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Foreword

The study presented here was commissioned by the
Inter-American Development Bank for discussion
during the workshop “Education for Citizenship
and Democracy in the Americas: An Agenda for
Action.” The workshop will be held in the frame-
work of the Fourth Meeting of Education Minis-
ters of the hemisphere in Trinidad and Tobago. The
recommendations that emerge from this meeting
will be included in the preparations for the Fourth
Summit of the Americas to be held in Argentina in
November 2005.

Democracy in Latin America and the Caribbean
is experiencing a period in which electoral processes
are solidly established in the great majority of the
countries and the installation of military or de facto
regimes as a solution to political crises seems to be a
thing of the past. Thus, the region can take pride in
the progress made by a key element of political citi-
zenship, in other words, the rules and practices that
allow peaceful competition for power through peri-
odic clean elections to choose its leaders. However,
this trend is taking place at the same time as an on-
going significant delay in the development of civil
and social citizenship, which is expressed in unequal
access to justice and the persistence of poverty and
inequality. The combined challenges of poverty and
governance urgently require active, politically in-
formed and educated citizens, aware of their capac-
ity to influence community events and government,
at all levels.

While education for citizenship and democracy
is a subject that has been present since the origins of
public education systems in Latin America, in today’s
world, education is faced with an unprecedented
challenge posed by complex demands. On the one
hand, the development of our societies requires ac-
tive, participatory citizenship. On the other, it seems
that the great majority of young people are apathetic
and uncommitted to participating in the processes
inherent in democracies. Given this situation, the
way citizenship education is imparted in schools—

the traditional civic education—must be profoundly
reformulated.

The Bank has been an active participant in the
effort to strengthen democratic processes in the re-
gion and it has recognized experience in the support
and development of a strong, participatory civil soci-
ety. Using both financial and nonfinancial instru-
ments, it has lent support to what could be called the
fourth dimension in the struggle for human devel-
opment. Three of those pillars are poverty reduction,
economic growth with equity, and environmental
protection. Inseparable from the other three, the
fourth dimension is the consolidation of democracy
and respect for human rights.

Among these efforts, it is worth emphasizing the
importance of the international conference Civitas
Panamericano, held by the IDB and other international
institutions in 1996 in Buenos Aires. The conference
explored different ways of strengthening the culture
of democracy, making use of elements in both formal
and informal education, such as introducing new
curriculums in the schools and the extension of the
teaching and learning process to families, churches,
communities, labor unions and other civil society
organizations.

The Bank’s Strategy for the Modernization of the
State (which has been in effect since 2003) states that
“consolidation of democracy requires a political cul-
ture based on ethics, values and a democratic civil
culture.” It mentions areas that the “the Bank can
support: incorporating democratic civic education
programs into plans to reform the educational sys-
tem and fostering programs and curricular reforms
designed to promote a culture of tolerance, freedom,
participation, responsibility and social solidarity.” In
the Education Strategy, it is reiterated that education
“has an important role in shaping interactions among
citizens and democratic governance.”

The Education Network of the Regional Policy
Dialogue organized by the Bank has held six regional
meetings and five subregional meetings in which
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participants have addressed priority themes for the
educational policies of the member countries. The
theme chosen by the Deputy Ministers, which was
discussed during the seventh meeting held in Febru-
ary 2005, was that of citizenship education. To nour-
ish these discussions, the Bank commissioned two
studies comparing the situation of citizenship edu-
cation in countries in the industrialized world with
that of countries in Latin America and the Caribbean.

Many countries in the region have initiated cur-
ricular reforms in which education for citizenship is
seen as an indispensable requirement for economic
growth and the development of a democratic culture.
However, the emphasis on knowledge of the powers
of the state, the duties of citizens and the law must
be replaced. Instead, education for citizenship must
not only focus on knowledge and political commit-
ment, but also on social responsibility and participa-
tion in community activities.

This report analyzes alternatives for changing
from civic education to citizenship education through
schooling that incorporates citizenship at every level.
It must redefine pedagogy to combine traditional aca-
demic elements with debates and community service
experiences in a school environment that favors re-
lationships of trust and mutual recognition. Empha-

sis is placed on evaluations that make their objec-
tives visible. Such evaluations must measure progress
and adjust policies at the macro level as well as the
activities of teachers and educational institutions at
the micro level.

A radical reevaluation of citizenship education
in the schools represents an opportunity to establish
a virtuous circle between democratic political insti-
tutions and a democratic political culture. Here, the
leadership of countries and educators is essential in
order to neutralize—especially among young
people—cynicism and apathy with respect to poli-
tics, to inculcate democratic culture and to provide
the tools for common action. All this will redound in
the development of social democracy, today lagging
behind in the region, which will assure minimum
standards of security and welfare for all. With the
presentation of this report, the Inter-American De-
velopment Bank confirms its commitment to these
basic tasks for the development of the region.

Carlos M. Jarque
Manager
Sustainable Development Department
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Education offers the potential to achieve a democ-
racy firmly rooted in society’s cultural foundation,
and holds out an opportunity that must not go to
waste. The challenge is to establish, through educa-
tion, a “virtuous cycle” between democratic insti-
tutions and democratic political culture. Education’s
potential to create capabilities among the new gen-
eration for active citizen engagement depends, fun-
damentally, on a reevaluation of civic education and
the need for educators to ensure that their efforts to
produce informed citizens will be meaningful in
practice. The gap that exists distance today between
young people and the obligations and practices of a
political democracy can be breached. To do so will
require new and meaningful answers to questions
about the knowledge, values, and skills that com-
prise citizen education. Cynicism and apathy toward
political processes must be eliminated, and demo-
cratic culture fostered as an ideal that endows a
community with tools to act together.

The debate over how to foster democratic citi-
zenship in Latin America is as old as the national
public education systems; though it will never be
over, it will always be new. And it will always be
subsumed in the dynamics of the dialogue that seeks
to define democracy and citizen participation (de-
mocracy as a way of life and as a process). The ef-
fort to educate people to become engaged citizens
has long been threatened by interruptions in demo-
cratic governance and competing purposes within
education itself.

Expectations of civic democracy and citizen
participation are growing in Latin America and the
Caribbean. However, much remains to be done. A
recent study by the United Nations Development
Programme (UNDP 2004) found that, according to
the Support for Democracy Index, although democ-
racy enjoys general support in the hemisphere, it
cannot be taken for granted. Distrust in institutions
and governments’ ability to resolve urgent problems
of poverty and inequality is high. A significant pro-

portion of citizens are willing to abandon democ-
racy for the sake of economic development.

Contemporary understanding of education for
democratic citizenship is distinguished by the be-
lief that the development of competencies is essen-
tial to civic and political participation (expertise,
aptitudes, attitudes, and skills). Development of
competencies involves several areas of education:
1) specific program content in courses on civics,
history, and government; 2) cross-cutting content-
rich themes in curriculums: promoting the compe-
tencies needed to live in a democracy; 3) pedagogical
dimensions concerning students in their schools,
where the teacher-student relationship still fre-
quently embodies authoritarian traditions; and 4)
the organization of the school itself.1  Thus, it is
necessary for a circumscribed view of civic educa-
tion to be superseded with a broader one that rec-
ognizes that democratic education will permeate the
various organizational levels of an educational in-
stitution, through novel modalities that allow stu-
dents to develop the skills needed to become active
citizens.

What are these skills? Those that allow the ex-
ercise of freedoms of thought, conscience, religion,
speech, and movement; the right of assembly, to join
with others in organizations, to vote, and to be judged
impartially and under conditions of equality before
the law. These skills also include exercising the ob-
ligation to vote, to participate in political processes,
to pay taxes, to defend one’s nation, obey the law,
accept majority decisions, and respect the rights of

Introduction

1 For a more detailed discussion of this broader model of
education for a democratic citizenry, see F. Reimers, and E.
Villegas-Reimers, Educación para la Ciudadanía Democrática
en Escuelas Secundarias en America Latina: Diez Propuestas
para la Acción [Education for democratic citizenship in sec-
ondary schools in Latin America: ten proposals for action], a
work prepared for the Regional Policy Dialogue Meeting, In-
ter-American Development Bank, February 2005.
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others; skills that enable a person to fully grasp what
another individual seeks and needs; that is to un-
derstand the common good.

Thus, democracy and education confront ma-
jor challenges in Latin America and the Caribbean.
The major challenges of democracy consist of achiev-
ing good governance within a context of growing
political competency, to find nonviolent solutions
to conflicts (in the case of some countries within
the region), and to ensure that the majority of the
population support democratic forms of government.
The upcoming agenda for education acknowledges
that educational institutions are helping to promote
universal skills that allow everyone to participate
actively and to the full extent of their capabilities.

The weaknesses that educational institutions
have in training citizens to use good judgment, un-
derstand the needs of others, and be willing to work
for the common good, erode democratic culture as
a way of life. The weaknesses of democratic institu-
tions hamper effective actions to foster the role of
schools in strengthening human development and
train students in democratic skills.

These problems are recognized for what they
are, precisely because the region today is more demo-

cratic than it has ever been. When authoritarian
regimes prevailed, institutionalized intolerance could
not be acknowledged as a problem. The current
dynamism of Latin American democracies is what
makes possible the urgent placement of democracy
and citizen participation on the public agenda, and
links this urgency to the goals in public education
systems to foster stronger skills of democratic citi-
zen participation.

This document reflects the need to base citizen
training on a broader foundation than was tradition-
ally the case not as an academic civics lecture but as
a way of life in the educational system and to dis-
cuss the options for achieving a broader base. Edu-
cational systems should not cast aside traditional
academic goals. Far from competing with academic
study, citizenship training complements it and can
fuel it. The challenge is to get students to develop
their academic skills at the same time as they im-
prove their interpersonal relationships and partici-
pate more profoundly in civic life. How can this be
done? This study looks at available options and pro-
poses a strategy for different participants in processes
of educational reform to bring the necessary initia-
tives closer to fruition.



1.
Education for

Citizenship and Democracy
in Latin America and the Caribbean:

What’s New with this Old Issue?

zens to engage in political action; to reflect and act
on itself, on its most pressing issues, purposes, and
the meanings that provide social cohesion.

This formation of aptitudes and values should
respond to the new set of requirements and condi-
tions present in Latin America and the Caribbean
today, which need to be identified. This is the
overarching framework in which democratic citizen
participation can be defined as an ideal by the cur-
rent generation, as the sociocultural bases of new
formative demands, more complex and urgent, that
are made on institutions of learning.

NEW PARAMETERS

Three processes are identified here that may be
thought of as parameters for the sociocultural and
political redefinition of citizenship in the region:
social realities combining poverty and post-moder-
nity, the impact of globalization on the nation-state,
and the revolution in information and communi-
cations.

Poverty and inequality in Latin America and the
Caribbean lead citizens to distrust politics and the
ability of institutions to address urgent problems.

There are trends toward greater individualiza-
tion, fragmentation, and the unraveling of collec-
tive ties and identities that converge with a loss of
trust in the public sector and the sense of belonging

This chapter considers three important issues in
contemporary analysis and debate over the role of
education in strengthening democracy in Latin
America and the Caribbean. First, it offers an analy-
sis of the factors that require a specific response of
democracy and education; among them, poverty and
inequality; distrust in the political process; the trend
toward individualism; loss of a sense of belonging
to a political community beyond a local one; glo-
balization; and the revolution in information and
communications. Second, the question is then raised
of how current public education in citizenship, which
largely fails to meet these needs, can begin to be
characterized. Finally, the chapter includes some edu-
cational and psychosocial precepts are offered, which
need to be considered in the renewal of opportuni-
ties for learning democratic citizenship.

1.1. CITIZENSHIP EDUCATION:
NEW AND URGENT DEMANDS

One of the premiere tasks of public education is to
shape informed citizens; to develop people who
believe in the democratic ideal and its application
in practice. Inherent is the intention to create op-
portunities for members of society to have their first
community experiences. Public education can make
a small or large difference in the intellectual and
moral aptitudes that are the basis for a society’s citi-
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to a community beyond a local one. These are iden-
tified as signposts and heightened risks of post-
modernity.

Globalization, as it redefines the sphere of pub-
lic life, challenges traditional notions of citizenship.
Decisions made at global levels adversely affect de-
cisions made in the nation-state and lead to redefi-
nitions of citizenship.

The revolution in information and communi-
cations has a twofold impact on citizenship. On the
one hand, it places within everyone’s grasp enor-
mous quantities of information on any issue affect-
ing society. This requires an active citizen to acquire
new capabilities to interpret and use the expanded
information now available. On the other hand, poli-
tics becomes subject to profound and lasting effects
as it gets channeled through the media, significantly
redefining the relationship between citizens and their
leaders.

DEMOCRATIC CITIZENSHIP AMONG
YOUNG PEOPLE

Democratic governments have prevailed in Latin
America and the Caribbean for more than two de-
cades. Electoral democracy is the rule in the vast
majority of countries in the region since the 1980s.
A recent study indicates that countries undergoing
political crises have not experienced a retreat to de
facto or military regimes. The region may take pride
in the progress made in this key aspect of political
citizenship; that is, in the rules and practices that
allow for peaceful competition for power through
honest elections, regularly held to choose national
leadership.2  This trend is occurring, however, in
conjunction with a slower development of civil citi-
zenship reflected in unequal access to justice, and
unrelenting poverty and inequality (which obstructs
citizenship). The development of electoral democ-
racy into a condition of democratic citizenship im-
plies, according to Marshall,3  the integration of three
types of citizenship—political, civil, and social—and
poses a great political, cultural, and educational
challenge (UNPD 2004).

For a broad sector of citizens, the meanings
and loyalties that democracy arouses are still am-
bivalent and uncertain. According to an (UNDP
2002) opinion survey4  less than half (43 percent)
of respondents have democratic orientations and
opinions, 26.5 percent were classified as not demo-

cratic, and 30.5 percent as ambivalent.5  Fifty-five
percent of those surveyed would support an au-
thoritarian government “if it could resolve economic
problems.” A similar proportion (56 percent) felt
that “economic development is more important than
democracy.”

The growing distance between young people and
politics and the public sphere is cause for concern.
In the developed world, the phenomenon has caused
alarm. A series of policies and educational responses
at the highest levels explicitly seek to invigorate

2 Of 231 national leaders interviewed within the framework
of the United Nations Development Programme (UNDP) on
democracy in Latin America, only 17 did not agree with the
opinion that it had made significant progress during the last
decade. UNDP (2004), Democracy in Latin America: Towards
a Citizens’ Democracy. New York and Buenos Aires: (Chapter
VI) [in Spanish, English and Portuguese].
3 T.H. Marshall quoted in the UNDP report (2004), op cit.,
p. 61: “Political citizenship includes the right to participate
in the exercise of political power as a member of a body
invested with political authority or as an elector of its mem-
bers. The corresponding institutions are the Parliament and
units of local government. Civil citizenship is composed of
those rights relating to individual freedom: freedom of per-
son, expression, of thought and religion, the right to own
property and to conclude valid contracts, and the right to
justice. This last right is of different nature from the rest
because it deals with the right to defend and uphold the set
of rights of a person in conditions of equality with others,
by means of due legal procedures. This shows us that the
institutions directly related to civil rights are the courts of
justice. Finally, social citizenship includes the whole spec-
trum, from the right to security and a minimum of economic
welfare to the right to share to the full in the social heritage
and to live the life of a civilized being according to the stan-
dard prevailing in the society. The institutions directly linked
are, in this case, the system of education and the social
services.
4 UNDP (2004), op. cit. The study was based on an opinion
survey with responses from 18,643 citizens from 18 coun-
tries: Argentina, Bolivia, Brazil, Chile, Colombia, Costa Rica,
Ecuador, El Salvador, Guatemala, Honduras, Mexico, Nica-
ragua, Panama, Paraguay, Peru, Dominican Republic, Uru-
guay and Venezuela.
5 The ambivalent are persons with a delegative concept of de-
mocracy. “In principle they support democracy, but they
believe it is valid to take anti-democratic decisions when run-
ning the government if, in their judgment, circumstances so
demand.” (UNDP (2004), op.cit. p. 134) The concept of
delegative democracy was introduced by Guillermo O’Donnell
to refer to countries where free, clean elections are held but
in which the governments (especially presidents) feel autho-
rized to act without institutional restrictions. See G. O’Donnell
(1994), “Delegative Democracy,” in Journal of Democracy 5
(1), pp. 94–108.
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cohesion. New problems and challenges proliferate.
They were brought on by the globalization of pro-
cesses, production patterns, and material and sym-
bolic exchanges, all of which place complex demands
on political institutions, practices, and culture.

We are faced with a paradox: The complexity of
modern life, now more than ever, demands demo-
cratic politics as a space in which to develop com-
mon responses to old and new problems. Nevertheless,
the demands fail to engage the next generation, which
is the best educated in the history of the region.7  We
must urgently examine what educational institutions
offer today in terms of citizenship education and
explore ways to explicitly and consistently encour-
age their transformation.

The combination of the challenges of poverty
and governance, more than any others, calls for ac-
tive citizenship. Trust in others (the foundation of
all civic participation) needs to be raised to a higher
level. Respect for the law, a necessary condition for
all democratic regimes, must be matched by criteria
for justice and the knowledge and skills needed to
change laws through peaceful and responsible means.
The principles of transparency and accountability
must steer relations between citizens, their repre-
sentatives, and government authorities. Citizens
must be politically informed and educated and be-
lieve they have a say in community issues and gov-
ernment affairs at every level.

A citizen democracy needs to be formed in the
region that can work through Marshall’s above-cited
three dimensions—political, civil, and social citizen-
ship (UNDP 2004). Without these conditions, steady
development and integrated societies will not be
possible. A democratic culture must be established
to strengthen or create in individuals (and in soci-
ety) an appreciation of the public and political
spheres, the ability to interpret information, and to
cooperate, participate, and resolve conflicts.

6 This is the case for the British government and its 1998
Advisory Group on citizenship education, as well as the re-
cent private U.S. consensual initiative (liberal and conser-
vative, from the worlds of research, education and policy
design) to diagnose the weakness of civic education found
in the schools and the political, social and economic impor-
tance of decisively invigorating it (Carnegie Corporation of
New York and CIRCLE, (2003) Civic Mission of Schools).
See box 2.
7 See “Expanding the Knowledge Capital of Latin America and
the Caribbean: A Strategic Framework for Education and
Training, 2005–2015,” Inter-American Development Bank,
2005.

public education in active citizenship.6  In the con-
text of the countries of the region, the UNDP found
that age was a determining factor in democratic ori-
entation. A significantly high proportion of young
people in the 16 to 29 age group (the group with
the highest educational levels of those surveyed) 28.7
percent have a non-democratic orientation; 31.2
percent are in the ambivalent category and 40.1
percent have a democratic orientation. Evidence from
a comparative study of civic knowledge and attitudes
among high-school students (carried out with OAS
support) indicates that the majority of young people
today take part in community and solidarity groups.
At the same time, they express distrust and detach-
ment from political institutions and participation.
Their social commitment is disconnected from a
sense of value and commitment to politics and the
procedures and demands of democracy (Torney-
Purta and Amadeo 2004). An opinion study from
the late 1990s that examined concepts of democ-
racy in three Latin American countries (Chile, Costa
Rica, and Mexico) demonstrated that young people
attribute a different meaning to democracy than does
the adult generation. Young people accord impor-
tance to issues of diversity and safeguarding politi-
cal minorities, whereas adults identified democracy
with concepts of order and electoral competition (Ai
Camp 2001).

The ambiguities concerning young people’s re-
lationship to politics and democracy illustrate the
growing complexity of our societies and its impact
on the next generation: social commitment that
shows solidarity and is local; detachment from poli-
tics; high value on diversity and pluralism; rejec-
tion by many of electoral participation; integration
into youth subcultures providing group solidarity
and reason for being; and disinterest in society at
large. Many big cities in the region have seen a
marked increase in violence and illegal behavior, such
as drug consumption and trafficking, crimes against
property and people, participation in criminal groups
or gangs (known as maras) in several countries of
Central America and in the United States.

DEMOCRATIC GOVERNANCE

Countries in Latin America and the Caribbean are
undergoing processes of unprecedented social, eco-
nomic, and political change that are having an im-
pact on institutions and traditional forms of social
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AN UNPRECEDENTED OPPORTUNITY

The theoretician of democracy Giovanni Sartori has
written, “Democracy is, more than anything and
above all, an ideal…Without an idealistic tendency
democracy cannot be born, and if it is, it will soon
weaken. More than any other political regime, de-
mocracy runs against the current, against the laws
of inertia that govern human groups. Monarchies,
autocracies, dictatorships are easy, they collapse from
their own weight; democracies are complicated, they
must be nurtured and believed in.” (Sartori, 1991,
p. 118) For education to become effective in build-
ing beliefs and skills for active citizens in Latin
America and the Caribbean, the learning opportu-
nities offered by civic education need to be com-
pletely updated. The prevalence of democracy offers
an unprecedented opportunity for this task. From
an educational perspective, its importance is that
schools can teach something that is real and that
enjoys legitimacy in society. The skills taught in class-
rooms and schoolyards have an external correlation:
either in fact, because democratic institutional struc-
tures operate appropriately, or as normative criteria
against which the true conditions of systemic po-
litical operations may be judged, should ideal insti-
tutional structures be lacking.8

1.2  THE EFFECTIVENESS OF
SCHOOL SYSTEMS IN CREATING
CITIZENS

The challenges and opportunities described in the
previous section on how to consolidate a democratic
culture among young people may appear to present

a paradox, given that, since their establishment, edu-
cational systems in Latin America have proposed the
need for students to become politically socialized.
Ideas promoted by Domingo Faustino Sarmiento
about people’s education, based on Horace Mann’s
concept of the community school in Massachusetts,
essentially had civic purposes their aim was to inte-
grate groups of different origins and cultures in or-
der to build a single nationality and citizenry, and
what Sarmiento saw as the need to build a new po-
litical order to confront the rule of the caudillos who
have competed for power in Latin America ever since
the wars of independence.

The shift from traditional civic education to a
broader view requires the development of compe-
tencies (skills, aptitudes, and attitudes) for civic
and political participation. It involves several areas
of education: high quality education for all, includ-
ing explicit program contents (in courses on civ-
ics, history, and government, as well as other
curricular areas). It also involves addressing the
school/teaching environment and the educational
structure.

HISTORICAL EMPHASIS ON THE POLITICAL
ROLE OF SCHOOLS

The clear political aims that fueled the creation of
Latin American public schools were admirably suc-
cessful in creating universal primary schools in most
countries of the region during the 20th century. An
unprecedented expansion in access to every level of
education took place (Reimers 2005). Political ends
were expressed more intermittently through the
contents of study programs geared toward prepar-
ing a large sector of the population to master the
cultural codes that make political, social, and eco-
nomic participation possible.

In the 20th century, schools were consolidated
as public institutions, with public acceptance and
support and became among the most trusted insti-
tutions in society. In the late 1990s, parents of school
children in Mexico indicated that 74 percent had
considerable respect for the Secretariat of Public
Education, 71 percent for local education officials.
These percentages were somewhat less than the pro-
portion of trust in the armed forces (77 percent) and
in the Catholic Church (82 percent), but higher than
the level of confidence in the President of the Re-
public (67 percent), the private sectored (40 per-

8 Regarding the existence of democracy—at least electoral—
“outside” of school, an analyst of citizenship and education
in the developed world stated: “.... if societies do not offer
their citizens significant opportunities to use the competen-
cies they possess and value, then the most likely outcome is
erosion more than strengthening of such competencies.*” D.P,
Keating (2003) “Definition and Selection of Competencies
from a Human Development Perspective,” in D.S. Rychen,
L.H. Salganik (Editors), Key Competencies for a Successful Life
and a Well-Functioning Society, OECD, Hogrefe & Huber, p.60.
[*This is the English translation of the Spanish rendition,
not a direct quotation from the original text.]
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cent), and the police (43 percent) (Fundación En
Este País 2003).

Nevertheless, many cracks in the democratic
order in Latin America over the course of the 20th
century left their impact on political socialization
in schools. The encouragement of people to think
for themselves in order to master cultural codes and
thereby enable themselves to participate in every
social sphere is a recent phenomenon and exists in
opposition to the longer authoritarian tradition in
the region’s educational institutions. The aim is
questioned, and consensus is spotty (Reimers 2005).
The meanings of democratic citizenship and notions
of democracy are also diverse. Ideas of who is a citi-
zen diverge. In practice, clear constraints exist on
the full exercise of citizen rights for women, the poor,
indigenous people, people of African descent, reli-
gious minorities, and immigrants. What it means to
be a citizen, what the rights and obligations are that
attend citizenship are open to different interpreta-
tions, reflecting diverse concepts of democracy (such
as republican, federalist, and communitarian posi-
tions); so too the meaning of political participation
(with concepts fluctuating between a minimalist view
that identifies the right to vote and the idea of more
direct everyday participation in the public affairs of
the community and of other spheres).

As already noted, the debate over how to teach
democratic citizenship in Latin America and the
Caribbean has been going on for a long time. This
is partly because of the interruptions in democracy
and because of its competition with alternative goals
for education. In recent years, concern for raising
economic competitiveness has led to an emphasis
on skills that increase productivity. The expansion
of economic participation could be considered as
an expansion of one aspect of citizenship; never-
theless, it is hardly synonymous with the attainment
of full political participation. Even in economies
based on traditional forms of production (industries
to extract raw goods or primary products) the skills
that make it possible to increase productivity are
not clearly the same ones that open the way for demo-
cratic participation. It may be that there is more
overlap among these competencies in economies
dependent on knowledge-based industries; in other
words, in those economies that depend on the value
added of highly skilled labor, as opposed to ones
that rely on factors of production with lower costs.
Essentially, we are referring to industries and tasks
that cannot be easily automated, which require sym-
bolic operations and complex thought for produc-
tion of goods and services.

HIGH QUALITY EDUCATION FOR ALL

There are clear educational expressions over the
democratic proposals for education in Latin America
and the Caribbean. Curriculum development, na-
tional programs of study, and efforts to make access
to basic education universal reflect the centuries-
old democratic concern for broadening access to
cultural codes. These efforts facilitate citizen par-
ticipation, acceptance of the legitimacy of the State
and its legal system. Segmentation of instruction
levels within schools is scant. In general, advanced
courses are not available in any subject in the schools
of the region. Consensus continues to grow in favor
of general basic, undifferentiated education, which
reflects the democratic idea that everyone has a fun-
damental and equal right to participation. This jus-
tifies the right to education.

There is a lack of consensus on the need for
political purposes in education to be embodied in
programs of study and in teaching quality. Nor is
there agreement on the most relevant forms of po-
litical socialization, so a democratic dynamic citi-
zenship leads to social fragmentation between
schools. Marginalized social groups receive fewer
opportunities to develop skills that would permit
them to participate in political, social, or economic
spheres. Students who fail to achieve minimum com-
petency in literacy, mathematics and sciences will
face greater obstacles to developing their political
voice and participation. In more ways than one, as
Sarmiento understood, political strongmen still de-
pend on the poor education of the majority.

A basic problem in Latin American and Carib-
bean schools, from the perspective of education for
democratic citizenship, arises from low curricular
standards and deficient teaching mechanisms and
processes. The result is low reading levels, and poor
mathematic and scientific reasoning among students
who have completed their basic education. Even
though there is little information, it is possible that
low levels of achievement are also found in the sub-
jects of history and civic education.

CIVIC EDUCATION IN THE CURRICULUM

The competencies required for effective political
participation in a democracy are more extensive than
general skills that enable access to knowledge and
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contemporary cultural codes. They include knowl-
edge of the history of the countries of the region
(for an understanding of the origins of contempo-
rary political dilemmas), their representative insti-
tutions through which democracy finds expression.

Competencies are needed that explore the op-
tions for local participation and how to exercise it,
and develop the predisposition to do so. These skills
are developed and acquired as much from school-
ing as from opportunities to develop aptitudes that
are essential in order to live in a democracy, that is,
the ability to listen to others, to concur with others,
to negotiate differences, to recognize one’s own rights
and the rights of others. The ability to tolerate dif-
ferences and to accept cultural diversity and diver-
sity in the choices others make.

All of these competencies, which have to do with
behavior and attitudes in relation to others, are
learned and make up an important component of
political socialization. But their acquisition depends
on the school organization and culture, on the na-
ture of interactions among peers, between students
and teaching and administrative staff, and the peda-
gogical forms used by teachers, as much as on the
actual teaching content used.

A second level of analysis of the performance of
Latin American educational institutions concerns the
teaching of civic education. The inclusion of this
course within programs of study reflects, in most
countries, a traditional view of citizenship associ-
ated with knowledge of public powers and branches
of government and the formal exercise of the right
to vote in a representative democracy. There are se-
rious deficiencies in this regard.

Comparative studies of some countries in the
region indicate poor knowledge of democratic in-
stitutions among young people. A mere half of young
people in Chile and 77 percent of Colombians can
correctly identify who should govern in a democ-
racy. This makes it all the more worrisome that the
percentage of people who answer correctly is so low.
Because the survey that yielded this response relied
on multiple choice questions, respondents had a 25
percent chance of getting the right answer. Likewise,
one-third of Chilean students believe that experts
should govern in a democracy (Torney-Purta and
Amadeo 2005, pp. 50–51). In Mexico, 50 percent of
ninth-grade graduates answered that experts should
govern in a democracy and only 41 percent identify
as correct the answer that popularly elected repre-
sentatives should govern (Tirado and Guevara 2005,
p. 23). Equally low is the knowledge of the consti-
tution, the function of civic organizations and of laws,

the ability to identify corruption, the function of
regularly held elections, political parties, congress,
and the press.

It is likely that these disappointing results re-
flect both the structure and content of educational
programs, since the information from the answers
is largely incomprehensible and alien to the actual
experiences of the students. A lack of integration
with other subjects in the school curriculum is also
apparent. The teaching methodologies used for civic
education may simply be particularly ineffective. In
Mexico, a recent study of students in their senior
year of high school indicates that the civics course
is the least liked of all. Whereas 24 percent indicate
that they like the Spanish language course very much;
only 13 percent responded positively for the civics
course. A high proportion reported that their knowl-
edge of civics is less than their knowledge of other
course material (Tirado and Guevara 2005).

SCHOOL AND PEDAGOGICAL SETTING

A third level of analysis concerns the existing dis-
parity between what is taught and what is practiced
in schools. The understanding of what it means to
live in a democracy students develop from their daily
interactions with teachers is more directly meaning-
ful. Curriculum content on the rights between men
and women will have little meaning in schools where
gender discrimination is the rule. Schools where
corruption takes place (including frequent unjusti-
fied teacher absenteeism, union intervention to pre-
vent sanction and irresponsible or unprofessional
performance, or charging illegal fees to enroll stu-
dents) teach students undemocratic interactions. As
a result, the content of civics courses remains theo-
retical and disassociated from actual experience.

The school organization and the values that
teaching staff hold and express are an important part
of the school setting, and contribute greatly to a
school’s hidden or unofficial curriculum. Recent sur-
veys of teachers in several countries of the region
reveal non-inclusive attitudes, which are neither ac-
cepting nor appreciative of diversity. Surveys indi-
cate high rates of negative attitudes toward diversity
in Argentina, Peru, and Uruguay. Homosexuals are
the most common targets of discriminatory attitudes:
20 percent of teachers in Uruguay, 34 percent in Ar-
gentina, and 55 percent in Peru would not accept
homosexuals as neighbors. Strong rejection on the
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basis of nationality, ethnic origin, or social condi-
tion is also apparent: 11 percent of teachers in Uru-
guay, 15 percent in Argentina, and 38 percent of
teachers in Peru discriminate against people based
on their nationality or ethnic group. Discrimination
against “outer-city” slum dwellers is shown among
16 percent of the teachers in Peru, 33 percent of
teachers in Uruguay, and 52 percent in Argentina
(Tenti-Fanfani 2003, p. 4). Negative attitudes are
found toward nationals of neighboring countries,
immigrants and people of other religions. Between
19 and 20 percent of teachers in Peru discriminate
against Arabs, Jews, Japanese and other Asian na-
tionals, Ecuadorians, Paraguayans, and Chileans.
Discrimination in these cases is lowest in Argentina
and Uruguay. Rates of discriminatory attitudes among
teachers in Argentina are indicated in 9 percent of
cases against Bolivians, 6 percent against Chileans,
and 4 percent against Arabs, Jews, Japanese, Ecua-
dorians, and Paraguayans.

In Mexico only a minority of teachers indicate
that it is the obligation of a citizen to obey the law
(29 percent) or respect the rights of others (18 per-
cent). Only 40 percent of the teachers stated that
citizens must always obey the law; 80 percent be-
lieve that justice administration and law enforce-
ment agencies are corrupt and that they would not
receive fair treatment were they arrested for a crime
they did not commit. Forty-eight percent of Mexi-
can teachers indicate modest satisfaction with de-
mocracy, and 29 percent indicate little satisfaction.

Just half state that voting is the best way to influ-
ence government action; fewer still indicate other
options as having effective influence on government:
21 percent mention radio and television spots and
14 percent public protests.

These attitudes mean that the young people who
graduate from these educational institutions will lack
the necessary skills to become active citizens in a
democracy.

EXAMPLES OF COUNTRIES THAT
HAVE TAKEN ACTION

Some countries in the region have taken the first
steps to identify the skills required for effective demo-
cratic citizenship and to design programs to help
develop them.

A seminar on curriculum development for Car-
ibbean countries was held in 2001, in which par-
ticipating countries described their efforts to identify
the ideal type of citizen competencies to be devel-
oped in schools. As shown in Box 1, several coun-
tries included tolerance for diversity, respect for
human rights, and responsibility for one’s own ac-
tions and those of the community. However, the skills
identified in the seminar are only a first step and do
not include all the skills that we have identified as
essential for democratic citizenship.

BOX 1

GOALS FOR CITIZENSHIP EDUCATION IN SELECTED CARIBBEAN COUNTRIES

• To have respect for human life; to be emotionally secure with a high level of self-confidence and self-esteem; to
accept ethnic, religious and other forms of diversity as a source of strength and richness; to be aware of the
importance of living in harmony with the environment; to appreciate family and group values; to have community
cohesion in moral matters, such as being responsible for oneself and for the community (Barbados Report, p. 7).

• To prepare young people to be active, generous and compassionate citizens ready to continue their education to
improve their own quality of life and that of others (Bahamas Report, p. 5).

• To promote understanding of the principles and practices of a democratic society (Trinidad and Tobago Report, p.
11).

• To prepare students for life in such ways that they may effectively adapt to technological changes and proactively
participate in the country’s social, economic and political activities (Belize Report, p. 3).

• To design basic education to develop in young children the knowledge, understanding, skills and values that establishes
the basis for their personal development and for optimal participation in society (Netherlands Antilles Report,
p. 5).

Source: Byron, Isabel and Saskia Rozemeijer, Curriculum Development for Learning to Live Together: The Caribbean Sub-Region,
UNESCO, International Bureau of Education, 2001.
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Only three of the countries participating in the
seminar proposed education in democratic values
as an explicit curriculum objective (see box 2).

Chile, Colombia, Mexico, the United States, the
United Kingdom and other European countries have
shown an interest in the need to improve the effec-
tiveness of citizenship education.

Several years ago, the Education Minister of Co-
lombia undertook a long-term program to develop
citizenship competencies. “The program is a restate-
ment of the school’s role in citizenship education.
Schools are moving from a consideration of these
matters in one civics class for one hour, once a week,

BOX 2

CARIBBEAN NATIONS THAT INCORPORATE
DEMOCRATIC CITIZENSHIP EDUCATION INTO SCHOOL CURRICULUMS

In Jamaica, students learn to:

• Show that they believe in the democratic process.

• Demand their rights and fulfill their responsibilities as citizens of a democratic society.

• Appreciate those who have physical and mental disabilities as equal members of society and recognize their
contributions.

• Examine the impact of various ethnic and racial groups on the culture and evaluate their level of influence.

• Develop a sense of responsibility for the consequences of their actions and act with attention to the rights, life and
dignity of other persons in the family, community, nation and world.

• Recognize the ties that bind all Caribbean peoples, independently of man-made boundaries.

• Recognize and respect cultural differences, and show tolerance for persons of other cultures.

• Develop the values and skills required for personal, family, and community harmony, as well as harmony in the nation
and in the world.

• Understand that interdependence is necessary for the survival of human groups (Jamaica Report, p. 6).

In Trinidad and Tobago, students learn to:

• Show empathy with the values and perspectives that guide the behavior of persons from different cultures and
understand that they all contribute to the progress of the human experience.

• Respect and act to preserve the basic principles and ideals of a democratic society at all times.

• Respect and act to preserve human rights at all times

• Show respect for and pride in themselves, their communities, nation and region.

• Show an attitude toward community life in which they recognize its place and progress in human experience in real,
concrete ways (Trinidad and Tobago Report, p. 16).

In the Bahamas, citizenship education must:

• Empower young citizens with a knowledge and understanding of their country.

• Promote democratic processes.

• Promote concern for preservation of the environment.

• Promote regional cooperation.

• Instill values, self-esteem and tolerance.
Source: Byron, Isabel and Saskia Rozemeijer, 2001.

toward organizing all their activities around the
democratic values to be taught. This means that these
values will become part of every decision and social
interaction” (Jaramillo 2005). The program involves
defining standards (see box 3), evaluating citizen-
ship competencies, organizing training workshops
throughout the country, organizing regional and
national forums to identify successful teaching ex-
periences including those of universities and non-
governmental organizations, promoting citizenship
education for university students, and offering struc-
tured programs to promote citizenship. In the de-
velopment of these programs, the Ministry combines
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BOX 3

CITIZENSHIP COMPETENCIES STANDARDS IN COLOMBIA

The national citizenship competencies program is a concrete, structured, long-term response of the education sector
to the problem of violence in Colombia. Rather than creating a civics department, the government created a program
in competencies, which seeks a definite change in people’s individual, social and political behavior. In education, the idea
of competency implies not only acquiring knowledge, but also learning how to apply that knowledge in relationship to
actions, performance or products—whether concrete or abstract. It allows a student to confirm how much he/she
understood what was learned and to develop an individual identity through works performed.

What are citizenship competencies? Citizenship competencies (CC) are those cognitive, emotional,
communications and integrative competencies that, coordinated among themselves, along with knowledge and attitudes,
enable a citizen to be willing to act—and in fact act—in a constructive way, in a democratic society. CCs foster citizens
actively contributing to peaceful living together, responsible and constructive participation in democratic processes and
understanding plurality as an opportunity and richness of the society. This includes a person’s immediate environment
(family, friends, classroom, school institution), as well as the community, country or the international level. As a result,
CCs come together in the framework of respect, promotion and defense of human rights.

Groups

Living with others and peace: People’s capacity to establish quality social relationships based on justice, empathy,
tolerance, solidarity and respect for others.

Participation and democratic responsibility: This is the way to the full exercise of citizenship. It fosters the
capacity and willingness to lead and take part in collective and participative decision-making processes; construction of
fair standards for achieving common purposes; formulation and maintenance of agreements among persons or groups.

Plurality, identity and placing value on differences: Recognition of equal dignity, starting from valuing the
characteristics of gender, ethnicity, religion, culture, social group, among others. This inclusion starts by legitimating the
various ways of being, living and creating, and guaranteeing equal rights.

The three groups of standards are differentiated above, but it is recognized that there are multiple intersections and
relationships among them.

Competencies

Cognitive Competencies: Capacity to step outside the box, coordinate perspectives, generate options to deal with
conflicts, think critically about one’s own and other people’s statements, identify the consequences of a decision, etc.

Emotional Competencies: Capacity to identify your own and other people’s emotions and respond to them
constructively.

Communications Competencies: Capacity to establish a constructive dialogue with other persons. Active listening,
rational and precise arguments, expression with different symbolic systems, assertiveness, willingness to hear all voices
under equal conditions and to consider different alternatives in order to build consensus.

Integrative Competencies: Capacity to coordinate, in a single action, the other competencies and the knowledge
required for the exercise of citizenship.

Knowledge: Information—theoretical and practical—that persons must know and understand about the exercise
of citizenship. Knowledge about each country’s constitution in order to share the social ideals set forth therein.

a top-down strategy with a strategy to identify local
efforts.

For some years, the Ministry has been putting
together case studies of students getting along with

each other so that teachers can be shown how oth-
ers have been able to resolve conflicts intelligently,
cooperatively and peacefully. This is an effort to find
real situations in which students have developed an
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awareness of matters related to interpersonal con-
flicts, getting along, and peace or discrimination.
Then, the students have tried to understand these
matters in depth, in order to see how cultural dif-
ferences can enrich the country. With support from
the program “Business People for Education,” the
Ministry undertook the task of collecting some of
these stories and requesting that experienced jour-
nalists publicize them.9

The Ministry then sought to make use of regional
experiences collected at the forum and the reflec-
tions generated by teachers, connecting them up with
Colombian and international researchers on these
matters. In turn, the researchers developed texts on
these issues, and, based on their experience with
education systems (at both the school and continu-
ing education levels), were able to implement them.
(There are 32 structured programs based on the re-
search, including publications, methodologies and
pedagogical proposals.) Workshops were planned
in seven Colombian cities (Bogotá, Bucaramanga,
Cali, Cartagena, Florencia, Manizales and Medellín)
to create a diálogo de saberes [knowledge dialogue]
that would allow them to gather “bottom-up” expe-
riences with structured pedagogical programs based
on the research.10

In the United States, recently, interest has arisen
in education for democratic citizenship (see box 4).
For example, the Campaign for the Civic Mission
of Schools is a response to the perception of a group
of educators that during the last decade, schools have
neglected their civic purposes. Many of them have
reduced students’ opportunities to participate in civic
instruction and extracurricular activities such as
service, school newspapers and student government.
Meanwhile, the civic and political participation of
young people has diminished (Academy for Educa-
tional Development 2004).

In 1998, the Education Commission of the
States established the National Center for Learn-
ing and Citizenship, which defined the definition
and contents of citizenship education. This orga-
nization sees citizenship as an amalgamation of three
kinds of competencies: 1) civic knowledge, both
historical and contemporary. This has to do with
understanding the structure and functioning of the
constitutional government, knowing who local
political officials are, and understanding how demo-
cratic institutions function, 2) cognitive and par-
ticipative skills such as the ability to analyze data
on government and local matters, and the skills
required for a student to resolve conflicts within a
group, and 3) civic attitudes such as a preference

and support for justice and equality and a sense of
personal responsibility (Torney-Purta and Vermeer
2004).

At the end of the past decade, England devel-
oped a policy response at the highest level to the
perceived inadequacies in the quality of citizenship
education and its consequences for a democratic
system.

In November 1997, the British Minister of Edu-
cation convened an “advisory group” comprised of
five representatives from the fields of education
(school and university), politics, religion and com-
munications for the purpose of advising and mak-
ing proposals regarding an effective program for
citizenship education in the school system. The
group had six observers from the Ministry of Edu-
cation and was headed by Bernard Crick, a leading
British political intellectual. After a little less than a
year of deliberation and an in-depth process of con-
sultation, the Advisory Group on Citizenship deliv-
ered its diagnosis and proposal.11

The diagnosis found “worrisome levels of igno-
rance, apathy and cynicism” of the policy and a
school provision for citizenship education offered
“under different names, in different forms and in
very different quantity; and we suspect, of varied
quality, given that there are no national standards
or goals (of learning) by which it can be evaluated.”

9 The result was the book 15 experiencias para aprender
ciudadanía... y una más [15 experiences for learning
citizenship…and one more] which was presented at the Foro
Nacional de Competencias Ciudadanas [National Forum for
Citizenship Competencies] in 2004 and used by various com-
munications media to show the friendly face of Colombia.
10 The work carried out during this meeting was set down in
the Forum’s reports, which were recently published on the
Educational Portal www.colombiaaprende.edu.co. A summary
of some 70 of the most significant experiences collected to
date have already appeared there, and they are developing
continuing education systems with educators throughout the
country by means of alliances among those who have devel-
oped the experiences, the universities, teachers colleges, some
NGOs, and research centers interested in the expansion of
these ideas. Along with 32 structured programs, this opens
up an array of opportunities so that educational institutions
have an entity with which they can communicate about ideas
for improving their democratic practices.
11 Qualifications and Curriculum Authority, (1998) “Educa-
tion for Citizenship and the Teaching of Democracy in
Schools”: final report of the Advisory Group on Citizenship,
London; Department for Education and Employment and the
Qualifications and Curriculum Authority (1999), “The Na-
tional Curriculum for England: Citizenship,” London.
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BOX 4

THE CASE OF THE UNITED STATES (2003)

Sponsored by the Carnegie Corporation of New York and the Center for Information and Research on Civic Learning
and Engagement [CIRCLE], the Campaign for the Civic Mission of Schools (www.civicmissionofschools.org) is a long-
term effort to renew civic learning in the schools. The proposal consists of promoting changes in national, state and
local policies to promote civic learning and to implement the recommendations of the report, “The Civic Mission of
Schools.”

The report identifies the decreasing political participation rates of young people and the relative neglect of civic
education in study programs. At the same time, it emphasizes the potential of educational institutions to develop the
cognitive competencies essential to civic participation. The report emphasizes six options for developing competent
and responsible citizens:

1. Provide formal instruction in government, history, law and democracy.

2. Incorporate the discussion of local, national and international issues into the classroom, in particular those topics
that young people perceive as important.

3. Design and implement programs that give students the opportunity to apply what they have learned through
community service integrated into the formal curriculum formal and class instruction.

4. Offer extracurricular activities that give students opportunities to be involved in their schools or communities.

5. Promote participation in student government.

6. Stimulate student participation in simulations of democratic processes.

The report’s main recommendations are:

7. Schools must work with education departments in the states and with local educational authorities to develop
and establish civic education programs based on combinations of the six focuses proposed. These programs
must be part of the student’s experience in each grade.

8. School administrators must stimulate educators to discuss complex and controversial contemporary issues in
class.

9. The federal government must increase financing for civic education through, for example, a National Foundation
for Civic Education, which would commission research on civic education, promote development of model
programs, and would help design and implement programs. It would serve as a center for compiling and
disseminating information on civic education for teachers and schools in the United States.

10. Civic education standards must be established.

11. Schools of education must increase the civic dimension of pre-service and in-service education of teachers and
administrators.

12. Researchers must develop and implement more rigorous studies (including longitudinal research) on effective
focuses for learning through community service (service learning) and other areas of civic education.

13. Financing agencies must support efforts to build national and state coalitions of educators, policymakers, parents,
young people and community leaders to demand more and better civic education in the schools.

(Report, par. 3.11) They determined from their ob-
servations that this did not constitute a coherent
basis for the education of an active citizenry.

The advisory group’s proposal had two key rec-
ommendations. It devised a concept of education

for an active citizenry: “Our understanding of citi-
zenship education in a parliamentary democracy
assumes three heads on one body: moral and social
responsibility, involvement with the community and
political knowledge. Responsibility is an essential
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virtue that is both political and moral, because it
implies a) concern for others; b) premeditation and
calculation of the effects actions may have on oth-
ers; and c) comprehension and concern about the
consequences.” (Report, par. 2.12).

Secondly, it proposed that citizenship education
be a compulsory part of the curriculum, with learn-
ing objectives for the various stages of the school
sequence between the ages of 11 and 16. The learn-
ing objectives should be specific enough so that their
attainment could be monitored and evaluated. Since
2002, citizenship education has been compulsory
and a key element of the British curriculum.

1.3 EDUCATIONAL AND
PSYCHO-SOCIAL FOUNDATIONS
OF CITIZENSHIP EDUCATION

Interest in what the other person is saying is at the
heart of democracy as a political system. This sys-
tem strives for all voices to be heard in order to make
collective decisions inspired by the common good.
This cannot exist without participation of all groups
with their interests, needs and opportunities for real
action. The legitimacy of democratic institutions is
based on the participation of different groups in
society. Unlike elitism, which seeks the best, wis-
est, most honest and most illustrious—the philoso-
pher kings of Plato’s Republic—to oversee and govern
for the common good, democracy aims for every-
one to participate in decisions, because the articu-
lation of voices reflects the needs, wishes and
interests of all, which must be negotiated in order
to obtain the common good. Also, only by partici-
pating do we learn how to participate. Therefore, it
is essential in a democracy to understand how to
hear various different voices, understand where they
are coming from, what they are looking for and why
they demand and claim what they do.

HISTORICAL EVOLUTION

By the fifteenth century of the Protestant Reforma-
tion, the chance for everyone to participate in the
interpretation of the Bible had already opened up
and with it came the possibility of “free interpreta-
tion,” whereby anyone could think and offer a criti-

cal opinion on the most important subject of the
time: religion. During the Enlightenment and its
subsequent modernity, it was logical to concentrate
on the opportunity to speak, on freedom of expres-
sion, given that politically this was the most impor-
tant element standing in the way of any person
becoming a free citizen. Therefore, liberal ideas cen-
tered on the potential to have a place where ideas of
free men who wished to participate in the shaping
of laws and decisions could be presented, so that in
such a place they could speak freely and frankly
(“parler”) in the Parliament.

In the seventeenth and eighteenth centuries,
science was developed because it strove to free it-
self from the ties of the church, which prevented
freedom of thought. Freedom of expression moved
to the academic sphere, where it was possible to
express any idea, no matter how ridiculous it seemed
to common sense or religious orthodoxy, in order
to support the idea in theoretical arguments and in
empirical results decanted through the scientific
method. Education at its higher levels began to re-
flect the same idea: that philosophical and scien-
tific truths could and should be disseminated without
censure. In this way, academic freedom was built as
the university form of free expression.

The modern idea of citizenship emerged within
this context, which was symbolically fulfilled in the
American Revolution with the Declaration of Inde-
pendence (1776) and the French Revolution with
the Declaration of the Rights of Man and the Citi-
zen (1789). However, even by the beginning of the
twentieth century, women, the illiterate, those who
did not own property and minors under 21 years of
age were still not considered citizens. The inclu-
sion of a greater number of people in the definition
of citizen was slow and was nurtured by the great
revolution in paradigms that occurred in the past
century.

During the course of the twentieth century, a
consensus on what we could call formal citizenship
(or legal) for all men and women over the age of 18
began to take shape, except for those who were
mentally handicapped. Formal citizenship was rec-
ognized even for those for whom the exercise of citi-
zenship was restricted (soldiers, prisoners, etc.). The
education of citizens, male and female, was thought
to include knowledge of the Constitution, the laws,
the three branches of Government and the duties of
citizens. Civic education in Latin America tradition-
ally reflected that conception.

However, once that consensus on formal citi-
zenship was attained, various authors, social and
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political movements, ethnic groups and other so-
cial agents began to question, expand and differen-
tiate various concepts of citizenship and seek its
fulfillment in political and cultural settings. The
authorities and theorists began to feel the need to
expand the idea of citizenship from the formal and
legal aspects to the psychological, social, political
and cultural aspects associated with belonging to
the country, participation in discussions and deci-
sions, environmental consciousness, interpersonal
relationships favorable to the well-being of the com-
munity or society and participation in the monitor-
ing and control of state organizations. Genetic
psychology, social psychology, sociology, anthropol-
ogy, linguistics and other academic disciplines shared
their points of view, their findings and proposals for
discussion on the conditions, skills, competencies,
knowledge, attitudes and feelings associated with
the exercise of citizenship at the end of the twenti-
eth century and for the third millennium. For its
part, moral and political philosophy embarked on
new developments enriched by the ideas coming
from the psychological and social sciences. The first
with Dewey, Piaget, Kohlberg, Gilligan, Noddings,
Apel, Habermas, Cortina; the second with
Horkheimer, Adorno, Marcuse, Habermas, Rawls,
Heller, Fraser, Amartya Sen and others. Education
quickly began to receive challenges, inputs, pres-
sures and other influences coming from all those
new perspectives.

THEORY AND PRACTICE

After Dewey, perhaps the most important figure in
reigniting the teaching of values in the school was
Lawrence Kohlberg, who set out to combine many
of the previous alternatives into his own expanded
and logical position, based on the theories of Kant,
Dewey himself, Piaget, Rawls and his debates with
Habermas. He was successful because he was able
to prepare an operational proposal, associated with
development and autonomy, which was based on a
deep interrelationship between philosophy, psychol-
ogy and pedagogy (Kohlberg, L. & Mayer, R., 1972).
A descendant of Piaget, Kohlberg demonstrated the
importance of considering the cognitive processes
of decentralization, coordination of perspectives and
cognitive conflict as fundamental to the moral de-
velopment of students. At the same time, he made
us see the importance of reflection in the school so

that from pedagogy it was possible to refine theory
and improve its fundamental practice.

Thanks to reflection and, in part, the criticism
of Kohlberg’s work—particularly by feminists—we
are now convinced that the cognitive dimension is
not enough and how the focus on justice must be
complemented by a focus on care (“the care ap-
proach”). That people are conscious of their con-
nection to other human beings and understand how
both can be enriched in the relationship are key el-
ements in education (Noddings 1992; Gilligan 1982;
Buber 1965).

Instead of someone learning how to internalize
the external world, these authors suggest learning
how to develop in relation to others. Piaget and
Kohlberg’s model for individual development was
centered on autonomy, decentralization and objec-
tivity. However, and without denying that decentrali-
zation already opens the individual model to others,
the relational models seeks to understand how people
grow in their interaction with others and gain in
judgment and significance given that these relation-
ships are built, defined and rebuilt together (Rogoff
1990; Schunk and Zimmerman 1997; Vygotsky 1960,
1978; Wertsch 1985, 1991).

The transition from the paradigm of individual
reason to communicative reason in Jürgen Habermas
goes in the same direction, but does not sufficiently
emphasize care for others, concern for the relation-
ships themselves and the contribution that this care
and concern can make to the ideal conditions for
communication. In him, empathy, the emotional ap-
preciation of others, and the tendency to maintain
and improve the quality of the personal relation-
ship do not represent an abandonment of the desire
for truth and objectivity, but rather he opens up a
new opportunity to foster it. Interest in the other,
in his or her way of seeing the world and the sub-
ject of discussion, changes the intent to impose my
thesis on the other (as occurs in modern parlia-
ments). This is because of a desire to overcome dif-
ferences by seeing what each one sees, considering
the visions of each one as potentially complemen-
tary instead of contradictory.

Today with the relativization of all philosophi-
cal systems and the epistemological criticism of all
sciences, we have stopped speaking of “The Truth.”12

12 Physics, the theory of relativity and quantum mechanics
called into question the accepted concepts of objectivity and
the truth. Biology imposed evolutionary concepts, from the
Big Bang to the sociobiology and the epistemology of evolu-
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Citizens of the twentieth century began to accept
that no one had the whole truth, but only some re-
sults achieved with greater or lesser rigor within the
paradigms shared by philosophical and scientific
communities. Those results did not reflect eternal
truths but partial and historically conditioned truths.
Therefore, today’s idea of freedom of thought and
expression is now taken for granted and it is ac-
cepted that the potential for progress is subject to
the ability to understand that the other person also
has part of the truth, that his or her vision matters
in order to better understand things and that it is
thus crucial to listen and learn. With this in mind,
democracies can no longer be based solely on Par-
liaments, but instead we would say on the Listenings,
or better yet, on the Communicatives, where people
are able to listen attentively and carefully to others,
speak with clarity and sincerity. They must bear in

mind what the other person is very likely to think,
while appreciating that the contributions are impor-
tant to the understanding of what is most appropri-
ate for the group or society. We can no longer depend
on the wisest leaders or the most expert technocrats.
Instead, it is necessary to have a well-informed and
inclusive public that can question those wise lead-
ers, discuss with those experts and make them un-
derstand the public’s needs and own solutions and
aspirations.

In terms of administration and decision mak-
ing, it is more evident than ever that there is a much
more powerful procedure than telling others what
they must do based on centrally created models,
which is how it seems from an analysis of best prac-
tices. It is more valuable to understand what people
do, help them and engage them in a dialogue with
those who have developed theoretical generaliza-
tions, which are undoubtedly important, but lack
sense if not given from the Communicative position.
The logic of the centralized administration perspec-
tive, with the vertical arrangement “from top to
bottom” (from administrative institutions to edu-
cational institutions), has demonstrated its ineffi-
ciency by its ignorance of everything the others,
“those at the bottom,” have already built and know.
It is better for central organizations to engage in a
dialogue, understand that different groups have dif-
ferent ways of understanding how to do things and
take steps toward democratic relationships with re-
gions and localities in order to implement the de-
velopment of concerted policies.

tion. Genetic psychology, social psychology, sociology, anthro-
pology, linguistics and other academic disciplines contrib-
uted their points of view, their findings and their proposals
to the discussion on the conditions, abilities, competencies,
knowledge, attitudes and feelings related to the exercise of
citizenship in the late 20th century and the third millennium.
Meanwhile, both moral and political philosophies were en-
riched by contributions from the psychological and social
sciences. Moral philosophy advanced following Dewey, Piaget,
Kohlberg, Gilligan, Noddings, Apel, Habermas, Cortina, etc.
while political philosophy built on Horkheimer, Adorno,
Marcuse, Habermas, Rawls, Heller, Fraser, Amartya Sen and
others.



2.
Curriculum, Pedagogy and Evaluation

matter of “civic education,” or “civics,” often taught
at the end of high school. Its focus was on govern-
ment and its institutions. As has been shown, that
vision has evolved internationally. The evolution of
“civic education” to “citizenship education” reflects
a new conceptualization of education in the field,
based on the concept of competency. This approach
represents a shift away from an almost exclusive focus
on content to a focus that gives equal emphasis to
skills and attitudes and to addressing the contexts in
which relationships occur in the school. How do
these proposals directly or indirectly affect the no-
tions of government, politics, participation and de-
mocracy?

This shift was based on a three-way expansion
of the traditional civic education: subject expansion,
quantitative expansion, and educational expansion.
Subject, because the focus of the material grew from
political institutionality (nation, state, government,
law) to current conflicts in society, such as equality,
human rights, the environment, science and tech-
nology in the contexts of societies that deliberate
over their ends and means. Also, knowledge on con-
flict resolution, or on how and why to grow from
differences. Quantitative, because the presence of
citizenship education has been significantly rede-
fined. In many cases it has traditionally been taught
at the end of the school cycle—in the last years of
high school—and it is shifting to be present through-
out the entire cycle, from kindergarten up to the
end of high school. Previously a specialized subject,
its contents have spread out and been distributed in
several disciplines, as well as being part of what is
called “horizontal” goals. And educational, on pro-
posing educational goals that, together with acquir-
ing knowledge, refer to abilities and attitudes and
to the very structure of the classroom or school that
educates on the social relations we would like to
see in political, civic, and social citizens. The shift
includes a radical enrichening of the means and
methods of teaching about citizenship, in which the

This chapter presents a range of considerations on
citizenship education to strengthen democracy in
the region. These have been organized in three key
dimensions of education: curriculum (content and
proposals), pedagogy (ways of structuring teaching
and learning), and evaluation (forms of measuring
and communicating results).

The first section looks at a shift in the paradigm
on civic education worldwide and examines the dif-
ference between moral education, human rights
education, and citizenship education. In the next
three sections of the chapter—on curriculum, peda-
gogy and evaluation—current ideas and practices
are presented, from education systems in the region
and from other parts of the word, which aim at re-
sponding to the new needs of citizenship education.

2.1 SHIFT IN PARADIGM

The definition of citizenship curriculum—content,
educational proposals and time schedule—shapes in
the school system what society asks from the next
generation. It has direct influence from initial in-
struction and the professional development of teach-
ers, up to the definition of textbooks and teaching
resources, and even evaluation. It is at the “begin-
ning of the chain” that consists of cultural transmis-
sion through schooling and it should receive much
more attention that it has previously been given.

FROM CIVIC EDUCATION
TO CITIZENSHIP EDUCATION

Traditionally, curriculum material on politics, na-
tions and the law has been presented as the subject
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BOX 5

FROM CIVIC EDUCATION TO CITIZENSHIP EDUCATION

CIVIC Education CITIZENSHIP Education

• Focus on political institutionality • Triple focus: political institutionally and expansion
on subject of “current conflicts in society” and
competencies needed for conflict resolution

• Taught as final subject in high school • Present from beginning to end of school cycle

• Aimed at acquisition of knowledge • Aimed at acquiring knowledge, abilities and
—focus on content attitudes in contexts and practices based on

democratic and participatory relations

guiding principle of the new paradigm is the com-
bination of study and practice of participation, de-
bate, democratic decision-making and collective
action. Box 5 (below) presents the dimensions of
this shift.

It is important to clearly define the meaning of
citizenship education demanded by current circum-
stances in Latin America and the Caribbean—not
only with respect to traditional civic education, but
also with respect to two specific areas of curricu-
lum many of our countries combine with citizen-
ship education. These two curriculum areas are moral
education and human rights education.

Moral education refers to the education and
teaching of values and attitudes in classrooms and
educational institutions. Values can have an indi-
vidual or social reference and may arise from the
most diverse sources and orientations. Democratic
citizenship education is based on highly specific and
historically determined values. One pillar is the
universal doctrine of human rights. From this per-
spective, democratic citizenship education is based
on a particular ethic: the valued definition of hu-
man rights.

MORAL EDUCATION AND HUMAN RIGHTS

The morality cultivated in public schools is “mini-
mum morality” or “morality of minimums” (Cortina,
1999, p.40). What are these minimums and how do

we arrive at them? The proposal of the ethical dia-
lectic, which can be considered as the doctrine of
human rights, is that these minimums refer to:

• Respect for others’ valid voices.
• Respect for basic rights: respect for human rights

of the first, second and third generations.
• Appreciation for the basic values that underlie

the declaration of each of these generations of
rights: liberty, equality and solidarity.

• Development of a dialectic attitude and
competence needed to enact this minimum
ethic.

To meet these minimum standards, citizens must
assume a “dialectic ethic,” i.e., to be willing to es-
tablish communications with those people who will
be affected by a decision so that they can express
their needs and interests, and allow the freedom of
conscience and expression to “critique the agree-
ments already made, and constructively criticize the
conventionalism and established powers” when con-
sidered necessary (Cortina, 1999, p.110). In com-
pensation, these ethics also assume a commitment
to participate in a debate in which we can explain
our positions when others need it.

As Jürgen Habermas (2001) showed, the prac-
tice of discerning between good and bad does not
arise through individuals reflecting on their own
conscience but through dialogue and the rational
debate that leads to identifying and agreeing on mini-
mum common norms, legitimized by diversity. He pro-
poses the possibility of agreement based on rational
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processes of communicative action, especially when
related to principles of ethics of discussion and the
rules of reasoning in an ideal situation for dialogue
in order to argue through the differences and build
an ethic that allows the coexistence of diversity (see
part ii. Deliberation and debate).

BELIEFS AND CRITICISM

A basic paradox in schooling (curriculum design for
citizenship education should address it) is the ten-
sion between order and criticism. Or between the
education in belief in and loyalty to a community
and its laws, and at the same time, in critical ca-
pacities needed to transform society and its laws. In
the same way, school experience should effectively
inculcate and develop a notion of belonging and
valuing identity, which is inseparable from a shared
view of history. Also, it should offer tools of critical
reasoning and teach objective reflection. How to do
this without provoking citizens incapable of critical
reasoning and innovation? That challenge is espe-
cially vital in education right now given the on-go-
ing circumstances of globalization.

2.2. CURRICULUM

In the most consistent recent curriculums reforms,
several efforts merge in response to the demands
from an active democratic citizenry with the previ-
ously mentioned combination of knowledge, abili-
ties and attitudes, which together make up the
citizenship competencies defined at the beginning of
this report.13

Any effort at a generic definition of what would
be included in a relevant citizenship education for
Latin America and the Caribbean today, from the
perspective of the enormous historic and political
diversity in our region, runs the risk of not repre-
senting such diversity or not approximating the
concrete sociopolitical contexts of the case. Few
dimensions of education are so historically and na-
tionally specific as the education of citizens in a
country. At the same time, the global and universal
dimensions of the requirements of a citizen active
in current circumstances are clear; they rest on a
nucleus of common values (human rights and demo-

cratic ideals). In this framework, it is useful to point
out—as an instrument of analysis and discussion—
the main dimensions of the content nucleus. In light
of recent international experiences in reform and
discussion, citizenship curriculum appears to play
a relevant and essential role.

ACQUISITION OF KNOWLEDGE

The core content contained in contemporary cur-
riculums, such as IEA’s (International Association
for the Evaluation of Educational Achievement) in-
ternational civics test, includes:

• Institutional structures and processes by which
a democratic society reaches decisions: basic
concepts of democracy and its institutions.

• Individual and collective rights, duties and re-
sponsibilities: concepts of citizenship and law.

• Nature of volunteer and political action: knowl-
edge of the political process, arena, and politi-
cal stakeholders.

• The economic system as it relates to the indi-
vidual, community and politics.

• National identity and international relations:
patriotism and cosmopolitanism.

• Social cohesion and diversity.

To design curriculum on citizenship education,
this type of education must teach how to discern,
judge and act within or in the tension between prin-
ciples and opposing criteria. These must be taken
into consideration simultaneously since this is the
essence of political democratic action. From this
perspective, to merge these opposing stances in co-
operation and competency with others can be very
valuable since they reduce the sterility of citizen-
ship education and also the risks of indoctrination

13 These distinctions were mainly used in most of the cur-
ricular reforms of the 1990s in OECD countries, as well as in
various countries in Latin America and the Caribbean. For
example, consider the curriculums of the United Kingdom,
Argentina, Spain and Colombia or the aforementioned docu-
ment, The Civic Mission of Schools, from the educational field
in the United States. See Braslavsky (2004) (PowerPoint pre-
sentation shown at the Regional Policy Dialogue Meeting,
Inter-American Development Bank, February 2005); B.
Fratczak-Rudnicka, & J. Torney-Purta (2003); D.S. Rychen,
& L. Salganik (2003).
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in the teaching. The following concepts are con-
sidered key in the political knowledge of an active
citizen:14

• Democracy and autocracy
• Cooperation and conflict
• Equality and diversity
• Sense of justice, rule of law, regulations, and

human rights
• Freedom and order
• Individual and community
• Power and authority
• Rights and responsibilities

Essential skills needed for citizenship in the
twenty-first century in Latin America include know-
ing the risks to democracy, sharing a culture of le-
gality and understanding how the modern economy
operates.

The international evaluation of civic knowledge
and provision in the student body of several coun-
tries in the region (Torney-Purta, Amadeo 2004),
along with UNPD data on beliefs and opinions on
democracy together emphasize the importance of edu-
cating on the risks to democracy. Citizenship educa-
tion in the region tends to focus more on democratic
ideals than on democratic practices. When countries
in the region are compared to countries in other parts
of the word, the students in Colombia and Chile, for
example, are less aware than the average young par-
ticipants in the study of the risks to democracy (nepo-
tism, political influence on courts of justice, or
monopoly control of communications media).

A relatively forgotten focus in the curriculums
of the region is the treatment of anti-social behav-
iors and crime, and the institutional counterparts
of justice, the penal system and police. Little doubt
remains about the importance of economic literacy
as a factor for modern citizenry to understand the
profound relationship between economic theories
and political positions such as “left,” “center” or
“right,” for example.

ABILITIES

Contemporary curriculums encompass the follow-
ing core skills:

• Verbal communication and expository writing
(argumentation) on political issues.

• Interpreting public information and effective use
of distinguishing between fact/judgment and
opinion.

• Critical reasoning and recognition of mecha-
nisms of manipulation, persuasion or secrecy
in relationships of power.

• Understanding and appreciation of others’ ex-
periences and views in personal, historic and
cultural contexts.

• Cooperation, organization and effective
work with others—both similar and heteroge-
neous.

It is possible to organize the above array of abili-
ties in two dimensions contained in the basic core
of the policy (the word and action with others):
abilities to deliberate and participate (Arendt 1958).
With respect to the skills on participation (the last
three in the above list), an array of abilities can be
described that are specifically political. An academic
education for active citizenry—especially at the high-
school level—should aim at developing the skills of
persuasion, advocacy, conciliation, leadership and rep-
resentation.

ATTITUDES

Attitudes are intimately tied to values and are at the
affective and motivational core of action. From this
point of view, citizenship education should be rooted
in belief in and appreciation of values, knowledge
and skills previously mentioned and on their affec-
tive and motivational dimensions. The factors listed
in this third aspect of the curriculum are less coor-
dinated and precise than the previous two aspects,
but still a minimum core for developing attitudes
includes:

• Appreciation of the political community at the
local, national and global levels.

• Appreciation of the democratic system and its
practices and institutions (elections, rights and
freedoms, legal framework).

• Individual and collective responsibility
for the common good (tendency to respond

14 This list comes from the analytical and deliberative effort in
the British educational policy field in 1998, set forth in the United
Kingdom’s citizenship education curriculum, see note 11.
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with discernment to the consequences of
one’s actions on other people and society in
general).

• Valuing of human dignity and equality.
• Valuing cultural, racial, religious and gender

diversity in daily life and in politics.
• Inclination to work with others and for others

in collective projects.
• Willingness to accept differences and resolve

them in a peaceful way, understanding that dif-
ferences is fruit of plurality.

• Willingness to defend one’s own point of view,
while at the same time being able to modify it
and allow others into the spotlight of discus-
sion, evidence and empathy.

2.3. WHAT PEDAGOGY FOR
CITIZENSHIP EDUCATION?
COMBINATION OF METHODS

A universally accepted guiding principle for peda-
gogy of citizenship education is that it is not pos-
sible to conceive of the students as future active
citizens if their learning experience of citizenship
has been predominantly passive. Comparative stud-
ies—as well as recent national efforts for delibera-
tion and consensus on active citizenship
education15—support the need for a pedagogical
approach that combines instruction through the
formal teaching of content, discussion of social and
political events, and reflection on experience. In the
following section, criteria and experiences on each
of these three pedagogical approaches will be pre-
sented.

SPECIFIC CONTENT

One of the more direct ways to prepare for a demo-
cratic citizenry is to offer instruction on the demo-
cratic political institutions in each country: the
constitution that reflects social ideals; government
agencies and the forms of participation at national,
state, municipal and community levels; issues that
merit public debate. In a certain way, this is the
focus of the traditional forms of civic education in
the curriculum, even when it is possible that the
levels that are currently being used to teach this

content are not sufficiently deep or well developed.
The ineffectiveness of these models led to the
question of how they can be made more effective.
How can this field of study be better defined to
hold the interest of young people? One way is to
integrate the study of government into the study of
history. It is difficult to understand the origins of
the contemporary political debates—including the
conception of citizenry or of democracy—without
knowing their history. In the United States, for
example, the struggle between the Republican vi-
sion of Thomas Jefferson and the federalist view
of John Adams and Alexander Hamilton form the
basis of debates even today on the balance
between the rights of the individual and the obli-
gations of the state. To understand the civil rights
movement and different way of battling racism is
essential in order for young people to understand
the context of contemporary political debates on
civil rights.

It is possible to teach history in an inviting
way that motivates and interests the students. Also
it can be done with an evolutionary focus, which
prepares the students from the earliest stages of
education, gradually and accumulatively.
Textbooks in elementary school can include his-
torical content and present it in an appropriate
way for the level of development of the students.
Also it is possible to teach the students in such a
way that allows them to establish connections be-
tween the study of historical events and the de-
velopment of their own individual responsibility.
That is, take themselves seriously in a historical
context. For example, the organization Facing
History and Ourselves, based in Brookline, Massa-
chusetts, does an exemplary job of educating stu-
dents in the study of episodes in history that
significantly ruptured the democratic and humani-
tarian order. The students learn about the con-
nection between evolution of these events and the
actions of specific individuals, connecting this study
with the individual responsibility that the students

15 J. Torney-Purta, R. Lehman, et. al. (2001) Citizenship and
Education in Twenty-Eight Countries, op. cit.; Advisory Group
on Citizenship (1998) Education for Citizenship and the Teach-
ing of Democracy in Schools, DfEE, QCA, London; CIRCLE,
Carnegie Corporation (2003) The Civic Mission of Schools,
New York; Ministry of Education of Chile (2004), Informe
Comisión Formación Ciudadana [Citizenship Education Com-
mission Report], Santiago.
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have in the context of the political issues of their
own era.16

There may be advantages to including in the
study of history and civics the comparative study of
history and development of civic institutions in other
contexts. In the same way that the study of demo-
cratic ruptures in Germany allows American or Brit-
ish students the distance to reflect on important
events in universal terms, the study of the civil rights
movement in the United States offers young Latin
Americans the opportunity to learn about historical
events of universal significance in the building and
deepening of democracy. The same can be said for
the advantages of studying social and political move-
ments such as the struggle against Apartheid in South
Africa, for example, or the study of genocide in
Rwanda or Darfur.

MODERN HISTORY AND
ISSUES OF CONFLICT

In some countries of Latin America, one of the chal-
lenges to making the study of history into an au-
thentic experience is to include in the curriculum
the analysis of recent historical conflicts. How can
citizens be formed if young people are not taught
about political conflicts that in recent decades have
affected countries in the region? How can citizens
be formed without their knowing the origin and
history of the violence that still persists in some
countries? How can citizens be formed without
studying the origins of the rupture of institutional
democracy in the Southern Cone and the almost two
decades of military dictatorship and its consequences
on the rights and civil liberties of the population?
How can citizens be formed without studying the
dirty war and the violations to human rights that
characterize military regimes? How can democracy
be established and consolidated without studying
the recent armed conflicts and peace agreements in
Central America?

To propose to study recent history in Latin
America—painful and divisive—is undoubtedly dif-
ficult. In part because it is possible to generate al-
ternative versions of the same history. However,
the education of democratic citizens calls for young
people to be able to understand the differences be-
tween democratic societies and authoritarian ones,
between a system that guarantees civil rights and
one that violates them. In the same way that the in-

depth study of conditions that led up to the Jewish
Holocaust, as painful and difficult as it may be, is a
way of allowing future generations to understand
the fragility of democracy and how it is possible for
an authoritarian regime to gradually replace a demo-
cratic one without people perceiving the shift with
clarity. Latin American youth should study the his-
tory of violence and political conflict, some very
recent episodes, in their respective countries. Citi-
zenship cannot exist without memory of history.

However, relevant education for active
democratic citizenship cannot happen without
discussing contemporary events of society, includ-
ing issues that divide it. Comparative international
evidence reveals the value of exposing students to
the political issues that their society is debating. The
lessons should be designed to correspond to the age
and maturity of the students without avoiding the
controversies that the adult world grapples with and
which are reported on daily in the media. Accord-
ing to Chile’s National Commission on Citizenship
Education in 2004 (see box 8): “The omission of con-
troversial material not only deprives the education of
important areas of knowledge and human experience,
but also of one of the basic constitutional rights—which
the school has the responsibility of teaching—the ex-
istence of opposing or disputed views and interests on
what are the values of the society and what are the
institutions and procedures anticipated to arrive at such
a definition.” (Commission on Citizenship Educa-
tion, p.189)

To address controversial issues it is essential that
the teachers and academic institutions adopt explicit
strategies against indoctrination and manifestation
of biases. All teachers who work to meet the goals
of teaching citizenship education should keep in
mind the following: ensure that all versions of an
argument are aired and voiced; present opposing
views in a balanced way; not present evidence in an
indisputable way; not present opinions as facts. Be-
yond this, the most important “anti-bias” strategy
is to train the students in skills of recognizing their

16 Some of the most effective programs developed by Facing
History and Ourselves focus on the rupture of the democratic
order in Germany and the progression toward Nazism and
the Holocaust. They have also developed programs designed
to study the civil rights movement in the United States and
genocide in Armenia. Currently this organization is working
with governments and nongovernmental organizations in Co-
lombia, South Africa, Ireland, and some other countries
(www.facing.org).
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own biases. For example, through comparing the
same public event as reported by different media,
students can study the use and manipulation of sta-
tistics on public information, exercises to distinguish
between fact and opinion, etc.17

TEACHING SOCIAL AWARENESS
IN THE DISCIPLINES

In a recent interview, Robert Selman, a professor of
education at Harvard University and a close colleague
of Lawrence Kohlberg, has proposed integrating civic
education into the most traditional disciplines: “I
believe that teaching about ethical and social aware-
ness can been successfully integrated into public and
private education. Given the current settings, one
of the most practical vehicles to achieve this inte-
gration is in language and literature classes. The best
children’s literature not only addresses moral issues,
but also generates appropriate feelings about situa-
tions of conflict and moral confusion.” (Selman
2003)

In his most recent book on promoting the con-
scious perception of social tensions and the social
effects of school activities, Selman refers to the real
possibility of teaching social competencies, the
metacognitive ability to be aware of these social
tensions and effects and the way to respond to them
and act.

Classes in other subjects also offer opportuni-
ties to handle mistakes and explore ways to learn
from them, resolve conflict through dialogue and
debate issues relevant to the students or the school.18

In integrated projects cross-cutting several cur-
riculum areas, many situations can be found to prac-
tice and explore this same perception in greater
depth. Even in disciplines that appear to be distant
from social studies or language and literature
classes—such as math, natural sciences, and physi-
cal education—teachers and students can learn to
spot opportunities to increase their ethical and so-
cial awareness. The social impact of statistics in the
media and ways to distort information are issues ad-
dressed in the classic book by Darrell Huff, “How to
Lie with Statistics.” The chemistry professor can take
advantage of chemical attractions between ele-
ments—which if combined appropriately can present
very strong new emerging properties—in order to
demonstrate parallels with social life and make stu-
dents aware of the possibilities of the potential of

their actions and increase the probability of success
if they know how to work together and cultivate
the advantages of each member of the group.

A physics professor can use the theory of elec-
tromagnetic fields or high-energy physics to dem-
onstrate that there is a model of particles separated
by empty spaces and another model of fields that
change from local properties and from undulating
variations in which it appears that mutual relations
and variations are what produce the phenomenon
that we call particles, a model that has clear impli-
cations to understand social phenomena from a re-
lational point of view. In physical education, many
opportunities arise to allow students to become aware
of the need to count on others to achieve spectacu-
lar effects, to confide in one’s companions so no one
falls down or to make human pyramids, to practice
“team building” in sports such as soccer and bas-
ketball.

In several Caribbean countries, the social sci-
ence curriculum teaches multicultural education and
the valuing of diverse cultural and ethnic perspec-
tives, as shown in box 1.

DELIBERATION AND DEBATE

The development of political participation skills
depends on promoting interest in public events and
the ability to deliberate on these events. This can be

17 See the material for teachers by the English Ministry of
Education: Making Sense of Citizenship: A Handbook, De-
partment for Education and Skills, London, 2004.
18 In Colombia, Enrique Chaux and several of his colleagues
at the Universidad de los Andes published a book called
Competencias ciudadanas: de los estándares al aula [Citizens’
competencies: from standards to the classroom.] A proposal
for integration into academic areas whose basic objective is
to present a set of strategies showing how citizenship educa-
tion can be fostered in school. The first part of the book de-
scribes a set of initiatives that seek to develop the following
academic and citizenship competencies in tandem: classes in
peace, moral dilemmas, role playing, cooperative learning,
projects and training through service and institutional strat-
egies. The second part provides ideas on how to integrate
education in citizenship competencies into the daily life of
educational institutions, particularly, into education in the
traditional academic fields. For example, it offers alternatives
on how to work these themes into mathematics, physical
education, computer training, and language or art and music
classes.
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advanced daily in schools by using pedagogies that
promote active work on the part of students, de-
bates, recognition that legitimately diverse points
of view can exist on certain issues and that it is pos-
sible for reasonable people to reach some kind of
agreement, without one point of view imposing it-
self over the others.

A key problem of taking an active approach to
citizenship education is how to treat contingent
political issues in the school context. Discussion
(debate, deliberation) is one active method for ef-
fective learning for many students. International
studies that surveyed young people on their op-
portunities to discuss current events in class re-
peatedly show that those students who have had
this opportunity have greater interest in politics,
better critical reasoning and communication skills,
more civic knowledge, and more interest in dis-
cussing public events outside of school (Civic Mis-
sion of Schools, p.24).

In the same way that promoting in-depth study
of history helps students develop the ability to
understand current issues and political debates,
analysis of current public issues allows children and
young people to develop deliberation skills. This has
been attempted in several different ways in the re-
gion. One way has been to promote critical reading
and discussion of newspapers in schools. Another
is to promote school student government. Or pro-
mote student debates. It is possible for local gov-
ernments and educational institutions to collaborate
with newspapers—for example to use one-day-old
unsold newspapers—so that students read and dis-
cuss the news. Several newspapers in the region have
sections for children. It is important that reading
material be within the reach of the children’s ability,
that issues of national interest be studied, avoiding
trivial items. Children and young people can easily
validate the relevance of their deliberations based
on the newspapers, on the access they have to com-
munications media, and on their communities.

Finally, some countries in the region in the last
decade have launched initiatives of civic participa-
tion for children and young people. In Costa Rica,
for example, on several occasions young people have
been consulted about presidential candidates. In
Ecuador, there was a youth council on children’s
rights. In Chile in 1996, the survey “Children’s
Voices” was conducted on children’s perceptions of
the school environment. In Buenos Aires in 1997, a
children’s council evaluated their perceptions of
more-respected and less-respected rights. In Mexico,
the National Electoral Institute held children’s elec-

tions in 1997 in which children voted on their rights
(Tapia 2003, p. 58).19

This new approach to so-called “school disci-
pline” problems, instead of repeating the usual rules
on the clarity of the regulations, the severity of pun-
ishment and the increase in vigilance, proposes that
the school use public debate, deliberation on the
norms that are being questioned or violated, and
aspects of the “hidden curriculum” that are worth
putting on the table, among other things.

Habermas understands communicative compe-
tence as the capacity to generate action through the
medium of language. The building of relations among
human beings is mediated through language and
based on the exchange and negotiation of meanings
in which recognizing and understanding others’ ideas
form the basis of civic competence. Communica-
tive competence is also very important in peaceful
resolution to conflicts, the ability to actively listen
to others, including those with whom one has con-
flicts, and the ability to express ideas in an effective
way, without insulting others. These are all funda-
mental skills that a good citizen should develop
(Fisher, 1991; Stone, Patton and Heen, 1999).

It is not about promoting accusation and criti-
cism, although these have their place in delibera-
tion, but instead creating a climate of dialogue,
participation, and collective growth. The practice
of democracy does not automatically come in adult-
hood after leaving school, but instead it is practiced
in daily student life, through school governments
and in incidents that interrupt the normal flow of
school activities.20

It has been said that conflict, war and aggres-
sion are the genetic heritage of humanity, mainly to
defend territory. Thus, it is not viable in the long

19 Tapia, Erika. 2003. Socialización Política y Education Cívica
en los Niños. Queretaro, Mexico. Instituto Electoral de
Queretaro, p.58.
20 There are abundant theoretical traditions and practical
experiences that may be used by educational institutions to
incorporate conflict resolution strategies into daily school
activities. See: R. Fisher R. & W. Ury (1991). Getting to Yes:
Negotiating an agreement without giving in. Sydney: Business
Books; Enright (2001) R.D. Enright (2001). Forgiveness is a
Choice: A Step-by-Step Process for Resolving Anger and Restor-
ing Hope. Washington, DC: American Psychological Associa-
tion; Selman (1997) Fostering Friendship: Pair Therapy for
Treatment and Prevention (with C.L. Watts, L.H. Schultz, and
members of the GSID); Making a Friend in Youth (with L.H.
Schultz) (1990) The Growth of Interpersonal Understanding
(1980).
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run to achieve peaceful resolution for all conflicts.
But authors such as Fisher and Ury W. (1991), based
on ethical studies, show that cooperation is also part
of our human nature. And just as the emotional
genetic components can been utilized to incite people
to war, they can also be used to reach peaceful reso-
lutions to conflicts. In the Bahamas, for example,
there is a program that explicitly teaches skills to
reduce impulsiveness and aggressive behavior in

children and increase their social skills. It develops
skills in empathy, impulse control and control of
aggression.

In the observable array of pedagogies that in-
clude students’ life experience as one element in

BOX 6

THE FORGIVENESS LABORATORY AT THE UNIVERSITY OF WISCONSIN21

The Forgiveness Laboratory has shown that to be able to forgive, the person who is a victim needs from 10 to 15 hours
of very specific work on the subject. That person must name his anger and offender, must restructure the offense
through memory, and must regain control over his/her own emotions. It is a complex and difficult exercise for the
purpose of recovering internal harmony.

The Escuelas del Perdón y la Reconciliación [schools of forgiveness and reconciliation] (ESPERE [their Spanish initials])
are groups of 10-15 persons who meet to transform their rage, hatred and desire for revenge. Ordinarily these
groups meet every week, at informal places, with minimal rules—above all, with complete confidentiality—agreed
upon among the participants and signed by everyone in the group. Facilitators, that is, persons from the same
neighborhood who are trained for that purpose, guide these groups. These facilitators may be children, young people,
men or women.

Aggressors are never invited to these groups, because no one wants to be identified as an aggressor. They always
invite victims. This is where people discover that they are not only victims but also aggressors. Guerrillas, the paramilitary,
the military, delinquents of all kind, are surprised to find out that behind their rage there are offenses from the past
that escalated into hatred. Just like bleeding wounds, that hatred must be urgently treated so it does not continue to
hurt people’s entire lives.

When a person has been the victim or aggressor of some offense, large or small, it normally hurts the three most
important pillars of human existence: the significance of life, security and socialization. The great task of the ESPERE
facilitator is to work with people so they can recover the integrity of those three pillars.

Methodology

It must be emphasized that forgiveness and reconciliation are not achieved only through cognitive or rational approaches.
Intervention is necessary in four dimensions: thinking (cognitive dimension), feeling (emotional dimension), action
(behavioral dimension) and transcendence (the spiritual dimension). To achieve an adequate dose in these four
dimensions is a success for the whole process of forgiveness and reconciliation.

The psychology of traumas speaks of three basic tools to help in this process. First it is necessary to guarantee a secure
environment. It is the group setting or empathy, a basic element that facilitates people in the expression of their pain. It
must be a holding environment, which prevents the pain from spilling out and helps people to recover divided parts of
their being.

Second, it is necessary to help people to tell the story of what happened to them. To relate and create a memory is an
exercise with high value for healing. There is a reason why Catholics, when they celebrate the Eucharist, remember a
crime every day, but see it with new eyes. For Catholics, the cross and the death of Christ, regardless of their cruelty,
are transformed into powerful acts of salvation.

Third, through this process, victims are gradually re-socialized and recover their capacity to relate to other people
appropriately, including, in the future, the very people who committed offenses against them.

Source: “Sin reconciliación no hay futuro” [Without reconciliation there is no future], Narváez, 2004.

21 This strategy has been tried in El Salvador, Brazil, Colom-
bia and other Latin American countries.
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through service is coordinated with schools, uni-
versities, community-service programs and with the
community itself. It is integrated into the academic
curriculum and/or the educational components of
a service program and strengthens them. A critical
component of learning through service is assuring
that there is structured time for reflection to evalu-
ate the service experience. Learning through ser-

citizenship education, today there are two that stand
out worldwide for their presence and impact mea-
sured by research: participation in student centers and
community service.

EXPERIENCE AND PRACTICE
OF PARTICIPATION

Learning through experience is a basic dimension
in the education of active and committed future citi-
zens. In many countries, student government have
been set up with the participation of teachers, par-
ents, former students and one or more student rep-
resentatives with the right to speak and vote. For
example, in Santa Lucia, secondary schools have
student councils. There are also models with stu-
dent councils made up of representatives from each
course or each grade (see box 7). In some coun-
tries, schools have also set up a student spokesper-
son, both one per course as well as one spokesperson
for all students in the institution. These spokesper-
sons take responsibility for representing and defend-
ing the students’ interests.

Such student organizations with the participa-
tion of different strata that were traditionally ex-
cluded from the directors’ decisions provide very
valuable opportunities for exercising participation,
deliberation, sharing of responsibilities, rendering
accounts and other competencies of democratic life
that previously were only practiced by adults of le-
gal age, if by any citizens.

Even the difficulties, features and attempts at
bribery or buying votes that also occur in these
processes may serve as a subject for public debate.
[This could be] to discuss the consequences of said
practices, to establish parallels with the phenom-
ena of political corruption and/or to develop differ-
ent citizenship competencies in the course of the
practice, through the students’ own experiences.

DEVELOPMENT OF
COMMUNITY COMPETENCIES

Learning through service (service learning) is a teach-
ing methodology based on active participation. Stu-
dents learn and develop through service deliberately
organized to meet community needs. Learning

BOX 7

STUDENT GOVERNMENT IN THE
“NEW SCHOOL”

Government by Children or Student
Government
Government by children consists of: a president, vice
president, secretary and treasurer. Led by the Children’s
Government, classroom and project committees are
set up. They assume and distribute the various
responsibilities of school management.

This initiates students into democratic and civic
behavior, in order to develop attitudes and habits of
living in a community and, from there, strengthen so-
cial/affective development. This tool allows students to
develop values related to democracy, solidarity, disci-
pline, and, generally speaking, fulfillment of the rights
and duties of community life.

The particularly interesting feature of the New School
student government is that leadership is distributed
equitably, allowing and fostering all the children to have
responsibility for the various tasks of organizing and
controlling classroom activities on a rotating basis. It
does not develop leadership in those who are already
leaders so much as provide various opportunities for
everyone to develop these skills. In other words, it
promotes truly democratic leadership.

Other participative instruments are also developed,
such as the suggestion box, student control of
attendance, the participation book and the travelers’
notebook. These instruments motivate and facilitate
students’ direct participation. The various committees
may form links with other community action groups.

In addition, the school gathers and incorporates local
identity into the learning process through legends,
stories, rhymes and the recovery of local history, with
the participation of the parents and other community
groups in some school activities.

Source: Fundación Escuela Nueva [New School Foundation]
“Let’s go back to the people.”
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vice allows students to understand how to estab-
lish authentic connections between academic learn-
ing and the value of serving their communities. In
addition, it allows students to learn how commu-
nities really function.

This methodology is related to a concept of de-
mocracy expressed by Benjamin Franklin and oth-
ers in terms of “democracy as a public work.”
Franklin is one model—the study of this life offers
many opportunities to learn about democratic ideas
and values—of citizenship in action: [how to] iden-
tify problems in the community and associate with
others to solve them. The development of this ca-
pacity, which allows each citizen to ask him/herself
“what can I do, in association with others, to solve
this problem?” is one of the most important ways of
preparing young people for direct democratic par-
ticipation. It is important to distinguish between
learning through service and only serving the com-
munity. It is possible to serve the community with-
out trying to establish specific links with the
curriculum and without providing opportunities for
reflection on what was learned.

In the United States, it is estimated that 69 per-
cent of public schools involve some 15 million stu-
dents in community service projects. A recent survey
indicates that 83 percent of school principals indi-
cate that learning through service has had positive
results on the academic performance of their stu-
dents (Boston, Pearson and Halperin 2005). One
example of learning through service is found in the
students in a primary school in Massachusetts. In
nutrition classes, they prepare lunches for a popu-
lar cafeteria while developing a survey to study why
that cafeteria is necessary. In Indianapolis, a pro-
gram puts students to work with children and people
who have been victims of family violence. In Wash-
ington, several English and Communications courses
include activities involving interviews with commu-
nity leaders to identify community needs and ex-
plore options for meeting them. In Granada and
Antigua, a Young Leaders extracurricular program
develops citizenship competencies through commu-
nity projects.

2.4. THE IMPORTANCE
OF EVALUATION

One instrument that contributes to launching a cur-
riculum and its translation into learning results is

an evaluation of the citizenship knowledge and abili-
ties of the students in the national systems. Estab-
lishing it may reinforce and strengthen learning levels
in an important way. It serves as a stimulus to teach-
ing and learning by publicizing the fact that knowl-
edge, abilities and attitudes are especially valued. It
also helps both institutions and individuals [in-
volved] to be clearer about taking responsibility for
their achievement.

Similarly, it allows significant and precise infor-
mation to be acquired about the students’ civic
knowledge and abilities, which makes it possible to
plan and implement policies based on the evidence.

The following is a minimum list of the advan-
tages and risks of national learning evaluation:

ADVANTAGES

• Developing instruments that require agreement,
at the political level or the level of the educa-
tion system, on teaching/learning focuses and
achievements in the area. This requires detailed
specification of the learning objectives.

• Making these focuses visible both to the teach-
ers and to the society.

• Assigning additional importance and value to
the curriculum, teaching staff and activities in
this field, even if the evaluations have no con-
sequences for the students.

• [Such evaluations] provide key information for
initial educational activities and instruction and
professional development for the teachers.

RISKS

Diminution of the curricular element, [because]
teaching is done through measurement. As measure-
ment depends on “paper and pencil” tests, there is a
risk of reducing the importance of abilities and atti-
tudes that are not so easily measurable through this
medium.22

22 The Saber de Competencias Ciudadanas [Knowledge of Citi-
zenship Competencies] tests in Colombia and some ques-
tions on the IEA test do measure attitudes and abilities.
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In this regard, it is worth considering the ad-
vantage for school systems in Latin America and the
Caribbean of establishing an international evalua-
tion of citizenship knowledge and abilities. Colom-
bia and Chile’s experience of participating in the
international study of civic education sponsored by
the IEA—as well as the subsequent comparative

analysis of the results sponsored by the Organiza-
tion of American States—offers broad and rich evi-
dence on the contribution such an undertaking
would have on the efforts to improve citizenship
education in our countries (Torney-Purta, Lehman,
Oswald and Schulz 2001 and Torney-Purta and
Amadeo 2004).



3.
Strategies for Educating

an Active Citizenry

anything significant. Teachers need the support and
authorization of an entire political system—not just
the current ruling party—to be able to educate ef-
fectively, tackling with the next generation the is-
sues that unite and divide a social order, norms and
values that inspire it, as well as realities that chal-
lenge it.

It is an essential political condition that curricu-
lums for effective democratic citizenship education
receive broad and visible support that crosses the
administration-opposition barrier. Unlike other aca-
demic subjects, citizenship education touches the
same nucleus as society’s issues in conflict, in the
present and in the future. Academic institutions and
teachers cannot effectively implement it if they can-
not count on sufficient authorization to do so.

DELIBERATION AND BROAD CONSENSUS

In light of recent experiences in developed coun-
tries in the region, two factors are key to gaining
support and a level of agreement: i) information,
and ii) deliberation in national-level politically di-
verse forums.

The catalytic role that information plays is es-
sential in conceptualizing the new demands and
breaking the traditional conformity of the school
system and revealing the new “state of the question.”
Reliable data is needed on both the new citizenship
demands of each society and the achievements of
education. To assess the democratic skills of a popu-
lation—including teachers, education policymakers
and students—would provide needed data. In fact,
the gap between the citizenship education needs
demanded by society and that which is provided by

This last chapter looks at the most critical aspects
of putting into practice a policy to transform demo-
cratic citizenship education in schools, as well as
criteria for related policies. Several suggestions are
made for including the subject in a society’s general
political agenda. And the decisive issue of teachers
is examined and the need to prepare and support
them as they respond to new and growing demands
in the area of citizenship education. The chapter ends
by setting forth the needs to conduct research and
amass knowledge on the subject to keep citizenship
education updated and evolving in accordance with
the rapid pace of change in society and politics in
the region.

3.1 POLITICAL AND
SOCIAL SUPPORT

How to successfully meet the challenge of establish-
ing a stable policy framework for democratic citi-
zenship education? With guaranteed political and
social support from the highest levels? A genuine
effort to transform civic education in the school
system is a policy challenge: it requires a broad con-
sensus throughout society on what it means to be a
“good citizen” and how to teach someone to be one.
The collectively determined definition should be pre-
cise enough to help provide a guideline for educa-
tional policy. In societies with great inequality and
politically conflictive cultures, this shift may appear
especially difficult to make. But it is not impossible.
Without sufficient consensus in a society that citi-
zenship education should be an underlying prin-
ciple in the organization of a school system, neither
the school system nor its teachers will be able to do
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the school system—made available and organized
by political and education leaders—has been the key
point in a strategy of change in almost all national
cases on citizenship education.

Evaluations and diagnostics are not enough,
however. These should be discussed and deliberated
in politically plural legitimate forums, from which
proposals on citizenship education can arise. The
forums should include the following elements:

• Representatives of society and its various dif-
ferent political parties and ideologies;

• Legitimate representatives, highly respected in
political and educational arenas;

• Forums should provide information on new
demands, as well as characteristics of the civic
education currently provided.

• They should constructively process the differ-
ent views and interests, and reach a consensus
on key definitions to provide a framework for
the respective policies and plans.

There are many ways to implement a blueprint
of a plan. Is it a process that takes place within of-
ficially defined parameters? Is it more “closed” or
more “open?” Short-term or long-term? A tie to the
government, should it implement what was pro-
posed by the deliberations in the forum or not?
Among many variables, the fixed factor is the syn-
ergy established between new information and
knowledge discussed and gathered in debate forums
with representatives from all sectors of society; and
from which definitions arise to frame the educa-
tion goals. The most common instrument is the
government-sponsored ad hoc national commission,
which after examining the background and after
deliberation introduces definitions and proposals
that later the same government tries to enact. In
Latin America and the Caribbean, the most recent
experience of a commission of this type is in Chile
(described in box 8 below).

COURSE OF ACTION

Once the nucleus of definitions is reached on what
democratic citizenship education for society is, two
parallel courses of action are recommended. One is
governmental: to design a policy for implementing
a revitalized citizenship education. The other is
aimed broadly at society: to promote the appropria-

tion of the new meanings of citizenship education,
as well as participation in its enrichment and on-
going development.

The first course of action relies on executive
power, and mainly the function of formulating poli-
cies for the Education Ministry, one of whose axes
should be that the very education system adopts the
new definitions. Basically this happens through ac-
tions of support and teacher preparation. The sec-
ond course of action, if well promoted by the
government, lies mainly with civil society. A key
factor here is the promotion of opportunities for
dialogue and participation on what civic education
has been and what people want it to be. The main
goal of these forums should be to diagnose and for-
mulate proposals, as well as to look at and learn
from innovative models of existing citizenship edu-
cation programs.

The recognition by national and local society of
the importance of citizenship education and its new
elements has potential impact on the symbolic and
political support to school systems and teaching staff.
Also such recognition has a very concrete and sig-
nificant influence on each school: citizenship edu-
cation needs to have effective ties between the school
and the community. Otherwise, it will not be able
to carry out what was presented as “service learn-
ing.” These ties are easier to form and maintain if
the community has debated over how to make citi-
zenship education effective.

THE ROLE OF THE MEDIA

In the efforts to put citizenship education in the
foreground, it is naturally important to count on the
collaboration of mass media. Print and television
media are inseparable parts of public life. Without
them, modern democracy would not be possible. It
is a strategic challenge in and of itself, rarely at-
tempted by the education field, to collaborate with
media—especially television—in promoting a cul-
ture of democratic citizenship. How to create better
relationships between TV media and teachers, so that
teachers can understand the codes of the medium
and use it for educational proposals? How to get
the media to volunteer editorial criteria to promote,
through its regular programming, participation and
values of a culture for democratic citizenship? A
concrete step in the right direction is that represen-
tatives from the communications media be mem-
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edged weak link in reforms to the quality of educa-
tion in the region. It encompasses not only the area
of initial teacher training, but also the continuing
professional development of those already in the
workforce. A redefinition of citizenship education
assumes that teachers—those already working and
those still in training—need to learn new content
and refine their pedagogy. Teachers need to study
and prepare. And the administration needs to pro-
vide the conditions that allow such a process: edu-
cation workshops by specialists, alliances with local

BOX 8

NATIONAL COMMISSION ON CITIZENSHIP EDUCATION:
THE EXPERIENCE IN CHILE

Chile reformed its curriculum for elementary education in 1996 and secondary education in 1998. The new curriculums
included a basic redesign of civic education, cross-cutting through several disciplines, in both elementary and secondary
school, based on an active pedagogy.

In 2004, as a response to concern and alarm on the part of the country’s political leaders about the extraordinarily
low level of voter registration among youth, the Education Ministry appointed a high-level commission, politically and
institutionally plural, to “propose a sound vision of the new demands for a democratic citizenry, as well as criteria and
measures to improve the classroom experience of citizenship education.”

The commission had 17 members (representatives from many fields, including educational, legal, political, medical,
religious, student, and human rights organizations, as well as unions). The commission received supported from a four-
member technical secretariat of the Education Ministry. The commission met weekly from July 27 to December 13,
2004, inviting a wide array of stakeholders to speak and share their perspective and opinions, including Ministry
officials, private education professionals, national and international research specialists, teacher trainers and government
officials. Despite its diverse political and ideological composition, through a process of sustained deliberation, the
commission reached a consensus on a diagnosis and proposal.

The commission’s main proposals were:

a) A definition of democratic citizenry, agreed on by all sectors, which integrated notions of liberal traditions (title
rights that must be upheld in the face of the nation-state), democratic traditions (citizens belonging to a self-
governing community) and republican traditions (the citizenry as a place of specific virtues);

b) The need to make adjustments to the sequence proposed for civic education in the new curriculum started in
1998, emphasizing a close at the end of secondary school, based on democratic institutionality;

c) Correction of two deficiencies observed in the curriculum—to educate on risks to democracy, and on anti-social
behavior and the basic elements of the penal system—as well as enriching the contents on economics, observed
to be insufficient; and

d) Suggestions for methodology on academic teaching on citizenship, based on an approach that combines classroom
lectures and traditional formal study with debates and experiences (community service and participation in
openings in student government).

The political and educational impact of the process and results are, in the context of Chile, highly significant: broad and
in-depth agreement, in a society that until recently was profoundly and tragically divided, on what the school system
should try to teach, academically and morally, to the citizens of the next generation.

Source: Education Ministry of Chile (2004) Report of the Citizenship Commission, Santiago. For the commission’s final report, go
to: www.mineduc.cl

bers of the national forums for deliberation and
consensus building on citizenship education.

3.2. TEACHERS

Without an appropriate strategy for continuing edu-
cation and support for teachers, the new definitions
will not reach the classroom. This gap is the acknowl-
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BOX 9

PROBLEMS TO SOLVE IN TEACHING
ENVIRONMENTS: EVIDENCE FROM

INDUSTRIALIZED COUNTRIES

When teachers feel insecure on the topic of citizenship
education, they teach in conservative and traditional
ways.

• Teaching controversial subjects is not the only source
of teacher insecurity—it can also arise from current
pedagogical approaches such as project-based work,
which take longer to show results.

• Problems arise from faulty definitions of what
citizenship education is and what its goals are.

• The isolation of citizenship teachers in their schools
can be another major problem. It is particularly
important for the whole school to support the work
of citizenship teachers.

Source: A.Osler, H.Starkey (2004) Study on the Advances in Civic
Education Systems: good practices in industrialized countries,
Report prepared for the Inter-American Development Bank,
Education Network of the Regional Policy Dialogue, 2005.

actors with proven experience and programs, the
compiling of experiences developed by the teachers
that illustrate what is possible and how to achieve
it. Finally, controls and supports need to be provided
by committed supervision.

In many countries, a major problem is that
teacher-training programs have not kept up with
curriculum changes, leaving teachers ill prepared
to put changes into effect.

The strategy should tackle equally the initial
education and the institutionality—of university
students and student teachers—responsible for it.
Also, it should include on-going professional devel-
opment in centralized or decentralized services and
modalities.

If you want to teach virtue, Plato wrote, institu-
tions must be structured according to the values that
you wish to instill in the members. Thus, to develop
democratic citizenship implies organizing educa-
tional institutions in a participatory way and avoid-
ing imposed hierarchies that hinder the practice of
deliberation, debate and reflection. Institutions
should be governed by people capable of creating
safe settings for learning and genuine interest in the
ideas of others, who allow positive exploration, free
from pressures of prejudice and stereotyping. A safe

climate should be generated (an environment in
which people do not feel criticized or threatened,
where they feel they can explore their own ideas
and not those they feel obligated to think).23

Creating a genuine democracy in the school al-
lows both students and teachers to become confi-
dent people learning reliable knowledge (Raider-
Roth, 2005). This type of knowledge is created
through reflective experience that arises from doubt,
curiosity and authentic questioning with the result-
ing research methods (tentative conjecturing and
interpreting) and precise and consistent analysis. A
confident person is not fearful, not afraid of mak-
ing an error, but instead will take advantage of ex-
ploring and better understanding a problem. A
confident person is assertive and recognizes that part
of human nature is to make mistakes and learn from
them in order to grow. This approach forms part of
scientific methodology and reasoning, even when it
is not the exclusive way of thinking.

3.3. RESEARCH AND
DEVELOPMENT OF CONTENT

Perhaps unlike in any other area of curriculums and
school operations, there is a severe lack of empiri-
cal information on the way in which schools in the
region teach democratic citizenship. Precise and
reliable information is needed from each country
on what are the civic and democratic skills of chil-
dren, adolescent students, and teachers. Studies
conducted in Chile, Colombia, and more recently,
Mexico, on young people’s civic knowledge is an
important first step. It would be good if all coun-
tries in the region could conduct similar studies,
expanded to different degrees, including teacher
skills and extending the range of attitudes assessed
to learn more about tolerance and acceptance and
diversity. It would be good to know exactly what

23 Only in a friendly environment can a person consider how
he/she would really act in a given moral situation and the
true reasons that would lead him/her to make that decision.
Clearly it is important to know how we should act in accor-
dance with the commonly accepted moral precepts, but with
the right and the opportunity to explore the reasons why this
may or may not make sense, exploring when this conven-
tional behavior is not appropriate. As we have said, our ca-
pacity for moral judgment is developed when we reflect on
the reasons why we act, when we have to justify our actions.
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are the democratic skills in the region, and, based
on this, it would be possible to identify which skills
should be further developed.

Also it is necessary to measure what is already
being done to promote democratic citizenship, and
what are the results. To identify real experiences and
organize the information on results will provide an
array of options to governments and educators in-
terested in promoting citizenship education.

Together with a broader range of models to pro-
mote citizenship education, it is essential that these
models be carefully evaluated to understand the ef-
fects and construct a database that allows us to dis-
cern which models are more effective in different
contexts.

Finally, it is important that research results be
widely disseminated in appropriate ways to reach
different discussion groups interested in education
so that the research can contribute to articulating
policy and program decisions promoting democratic
education. Only if broad groups of the population
understand the importance of citizenship education
and if they are informed about the most effective
ways to develop tolerance, participation, and com-
prehensive knowledge of recent history, then they
can request and support educational changes in that
direction.

To develop and disseminate this information, it
is essential to establish networks of schools connected
to universities and research centers, as well as to non-
governmental organizations that promote democratic
education. As in other information areas, interna-
tional networks that share ideas are appropriate
mechanisms to accelerate innovations and develop
this area of study. The model followed by the Na-
tional Education Ministry in Colombia—which iden-
tifies innovations developed in the country and
disseminates them together with models created in
other contexts—is a promising methodology that
could be extended to other countries in the region.

3.4 FIVE STRATEGIC
CHALLENGES

As presented in the preceding discussion, from the
perspective of policy implementation, the challenges
of academic citizenship education (capable of re-
sponding to the new demands of social cohesion and
active democratic citizenship) are both political and
educational. Five key challenges can be identified.

SOCIAL CONSENSUS

The first challenge is political. It consists of achiev-
ing widespread and deep agreement in society on
what it means to be a “good citizen” and conse-
quently, how to form good citizens. The agreed-upon
definition must be sufficiently precise to help ori-
ent its translation into education. In societies with
inequality and political cultures with great internal
disagreement, this can be especially difficult. But it
is not possible to avoid it. Without an adequate level
of agreement in a society that citizenship education
is what should organize a school system, teachers
cannot achieve anything significant. Teachers need
the support and authority from the political system—
not only from the government—to be able to effec-
tively teach in this dimension. To address with the
next generation both what unites as well as what
divides a social order, the norms and values that
inspire it, and the realities that complicate it.

CURRICULUM

The curriculum challenge is two-fold. A result of
the political effort to build a consensus on the type
of citizens desired, a clear definition should arise
on how to define citizenship education, what it con-
sists of, and what it aims at achieving. Secondly, if it
is appropriate, the positioning of citizenship educa-
tion in the curriculum should be evaluated and re-
defined. A common problem in this area is the
paradox that citizenship education is declared of
maximum importance for the society but it is rel-
egated to a low-status position in the curriculum:
rarely is it evaluated and often it is a part of one or
more subjects in the curriculum. It occupies a posi-
tion of low visibility and is one among many “hori-
zontal” subjects. The issue of the position of
citizenship education in the curriculum depends
essentially on questions of how the curriculum is
organized: Include citizenship education in or more
subjects? In a single block of time or throughout
the school cycle? Combining “vertical” presence (in
one or more specific subjects) with “horizontal”
presence throughout the curriculum? As has already
been seen in the reforms in the ‘90s in this material,
a wide range of countries—both developed and de-
veloping—have expanded the position of citizen-
ship education in the curriculum. Countries that do
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not have a discipline devoted to it have established
one. In many cases it has been extended down from
secondary school to elementary school. And the
objectives, in many systems, are part of what is
known as “horizontal,” that is, they are the respon-
sibility of all areas of the curriculum.

TEACHERS

Without an appropriate strategy of teacher training
and support, the new definitions will not reach be-
yond the classroom. This is clearly the weakest link
in the reforms for quality education in Latin America
and the Caribbean. It includes both initial teacher
training and the professional development of teachers
already in the workforce. A redefinition of citizen-
ship education assumes that teachers—those who
are already working and those who are still being
trained—need to learn the new content. This means
they need to study and prepare. And the adminis-
tration needs to provide conditions that allow this
process, opportunities to for training provided by
specialists and controls and support provided by a
committed supervision.

PUBLIC OPINION

The fourth challenge is the development of social
and contextual support for citizenship education.
It is essential to create a climate of favorable public
opinion in support of citizenship education in the
schools. This means getting communications me-
dia to articulate and voice their support for the ef-
fort to educate committed citizens. Also, in the
context of each specific school, the challenge is to
get parents’ approval on the one hand, and teachers’
approval on the other, for the work done by teach-
ers who teach citizenship education. The way to
educate active citizens calls for not only traditional
methods of instructional content but also on the

experience and practice of debates on controversial
issues and participatory exercises (in student gov-
ernment) and service (to the community). This way,
the requirements of “contextual support” take on
their full meaning.

To provide local social support, it is particularly
appropriate to consider the logistics of “campaigns”
or “special programs.” Through use of resources and
communications and training activities, various dif-
ferent audiences can be reached and informed and
educated on the pro-citizenship education effort.
Often these initiatives—with high political visibil-
ity and the advantage of being quickly put into prac-
tice—help support the longer-term progress in the
education environment.

ALIGNMENT

Four fundamental factors in teaching citizenship
education should be coordinated: curriculum, text-
books and learning materials, teacher training, and
evaluation. Often in our region these components
are not coordinated, which impacts negatively on
the changes in the teaching. Resolving this problem
is a challenge mainly for education ministries. It is
part of their institutional responsibility to move to-
ward this necessary cooperation, which calls for not
only high-level policy definitions but also manage-
ment skills such as reliable systems of evaluation
that make sure the implementation of the new ini-
tiative follows the new policy guidelines. Or that
the necessary information is made available to de-
cide on or undertake adjustments.

Clearly to take on these challenges requires fi-
nancial resources, but also especially good manage-
ment. It is worth noting a factor that is often ignored:
it takes a long time to implement changes in cur-
riculum—at the national level—that have signifi-
cant impact on classroom teaching. Certainly it takes
longer than the time period of a presidential term.
Agreements need to be reached that allow sufficient
time periods and the design of a plan appropriate
for the transformations that are viewed as essential.



Conclusion

between teachers and students that the students
directly learn what it means to live in a democracy.
In schools where gender discrimination exists, for
example, little does it matter that the curriculum
speaks of equality of rights between men and women.

NEW CITIZENSHIP
EDUCATION IN SCHOOLS

There is a gap between the new requirements of citi-
zenship education and the practices and results of
the typical educational institutions in the region. A
gap whose elimination would call for a transforma-
tion and substantive enrichment of what the school
systems offers as learning opportunities in this area.
Such a change needs to take place not only in the
explicit curriculum but also in the hidden one as
well (school environment, relationships, rituals) in
the pedagogy as well as in evaluation.

Based on relevant innovative experiences from
countries in the region and developed countries
outside the region, the work proposes a change in
civic education to citizenship education, which
means: i) moving from a single-subject focus on
political institutions to a three-part focus on: a)
political institutions, b) current events in the soci-
ety, and c) competencies in conflict resolution, ii)
moving from a curriculum predominantly taught in
the last years of secondary school to one expanded
throughout the entire school cycle, and iii) shifting
the focus from acquisition of knowledge (focus on
content) to one aimed at acquiring knowledge, abili-
ties, and attitudes in contexts and practices based
on participatory democratic relations.

While all curriculums for citizenship education
have specific aspects from the country where taught,
a universal moral base exists that should underlie
all curriculums, based on the doctrine of human

Education for citizenship, an essential task of school
systems, currently faces several urgent challenges
in the Latin America and Caribbean region. Today’s
generation of youth, the best educated in the region’s
history, shows signs of moving away from politics
and democratic participation. At the same time, the
combination of old problems such as poverty and
inequality, along with new problems from post-mod-
ernism and globalization, demand as never before
an active and capable citizenry. The simultaneous
occurrence of ever-growing demands on democratic
policies, along with the apparent disinterest on the
part of the younger generation, calls for reexamina-
tion with fresh eyes of the citizenship education
offered by today’s schools, as well as actions to trans-
form it.

The effectiveness of citizenship education should
be examined from at least three levels of analysis, as
presented in this study. In the first place, universal
high-quality education should be available to all stu-
dents. Students who do not succeed in mastering
minimum basic reading and writing skills and
mathematic and scientific reasoning cannot easily
develop an effective political voice and skills for
action.

Secondly, students should learn civic skills,
which include acquisition of knowledge, abilities and
values through certain curriculums content and
active pedagogical approaches in safe participatory
settings. If the content of the teaching material is
not relevant or up-to-date, it will not hold the inter-
est of the students nor educate them in skills re-
quired by society and politics. If the way the material
is presented does not generate confidence and in-
terest, the targeted abilities and values will not be
developed.

A third level of analysis looks at the school set-
ting and the gap that can exist between what is taught
in schools and what is practiced there in terms of
power and participation, rights and responsibilities,
norms and practices. It is in the daily interactions
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rights and the common need for education to de-
velop the dialectic competencies that uphold such
a operational ethic.

Current curriculum reforms also are generally
based on promoting citizenship competencies de-
veloped in the school setting. These include devel-
oping abilities to respond to complex demands in a
sociopolitical context, through mobilization of psy-
chosocial resources including knowledge, abilities
and attitudes.

Current pedagogy of citizenship education in-
cludes a three-part approach i) teaching specific in-
formation on history, government, political
institutions and civics; ii) deliberation and debate
on current public problems; and iii) experience—
participation in student centers and decision-mak-
ing in schools as well as participating in community
service. With respect to the first two components,
the use of different disciplines in the curriculum has
also been put forth as a way of promoting social
awareness, and the importance of not shying away
from political events that include the practices of
deliberation and debate.

The effort to evaluate the success of citizenship
education has important advantages—objectives and
contents must be defined, making them visible to
the society and teachers, and revealing the value and
importance of this area of the curriculum, tradition-
ally limited to the final years of high schools. On
the other hand, an evaluation runs the risk of only
measuring what can be evaluated by tests with pa-
per and pencil; the dimensions of abilities and atti-
tudes of the targeted competencies are not so easily
assessed.

IMPLEMENTATION STRATEGIES

Any effort to transform citizenship education that
addresses the needs of different countries in the re-
gion must have a broad and in-depth consensus from

the society about what makes an ideal citizen. The
consensus has to be precise enough to provide a
guideline for education policy, and to rally enough
support to grant authority to teachers and school
institutions to help them produce contexts and prac-
tices of student deliberation on conflicts in society
and the political processes in democracy.

The second basic factor in offering a successful
education for citizenship is the policy of initial
teacher training and continuing professional devel-
opment of teachers. “A redefinition of citizenship
education assumes that citizenship teachers—those
in training and those already teaching—need to learn
the new contents and redefine their pedagogy. This
calls for study and preparation on the part of the
teachers, administrative conditions that allow such
procedures, opportunities to learn from specialists,
alliances with local stakeholders who offer already
proven experience and programs, sharing of expe-
riences on the part of teachers to reflect on what is
possible and how to achieve it, and also the con-
trols and support that a committed supervisory unit
should provide.

Not only implementation but also the sustained
development of what school systems offer on citi-
zenship education requires investigation and devel-
opment of information. Without empirical informa-
tion in this area, or evaluation and analysis of the
results, governments and educators will lack the mini-
mum tools necessary to define an effective course of
action to transform and improve what the school sys-
tem offers to educate active democratic citizens.

In conclusion, a radical reevaluation of citizen-
ship education in schools creates the opportunity
to establish a virtuous cycle between political demo-
cratic institutionality and a culture of political de-
mocracy, which is only possible through practicing
democratic principles inside and outside the class-
room in each and every instance that makes up a
modern state: in the public sector, the private sec-
tor, the academic sector, civil society organizations,
political parties, opposition groups and in every
sector of society.



ANNEX 1.
Competencies for

democratic citizenship

• Is it correct to conduct experiments on ani-
mals for the purpose of scientific data?

• Is it all right to manipulate genes of ani-
mals in order to obtain more productive
animals for our own use?

• Scientists such as Albert Einstein who
helped discover the physical principles of
atomic energy—did they make a positive
contribution to humanity?

• Should experiments be conducted in search
of the genes in humans related to intelli-
gence?

• What should be done when building a dam
to generate electricity for a needy popula-
tion could also cause environmental dam-
age?

c. Sanctions by reciprocity directly related to
the imbalance they invite to repair, and re-
flections on the meaning.

d. Activities to create democratic and partici-
patory settings

• Encourage debate in decision-making
events on issues that affect all. From the
classroom, where discussions and decisions
take place on norms, recognitions, evalua-
tion methods, and promoting ideal conduct
and collective decisions among education
leaders and teachers and the entire school
community, when it is called for.

• Permit decision-making in different levels
in the academic institution to allow collec-
tive analysis of cause and effect (intention
and consequences). And through this learn
to critically reflect on all schoolwork.

A. Cognitive competencies: Education for moral
autonomy

a. Critical reasoning

• Education on communications media.
Learn to interpret presentation of informa-
tion in the media (press, radio, TV). Con-
structive analysis of the personalities and
learn to read the slant between the lines of
information offered by the media. People
who read newspapers have more civic
knowledge, with no difference to which
economic sector they belong (IEA).

• Critical analysis of movies and TV.
• Analysis of hidden curriculum (power re-

lations in which we are immersed and the
potential to reveal them in order to regu-
late them, identifying ourselves in these
roles, sometimes even as victim or perpe-
trator).

• Analysis of civil rights movements in other
geographic and historic contexts. For ex-
ample, through programs such as Facing
History and Ourselves.

b. Moral issues. Also it is possible to use them
in discussing other academic subjects. In a
science class, for example, a moral dilemma
can be presented on questions related to sci-
entific and technological advances of modern
society and in this way take advantage of the
pedagogic possibilities of this strategy. For
example:
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• Promote cooperation to achieve common
goals, in such a way that all feel the call to
participate in the same ideal.

• Establish norms to guarantee these goals
and that allow the understanding of the
meaning of that norm and the law.

• To face collectively the consequences of
decisions, it is possible to make new deci-
sions. Social collective reflection leads to
experiences that are eventually successful
and ones that build confidence. The sense
of personal confidence and well being
grows when discussions of moral options
are promoted and the relationship between
morality and politics is made evident.

e. Activities to make moral decisions. While
most decisions we make in daily life are moral
decisions, they are not always just, inclusive,
considerate or even compassionate. Class-
room analysis and discussion of school ethi-
cal and political problems or problems in
other social contexts help develop citizenship
competencies. The sense of public awareness
strengthens when reflection is encouraged on
what belongs to all (space, time, ideas, physi-
cal elements) and it makes use of it in an eq-
uitable, rational and efficient manner.

f. Learn to make intelligent distinctions that al-
low one to overcome stereotyping and inap-
propriate generalizations. For example, learn
to distinguish between fact and opinion and
between dishonesty and errors (the program
“Civitas” is an excellent example of a serious
pedagogical initiative in this area).

B. Social-emotional competencies:

a. Learn to recognize emotions, control negative
ones and promote positive ones.

b. Remember those moments when we have
been treated with loving care.

c. Denounce forms of hidden aggression in situ-
ations of intimacy or exclusion (both male and
female partners).

d. Evaluation as feedback.
e. “Constructive” instead of destructive criti-

cism. Proposals for evaluation of citizenship
competencies: collective forms of evaluation
that arise from what is the best of each of the
works done by fellow students. Based on this,
identify criteria of what constitutes a good job.
This joint evaluation empowers students and

helps build autonomy, gives them control of
their work, and thus, their future. When the
evaluation is used in a constructive way (stu-
dents participate in understanding what oth-
ers are trying to do and they assess the
products of their peers), the weight is lifted
off the teacher’s shoulders. Evaluation of the
portfolio allows the process of growth of the
child to be revealed, and the patterns of un-
derstanding and expression they show. Evalu-
ations with matrices are bit more complicated
and difficult, but when done, produce splen-
did results. One begins to see that the pat-
terns are repeated and the evaluations most
likely follow similar patterns.

C. Communicative

a. Cooperative activities and group learning.
b. Community service activities.

D. Education in the practice of reflection

a. History as a place of reflection on moral de-
cisions that we face daily and that allow us
to understand the reasons that people act as
they do. We stay as passive observers, allow-
ing that others get exploited; people make
poor decisions, inventing excuses that allow
them to avoid thinking. The sense of com-
munity strengthens when the children regain
their individual and collective history that
bring them to seek alternative ways of relat-
ing and solving conflicts, and to give them a
sense of the processes that are occurring in
the school, the neighborhood, the city, the
country.

b. Exercises of metacognition. Doing exercises
of meta analysis on the work sessions with
the same students is an excellent way to cre-
ate a healthy pedagogical setting. When we
ask ourselves what happened, what strategy
was used, which ones worked and which
didn’t, and how do we feel? Then we better
understand the nature of different strategies,
gaining a reflective knowledge and not only
practice of strategies. We will continue to re-
fine and adjust the strategies to the current
contexts.

c. Articulate the moral point of view in school-
work through integrated projects.

d. Use of electronic media. Construct learning
networks. For example, “Congenuine” (genu-
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ine conversations on pedagogic practices). Put
teachers online (virtual teaching) with courses
that begin in a classroom but are accompa-
nied by learning on the basis of participating
in a network, conversing on decisions made

to prepare the class, how it went, what worked
and what did not, why, and what can be
learned from it. Teachers are needed who
know how other teachers can help prepare the
classes.





References

Classics in Education. Lawrence A. Cremin, gen-
eral editor. New York: Teachers College, Colum-
bia University.

Duckworth, E. (1996). “The Having of Wonderful Ideas”
and Other Essays on Teaching and Learning. New
York: Teachers College Press.

Duckworth, Eleanor, 1997. “Las Virtudes de No Sa-
ber” en Pequeños Aprendices Grandes Compren-
siones, libro II, las Imágenes. MEN, Bogotá,
Colombia.

Enright, R.D. (2001). Forgiveness is a Choice: A Step-
by-Step Process for Resolving Anger and Restor-
ing Hope. Washington, DC: American Psycho-
logical Association.

Fisher R. & Ury W. (1991). Getting to Yes: Negotiat-
ing an agreement without giving in. Sydney: Busi-
ness Books.

Fratczak-Rudnicka, B., & Torney-Purta, J. (2003),
Competencies for civic and political life in a
democracy, in D.S. Rytchen, L.H.Salganik, and
N.E.McLaughlin (eds.), Selected contributions to
the second DeSeCo symposium. Swiss Federal
Statistical Office.

Fundacion En Este País. 2003. Congruencia y Com-
portamiento Institucional. Encuesta a Maestros
de Education Publica. Mexico. Mimeog.

Gardner, H. (1991) The Unschooled Mind, New York:
Basic, Books, p. 141 and p. 180.

Gilligan, Carol. (1982). In a Different Voice. Cam-
bridge: Harvard University Press.

Habermas, Jürgen 1985. Conciencia moral y acción
comunicativa. Barcelona, Península.

Habermas, Jürgen 1994. La teoría de la acción
comunicativa: complementos y estudios previos,
Madrid, Cátedra.

Hoyos Vásquez, Guillermo1995. “Etica comunicativa
y educacion para la democracia” en: Revista
Iberoamericana de educacion. Número 7, Madrid,
OEI , enero-abril,: pp. 65–91.

IBE-Unesco (2001). Conferencia Mundial de Educa-
tion, “Aprendiendo a vivir juntos”, Ginebra.

Academy for Educational Development (2004) Ad-
vancing the Civic Mission of Schools: What
Schools, Districts, and State and Federal Lead-
ers Can Do. Washington, DC.

Advisory Group on Citizenship (1998) Education for
Citizenship and the teaching of democracy in
schools, DfEE, QCA, London.

Ai Camp, R. (2001) (Editor) Citizens views of de-
mocracy in Latin America, University of Pitts-
burgh Press.

Arendt, H. (1958) The Human Condition, Chicago
University Press. Chicago.

Braslavsky, Cecilia (2004) (PowerPoint presentation),
Reflections on the study: Education for democ-
racy and citizenship in industrialized countries,
Inter-American Development Bank, VII Meet-
ing of the Education Network, February 17,
2005, Washington, D.C.

Buber, M., 1965. The knowledge of man: A philosophy
of the interhuman. (M. Friedman & R. G. Smith,
Trans.). New York: Harper & Row.

Carnegie Corporation of New York and CIRCLE,
(2003) Civic Mission of Schools, New York.

Chaux, Enrique, Lleras Juanita & Velásquez, Ana
María 2004. Competencies ciudadanas: de los
estándares al aula. Una propuesta de integración
a las áreas académicas. Bogotá: ediciones
Uniandes, Universidad de los Andes, MEN.

Cortina, Adela 1990. “Acerca del uso ético, pragmático
y moral de la razón práctica” en: Filosofía, N° i,
Mérida, Venezuela.

Department for Education and Employment and the
Qualifications and Curriculum Authority
(1999), ‘The National Curriculum for the United
Kingdom: Citizenship’, London.

Dewey, John, 1916. Democracy and Education, Copy-
right © 1916. The Macmillan Company. Copy-
right renewed 1944 John Dewey. HTML markup
copyright 1994 ILT Digital Classics.
 1959. Dewey on Education. Selections with
an introduction and notes by Martin Dworkin.



42     EDUCATION FOR CITIZENSHIP AND DEMOCRACY IN THE AMERICAS: AN AGENDA FOR ACTION

Jaramillo, Rosario, (2005). “La noción de Compe-
tencia y la propuesta de Enseñanza para la Com-
prensión.” Revista Internacional Magisterio, No
14 Abril – Mayo.
 (2004). Con Antanas Mockus y Eduardo
Escallón. “Introducción.” Quince Experiencias
en Ciudadanía... y una más. Bogotá: ExE y MEN.
 (2004). “Programa de Competencies Ciuda-
danas”. Revista de DANSOCIAL.
 (2004) Las Competencies Ciudadanas dentro
de una visión Humanista. Revista de la Federa-
ción de Rectores de Instituciones Educativas.
Bogotá.
 (2002). “Algunas Reflexiones sobre la Historia,
el Juicio Moral y participation Ciudadana” en
Investigación Pedagógica en Colombia. Medellín:
Maestros Gestores de Nuevos Caminos.
 (2001). “Student’s Development Of Historical
Explanation: Relationships Between Historical
Agents, Contexts And Events”. International
Research On History Education Yearbook. Lon-
don, U.K. Woburn Press. Vol. 3.
 (2000). “La comprensión cognitiva en el aula
de clases a partir del modelo de enseñanza para
la comprensión”. En: Education Primaria al Fi-
nal de la década. Lima, Tarea.
 y BERMÚDEZ, A. (2000). “El Development
de las explicaciones Históricas de los Students:
La relación entre Sujeto, Contexto y Hecho.”
Colombia: Ciencia y Tecnología. COLCIENCIAS,
Vol. 18, No 1, Enero Marzo de 2000.
 y BERMÚDEZ, A. (2000). Estudio Exploratorio.
Comprensión y Sensibilidad Ciudadana de los
Students De 5º Grado del Distrito Capital. Serie
Guías. Secretaría de Education, Alcaldía Mayor,
Santafé De Bogotá, Septiembre del 2000.
 (1999a). “El Papel del Maestro como For-
mador en Values” en Volver a la pedagogía. El
Maestro del Presente y del Futuro. Bogotá, IDEP.
 (1999b). “El Development de las Explicacio-
nes Históricas en Niños, Adolescentes y Adul-
tos” en Mockus, A. et al. Education para la paz.
Bogotá: Cooperativa Colombia: Editorial Ma-
gisterio.
 y Bermúdez, A. (1999c). “Anotaciones Con-
ceptuales y Prácticas sobre la Education Moral
Constructivista”. En: Análisis de Dilemas Mo-
rales en Francisco el Matemático. Bogotá, IDEP.
 (1997a). Cartillas de Ciencias Sociales para el
programa de Escuela Nueva, grados 2, 3, 4 y 5.
Santafé de Bogotá: Ministerio de Education
Nacional, (co-dirección de la obra con Angela
Bermúdez y autora).

 (1997b). Teacher to Teacher: The Power of Ques-
tioning in Teaching and Learning (obra dirigida
y editada por Eleanor Duckworth). New York:
Teacher´s College Press.
 (1999c). “What Do Students in Teaching for
Understanding Classrooms Understand?” in
Teaching for Understanding: A Practical Frame-
work, ed. Marta Stone Wiske. San Francisco:
Jossey Bass.
 (1999d). “What Do Students Think About
Understanding?” in Teaching for Understanding:
A Practical Framework. ed. Marta Stone Wiske.
San Francisco: Jossey Bass.
 (1999e). Pequeños Aprendices, Grandes Com-
prensiones. Santafé de Bogotá. Ministerio de
Educacion Nacional. (Directora de la obra).

Keating, D.P. (2003) Definition and selection of com-
petencies from a human development perspec-
tive. In Rychen, D.S, L.H.Salganik (Eds.) Key
Competencies for a successful life and a well-
functioning society, OECD, Hogrefe & Huber,
p.60.

Kohlberg, L. & Mayer, R. 1972. “Development as the
aim of education.” Harvard Education Review,
42(4)

Marshall, T. H., 1965, “Citizenship and Social Class”,
en Marshall, T. H. (comp.), Class, Citizenship
and Social Development, Nueva York-Garden
City, Doubleday (1949).

McGinn, Noel F. 2002. Toward international coop-
eration in education for the integration of the
Americas. Hacia la cooperación internacional
en education para la integración de las
Américas. CIDI, OEA: Tendencias para un fu-
turo común.

Ministerio de Education de Chile (2004), Informe
Comisión Citizenship Education, Santiago.

Narváez Gómez, L. IMC. “Sin reconciliación no hay
futuro” Conferencia dictada en Roma, SEDOS
Residential Seminar, Mayo de 2004. Escuelas de
Forgiveness and reconciliation – ESPERE. See:
http://leonel@fundacionparalareconciliacion.org

Noddings, Nel. (1992) The challenge to care in schools:
an alternative approach to education, New York:
Teachers College Press.

O’Donnell, G. (1994), “Delegative Democracy”, en
Journal of Democracy 5 (1), pp. 94–108.

Osler A., H.Starkey (2004) Estudio acerca de los
avances en education cívica en los sistemas
educativos: practicas de calidad en países
industrializados. IBE/BID



REFERENCES     43

Perkins, D. (1992). Smart Schools. From training
memories to educating minds. New York: The Free
Press.

Perkins, David N. (2002). Paradoxes of peace and
the prospects of peace education. In G. Salomon
& B. Nevo (Eds.), Peace education: The Concept,
principles, and practices around the world.
Mahwaw, NJ: Lawrence Erlbaum Associates.

Perkins, David N. (2003). King Arthur’s roundtable:
How collaborative conversations create smart or-
ganizations. New York, NY: Wiley.

Qualifications and Curriculum Authority, (1998) ‘Edu-
cation for Citizenship and the Teaching of Democ-
racy in Schools’: Final report of the Advisory Group
on Citizenship, London

Raider-Roth, Miriam B. 2005. “Trusting Relationships,
Trusting What You Know” in Trusting What you
Know: The High Stakes of Classroom Relation-
ships. Jossey Bass. http://media.wiley.com/
product_data/excerpt/50/07879716/0787971650.
pdf

Ramsey, Lara. Understanding the Problem of Un-pre-
scribing the Curriculum using their misunder-
standings as a point of departure. Copyright
2004 (Ramsey, L. (2002). Understanding the
Problem of Un-prescribing the Curriculum.
Cambridge, MA: Unpublished paper, Harvard
Graduate School of Education.

Reimers, F. 2005a. “Education and Social Progress”
en The Cambridge Economic History of Latin
America, edited by John H. Coatsworth and
Victor Bulmer-Thomas (Cambridge: Cambridge
University Press, 2005), vol. 2, 427-480.

Reimers, F. 2005b. Principally Women. Gender in the
politics of Mexican Education. In Randall, L.
(Ed.) The changing structure of Mexico. M.E.
Sharpe. In press.

Reimers, Fernando y Eleonora Villegas-Reimers. 2005.
Education para la Ciudadanía Democracia en
Escuelas Secundarias en Latin America. Diez
Propuestas para la Accion. Trabajo Preparado
para la Reunión del Dialogo Regional en
Educacion. Banco Interamericano de Desarrollo.
Mayo 2005.

Reimers, Fernando y Eleonora Villegas-Reimers. 2005.
Educating Democratic Citizens in Latin
America. En Harrington, L. y J. Kagan. (Eds.)
Developing cultures: essays on cultural change.
Routledge Press. In production.

Rogoff, Barbara, A Radzisewja, 1990. Apprenticeship
in thinking: cognitive development in social con-
text. New York: Oxford University Press, 1991,
© 1990.

Ruiz Silva, Alexander & Chaux Torres, Enrique 2005.
La Formación de Competencies Ciudadanas.
Bogotá: ASCOFADE

Rychen, D.S, L.H.Salganik (Eds) Key Competencies
for a successful life and a well-functioning so-
ciety, OECD, Hogrefe & Huber Rychen

Sartori, Giovanni (1991), “Democracia”, en Revista
de Ciencia Política, Vol. XIII, Nº 1 y 2, Instituto
de Ciencia Política-Pontificia Universidad
Católica de Chile.

Schunk, Dale H., and Barry Zimmerman. “Develop-
ing Self-Efficacious Readers and Writers: The
Role of the Social and Self-Regulatory Pro-
cesses.” In: Reading Engagement: Motivating
Readers Through Integrated Instruction. Ed. John
T. Guthrie and Allan Wigfield. Newark, DE:
International Reading Association, 1997.

Selman, R. 1980. Making a Friend in Youth (with L.H.
Schultz) (1990) The Growth of Interpersonal
Understanding.

Selman, R. 1997. Fostering Friendship: Pair Therapy
for Treatment and Prevention (with C.L. Watts,
L.H. Schultz, and members of the GSID).

Selman, R. 2003. The Promotion of Social Awareness:
Powerful Lessons from the Partnership of Devel-
opmental Theory and Classroom Practice. New
York: Russell Sage Foundation Publications.

Tapia, Erika. 2003. Socialización Política y Educa-
tion Cívica en los Niños. Queretaro, Mexico.
Instituto Electoral de Queretaro.

Tenti Fanfani, Emilio. 2003. Les Immigres a
l’ecole. La xenophobie des enseignants en Ar-
gentine, Perou et Uruguay. Buenos Aires.
Instituto Internacional de Planificación de la
educacion.

Tirado, Felipe y Gilberto Guevara. Education Cívi-
ca. Un Estudio Complementario. Mexico. Mi-
meografía. 2005.

Torney-Purta J., J.Amadeo, (2004) Fortaleciendo la
democracia en las Américas a través de la
educacion cívica, OEA, Washington.

Torney-Purta, J., R.Lehmann, H.Oswald and W.
Schulz, (2001) Citizenship and education in
twenty-eight countries. Civic knowledge and
engagement at age fourteen. International As-
sociation for the Evaluation of Educational
Achievement, Amsterdam.

UNPD (2004), La Democracia en Latin America: ha-
cia una democracia de ciudadanos y ciudadanas.
New York y Buenos Aires: (Cap.VI) http://www.
democracia.undp.org/Default.Asp.

Vasco Uribe, Carlos Eduardo (2005). “Introducción”.
Estándares básicos de calidad para la education.



44     EDUCATION FOR CITIZENSHIP AND DEMOCRACY IN THE AMERICAS: AN AGENDA FOR ACTION

(Basic Quality Standards for Education) Bogotá.
Education Ministry. ASCOFADE. In press.

Villegas-Reimers, Eleonora. 1993. Can Schools Teach
Democratic Values? Washington, D.C.: U.S.
Agency for International Development, 1993.

Villegas-Reimers, Eleonora. 1993. Civic Education
and the School Systems of Latin America and
the Caribbean. Washington, D.C.: U.S. Agency
for International Development, 1993.

Villegas-Reimers, Eleonora “Preparing the Next Gen-
eration of Democratic Citizens.” Revista Cam-
bridge, MA: Harvard University, David
Rockefeller Center for Latin American Studies,
2002.

Vygotsky, L. S. 1960, 1978. Mind in Society: The
development of higher psychological processes,
ed. Michael Cole, Vera John-Steiner, Sylvia
Scribner, and Ellen Souberman. Cambridge,
Mass.: Havard University Press.

Wertsch, James 1991 Voices of the mind: A sociocul-
tural approach to mediated action. London:
Harvester Press.

Wertsch, James, 1985. Vygotsky and the Social For-
mation of Mind, Cambridge, Mass.: Harvard
University Press.

Wiske, Martha Stone, 1998. Teaching for Understand-
ing. Linking research with practice. San Fran-
cisco: Jossey Bass.



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJDFFile false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveEPSInfo true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /Description <<
    /ENU (Use these settings to create PDF documents with higher image resolution for high quality pre-press printing. The PDF documents can be opened with Acrobat and Reader 5.0 and later. These settings require font embedding.)
    /JPN <FEFF3053306e8a2d5b9a306f30019ad889e350cf5ea6753b50cf3092542b308030d730ea30d730ec30b9537052377528306e00200050004400460020658766f830924f5c62103059308b3068304d306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103057305f00200050004400460020658766f8306f0020004100630072006f0062006100740020304a30883073002000520065006100640065007200200035002e003000204ee5964d30678868793a3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
    /FRA <>
    /DEU <>
    /PTB <>
    /DAN <>
    /NLD <>
    /ESP <>
    /SUO <>
    /ITA <>
    /NOR <>
    /SVE <>
  >>
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


