling.  For example, evaluation frameworks and indicators have been designed to measure school climate in relation to citizenship.
 These tools are useful for measuring the impact of policy interventions that aim to promote changes in school management, instructional practices, participation of students, parents, and community, etc. Recognizing the multidimensional nature of citizenship learning, UNESCO developed an evaluative framework for Citizenship Education with quality indicators in three areas: Curriculum, Teaching, and Learning, School Ethos and Climate, Management and Development.
 

Therefore, respondents were asked two questions related to the assessment of their policies and the impact of those policies on outcomes.  Specifically, countries were asked whether “mechanisms have been established to monitor the implementation of the policy” and whether or not the “overall impact of the national policy has been evaluated.”
Almost three quarters of the countries (74%), as well as British Columbia, CA reported that mechanisms have been established to monitor the implementation of their policy. However, less than a quarter of the countries reported that the overall impact of their policies has been evaluated.

Those mechanisms reported by the countries can be described in three categories.

· International monitoring – for example, Chile participated in the IEA Civic Education Study (2001).  When the results from OAS-member countries were reported by Torney-Purta and Amadeo (2004), that analysis and its results contributed to the creation of the National Citizenship Education Commission.

· National monitoring such as student evaluations, Ministry district reviews, national and regional curriculum implementation monitoring. To illustrate, Colombia conducts national assessments of citizenship competencies every two years for 5th and 9th grade students.

· Local monitoring such as annual school reports, program evaluations, school supervision, and teacher supervision.  For example, annual school reports are carried out by the Orientation Department of each school in Honduras.

See Table 4 for examples of the mechanisms per country.

Table 4.  Policy Implementation Monitoring Mechanisms 

	Type of Mechanism
	Country/Province
	Examples

	International 
	

	International Assessments
	Chile 

Colombia
	The low results in international tests led to the creation of the Citizenship Education Commission. (Chile)  

A future international evaluation financed by the Inter-American Development Bank (IDB), as the Latin American national module of the 2008 International Civic Education Study, for Chile, Colombia, Dominican Republic, Guatemala, Mexico, Paraguay. (Colombia reported this, the report was updated by the authors with information from IDB)                                                                                                                  


	National 

	National Student Assessments 
	Argentina 

Bahamas 

Colombia
	Evaluation instruments applied on a massive scale evaluate personal and institutional products, such as living together norms or development of mediation skills in students. In general, program development is considered satisfactory (Argentina).   

.

School and national primary and secondary examinations of how students apply democratic principles in every day situations (Bahamas)      

National assessments every two years for 5th and 9th graders (Colombia)

	Ministry District Reviews 


	British Columbia, (CA)
	These are part of a "comprehensive accountability framework" and determine if the expectations set out are being met.

	Monitoring of National and Regional Curriculum Implementation 
	Guyana 
	Curriculum implementation is monitored at the regional and national levels. Social partners, mainly non governmental organizations, also assist in the monitoring process since they have to account to their principals for funding received for such activities.  

	Local 

	Annual school reports 
	Honduras
	These reports are carried out by the Orientation Department of each school. Socialization encounters are then held to share difficulties and achievements.  

	Program Evaluations 
	Colombia
	School program effectiveness will be evaluated and compared with IDB funding. 

	Support and Supervision for Educational Institutions (Colombia, Costa Rica, Ecuador)
	
	Technical and Supervisor Advisors, and members of the regional value commissions visit the schools (Costa Rica)

	Teacher Supervision 
	Bahamas


	Of how concepts are taught and how principles are applied in the teachers’ interactions with students. 

	Others or multiple measures (including some of the above) 
	Bahamas, Barbados, Costa Rica, Dominican Republic, Ecuador, El Salvador, Haiti, Peru, 
	Surveys (Costa Rica),             
Pretest - posttest (Bahamas) 
“Distribution of syllabuses - which include relevant topics – checking scheme books, classroom observation by officer, discussions with teachers, sharing of relevant information workshops.” (Barbados)
Diagnosis of the development of programs in the area of Civics Education, through student tests, continuous follow-up for teachers, and evaluation of the citizenship projects. (Dominican Republic) 

Network of Education Directors (Ecuador)

The National Education Plan 2021, establishes a monitoring strategy for all strategic programs called “What Route shall we take?” It allows for external evaluation, co-evaluation and self-evaluation of schools. (El Salvador) 

The Ministry has a Technical Direction charged with monitoring the programs within the framework of ‘close management’, as well as a direction in charge of evaluating all the programs in the sector. These mechanisms are not subject to a systematic evaluation, which could provide an exact idea of their efficacy. However, they normally function. 

(Haiti)

The Educational Orientation and “Living Together” Proposal have been monitored. This mechanism taps into knowledge about the directors and norms related to Democratic School Living Together, as well as into the relevant materials Educational Institutions have, as well as  activities carried out in coordination with the community and in networks. (Peru)  



	Note: The Bahamas respondent stated their methods were effective, the Barbados representative asserted they believed the mechanisms were fairly good, and Guyana reported they felt citizenship education was being implemented satisfactorily.  Suriname reported a monitoring mechanism is under construction. 


Evaluation of Policy Impact 

As noted above, only four, or 22%, of the countries (Argentina, Brazil, Dominican Republic, and Ecuador), and the Canadian province of British Columbia, reported that, to some degree, the overall impact of the national policy has been evaluated.
 The respondents were asked to describe the evaluation of policy impact briefly, mention its strengths and weaknesses, and to report on the results of the assessment. 

Argentina reported that the effects of the national policy were partially evaluated, as follows: (a) partial evaluation of the School “Convivencia” Program (b) schools carrying out annual project evaluations of the Solidarity Education Program;  and  (c) evaluation of the  School Mediation Program. The reporter indicated that the evaluation results of the School “Convivencia” Program would be available mid-2007, and that they were used as a tool to readjust intervention policies , and referred to the School Mediation and Solidarity Education Programs result reports. A follow-up consultation of the 2003 -2007 management report of the Solidarity Education Program revealed the results of a “mapping” and descriptive analysis of the solidarity initiatives carried out by educational institutions throughout Argentina. The program has registered 14.826 education experiences of solidarity (service-learning) developed in 12.688 educational institutions at all levels
. 

Brazil did not describe the evaluation, and reported the results were not conclusive in terms of evaluation of policy impact: “The Ministry of Education understands that impact evaluation can only be considered at the end of the full school term, so results are not yet conclusive. Therefore, the partial results are not attached”.

Dominican Republic clarified that only specific or related projects have been evaluated, and mentioned some strengths: (a) “acceptance of projects on behalf of authorities” (b) “information and sensitization of trained people” (c) “attitude change of the educational population” (d) Technical and financial support of national and international institutions related to the subject. The results of the assessments in terms of the evaluation of policy impact, were reported as “not available”.

Ecuador did not describe the evaluation, but mentioned some strengths, such as “follow-up” and “State statistics”, and some weaknesses,“lack of financing” and “lack of continuity”. In terms of the results of the evaluation of policy impact, Ecuador reported that since the policy was implemented in 2006, the results would only be established from 2007 onwards, with participation from governmental and non-governmental organizations, and expert evaluators of the public and private sectors.


Although Colombia reported national student evaluations of citizenship competencies for grade 5 and grade 9, it indicated that the impact of its policy had not been evaluated, as the analysis of the test results of these evaluations, so far, had revealed no significant results in terms of policy impact. The respondent from Chile did not respond affirmatively to this question, however, it was mentioned, as part of the response to the standards question, that student learning achievements were assessed. The contents of citizenship education for levels 4 and 8 of basic education were evaluated by SIMCE. Although these are not evaluated in level 2 of “medium” education (educación media), the Commission proposes a correction of this omission, for a more complete understanding of the evolution of these student achievements across the school years. 
British Columbia, Canada, reported that the impact of its provincial policy was evaluated through annual satisfaction surveys to collect “opinions from students, parents and school staff on achievement, human and social development and safety”. It was reported that the annual technical analysis of the survey questions have proven the instrument to be technically valid and reliable. The results are available at: http://www.bced.gov.bc.ca/sat_survey/results.htm 

MAIN CHALLENGES FACED AND PRIORITY NEEDS

Finally, countries were asked about the challenges they face regarding education for democratic citizenship and related areas as well as what information they would find helpful to improve citizenship education.

Some of the main challenges that countries report facing regarding education for democratic citizenship and related areas could be grouped into the following six main categories:

· Lack of human and material resources: Five countries reported the shortage of human and material resources as a key challenge (Antigua and Barbuda, Bahamas, Nicaragua, Peru, St.Lucia). For example, Bahamas reported a shortage of teachers. While, St. Lucia mentioned “Insufficient manpower to provide in-service support for effective implementation and monitoring”. 

· Improving educational coverage: Two countries, Ecuador and El Salvador, emphasized the challenge of having enough schools for all children and youth. Ecuador pointed out the challenge of “Incorporating all in first year of basic education”. And, El Salvador referred to the challenge of “achieving school coverage for 16 to 18 year olds.”

· Creating a national policy or program: Two countries, Jamaica and Haiti, are facing the challenge of creating a  policy or program in citizenship education. To illustrate, Jamaica stated “The policy would reduce fragmentation and overlaps as all programmes would be streamlined because they would have to conform to the policy”. 

· Strengthening policy (articulation, sustainability, expansion): Four countries, Argentina, Brazil, Dominican Republic, and Honduras, indicated the consolidation of policy as a main challenge, specifically, in terms of articulation, sustainability and expansion of the existing policy. For example, Brazil referred to the challenge of promoting the articulation of actors (27 states, 5.562 municipalities, union). And, Honduras mentioned the challenge of establishing a broader policy. 

· Translating policy into practice (training, curriculum / learning, cultural transformation): Thirteen countries (Antigua and Barbuda, Bahamas, Barbados, Canada, Chile, Colombia, Costa Rica, Dominican Republic, Guyana, Honduras, Mexico, Peru, Trinidad and Tobago) reported challenges related to translating their policy into practice, more specifically, in terms of training, curriculum/learning, and cultural transformation. To illustrate, Barbados highlighted the challenge of effecting the “desired behavioral changes”. Chile mentioned the challenge of early teacher training. And, Guyana highlighted the challenge of “regular monitoring of curriculum implementation, as this low level of monitoring affects the quality of instruction”. 

Seven countries (three Canadian provinces, Colombia, Costa Rica, Dominican Republic, Guyana, Mexico, Peru) referred to the challenge of cultural transformation. More specifically, a few countries (Costa Rica, Mexico, Nicaragua, British Columbia, Manitoba, Saskatchewan, CA) mentioned the challenge of the construction of a culture to “live participatory democracy”, while others (Guyana, Peru) mentioned the challenge of changing teacher values, beliefs and practices, and the powerful influence of the media, the community and families in citizenship education (Colombia, Dominican Republic, Peru, Saskatchewan, CA). 

Improving the quality of policy evaluation: Two countries, Argentina and Chile, indicated the challenge of improving the quality of evaluation.

See details of main challenges faced per country in Apprendix 6 
.  

All the countries (and the four Canadian provinces) indicated they would find it helpful to have additional information to move forward and improve democratic citizenship education and similar areas in the future.
   It seems from their responses that countries are especially looking for very practical kinds of information and assistance. Although the specifics of this information and assistance could vary depending on each country’s particular context, some similarities in the general needs could be determined. More specifically, the information that most countries would find helpful to improve education for democratic citizenship fell into four main categories:

· Learning about experiences and “promising initiatives” from other countries: Six countries and three Canadian provinces, emphasized the need for similar experiences and initiatives showing promise (Barbados, Dominican Republic, Guyana, Jamaica, St.Lucia, Suriname, Alberta, CA, Manitoba, CA, Northwest Territories, CA). For example, St. Lucia indicated that it would be useful to know about “models from other Caribbean countries who have established citizenship education programmes [separate from social studies]”  Similarly, the respondent from Manitoba, Canada wrote: “information regarding what other provinces/countries are doing to meet the same challenges we are facing”, would be helpful.

· Technical and methodological assistance: Thirteen countries (Antigua and Barbuda, Argentina, Bahamas, Brazil, Ecuador, El Salvador, Honduras, Jamaica, Mexico, Nicaragua, Peru, St.Lucia, Trinidad and Tobago) highlighted their need for technical and methodological assistance. To illustrate, the response from the Bahamas was: “technical assistance for teacher training, capacity building, and establishment of policies.”  While Honduras requested: “Easy to carry-out activities to strengthen democratic citizenship education.” And, Peru asked for “Work strategies with community and schools and actions which produce impact, in human rights, peace culture, citizenship, democracy, sexual education and rights, promotion of healthy life-style and prevention of drug consumption, vocational orientation, and critical analysis of reality”. 

· Materials and financial resources: Four countries (Antigua and Barbuda, Bahamas, Guyana, Peru) explicitly stated the need for materials and/or financial support. For example, Bahamas reported the need for both material and financial resources.

· Evaluation and Research:  Six countries (Argentina, Chile, Colombia, Guyana, St.Lucia and the United States) indicated that evaluation and assessment methods would be helpful in improving education for democratic citizenship. For example, the United States reported interest in performance and progress assessment, and Guyana stressed the need for “information on the process of and results obtained from impact evaluation done elsewhere”.

See Table 5 for examples of the information countries thought would be most helpful.

Table 5. Priority Information Needs 

	Type of Information 
	Country/Province
	Examples 

	Sharing Experiences and Promising Initiatives
	Barbados

Dominican Republic

Guyana

Jamaica

St. Lucia

Suriname
Alberta, Canada

Manitoba, Canada  

Northwest Territories, Canada
	Information to show how countries have been able with a fair degree of success, to effect desired behavioral changes among the youth (Barbados). 
Reports on successful actions, projects and programs implemented in countries with socioeconomic and cultural characteristics similar to ours.  

(Dominican Republic). 

Sharing of information of similar third world countries experience in delivering citizenship education would be useful (Guyana) 

Information on best practices in other countries (Jamaica) 

Models from other Caribbean countries who have established citizenship education programmes (St.Lucia)

Best practices (Suriname)        

It would be most useful to have a summary of what other countries are doing in regard to policy and process for democratic citizenship education (Alberta, CA)        

Information regarding what other provinces/countries are doing to meet the same challenges we are facing, most particularly ideas to encourage students to be actively involved (Manitoba, CA). 

It would be helpful to have 'best practices' documents from other

countries that address democratic citizenship education (Northwest Territories, CA). 



	Technical and Methodological 

Assistance     
	Antigua and Barbuda 

Argentina

Bahamas

Brazil

Ecuador 

El Salvador

Honduras

Jamaica

Mexico

Nicaragua

Peru

St. Lucia
Trinidad and Tobago
	Technical assistance for training and guidance (Antigua and Barbuda)

Contributions to improve articulation of policy, policy sustainability and links between research and political actions (Argentina)

Technical assistance for teacher training, capacity building, and establishment of policies. (Bahamas)

Theoretical and methodological perspectives of policies (Brazil) 

All of the components of the democratic citizenship education program (Ecuador)

Methodological suggestions for teachers, their classroom applications and with parents. (El Salvador) 

Easy to carry-out activities to strengthen democratic citizenship education.(Honduras)
                                               

Guidance on the development of a national policy: what areas the policy should cover; various elements of the policy, etc. (Jamaica)

Innovative programs or strategies to develop citizenship. (Mexico)   

Information on the pillars of democracy, the civic values of democracy, justification of democracy as a form of government and way of life (Nicaragua)

Work strategies with community and schools and actions which produce impact, in human rights, peace culture, citizenship, democracy, sexual education and rights, promotion of healthy life-style and prevention of drug consumption, vocational orientation, and critical analysis of reality (Peru).  

Information to assist in developing a citizenship curriculum separate from the social studies programme. (St. Lucia)    

Information on training modules in curricula in the democratic process. (Trinidad and Tobago)



	Material and Financial Resources                     
	Antigua and Barbuda

Bahamas

Guyana

Peru
	Materials. (Antigua and Barbuda, Bahamas, Guyana, Peru)                                    

Financial Support. (Bahamas) 

	Evaluation Methodologies and Research Results 
	Argentina

Chile

Colombia

Guyana

St. Lucia

USA 


	National and regional comparisons, and contributions to improve the quality of evaluation. (Argentina)

Supervision of programs and student achievement (Chile)

Description of good practices with good evaluation methods. (Colombia)

Information on the process of and results obtained from impact evaluation done elsewhere (Guyana) 

Student outcomes and assessment procedures (St. Lucia) 

Performance and progress assessment (USA)



	Other Priority Needs


	Haiti 

Honduras


	With regards to the constraints and limitations of said policy, it is urgent that the group of educational partners open educational domains in democratic and citizenship education, education for the protection of the environment, education for the protection of human rights and the prevention of HIV/AIDS (Haiti)

We need to develop student self-esteem and assertiveness (Honduras)




DISCUSSION

The primary goal of this study was to explore the national policies for citizenship education in Latin America and the Caribbean.  To get a richer description of the policies, respondents also provided information on standards;  contexts within which citizenship education occurs, targeted age groups and pedagogical approaches; policy implementation and training; and monitoring and evaluation.

The policy descriptions seem to support the theory of a paradigm shift in the conceptualization of citizenship education in the region (Cox, Jaramillo, Reimers, 2005) To move beyond traditional or “thin” approaches, which some authors refer to as “civics education,” which are more focused on knowledge transmission regarding a country’s system of government and history, to “thicker” approaches, or “citizenship education,” which develops skills and attitudes to enhance the capacity for informed action (Kerr, 1999).  The policies, and the definitions of citizenship education reported and inferred from the policies suggest that most countries endorse what some have called “best practice” in the field, such as service-learning (Billig, 2000), engaging in after-school activities (Torney-Purta et al, 2001);  infusing citizenship education throughout and moving the young person from the peripheral to the central participation (Lave & Wenger, 1991).

As well, there seems to be an emerging tendency in the region to move beyond traditional methodologies based on knowledge transmission (see Kerr, 1999) to a wide variety of more active, participatory pedagogical approaches which strive to move beyond the traditional classroom space to teach democratic education in all spaces, emphasizing the teaching potential of every-day life interactions. This shift in  methodologies seems to mirror the shift in conceptual paradigms, which suggests consistency between theoretical approaches and practical strategies put forth by national policies. And this shift is apparent in both the countries with national policies and in the regional policies as reported by the Canadian provinces.

There also seems to be a wide-range of disciplines associated with democratic citizenship education in the region. Some of the fields mentioned were human rights education
, participatory democracy education, environmental education, diversity education, health education, sexual education, economic education, and conflict resolution education. A few countries have integrated some of these fields into one framework (i.e. Colombia, Costa Rica), and others have focused and separated “democracy education” from the other related fields (i.e. Chile, St Lucia, Bahamas).

The majority of the countries (and Canadian provinces) have developed policy standards for one specific curriculum area, be it a separate citizenship education class or within the social studies curriculum, and only Colombia has moved beyond this more traditional approach to creating citizenship standards applicable to all of the curriculum areas. 

Although the responses to this questionnaire are more focused on citizenship education in schools, the data provide some insights into the region’s work in citizenship education outside of the schools. For instance, the media’ s  potential in this area was  frequently mentioned. Also, several countries are developing citizenship education at the post-secondary level and for adults, as well, although these were less frequent than at the primary and secondary education levels. The emergence of early childhood education as a key priority topic in the region is also reflected in the high frequency of reported citizenship education policies for this age level. 

The responses suggest a general lack of evaluation of policy impact in the region.. In a 1999 report commissioned by the Inter-American Development Bank, Tibbits and Torney-Purta argued that “clear goals need to be set for any citizenship education program” and “achievement through evaluation and assessment techniques can be monitored” (Tibbits & Torney-Purta, 1999, p. i).  However, evaluation and assessment have proven to be problematic in many cases.  This could be because the outcomes of education for citizenship are not always clear—do the policies focus on knowledge, skills, or attitudes? Or, that clear definitions of what is meant by civic engagement and knowledge are not easily agreed upon.  That said, a compelling case can be made for moving away from merely looking at program and policy inputs and toward evaluating the outcomes of any national or regional policy.  In some countries, this may require additional training and human resources in the area of evaluation and assessment at the professional level.  In other words, just as it is important to strengthen teacher training, it is important to speak about the importance of evaluating outcomes and also to provide training in evaluation techniques, as well as to discuss and address cultural factors and current practices which may contribute to a disregard and/or fear of evaluation. 
However, a notable cross-country comparative assessment of citizenship competencies is underway, which could provide valuable data on competency levels in Latin America.  At the Ministers Meeting in Trinidad and Tobago, in 2005, where the Inter-American Program on Education for Democratic Values and Practices was adopted, several Ministers also begun a collaboration project to set-up an observatory of citizenship education, which would include a regional study. This evolved into a regional module of the ICCS civic education study organized by the IEA and was financially supported by the Inter-American Development Bank. Consequently, six Latin American countries (Chile, Colombia, Dominican Republic, Guatemala, Mexico and Paraguay) are currently participating in the IEA ICCS Civic Education Study. This represents an increase in the regions’ participation in this international study, since the last study conducted in 1999 - 2000, in which only Chile and Colombia participated (as did the USA). “A network of scholars have agreed on a framework for the dimensions of democratic citizenship most relevant to the region and developed a regional module to assess both the knowledge, skills and attitudes of 15 year olds and the opportunities to learn these competencies in school” (Reimers, 2007). These piloted instruments will be administered in 2009, in parallel with the IEA Civic Education international data collection instrument and the European Regional Module.  

Limitations of the Study 

This study provides an overview of national policies, standards and goals of education for democratic citizenship in 24 OAS-member countries.  There are several limitations to this descriptive study, which future research may address.   The limitations include the following.

· The analysis relies on only one source of information (self-reports from the Ministries of Education).  

· The respondents may have interpreted the questions in multiple ways.

· Countries may have other programs in similar areas they did not include in the report.  In most cases, there was no follow up to their initial responses.

· Only 25 out of 34 OAS member countries in the region participated (though this is a  response rate of 74%). In some cases, the countries provided incomplete or partial information.

· This report mainly examines national policy for formal education: it does not emphasize (though it does ask about) education for citizenship which occurs in non-formal settings. 

· Interpretation of the information sent by the countries to the researchers at OAS is subject to human interpretation errors.  A useful follow up would be to interview policy-makers to correct any interpretation errors. 

· As previously mentioned, this report focuses on national policies in education as reported by Ministries of Education, it does not account for actual development of policy in communities and schools. In other words, it reports on the policy framework, not on practices of education for citizenship. 

· As previously discussed, this report provides the initial step of “mapping” national policies in education for citizenship, but it does not analyze them critically. The methodology for constructing the policies, the perception of the policies by the educational community and other members of society, and the “quality” of the policies, among others, is not examined. 

Directions for Future Research

This study provides an initial description of democratic citizenship education policies in the region and a preliminary analysis of tendencies and similarities. Further research could assess the quality of these policies and the degree to which they are implemented. For example, the following questions could be examined: First, is the process by which the policy was developed representative of the country’s needs? Was it constructed democratically with representation from key sectors?  Second, how would the quality of the policy be rated? Analyzing the quality of these policies could be complex as quality may depend on context which varies from country to country. How can the quality of policies in this field be understood and assessed across countries? Perhaps general criteria could be co-constructed to guide the study. For instance, to what degree is the policy consistent with the research in the field, to what degree does the policy promote going beyond the transmission of knowledge and incorporate the development of democratic attitudes, values, skills, and abilities, and to what degree the does the policy incorporate evaluation?

Also, exploring the degree of implementation of these policies also merits further study. A policy could be constructed democratically, and could meet a high standard of quality, and, yet, not become a reality in the schools and communities. How many schools and communities is the policy reaching? To what degree is it being implemented and with what success? A survey administered to the Ministries of Education is not sufficient to assess this level of implementation. Analytic interviews regarding implementation structures and procedures with the Ministries and the local authorities, as well as a sample of visits to schools and communities in various regions of each of the countries, could provide a clearer picture of the degree to which what has been established in theory is actually becoming a reality. Such an endeavor could also help to identify which strategies and resources could assist in this complex process of policy implementation.  In short, an examination of practices as derived from these policies would be a useful direction for further inquiry.  It would be especially meaningful to look at the policies, practices, and student outcomes.  Are these policies and their associated practices resulting in the countries’ desired outcomes? 


Comparative analysis of the quality of teacher education may be key to understanding this link between policy and practice. The McKinsey Report, “How the Best Performing School Systems in the World Come out on Top” which was released in September 2007, shows that the systems that excel: 1) Recruit their teachers from the top third of each cohort graduate from their school system. 2) Create campaigns to improve status of the teaching profession. 3) Understand that the quality of the outcomes is essentially linked to the quality of the teachers (taken from the project profile for the OAS project “Teacher Education for 21st. Century Teachers: A focus on technology and collaboration to improve the quality of education in the Americas”)

It would also be of interest to consider the meaning which these policies have for the educational actors, and how this meaning is constructed. As, from one perspective, policy may not simply be “applied” from above to below, but reconstructed by individuals and groups in different contexts, in different ways. That is, to understand policies as textual interventions, as a language or communication, and not in a performative manner which accentuates results. (Taken from Onetto personal communication, 2008, see also Ball, 2006; Onetto, 2007). As this posture is based on the agency of teachers, and other educational actors, measuring the degree of transformation “resulting” from the policy may be difficult. Quantitative tests and analysis may not evidence these change processes. 
This survey could be enriched by doing a case study analysis—particularly of the different pedagogical approaches.  Used in conjunction with other, more quantitative measures, case studies could be designed to examine if there are different outcomes associated with different approaches, and to delve into the meanings of these policies constructed by different educational actors in different contexts.

Finally, although this study focused on governmental policies and programs, future research could highlight the work of non-governmental organizations, universities and the private sector, among others, in the region, as it is invaluable for the development of citizenship education and related areas in the Americas. The OAS portfolio (2005) includes some NGO strategies and programs, and a revised portfolio of non-governmental promising initiatives in the formal and non-formal sectors is also underway
. 

SUMMARY AND CONCLUSIONS 

Despite the limitations of this study, several conclusions and recommendations for action may be proposed in terms of what seem to be the suggested “gaps” in democratic citizenship education policy in the region. 

· Most of the countries that responded to this survey report having a national policy related to education for democratic citizenship.  One country’s policy was under construction and two countries had subnational policies.
· More than half the countries reported that they had established standards for citizenship education and provided training for those responsible for carrying out the policy.
· The policies described in this report focus primarily on school-aged children/youth. 
· Countries, generally speaking, perceive a variety of challenges. The most frequent challenge as translating policy into practice, especially in terms of cultural transformation (media, families, democratic culture). 
· There seems to be a paradigm shift away from teaching just “civics” to include the teaching of attitudes, dispositions, skills.  In other words, countries appear to be taking a more holistic approach to preparing young people for citizenship, than was previously the case.
· Evaluation of the impact of policy seems to be lacking in the region. Therefore, efforts to create a variety of assessment strategies or improve the frequency and quality of such evaluation, as well as of process evaluation, to examine policy implementation, could be useful. For instance, promoting of the exchange of expertise on evaluation methodologies, including best practice and research on effective policy evaluation, as well as on how to obtain funding for such evaluations. 
· Responses seem to indicate the countries’ understanding that citizenship education goes beyond the traditional school setting. 
· While citizenship education is important, it cannot be separated from broader questions of the coverage, quality and content of education as well as the development of skills such as literacy. 
To conclude, many would argue the manner in which citizenship education is taught is just as important as what is taught. Young people benefit from the opportunities to practice civic skills and learn by doing.  Formal classrooms can provide one space for this kind of learning, but there are broader societal norms and values that also have an impact.  And, within classrooms the opportunity to discuss issues in an atmosphere of respect is of central importance. In the end, citizenship education should help citizens develop the motivation to participate in their civic lives of their communities and nation; the self-confidence that they can do so; and the knowledge and skills they need to succeed.  The policies reported in this study for the countries of the Americas,  begin to suggest that the region is aware of the importance of democratic citizenship education, and related areas, and has constructed policies in the field which seem to address these concerns. However, more information is needed on the actual practice of citizenship education, and related areas, inside and outside of the school. 
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	�.	This includes related areas, such as civic education, conflict resolution education, peace education, ethics and values education, character education, diversity education, human rights education, environmental education, gender equity education, and others.


2.  See “Inter-American Program on Education for Democratic Values and Practices”, adopted at the Fourth Meeting of Ministers of Education within the framework of CIDI, August 11, 2005, as well as the Program progress reports, updates on Program activities and other key Program documents at: � HYPERLINK "http://www.educadem.oas.org" ��http://www.educadem.oas.org� 





� A policy review similar to this one was conducted for European countries by Eurydice and the European Commission Directorate – General for Education and Culture. See de Coster, Forsthuber, Kosinka & Steinberger (2005).   


	�.	The twenty-five countries that responded were:  Antigua and Barbuda, Argentina, Bahamas, Barbados, Brazil, Canada (provinces of Alberta, British Columbia, Manitoba, Northwest Territories, and Saskatchewan), Chile, Colombia, Costa Rica, Dominican Republic, Ecuador, El Salvador, Guatemala, Guyana, Haiti, Honduras, Jamaica, Mexico, Nicaragua, Peru, St.Kitts and Nevis, St.Lucia, Suriname, Trinidad and Tobago, United States of America.


	�.	“Standards are statements of what students should know and be able to do. Different types of standards address various aspects important to learning.” (http://www.ascd.org)


	�.	This includes related areas, such as civic education, conflict resolution education, peace education, ethics and values education, character education, diversity education, human rights education, environmental education, gender equity education, and others.


8. 	However, some compiled information on select countries may be found in Levinson and Berumen (2007), Reimers (2007), Cox, Jaramillo, & Reimers (2005). OAS (2005), Villegas – Reimers (1994), among others.  


	�.	Jamaica reported four programs in the field: (1) Social Studies and Civics Education curriculum in primary and secondary schools (2) Behaviour Modification Workstream: Citizenship Education Programme (3) Health and Family Life Education (4) Culture Agents in Schools. 


	Trinidad and Tobago reported two programs in the field: (1) "School Discipline Initiative" and (2) Peace Promotion Program. 


10.         “The subpart may be cited as the "Education for Democracy Act." The purpose of the provision is to: 


1) improve the quality of civic and government education by educating students about the history and principles of the Constitution of the United States, including the Bill of rights; 


2) foster civic competence and responsibility; and 


3) improve the quality of civic education and economic education through cooperative civic education and economic education exchange programs with emerging democracies. A further purpose of the cooperative education exchange program is to: 1) make available to educators from eligible countries exemplary curriculum and teacher training programs in civic and government education, and economic education developed in the United States; 2) assist eligible countries in the adaptation, implementation, and institutionalization of such programs; 3) create and implement civic and government education, and economic education programs for students that draw upon the experiences of the participating eligible countries; 4) provide a means for the exchange of ideas and experiences in civic and government education, and economic education among political, educational, governmental, and private sector leaders of participating eligible countries; and 5) provide support for independent research and evaluation to determine the effects of educational programs on students' development of the knowledge, skills, and traits of character essential for the preservation and improvement of constitutional democracy, and effective participation in, and preservation and improvement of an efficient market economy.”


	�.	British Columbia, Canada, also reported a new Social Justice curriculum - the response draft is expected to be ready for piloting September 2007, with full implementation in schools, as elective, anticipated for 2008, at the Grade 12 level. British Columbia also mentioned a groundbreaking agreement on Aboriginal Education: http://www2.news.gov.bc.ca/news_releases_2005-2009/2006EDU0075-000837.htm


	�.	See Alberta’s new social studies curriculum, which emphasizes citizenship and identity at:  http://www.education.gov.ab.ca/k_12/curriculum/bySubject/social/


�.	Brazil, for example, did not report standards in this area, and explained that “due to the great national diversity, a policy of respect for human rights, must respect diverse cultures, environments and local experiences.” 


	�.	� HYPERLINK "http://www.bced.gov.bc.ca/irp/irp_ss.htm" ��http://www.bced.gov.bc.ca/irp/irp_ss.htm�   Also see:  Social Studies Integrated Resource Packages: � HYPERLINK "http://www.bced.gov.bc.ca/irp/irp_ss.htm" ��http://www.bced.gov.bc.ca/irp/irp_ss.htm� and Codes of Conduct: 	http://www.bced.gov.bc.ca/sco/guide/scoguide_sec_2.pdf


	�.	http://www.edu.gov.mb.ca/k12/cur/socstud/kto4.html


	�.	The respondent from El Salvador did not clarify the curriculum areas for the standards in this question, but the response to the pedagogical approach question implies that the standards are for all areas (see table on pedagogical approaches below). 


	�.	In Chile, The Transversal Fundamental Objectives (TFO), “define the general ends of education referring to personal development and ethical and intellectual development of students. Its realization transcends a specific sector or sub sector of the curriculum and takes place in multiple areas and dimensions of school experience, which are the responsibility of the whole school institution, including, among others, the educational project and the type of discipline which characterizes each establishment, the styles and types of teacher practices, the ceremonial activities and the daily example of teachers, administrators and the students themselves.” 





	�.	Peru clarified it was in curriculum in Public Pedagogical Institutions and student participation at Universities.  


	�.	Pre-primary, primary and secondary: Costa Rica, Guatemala, Honduras, Mexico


		Primary, secondary and post-secondary: Barbados, Colombia, Suriname 


		Primary, secondary and adult: Nicaragua 


		Preprimary and primary: Haiti 


		Primary: St. Lucia  


	�.	In addition, Bahamas reported it was only mandatory as pre-service training for teachers, in Ecuador it was mandatory for the fiscal, “fiscomicional”, and particular educational system. El Salvador clarified it was mandatory for the pre-service (or initial) training for teachers, and for teachers involved in specific programs. For others, such as parents or students, it may or may not be mandatory, depending on the Institutional Educational Project. Peru reported initial training was mandatory for those opting for the title of teacher, and trainings are mandatory for teachers in the public sector. 


� see � HYPERLINK "http://www.ecs.org/qna/docs/climate_assessment_info.pdf" ��http://www.ecs.org/qna/docs/climate_assessment_info.pdf� ).


� (see � HYPERLINK "http://portal.unesco.org/education/admin/ev.php?URL_ID=42078&URL_DO=DO_TOPIC&URL_SECTION=201" ��http://portal.unesco.org/education/admin/ev.php?URL_ID=42078&URL_DO=DO_TOPIC&URL_SECTION=201�).


	�.	72% reported the national impact of the policy had not been evaluated and 6% did not respond (Guatemala). Peru clarified its policy had not been evaluated, because the National Education Project was too recent.  


� A “mapping” of these experiences can be found at: http://www.mapaeducativo.edu.ar/pages/mapas/mecyt/?idatlas=23.


	�.	Suriname did not respond this question.


	�.	Guatemala, St. Kitts and Nevis, and British Columbia, Canada, did not reply. 


	�.	Honduras emphasized the high incidence of street violence and the risk of maras and gangs in the country, and requested support to work with students to help them survive difficult situations. 


	�.	For more information on human rights education in the region see the Inter-American Institute of Human Rights’ reports at: http://www.iidh.ed.cr/informes_i.htm


� The questionnaire to be considered for inclusion in this portfolio is at http://www.educadem.oas.org





