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Introduction
A human rights curriculum for children in the Americas

The matter of education arouses passions in every country of the world, including the democratic
nations of the Americas. In Chile and Peru, in Panama and Honduras, in Mexico, and especially in
Oaxaca, teachers’ associations and unions are squaring off against national authorities. Motivations
abound: budget and salaries, criticism of the administration and regulation of classroom schedules,
employment benefits: all these appear on the agenda when unions hit the streets to demonstrate.
Significantly, values education and rights education are absent from the public budget and missing
from union demands. Meanwhile, many countries are beginning to hear complaints of a frightening
panorama in which the democratic values in our societies are losing ground.

At the end of the 1990s, the first human rights plans emerged, and little by little, mostly under
pressure from the United Nations Decade for Human Rights Education, 1995-2004 (United Nations
Decade for HRE), the idea spread that it was time to make human rights education universal. Several
countries made serious commitments. The IIHR has been right in the crosshairs of these many
important efforts, and in 2000 we began to develop the system of Inter-American reports on human
rights education. We have been able to identify and applaud a number of excellent initiatives; but all
too often, they have not gone beyond good intentions.

Human rights education (HRE) is a right in the inter-American system, enshrined in the Protocol of
San Salvador (Articles 13 and 13.2) as part of the overall right to education. The 19 signatory countries
hold the inescapable obligation to carry out, guarantee and promote this right, and for the IIHR, it is
not an option, but our very mandate. It justifies our existence in the region and gives purpose to our
constant drive to consolidate the future of human rights in the Americas.

In the interest of driving progress toward full realization of the right to HRE, the IIHR began
presenting regular progress reports on public policy advances in the 19 signatory countries of the Protocol
of San Salvador. It has been one of our most significant contributions to the inter-American system.
This Fifth Report and the previous four have provided greater insight into this right, which is now better
accepted as a legitimate part of the political agenda and is more widely understood as obligatory. For
the ITHR, human rights education is not just one more item on the curriculum. Instead and above all,
it is a human right that stands at the very core of the development of democracy.

The Fifth HRE Report is a logical part of the gradual dialectic process that the IIHR has been
conducting to study the actual status of human rights instruction. Its intent is to carry the process
further by defining a curricular and methodological proposal to help the countries comply with the
goals set forth in Articles 13 and 13.2 of the Protocol of San Salvador. There is a pressing need to
finish introducing human rights into national education programs, especially for children from 10 to
14 years of age, who make up nearly 36% of the population of Latin America and the Caribbean. It
is equally urgent to reinvent the public school curriculum and change directions radically if we really
hope to transform political conditions in our countries and, over the shortest term possible, reverse the
encroaching disillusionment with democracy in the Americas.

Which is most important today for learning about human rights and practicing democracy from the
earliest grades? Improving curriculum or guaranteeing basic education? Under present circumstances,
it is difficult to set priorities between these two essential elements of human rights education. To
begin with, it is not clear who is responsible for teaching the fundamentals of human rights at school.
Moreover, few believe in HRE at levels where political decisions are made, which is why human rights
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are losing ground in the schools. Add to this the lack of meaningful, substantial growth in public
resources and the inability to adapt programs to the social needs of students.

Much of the school curricular content has become obsolete and needs to be updated, and the teaching
of human rights and democratic practices is ideally suited to lend a more optimistic and future-oriented
educational vision to this task. Education needs to become a public priority that transcends all electoral
circumstances. The importance of human rights in the schools lies not only in the teaching of values,
but in learning what it means today to live together in democracy.

The region needs curriculum proposals that are not improvised and do not respond to simple
momentary circumstances. The introduction of human rights into the curriculum could clear away
many failings of the past. First, it will clearly reveal that over the short term, this is the best investment
in democracy. Second, it will provide a legitimate forum to let teachers themselves speak out about
the practice of human rights. In so doing, it will give voice to this valiant group of professionals who
spend their days at the battlefront in difficult, sometimes violent situations in the classroom, and whose
opinion no one has asked. Third, it will provide an opportunity to start talking about the quality of
education.

The only real intent of the human rights curriculum is for children to understand the reality in
which they live and know how to defend their rights while upholding their dignity. As they read and
play, write and do drills, they learn about the right to freedom and the obligations inherent to life in
democracy. It can be done only through regular programs and basic teaching of human rights starting
in grade school.

The ITHR hopes that this report, along with the curricular and methodological proposal, will
be welcomed by top education authorities. We mean it as a contribution that will facilitate planning
processes so that instruction of human rights issues can be improved in the education of children and
adolescents. This in turn will raise the quality of education and have an impact on expanding and
improving democracy as today’s students quickly become tomorrow’s voters.

These Institute reports are also presented to national human rights authorities who are responsible
for promoting human rights in their countries and monitoring their governments and government agents
for compliance with commitments acquired when they ratified international human rights instruments.
This is especially true for article 13.2 of the Protocol of San Salvador, the right of citizens and the
obligation of the State concerning human rights education.

Nongovernmental organizations and regional and international organizations that have accumulated
vast experience in the field of HRE will find here a useful vehicle for inspiring more profound
consideration of education in the primary schools, overlooked in the past but increasingly urgent. As
these organizations work side by side with official State entities to design curriculum and prepare
textbooks and educational resources, they will be able to inject a welcome note of reality, special
technical and pedagogical skills and a critical attitude; all these are indispensable for the multi-
dimensional education of our children and adolescents, as full subjects of law.

Roberto Cuéllar M.
Executive Director of the IIHR

San Jose, December 10, 2006



Section |
Selecting content and creating opportunities: the educational proposal

Content and teaching opportunities: a curriculum for the practice
of negotiation and consensus

This Fifth Report draws heavily on findings from the four previous inter-American HRE reports
(2002 to 2005). Its arguments are built on two factors that are critical for incorporating, improving and
expanding education in and for human rights and life in democracy in the formal public education
systems of the region. The first is careful selection of content to be included in the curriculum, and the
second is the creation of suitable opportunities within the curriculum for the content to be developed
effectively. Two other components that serve as the backbone of education, but that this report will not
examine, are the production of educational materials and teaching resources, and continuing education
for teachers.

Over the past 15 years, HRE has been slowly but surely gaining ground in the school systems of
Latin America. Most of the countries in the region now have the necessary legal basis and a first level
of institutionalization. HRE now has a firm footing in school programs, especially as it applies to such
issues as promoting gender equity, recognizing ethnic diversity and multicultural societies, and the
exercise of democracy. The schools are also applying it to environmental education and to health and
sex education. Much remains to be done to give the topic a clear identity, offer specific content and
guidelines and build it into all applicable courses, school activities and teacher training.

The Fourth Report (2005) studied progress in the preparation of national human rights education
plans. It found that 18 countries had undertaken efforts to fulfill the commitments they had acquired
in 1995 in the framework of the United Nations Decade for HRE. Of these, only half had completed
the process with some degree of success and were beginning to apply it as public policy. The rest had
conducted profiles or were engaged in consultation and design but had bogged down at particular
stages of the process. Four countries had incorporated elements of HRE into national education plans
that had emerged from education reform processes; others had adopted comparable plans promoted by
international assistance agencies, such as Values education and Education for all.

The study confirmed the hypothesis that planning processes tending to incorporate, improve, expand
or formalize HRE involve processes of negotiation in which many stakeholders are involved. Multiple
orientations and educational perspectives vie for attention, many interests clash and compete, and the
standoff is ultimately resolved as a power struggle. These negotiations revolve around a wide range
of issues, from philosophical conceptions and ideological positions on education and human rights,
to distribution of workloads and schedules, the rights and obligations of teachers and the acquisition
of new textbooks. They also involve people inside and outside the educational community, both
experts and novices in technical knowledge of education science and educational management, parties
representing both the public and private sectors, with equal standing for service providers and service
beneficiaries.

In this sense, the school curriculum is the political expression of a consensus about the legitimacy
of all the forms of knowledge that will be imparted to students. Any knowledge that eventually makes
its way into the curriculum embodies some value that overall society has included in its educational
aspirations. It is given practical form through lesson plans and classroom programs, textbooks, teaching
methods, instructional materials and grading systems. It also needs to be included in teacher training,
for it is the teachers who ultimately construct the real curriculum in the classroom.
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Much of the negotiation that precedes the preparation of national HRE plans, as studied in the Fourth
Report, focuses on selecting and defining human rights content to be included in education and deciding
how it will be distributed on the map of grade levels, subjects and school activities. Consideration is
also given to the ways in which HRE content will interact and balance with other pre-existing curricular
content In general, the countries found that it was very difficult to build consensus on content, and
they tended to resolve the matter by avoiding hard choices. Instead they broadly admitted an extensive
repertoire of subjects and shied away from adopting specific guidelines on how to handle them.
Obviously this limits the effectiveness of the program, which in practice will probably prove difficult
or impossible to carry out. In most cases, planning processes did not grapple with the organizational,
labor and economic implications of these curriculum changes, as it would have been far too difficult
to build consensus on such complex issues.

The ITHR, while fully cognizant of these difficulties, was encouraged when the governments of the
world renewed their commitment to push for HRE in coming years (United Nations World Programme
for Human Rights Education 2005-2007). Therefore, in 2006 it focused its efforts on preparing an
educational proposal to formalize, expand and improve human rights education in the grades attended
by children from 10 to 14 years of age. This Fifth Inter-American Report targets the countries of the
region that are signatories to the Protocol of San Salvador. It explores the current state and evolving
trends of the school curriculum, focusing on subjects and activities that cover, or have the potential to
cover, the content suggested in the proposal.

This educational proposal,? built on long-standing ITHR traditions of human rights education at
various levels and with a plethora of stakeholders, is a macro curricular proposal that reflects, develops
and implements the concepts and guidelines articulated in a number of important international
documents. Chief among these instruments are: the Declaration and Programme of Action of the
Vienna World Conference on Human Rights (1993); the Declaration and Plan of Action for the United
Nations Decade for Human Rights Education (1995); the Report “Learning: The Treasure Within,”
produced by a UNESCO commission under the leadership of Jacques Delors (1996), and the United
Nations World Programme for Human Rights Education (2005-2007).

The rest of this chapter synthesizes arguments taken from the educational proposal in favor of a
comprehensive, all-encompassing approach to selecting and introducing human rights content in the
curriculum for students in this age group. The learning is classified as: information/knowledge, values/
attitudes and skills/abilities. Section II describes key methodological features and sources of information
for the research on curricular content and activities; Section 111 gives a regional synthesis of the results.
As in previous reports, the last two sections offer conclusions and recommendations developed by the
Institute, reflecting insight that has evolved over the course of 25 years working in the broad field of
education in and for human rights and life in democracy.

Human rights, schools and manifestations of the curriculum

Many points of consensus can be found in a dozen different international and inter-American
instruments, most of them signed and ratified by the States of the region, and commitments acquired at
world conferences held in the last decade of the 20th century (especially in Montréal, Vienna, Beijing
and Durban). In general, these instruments take a firm regulatory and political stance in favor of the
education sector as the place best suited for making human rights a reality. They unequivocally state

To simplify the text, this Report will use the abbreviated term “educational proposal.” The full name of the Institute document is
Curricular and methodological proposal for incorporating human rights education into formal schooling for children from 10 to 14
years of age. A preliminary version for discussion and enrichment was introduced to participants in the 24th Interdisciplinary Course
on Human Rights In September 2006 in San Jose, Costa Rica.

10
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that education is a right that the States must guarantee to all citizens, and at the same time, that one of
the objectives and features of education is the full development of the human being and strengthening
respect for human rights.

Education and human rights are closely intertwined and help define one another. By giving education
a new purpose, human rights help define its goals and content and distinguish it from other processes
that serve as mere socialization, transmission of information and exercise of social control. Education
becomes a place for building meaning and restructuring legitimacy. It contextualizes and defines the
scope of human rights, distinguishing them from other bodies of knowledge.

Certainly, education is colored by the characteristics, dynamics and problems of society; in practice,
it duplicates the contradictions of surrounding society and is a place for students to contrast different
views of reality including such issues as rights, values and the exercise of democracy. This is why
neither the school nor anyone involved in it can sidestep its role in developing principles and values
associated with human rights and democracy. They do so either positively or negatively, by action
or omission, consciously or all unawares, because their actions express much more than the explicit
curricular content, conveying values and attitudes, models and behaviors.

The role of the school in this field has its limits because human rights instruction does not depend
exclusively on formal education. Many other members of society are involved as well, transmitting
information, beliefs, values and behavioral models. The work of the school is affected by conditions
in the social order that either guarantee or deny widespread material and symbolic participation in
society and its benefits (nutrition, health, housing, employment). These conditions cannot be replaced
or modified by the action of educational institutions, but it would be a mistake to underestimate the
contribution that schooling makes to forming individuals able to value human rights theory, give
meaning to its principles and act in its defense.

This is why the school must be a place where people are exposed to principles and methods consistent
with human rights and can acquire and exercise the knowledge, attitudes and skills needed to analyze
reality with an autonomous, critical eye. It will happen best in a setting where different world views
come together and can be contrasted through democratic rules and ethical procedures.

Education takes place in every aspect of the school program: formal courses and other training
activities, institutional and interpersonal relations in the institution, relations with the educational
community and social setting. Education also involves factors that are not part of the school program;
while present in the consciousness and action of all students, they are not taught in school. This is why
it is important to recognize at least three types of content that play a part in education; they comprise
what is properly known as manifestations of the curriculum:

1. curricular content found in plans, programs and texts: the explicit curriculum;
ii. content that is silenced and is not addressed by the educational process: the null curriculum, and

iii. learning that derives from daily institutional and interpersonal relations among all members of the
school environment, including relationships between the educational institution and the surrounding
community: the hidden curriculum.

Human rights education is an ever-present factor in every component of the school environment.
It inevitably has an impact on all the different, complex manifestations of the curriculum and does so
consistently. It begins with the explicit inclusion of human rights content in courses, textbooks and
teaching tools, and extends to the complex world of institutional relations that has such a critical impact
on student development. This includes relations of authority inside the school-between teachers and
students, among students, and between the school, the family and the local community.

11
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Purposes, content and principles of human rights education

Purposes of human rights education

The ultimate goal of human rights education is inspired in the principles set forth in relevant
international instruments. Its theoretical development is the work of the still-young discipline of Human
Rights Pedagogy, and it draws on the findings of experiments conducted worldwide and in Latin
America by a plethora of entities, especially human rights NGOs, that have undertaken impressive
efforts of many kinds in the field of HRE over at least the past quarter-century.

The ultimate goal of human rights per se is to build societies where human dignity is not trampled
upon. In this framework, the eminently subjective goal of human rights education is for every person to
be recognized as a subject of rights, able to exercise and defend them and, at the same time, recognize
and respect the rights of others and behave accordingly.

With the passage of time, the concept of human rights has steadily expanded, and the notion of its
comprehensive, interdependent nature has taken root. Consequently, the purposes of human rights have
been enriched as defined from the perspective of the subject, and the role of human rights education
has become more complex. In addition to serving as an instrument for preventing the violation of
fundamental rights, education must also become the engine driving individual and social transformation,
building citizenship and making democracy a reality.

As it works toward these goals, HRE pursues several simultaneous purposes consistent with the
multidimensional concept of human rights. These are general guiding principles that must be shared by
any individual program. They involve instilling universal values that sustain the dignity of the person

(ethical purposes) and also include training

in analysis and evaluation of the real world Purposes of human rights education

based on parameters of values and norms Ethical rights of persons.

Instill universal values that sustain the dignity and

(critical purposes). Finally, they must inspire
an active commitment to transform certain

Teach students to take a critical view of themselves
and the surroundings in which they live and work,

. R ‘ Critical ; ?
aspects of reality, both individual and social, gi%rtgrf?gn%eﬁqrgjita?end most immediate 1o the most
that interfere with the full exercise of human Political Train students to envision necessary social changes

rights (political purposes). and bring them about.

These purposes form the horizon of
human rights education and must never be
forgotten when the objectives are designed for any specific program. They need to be explicitly adapted
to the characteristics of recipients and to the surrounding context.

The most comprehensive principle—education in and for human rights and life in democracy—clearly
espouses an attitude and an action whose first purpose is to impart a philosophy: the recognition
of human rights. The second purpose is to engender concrete practices in terms of both action and
relationships among subjects who respect one another as equals in dignity and rights and who conduct
themselves autonomously, critically and responsibly, guided by principles of ethics and solidarity.

The content of human rights education

When selecting content for any particular human rights education program, it is important to
consider different levels of content; they can be visualized metaphorically as successive layers of
increasing specificity:

* The macro-content: the most general, all-encompassing layer, made up of broad categories of
components indispensable for intended training; this content should encompass many kinds of

12
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learning (cognitive, affective and procedural or pragmatic) in response to the comprehensive,
multidimensional nature of both the object of knowledge (human rights and life in democracy) and
the purposes being pursued (ethical, critical and political).

The meso-content: this entails a first selection of particular content that gives meaning to the classes
or categories defined at the macro level; such content includes specific knowledge shaped by the
disciplines that encompass each object of knowledge, and it is always evolving. It is the level most
appropriate for the bodies of knowledge accumulated through history, the broad thematic pillars,
the concepts, the history of disciplines, the arguments and controversies of scholars and researchers,
the dilemmas and quandaries, the scales of values and their tensions, and the operational skills
demanded by the practice of these knowledges.

The micro-content: this is the level of greatest specificity and detail, selected according to the
particular qualities of each educational setting (national and local) and the concrete subjects of
education, analyzed with the greatest possible degree of individualization.

The latter two levels of content, regardless of their specific differences, must not be limited to simple

juxtaposition or accumulation of information. They should be a web of interrelated meanings, organized
in such a way as to guide participants in the educational process toward apprehending and giving their
own meaning to the field of knowledge of human rights and democracy.

The macro-content of human rights education consists of three levels or categories of

components:

Information and knowledge on human rights and democracy.

Values that underlie the principles and norms of human rights and democracy, and attitudes that
are consistent with these values.

Skills or abilities for effectively putting the principles of human rights and democracy into practice
in daily life.

The Macro-content can be visualized from two related and inseparable perspectives, two sides of the

same coin:

Seen from the perspective of the object of knowledge, macro-content refers to the many dimensions
of the concept of human rights, just as it was (and continues to be) constructed by society over the
course of human history, that the educational process seeks to reconstruct and thus understand.

From the perspective of the subject or recipient, macro-content refers to the dimensions of the human
being that the educational process seeks to engage and mobilize.

Content

. Information and . Skills or abilities for
Perspectives Values and attitudes .
knowledge action

According to the
object of knowledge  Dimensions: historical, —Dimensions: axiological, =~ Dimensions: practical,

(HR as a social socio-political, legal ethical individual, social
construct)
According to the Dimensions : affective,  Dimension: pragmatic or

Dimension: cognitive

cognizant subject moral procedural

13
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Any program whose purpose is to educate in human rights must design and conduct processes that
will facilitate teaching and learning in all three categories of content, using methods that are appropriate
to the specific nature of each one.

The following table displays in greater detail the content of each component or category of macro-
content.

Macro-content of human rights education

Information and knowledge

Values and attitudes

Skills or abilities for
action

Teaching comprehensive handling

of:

Instilling an appreciation and
willingness to act in accordance
with the universal principles that

Development of skills
necessary for the full
exercise of human rights and

underpin the dignity and rights of
persons.

Concepts: categories of analysis, principles,
standards, logic of argumentation,
confrontation of ideological positions, etc.

the practice of democracy:

For critical thinking
The central core of values is set
forth in human rights instruments ~
developed and upheld by the
international community: -

For communication and

History: origin, evolution and landmarks effective argumentation

in the recognition and effectiveness -- or
breach -- of human rights, democracy
and rule of law in the world, the region
and the country: content, background,
influences, protagonists, results, effects, -
consequences, etc.

For participation and
— Life and personal safety cooperative work
Human dignity

— Identity
Legal provisions: human rights instruments,
international and regional documents of
different kinds and varying legal effect, —
national legislation, etc.

—  Freedom and responsibility

Equality and freedom from
discrimination

Institutions: forums for protection of _—
national, regional and universal rights;
structure, function, procedures, etc.

Justice and equity

—  Solidarity and cooperation
—  Participation

—  Pluralism

—  Human development

- Peace

-  Security

In summary: to educate in human rights is to develop the knowing, the wanting and the being able
to act for the defense of human rights and democratic principles. It is a task that should mobilize the
intellect, feelings and will -- a comprehensive task for comprehensive human beings.

Principles for selecting specific content

The body of specific content must be carefully selected if teaching is to be effective for the group
and in the setting where education will take place. In selecting specific content, teaching programs
must always retain the comprehensive, indivisible nature of human rights.

14
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To meet this need, Abraham Magendzo3 proposes three broad principles that will help in selecting
and organizing micro-content and meso-content for any human rights education program:

* Principle of social historicity: knowledge of human rights is a knowledge that exists in a historical
and social context, subject to change and with connotations that vary across time and space. If
we hope to be relevant and meaningful to students, contextual historicity is a critically important
yardstick.

* Principle of reconstruction of knowledge: The rationale of human rights knowledge is built on the
personal and collective experience of its learners; they reconstruct it for themselves as they attach
its meaning and order to their own experience. This is why it is important to include content that
will trigger in the students’ minds a full range of other meanings, in both number and kind, that are
relevant to their own development, experience and preconceived ideas.

* Principle of integration: along these same lines, it is preferable to select content that will help
students more easily interrelate concepts gleaned from different areas of knowledge and apply them
to their own lives and experiences. The idea, then, is to help students build a systematic, progressive
web of meanings that reflect the interwoven nature of human life itself.

Characteristics of specific content in human rights education

These three principles will be of help in selecting and organizing meso- and micro-content for
human rights education; but it is also important to understand that the content will assume particular
characteristics dictated by each individual school setting.

For the most part, school content and teacher training reflect the state of knowledge in each technical
field (mathematics, biology, history, geography, etc.). The conceptual frameworks in these disciplines,
validated by specialists, are carried over into classroom instruction. The teaching of human rights
imparts knowledge whose characteristics are quite different from these others, and such differences
need to be taken into account.

Human rights concepts are polisemic and debatable because they derive from a great variety of
disciplines (legal science, political science, social science and philosophy). Even within each discipline,
they can be interpreted from different theoretical perspectives.

This content is also resignifiable and may be taught in situations of conflict, which inevitably means
taking positions that should be based on rational argumentation, valid information and theoretical
references.

Content always makes reference to tensions and conflicts that are present in real life (such as tension
between freedom and equality, between public interests and private interests, between the common
good and the individual good, between freedom and order), and that reflect situations of life in which
different, often contradictory interests and visions come into play.

The central concepts for teaching about human rights (citizenship, State, democracy, and so forth)
are historical constructs open to redefinition and whose meaning may vary in diverse social settings.
They need to be introduced in the social and cultural context in which they arose and where they
acquired their meaning. As they are put into use, they will develop and change, and this change needs
to be watched closely.

Principles and concepts of human rights attach to reality in many ways: they serve as tools to
analyze, evaluate and judge social situations; they legitimize action in defense of human rights, and

3 Magendzo K, Abraham, Curriculo, escuela y derechos humanos. Un aporte para educadores. PIIE and Universidad Academia de
Humanismo Cristiano, Santiago, Chile, 1989. Pg. 28-35.
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they inspire the texts of positive law (covenants, conventions, laws, etc.) that in turn can be used to
analyze, judge and make concrete decisions on particular social situations. This is why human rights
are a body of conceptual knowledge that has its roots in reality and culminates in action. Indeed, the
above discussion on the purposes of human rights education stated that human rights are a yardstick for
critiquing the present order, guiding development of legal frameworks and creating ways to intervene
in the social world; they restore the value of learning to coexist and work with others.

Finally, the notions involved in human rights have certain disciplinary and theoretical meanings;
they also have varying meanings in the realm of collective representations, or meanings that take shape
at the crossroads of images, beliefs and values and are transmitted by the most diverse social agents
(the family, the media, the surrounding community, peer groups).

These specific characteristics of human rights principles and content need to be considered when
selecting material for the school curriculum and when designing ways to teach it. For example,
instructional programs need to include many approaches and theories in the field of human rights;
educators must be familiar with this array of methods and use them in the classroom. The program must
question students about their earlier opinions and ideas concerning real situations and encourage them
to analyze these situations from the perspective of human rights knowledge. Questions should arise
about the functioning of the school culture and needs that the community and the students express and
that have an impact on social representations. Students should be prodded to question the “obvious,”
the reasons for the “habitual” and the meaning of socially accepted “common sense.”

Modes and types of curriculum change

Human rights and democracy: knowledge and cross-cutting practices

As was stated above, Human rights and the principles of democracy are present in every phase
of human life and, therefore, in school life. They cut across the social environment, the school as an
institution and the disciplines taught therein. They are present in educational institutions because they
apply to all settings and practices, and their content can be found in all different areas of teaching,
from social science to natural science.

Accordingly, the school is a microcosm of daily coexistence where conflicts arise and are resolved
using discourses and practices that generally reflect the principles of human rights and democracy.
In this interplay of norms, behaviors and values, any contradictions between discourse and practice
become readily apparent. Some specific mechanism needs to be selected for incorporating human
rights issues into the curriculum, and such a decision requires critical consideration of the full array
of practices found in the school.

The dovetailing of material can be very valuable as it will enrich teaching. It provides a means to
guide and expand the educational value of school subjects that have traditionally existed as separate
islands. This lends unity to the program of each individual school. Human rights content is useful for
reformulating and combining subjects already present in the curriculum, from a new perspective.

For all these reasons, the introduction of HRE into the school requires clear curriculum design,
which means:
* adopting a particular organizational format;
» establishing explicit content appropriate to each grade level;
* setting out specific objectives for learners;

* assigning teaching times;
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e recommending learning activities;
* including cross-cutting designs;
 distributing teacher responsibilities, and

e defining evaluation strategies.

Types of curriculum enhancement

In general terms, there are two basic ways to begin introducing human rights and democracy
education into the school curriculum: (i) the cross-cutting mode, penetrating all the activities and
disciplines in the school, or (ii) the disciplinary or specific mode.

There are different types of enhancement that can be used under either of these modes, as briefly
described below. The first three pertain to the cross-cutting mode, while the fourth, applied under the
disciplinary mode, creates a specific item on the curriculum.

Specific themes or topics in other areas of the curriculum:

This method identifies certain themes or topics within existing curriculum subjects that
lend themselves to analysis from the perspective of human rights principles and provisions.

Examples include:

History, when teaching about struggles for human rights and for the rights of specific
populations (women, children, indigenous peoples, other ethnic groups), warfare and peace
processes and migration.

Civics or Life in Democracy could include examination of the public square, the rule of law,
political participation, wealth and the distribution of goods and discrimination.

Language and Literature could focus on uses of language, argumentation, discourse in the media,
culture, language and cultural identity and intercultural communication.

Special projects or workshops on specific problems:

These are short-term educational activities supervised by one or more teachers. They may take
place within an individual school, as an interscholastic activity, or in conjunction with a community
institution.

Workshops can be designed in response to concerns being expressed by students or present in
specific schools or the surrounding community, or to address current events being covered by the media
that are influencing public opinion.

Workshops can provide a useful platform for more in-depth discussion of the concepts of human
rights. They are a vehicle for learning study procedures commonly used with this type of material
and applying them to specific problems and contexts: case analysis, methods of conflict resolution,
strategies of argumentation, debate.

The curriculum table given in Appendix 1 offers examples of possible topics for this age group,
under the column Real-life situations and problems. Projects or workshops that develop human rights
issues based on real-life situations and problems must always include the teaching and learning of
human rights knowledge, values and attitudes, as well as specific skills and abilities.
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Daily situations as sources of learning:

This method seizes on experiences, cases or concrete situations experienced in a school or
community as a point of departure for teaching human rights topics.

Group conflicts, institutional decision-making in the school, unresolved problems in the outlying
community or news on external events often provide fertile ground for applying principles, developing
guidelines for action and experimenting with forms of participation and organization.

A specific item in the curriculum:

This type of approach develops human rights content as a separate subject or as a substantial
portion of another subject with which it is considered compatible (such as civics or social
studies).

Creating a separate slot in the curriculum for human rights offers a number of advantages. For
example, it clarifies priorities as to which teachers should be selected for specific training.

Proponents of this alternative claim that the curricular tradition of dividing studies into separate
disciplines is so deeply rooted that any attempt to teach something outside these lines inevitably dilutes
the content and blurs responsibility.

Disciplines that are given status and position in the curriculum attract teachers interested in delving
more deeply into their own specialization; this in turn can trigger the use of more advanced teaching
methods, text materials and evaluation systems.

The curriculum modes as described here are not mutually exclusive. In fact, in order to preserve
the comprehensive nature of human rights and conduct an effective training process, it would be best
for multiple approaches to coexist in a single school. In this way, human rights topics are guaranteed
a clearly defined place in the curriculum where they can be introduced and analyzed very specifically;
and at the same time, the school can offer a cross-cutting approach that clearly highlights human rights
issues and tackles human rights problems in many different spheres of human life (represented in the
school by separate disciplines).

Table of suggested curriculum content for each grade level and stage of
development 4

Appendix 1, developed in accordance with the broad macro-curricular framework described above,
presents a table (meso-curricular matrix) outlining suggested intermediate content for use in formal
human rights education among children from 10 to 14 years of age. This table serves as a minimum
template of essential content for human rights education relevant to the hemisphere’s great problems
and needs in this field, and adapted to the interests of the targeted age group. Because it is a meso-
curricular proposal, it cannot be applied blindly to any particular educational system or program. It
must be preceded by the development of a detailed grade-by-grade micro-curriculum reflecting the
characteristics of each specific teaching environment. In other words, it needs to be:

* adapted to each school grade and, even more, to each target cultural group (for example, urban,
semi-urban or rural groups; groups that are ethnically homogeneous or diverse; groups of Hispanic,
indigenous or Afro-Latin American descent, to name only a few significant variables);

The text summarizes one section of the IIHR educational proposal. The full-length document develops arguments more extensively
and cites background information and sources of documentation for the proposal.
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* fitted to the guidelines and content of each country's official complete curriculum; this means it
must be consistent with content the students have received in years previous to the age targeted by
this proposal (before age 10, for example), and to material that will be taught afterward (after age
14, depending on the particulars of the official curriculum), and

* adapted to the national educational system's particular approach for incorporating human
rights education. For example, if the decision is made to incorporate it using the discipline-based
approach (assigning a specific slot in the curriculum), the suggested content would need to be
concentrated under a single subject or part of a subject. If the cross-cutting approach is adopted
instead, the suggested content is distributed among other academic subjects or institutional
mechanisms, including extracurricular activities.

The table provides a detailed breakdown of the particular content that gives concrete expression
to the broad categories of components (macro-components) of human rights education: knowledge,
values and attitudes, and skills or abilities. A curriculum that considers these categories as equal and
mutually complementary takes a holistic view of human rights education.

The table includes two other sections containing further information for curriculum designers,
teachers and producers of educational materials. The first sets out broad educational objectives for
working with the targeted age group. The final section is labeled real-life problems and situations.
Reflecting another way to organize content, it is particularly suited to the more traditional approach
first used to set up educational programs in this field: the problem-centered approach that focuses on
cases or situations of conflict found in the global or local environment.

Finally, the proposal can be presented and therefore read in two different ways. One is to begin with
the headings given in the curriculum table (objectives, knowledge, values and attitudes) and display
parallel descriptions of how they can be developed in the two different groups (10 to 12 years and 13
to 14 years). Another is to separate the two different groups and display the full curriculum for each
developmental stage. Both are equally logical and useful. Here we have selected the second form of
presentation so as to show how the objectives and different types of curricular content fit together in
each of these sub-groups.
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Section Il

The Report: background, key methodological features and sources of
information

HRE reports as profiles

The preparation of an IIHR educational proposal for introducing, expanding and improving human
rights education in the schools was based, among other things, on the findings of IIHR research
conducted from 2002 through 2005. The purpose of these studies was to measure progress made to
protect the right to human rights education in the 19 countries signatory to the Protocol of San Salvador,
between 1990 in the first half of the present decade.

The results of these studies can be found in the four inter-American reports on HRE published
each year and introduced simultaneously on December 10 in several countries of the region. The
four reports outline major trends in the region by tracing the presence of HRE in: (i) the legal and
institutional sphere; (ii) curriculum and textbooks; (iii) teacher training, and (iv) educational planning
at the national level.

The first report studied the inclusion of HRE in legal provisions and policies. The study considered
four variables: (i) adoption of legal provisions that establish human rights as one of the objectives of
education; this may include ratification of international instruments as well as introduction of HRE
into the Constitution and laws governing the national education system; (ii) public policies on HRE
in the form of executive decrees, resolutions and educational plans and document; (iii) the existence
of government offices and programs specialized in HRE, and (iv) indicators on the recognition and
effective exercise of the right to education.

The report on progress with the inclusion of HRE in the curriculum traced changes over the
course of a decade in: (i) documents providing guidelines and content for the school curriculum; (ii)
programs under those school subjects that are most relevant to human rights in the fifth, eighth and
11th grades, and (iii) classroom textbooks for these same grades. In order to measure these three
variables, researchers paid special attention to the performance of content indicators on such topics
as the State, rule of law, justice, democracy and values in general. A fourth area of interest was: (iv)
crosscutting themes on gender equity and ethnic and cultural diversity, and civil society participation
in educational affairs.

The third report addressed feacher training and considered four variables: (i) legal and regulatory
provisions; (ii) the presence of human rights education guidelines in training programs for future
teachers and in the university curriculum for teacher education; (iii) the presence of teacher training
textbooks that cover this subject, as well as thesis submissions and research projects on human rights by
students preparing to be teachers, and (iv) HRE as a part of in-service training for current teachers.

The fourth report, a regional study on the impact of human rights issues in educational planning,
examined the preparation of national plans for human rights, human rights education and the like.
Such planning documents are considered clear evidence that public policies are being developed for the
inclusion of HRE as a central component of education, and reveal the basic directions this education
is taking. The study looked for clues on such policy considerations as: (i) the origin and strength of
the initiative; (ii) the type of institutional structure that had been developed for planning; (iii) the
characteristics of the procedure; (iv) the type and variety of interactions among various stakeholders,
and (v) the allocation of responsibilities and resources for carrying out final plans. It also examined
the following technical details: (vi) the scope of human rights content; (vii) the adoption of priorities
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and preferences for use in selecting those rights and topics that would be addressed, and (viii) spheres
for educational intervention.

The most significant trends in the region over the 1990s and the first five years of the new century>
can be found in the conclusions of each report, while the electronic appendices attached to each one
detail trends in each country. For the most part, these trends have run parallel to the processes of
reestablishing democracy, restoring civic institutions, adopting constitutional, legal and administrative
reforms, and mobilizing civil society for the effective exercise of human rights and the rule of law.
Nevertheless, the picture is very uneven from one country to the next; even within single countries,
progress is still diffuse, partly because it originates in isolated, incomplete legislative reforms and
occasional programs promoted by international organizations. The countries have also experienced
systematic breakdown in the quality of education in general and the capacity to invest at levels
proportional to the growth of the population demanding educational services.

The study on legal provisions and policies found that most of the countries had acquired an
international commitment to orient their educational policies toward strengthening human rights
and fundamental freedoms and fighting racial discrimination and discrimination against women.
New and reformed national constitutions offered broader descriptions of the purposes of education,
introducing an approach based on human rights and democracy. General laws of education in half
the countries explicitly incorporated human rights principles and content as part and parcel of the
educational structure. In addition, special laws (on gender equity, indigenous affairs, children, people
with disabilities, domestic violence and the like) were designed for the purpose of promoting, defending
and educating in the field of human rights. Nevertheless, very few countries consolidated entities with
a clear mandate and resources sufficient to promote public policies, meaning State policies, favorable
to HRE.

The study of curriculum found an increased number of references to human rights and fundamental
guarantees in documents that set directions for the curriculum, in programs for each subject and in
textbooks. These references have become more explicit and have progressed from civil and political
rights only, to include economic, social and cultural rights and, in some countries, environmental
rights, as well as others that have appeared more recently. In some cases, programs introduce a social
rights perspective that counterbalances the earlier tendency to focus on individual rights. In any case,
curriculum development is lagging far behind the progress States are making in acquiring legislative
commitments. This is because progress in curriculum design is strictly superficial, given the shaky
development of course subjects and embryonic efforts to develop textbooks and other educational
media.

The selection of particular subjects to be included in the curriculum may cover a wide range of
topics that can be considered useful for imparting a sense of belonging to the nation and guiding citizen
involvement in public life. Coverage is progressive, beginning with values statements that become
increasingly diverse and more repetitive in the advanced grades as the curriculum progresses from
understanding values an as individual (moral and civic) attribute to seeing them as social (ethical and
democratic) qualities. One of the most significant signs of progress in nearly all the countries was the
incorporation into the curriculum of issues involving gender equity. In countries with large indigenous
populations, the school curriculum increasingly recognizes ethnic diversity and multicultural identity;
but the presence and contribution of Afro-descendant populations is not yet recognized, emphasized
or valued to the same degree.

5 All the reports cover the period beginning in 1990 and ending the year immediately prior to publication, starting in 2001.
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The task of feaching teachers the pedagogy of human rights is greatly underestimated. Systematic
programs are nearly non-existent, both for teachers now being trained, and for those currently
practicing. Indeed, teacher training is rapidly falling out of the hands and off the agendas of the public
sector. With few exceptions, traditional teacher training institutions (education institutes and normal
schools), where they have not disappeared altogether, have lost influence. Their mission is generally
being absorbed by universities, where levels of training are perhaps better, but where training programs
can easily fall out of step with other components of the educational process. Another inexorable trend
is that teaching careers have clearly lost status as prestigious professions, which is of course reflected
in the income levels to which teachers can aspire.

The actual adoption of national human rights plans and human rights education plans has been
slow in coming, as measured against proposals and plans of action contained in the Vienna Declaration
(1993) and the United Nations Decade for HRE (1994).6 Indeed they are still too new to be able to
gauge their results or effects. Insufficient evidence is available to determine whether a regional trend
favorable to the introduction of public policy on HRE has taken root. The study did draw several
conclusions showing, among other things: (i) that the initiative for implementing planning processes in
the field of human rights came equally from the international sphere —particularly the UNHCHR and
UNESCO- and from the national public sector, with little initial participation by civil organizations;
(i1) that for the preparation of these plans, many countries set up commissions or ad-hoc councils that
held out little promise of producing a permanent institutional solution; (iii) that the procedures have
generally been non-bureaucratic, with a preference for advisory-style events of various kinds as an
aid in performing assessments and identifying needs and aspirations; (iv) that differences of opinion
were systematically resolved by compiling all proposals into a broad whole. This tended to produce
plans that were more comprehensive and less selective in terms of themes, beneficiaries, spheres and
strategies of intervention and types of activities for achieving results.

The study also looked at the actual content of plans, programs and proposals, when available.
The most general finding is that the universal, interdependent and indivisible nature of all human
rights is becoming more clearly understood. Moreover, the countries are beginning to recognize the
international community, especially international protection bodies, as the natural setting to which
they have submitted for the development of legal standards, control mechanisms and possibilities for
enforcement.

Key methodological features
Objectives

Researchers first gathered available information, beginning with past HRE progress reports that
offer clear assessments of the status of HRE in various spheres. The Institute’s main objective in this
process is to promote an educational program for incorporating, expanding and improving human rights
education in the schools. The working hypothesis was that this program essentially calls for negotiation
on content and opportunities within the existing curriculum. With this material, researchers for the
Fifth Inter-American Report on HRE set about examining the status and trends of evolving curriculum
programs that are being used, or have the potential to be used, for organizing content as suggested in
the educational proposal developed by the ITHR.

In order to meet this goal, three specific objectives were set for the research in each country:

As was stated in Section I, only seven countries undertook the types of programs to which they had committed in the United Nations.
In other countries, the challenge was met in a more marginal fashion, reviewing or re-writing national education plans or subscribing
to special programs promoted by international cooperation (Values Education, Education for All).
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i. Identify the main features of curriculum design processes; note the level where decisions are made
on the macro-, meso- and micro-curriculum, the institutional structure and the procedures for
developing and preparing this instrument.

ii. Analyze changes that occurred between 2000 and 2005 on the curriculum map of content or courses
for grades attended by students between 10 and 14 years of age, and identify slots on the curriculum
that include human rights content or offer opportunities to include it.

iii. Examine the progress of human rights content being added to teaching materials, evaluation systems
and extracurricular or out-of-classroom activities for these grades and levels.

To determine the current state of spaces in the curriculum, researchers used the idea or image of
the curriculum map, which in a simplified format gives a clear picture of how courses and other school
activities are organized and distributed, and where specific content is developed. This map is a limited
space subject to all the constraints typical of a school system (calendar, schedules, actual working time,
out-of-school student projects, and so forth). Diverse forms of internal competition take place among
participants in the process (teachers, school authorities and others), among different types of principles
and beliefs that vie for time and between the work students must do at school and at home (homework,
which prolongs learning time). This rivalry is played out as competition for available time, as reflected
in total classroom hours. The relative importance of each school subject is reflected in how it is handled
in the curriculum and how students respond to it — whether it holds their limited attention through the
efforts of teachers and the availability of educational resources.

To study the relative weight of content involving human rights in school courses and other activities,
the methodology made use of two arbitrary assumptions: (i) it assumed that the full array of courses
involving history, social studies, ethics and civics, or their equivalent, is where most possibilities lie
for introducing human rights, and that therefore the position on the curriculum map occupied by such
subjects would be an indicator of the degree to which such content has been incorporated into education;
and (ii) it used the complete educational proposal prepared by the ITHR as a checklist on content that,
in the form of information, values or skills, would appear in the program of the selected courses, in
classroom textbooks and in evaluation exercises, as a second indicator of progress in incorporating the
right to human rights education.

Finally, the exercise assumed that the internal configuration of this limited map —as a frame and a
distributor of content— is under pressure because of the dynamics generated by internal competition,
instructions coming from outside the school (educational authorities in general) and other influences
or factors from daily life in society. One of the goals, therefore, was to determine how stable the map
is over the short and medium term, given the fact that these dynamics have gathered speed in recent
years. This is due partly to initiatives coming from education reform processes underway in nearly all
the countries, and partly to the growing influence that non-school factors have in the learning scenario,
including the information and entertainment industries.

Selection of the 10 to 14 year age group

An earlier report stressed the complex conditions prevailing in the human rights scenario today and
new and serious challenges that are threatening human rights, no longer coming primarily from the
authoritarian and anti-democratic exercise of power, but from new, external factors such as transnational
crime and social violence. These factors weaken institutions, widen economic gaps and degrade social
and democratic values, and they point to the urgency of undertaking special efforts to introduce human
rights education in the classroom. Newly developing citizens about to enter public life must be equipped
to help renew the values on which culture is built and in which it is lived out every day.
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Human rights education should, of
course, be present at every level of the
school program. It should be approached in
a way that is appropriate to the biological,
psychological and social development of
students and commensurate with their
skills.

The net rate of elementary school enrollment (6 to
12 years of age) in the countries covered by this report
averaged 93.83% for the 2001/2002 school year, or 12.07%
higher than a decade ago. Public schools took in 81.7% of
this enrollment. Net enrollment in secondary school (12 to
17 years of age) was 57.00% and has increased by 22.50%
over the same period. Public secondary schools accounted

Without underestimating the underlying for 64.20% of this enrollment. 7
argument about the need to include HRE
throughout the educational program, the
ITHR educational proposal and this HRE report have focused on the age group of children between 10
and 14 years of age, the three final grades of elementary school and the first two years of secondary
school, for reasons explained below.

Formal education, regardless of its condition, serves a high percentage of the children and young
people in the countries of the region, a phenomenon that is on the rise. Available data suggest that
students from 10 to 14 years of age make up 75% of the school-age population.

This age group, posting high rates of school attendance, is located within the segment for which
school attendance is obligatory in most countries. At least formally, these young people are targeted by
State budget allocations. National legislation directly regulates the schooling of this age group through
the ministries of education, which are also responsible for training, certifying and maintaining teachers.
Therefore the education of this specific segment of the population, despite changes being urged in recent
years, remains under the responsibility and protection of public policy, including curriculum design
and provision of teacher training.

Psychological development in adolescence:

Transformations at a time of change
Dina Krauskopf

The goal of human development is progressive personal and social enrichment. Adolescents pursue this goal
by acquiring new capabilities that will equip them for positive social coexistence. They learn to assert their own
personal needs and take part in collective progress, being transformed as they adjust and integrate (Krauskopf,
1995). The characteristic stages of development that unfold from 10 to 14 years of age are reflected as major
psychosocial transformations. It is approximately in this stage that sexual changes begin and puberty peaks.
Because of the biological changes marking the end of childhood, health professionals classify adolescence as
a period that begins at the age of 10. Most legal systems, however, consider the age of 12 as the beginning of
adolescence.

Young people in this stage reassert their definition of themselves, both personally and socially, by means
of a second individuation that triggers processes of exploration, differentiation from the family setting and
a search for belonging and meaning in their lives (Krauskopf, 1994). Such a situation is particularly critical
in today’s world, where adolescents are the heralds of cultural change. They demand that the adult world
reorganize psychosocial structures and establish new models of authority and innovative development goals.
It is a common misconception that adolescence is a time of transition; this notion was functional only in the
days when puberty marked a direct passage into adulthood.

7 UNESCO EFA: Global Monitoring Report 2003/04, in http://portal.unesco.org/education, and UNDP, Human
Development Report 2004.
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Finally, most children this age are passing through a growth phase in which they must actively
internalize the sense of otherness. They learn to recognize others as distinct from themselves and to
understand social relationships as delicately balanced interactions between rights and obligations built
on a foundation of values and fitting into given institutional frameworks. This point in the educational
process is ideally suited for

Most significant developmental changes
Preadolescence (10 to 12 Early adolescence (13-14 years):

incorporating the essential
principles of human rights

years): focus on the physical
and emotional

focus on personal and social
affirmation

Grieving the loss of the familiar
body and the childish relationship
with parents

Restructuring body shape and
image

Adjusting to emerging sexual,
physical and physiological
changes

Stimulation by the new possibilities
that these changes bring

Need to share problems with
parents

Mood swings
Acute awareness of own needs

Ability to perceive greater strengths
and weaknesses

Continued importance of play

Acceptance of discipline includes
demands for rights and concern for
fairness

Affirmation through opposition
Investigative curiosity, interest in
debate

Same-sex group relationships
Progress alternates with regression
in exploring and leaving behind
dependence

Differentiation from the family
group

Parents experience difficulty
changing the models of authority
they used during childhood

Desire to affirm sexual and social
attractiveness

Emerging sexual impulses
Exploring personal abilities

New patterns of reason and
responsibility

Capacity for self care and mutual
care

Capacity to take a stance in the
world and with themselves

Interest in instruments of
participation

Questioning earlier behavioral
patterns and positions

Concern and exploration of social
roles

Transition to co-ed groups
Interest in new activities

Increased interest in romantic
involvement

Striving for autonomy
Finding the meaning of the present
Progress in developing identity

Gradual restructuring of family
relationships

and democracy into the
cultural capital of individuals
and social capital of groups.

Intellectual development
is part of their push to
seize a new place in the
world. Toward the end of
this stage and the beginning
of the next, they become
interested in new activities,
begin to express concern for
social affairs and explore
their personal capabili-
ties as they move toward
autonomy.

Intergenerational
relationships provide a
way to affirm identity
and reinforce processes
of greater independence
and differentiation. Group
identity conditions and
transcends the identity of
each individual member and
provides a place differen-
tiated from the family. The
power of the group is one
of the defining features of
this identity (Martin-Bard,
1989).

Specific tensions melt away when parental figures assume their new role as a sturdy springboard
for launching their children into wider society. As their children progress through adolescence, they
need a good affective relationship and a willingness to redefine generational relationships; this will
help them develop differentiation, autonomy and the ability to tackle modern life.

Respect and mutual listening facilitate the development of negotiating skills and constructive
interactions with adults, so necessary for entering the life of modern society. Breakdowns in development
and in social recognition can produce frightening consequences as adolescent groups assert power in
response to an environment that marginalizes or denies them.
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Failure to recognize their new needs is often a factor when conflicts arise and problems worsen.
Social exclusion, along with emotional deprivation and the lack of tangible options, can lead to despair.
The resulting negative convictions may lead to destructive substitutes as young people take refuge in
meaningless gratification and impulsive actions that reveal their inner conflicts and even depression. It
is important to create opportunities for recognition and hope in order to encourage development and
a positive sense of life. 8

The progress approach

This report, like the earlier ones, has adopted a research methodology whose working approach will
facilitate comparisons of State compliance with human rights commitments. Its purpose is to supplement
other approaches used traditionally in the field of human rights. It uses the notion of progressive
achievement, selecting relatively long periods over which to gauge whether the State is advancing and
taking concrete steps to uphold standards of human rights. It can be called the “progress approach” and
is associated with the principle of progressive achievement of rights, especially economic and social
rights.

Approaches to human rights research ?

Approach Orientation Type of results Uses
. . .. . Report, defend,
Violation Descriptive Identify frequenc
olations Iptivi ify frequ s advocate
Status Comparative Develop indices Situation assessment
Promote dialogue and
Progress Forward-looking Identify trends r. alogu
projects

The progress measurement approach can never replace the job of monitoring, drawing attention to
violations, filing complaints and defending rights; nor is it intended to mask setbacks in the achievement
of desirable goals. It is innovative because of its potential to portray human rights concerns as processes,
or phenomena that change over time, rather than merely taking a photograph of the status quo at a given
moment. This approach helps identify not only the shortcomings, but also the potential to overcome
them in the medium and long term and to help various stakeholders in the particular social setting
develop shared, complementary priorities and working strategies.

The HRE reportsl0 have used this approach and the resulting methodology to track compliance with
the commitments set forth in article 13.2 of the Protocol of San Salvador since 1990. The studies have

Extracts taken from a study of the same name that provides the psychological foundations for the IIHR educational
proposal. (See Curricular and methodological proposal for incorporating human rights education into formal schooling
for children from 10 to 14 years of age (2006), Appendix III. IIHR, San Jose, Costa Rica.

For a more extensive discussion of this classification of approaches to human rights research, see earlier inter-American
HRE reports at: http:www.iidh.ed.cr (Center of Pedagogical Resources/Documents and Materials); R. Cuéllar, “La
medicién de progresividad de los derechos humanos,” in: Rumbos del derecho internacional de los derechos humanos.
Estudios en homenaje al Profesor Anténio A. Cang¢ado Trindade. Sergio Antonio Fabris, Editor. Porto Alegre,
Brazil, 2005; A.M . Rodino and D. Iturralde, “Medir progresos en Educacién en Derechos Humanos: Una experiencia
interamericana en marcha,” in: Journal Encounters on education. Spain-Canada. Vol. 5, Autumn 2004; M. Molestina
and D. Iturralde, “La promocion del derecho a la libertad de expresion en el IIDH,” in: El estado de la libertad de
expresion en Centroamérica, México y Repiiblica Dominicana. IIHR. San Jose, Costa Rica.

This is also true for other IIRH studies produced in past years. See: Mapa de Progresos en Derechos Humanos, at http:
www.iidh.ed.cr.

10
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documented prevailing situations with HRE in specific years (1990, 2000, 2005), and placed them in
context, such as constitutional and legal reforms. They have drawn comparisons between periods and
between countries to infer either positive or negative trends of variation in results being obtained from
efforts by civil society, the State and the international community in this field.

The points of reference for research on this Fifth Report were the curriculum map and curriculum
content as they stood in 2000 and then in 2005. This is a period subsequent to the one studied in more
general terms in the Second Report, and presumably, changes were being made in response to education
reform measures and the new general laws of education that had gone into effect. The study completed
this documentation process in 16 of the 19 countries signatory to the Protocol of San Salvador. Because
of a number of practical difficulties, Guatemala, Haiti and Suriname were not included.

The use of indicators

One of the challenges for human rights progress research is that written policies and laws are very
general and abstract, while social practices are specific and concrete. Researchers need to bridge this
gap in order to compare the two and measure progress. To meet this challenge, the ITHR has adopted
a methodology that uses a system of indicators —or measurable evidence— for producing a reasonably
objective estimation of the remaining gap between the defined standard, which is the desired goal,
and the actual situation. This result serves as a basis for determining whether these gaps are being
closed.

Although there is no single, unambiguous definition of indicators, this tool has proved useful for
revealing changes that have occurred over time in the wording of policies or regulations and in their
practical effect. In other words, it points to changes (or trends) in the relationship between modifications
in the law and changes in actual practice. Each indicator is merely a sign or symptom of the behavior
of the variable, which in turn is an expression of the relationship among variables within a given
domain (for example, between laws and public policies, or between policies and behaviors of various
stakeholders).

The series of HRE reports was prepared using a system that methodically considers key indicators on
legal provisions at different levels (constitution and laws). It then compares this legal and policy content
to actual performance, measured in terms of the creation of institutional mechanisms (departments,
divisions, institutes) and the implementation of programs or projects. It also studies ways in which these
policies and programs have been translated into specific instructions (such as curricula and programs)
and how they are being carried out (in textbooks that teachers use in the classroom, for example). The
measuring process inevitably overlooks actual performance of people involved (such as teachers) and
the short-, medium- and long-term impact of their activities (changes in student knowledge, attitudes
and skills). Such phenomena will require some other type of measurement.!

The use of these progress indicators offers a number of advantages for the research:
(1) they can be applied simultaneously in all the countries, guaranteeing that results will be reasonably
comparable; (ii) they draw on data from hard sources, such as legislation, administrative measures,
textbooks and official documents, and this lessens the risks inherent in interpreting or handling opinions;
and (iii) they measure actual efforts that have been made in each country, so the study is not limited

11 To learn more about these phenomena, the IIHR tested a methodology based on surveys of teachers, students and parents, applying it
in Panama and Costa Rica. The results were published in Hallazgos sobre democracia 'y derechos humanos en la educacion media
en Costa Rica 'y Panamd (2000). San José, Costa Rica: Inter-American Institute of Human Rights (IIHR) and Norwegian Agency
for Development Cooperation (NORAD).
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only to results, which depend —at least in the case of education— on factors outside the realm of the

research.

A monitoring system

The application of the progress approach and
the use of indicators in the field of HRE produces a
system for monitoring legal protection of the right
to human rights education, the ultimate goal of the
Institute’s work.

A monitoring system (sometimes known as
follow-up in the literature) is an ongoing process that
systematically compiles data on a set of indicators
(organized into variables, domains and fields,
depending on the degree of complexity needed) to
give an indication of progress and goal achievement,
as well as use of allocated resources.

Monitoring activities take place at regular intervals
over the course of the entire intervention. They are
usually part of the internal performance management
system. As was stated earlier, monitoring for the

Monitoring is just one component of a program/
project management system comprised of at least
four procedures: ex ante evaluation, monitoring,
impact evaluation and outcome evaluation. In this
context, the purpose of monitoring is to explain what
is happening, while the purpose of evaluation is to
explain why certain things are happening. Impact
evaluation examines the effect of interventions, while
outcome evaluation reports on final achievements of
the intervention.

In the case at hand, it seems best to develop only
the monitoring component. This is a task that can be
conducted by a broad combination of participants,
including intergovernmental organizations and
their counterparts in the government and in social
organizations. Each of these entities can use the results
to perform its own evaluations.

HRE Reports has been underway for the period 1990-2005.

The ITHR monitoring approach can be described briefly as consisting of the following elements:

* Alogical system that clearly defines objectives, means to achieve them, and progress indicators on

each one.

* The system must provide all definitions necessary to develop a matrix for the collection and analysis

of information, as follows:

Structure of a system of progress indicators

Field Domains Variables
Body of rights Each level of relevant ~ Changes in the
associated with a  laws and regulations,  situation during the
major theme policy making, and lapse between two

resulting applications  pre-determined

times

Distance from
a measurable
standard

Means of verification

Sources of information
supporting the proposed
indicators: laws, official
documents, text analysis,
etc.

Indicators

“Key” indicators that
point to trends for
each variable over
time

* A procedure for systematically and regularly collecting evidence to be examined and compared to
established objectives; results point to progress, stagnation or setbacks, and are publicized.

* A network of stakeholders (monitors) who have taken part in determining the logical frame and
procedures; they are responsible for collecting evidence and for discussing and disseminating results.
They participate under the terms of a mutual agreement.

* A central point in the network (hub) that receives, compiles, processes and redistributes information

and results.
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The system hub should contain at least the following:

* A database that can store evidence (from the baseline) and receive information that is being generated
continuously.

e A system for classifying the information, organizing it in accordance with the logical frame.

* Mechanisms for analysis (valuing/weighing) of the information —both cumulative and new— to
determine whether it is contributing to goal achievement.

* An interconnected (virtual) network linking the monitors and connecting them to the hub.
The system should be highly participatory so as to:

* Involve users/beneficiaries in monitoring results.

* Incorporate the perceptions (viewpoints, interests) of users/beneficiaries.

* Interact with users/beneficiaries, both to set points of reference and to involve them in designing
the system of objectives and procedures.

e Bear in mind the impact of the monitoring process.
The key to an effective monitoring system is its reliability which, among other things, can be
assured by:
e Complete, objective data collection.
* High quality methodology.
* Functionality of the system.
* Consistency and relevance of results.
* Accessibility of results, including user assistance.

The reports prepared to date have used tables containing the following components:

Data collection tables for the five HRE reports

Number and year Field Domains Variables Indicators

I 2002 Normative development and public policy 1 4 10

i1 2003 Development of school curricula and textbooks 8 6 28

i 2004 Development of teacher education 4 11 38

IV 2005 Developments in national planning 3 8 26

V 2006 Development of curricular content 3 9 28
Total 14 38 130

The matrix and information gathering

ITHR partners (both individuals and collectives) in the countries were responsible for gathering
information. They used a data collection matrix and a research guide. This task took place
simultaneously over the course of 45 to 60 days (depending on the complexity of the table) at mid-year
(June-July of each year). The process always included a first step of processing to identify changes that
had taken place in the performance of indicators over the measurement periods established, and to
calculate the significance of these changes in absolute or percentage terms (whichever applied).

In all cases, the information was processed at the IIHR in an exercise that mostly entailed
synthesizing, standardizing and comparing research findings. The team also discussed whether findings
were relevant for answering the critical questions of the research. The working hypothesis was tested,
and decisions were made on how best to display findings. After producing a regional report that goes
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into circulation in December of each year, and receiving and considering comments and observations,
a synthesis will be prepared of information collected for each country, according to indicators and
variables. This synthesis will be included as an appendix to the bilingual version of the report and used
as input for preparing a final consolidated version of all the reports (now in preparation).

Table 1: Matrix for the Fifth Report

Domains

Variables

Indicators for 2000 and 2005

Means of verification

I: Process of

curriculum design

1. Level of decision-making

2. Institutional responsibility for
curriculum design

1. National
2. State, provincial, municipal
3. Local and school

1. Professional level of curriculum
designers

2. Development and preparation of
curriculum

3. Responsibilities of the
Curriculum Department or Division

Legislation, official

documents, rulings or
memoranda from the
Ministry of Education

Il: Curriculum slots
for 2000 and 2005

1. Courses for 12-year programs

2. Course load (hours) of the map

3. Human rights content

1. Map by grades
2. Curriculum format and design

1. Classroom hours by grade

—_

. for 10-year-olds
for 11-year-olds
for 12-year-olds

for 13-year-olds

CIN EE ROy D

for 14-year-olds

Study program
Curriculum for all subjects

IlIl: Teaching

resources for 2000

and 2005

1. Presence of human rights
content in schoolbooks

2. Presence of human rights
content in graded assignments

3. Extra-curricular activities

4. Special commemoration days

—_

. for 10-year-olds
for 11-year-olds
for 12-year-olds

for 13-year-olds

olbh e N

for 14-year-olds

Y

. for 10-year-olds
for 11-year-olds
for 12-year-olds

. for 13-year-olds

olsled

. for 14-year-olds

1. Visits to government institutions

—_

. On ethnic diversity
2. On gender equity

3. Others associated with human
rights

Textbooks

Recommendations

of the Ministry,
memoranda, interviews
with administrators and
teachers
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Sources of research data

As was stated, this report draws its information mostly from the findings of studies conducted by
local researchers. The availability of information varies from one country to the next; the final results
in terms of responses can be broken down as follows:

Table 2: Density of information received for the Fifth Inter-American Report

Domains Domain 1 Domain 2 Domain 3

Variables V1 V2|V i1]v2 V 3 to the nth vV 1 vV 2 v3i|] Vv 4
Indicators 1 (2 (3f1(2(3|1/2 |1 |1 |2 |3 |4 |5 |1|2|3|4a|51|2|3|4|5]1 |1|2]3
Argentina VIV IV e VIV IV VN7 (VT VT IVT (VT IV VIV VIV VY VIV Y Y Y Y
Bolivia VIV IV e VIV IV VT (V7 (V7 VT (V1 VYV YV VIV VYV Ve e o |V
Brazil VoAV Yo oo Ve FV e |Vo |va Ve Vo o oo lolofolofelolefVIVIVIV
Chile o o [ofo oo 0 O VI [ VI [ VI VI (V1T [0 [0 |0 |0 |0 Qe |o o |o|a O fe|e]|e
Colombia o o oo ooV VIV V2 [v2 V2 V2 (Ve (VIVIVIVIVIVIVIVIVIVIVIVIVIY
Costa Rica O |0 |oQVI[VIVIV IV o VI3 | VI3[ VI3|Vid|[via |V [V [V [V|VIV [V VIVIV]VIYIYI|V
Dominican Rep. |V |V [VV |V |V |V |V | V |vi0o |[vio|vio|vio|vio |V [V [V [V [VIV VIV [V VIV e | ]|
Ecuador VIV IVIVIVIVIVIV V|4 (V4 (Va |va [va [V IVIVIVIVIVIVIVIVIVEY Y|V Y
El Salvador V|V VIV IVIVIVIV Ve [v6 (V6 |Ve (V6 |V |VIVIVIVIVI|VI|VIVIV]o]o]o|o
Mexico VIV IVIVIVIVIVIV V|4 (VB (V5 |ve [v6 |V |VI|VIVIVIVIVIVIVIViVIVI|VI|V
Nicaragua O |0 |V IVIVIV IV V|v8 |v8 |v8 |v8 (V8 |V VIV IVIVIVIVIVIVIV]V]o]o]¢
Panama VIV I VIVIVIVIVIV VYV [v5 |V5 [v5 (V6 |V |V |V IVIVIVIVIVIVIVIVIVIVI|Y
Paraguay VIV IVIVIVIVIVIV YV (V| V(Y (VY VYV e (o o
Peru VIV IIVIVIVIVIVIV Y IV7 (V7 |Vo (Vo [vo [VIVIVIVIVIVIVIVIVIVIVIYI|VIY
Uruguay o |0 oV V|V IV VIV (V7 (Vi3 Vis|[VIB |V [V [V [V VIV VIV VYV YV Y
Venezuela o o o s VIV VA VB VB (V2 [V VIV IVIVIVIVIVIVIVIV]o o]

References: V- full response ¢ partial response * no response; numbers represent number of courses examined by
country.

For the purpose of this study, national researchers were asked to collect opinions by conducting
interviews or focus groups of specialists or people with experience. They were told to ask these subjects
about the desirability of three different options: establishing one or more courses specifically devoted
to teaching human rights; adding human rights content to the teaching of currently existing subjects,
and if so, which ones; or establishing human rights as a crosscutting theme running through the entire
educational program. They also discussed the advantages and disadvantages of each option.

It was important to consider where HRE could be introduced into the current curriculum and
determine what human rights (or related) content was already present. For this purpose, researchers
needed to consider a full ensemble of official documents, along with course content and textbooks, as
seen in Table 3.
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Table 3: Number of official documents, programs, textbooks
and interviews used as sources of verification

No. of official No. of course programs No. of textbooks per age No. of experts
documents per age group group' interviewed
Argentina 2 10, 11, 12, 13 and 14 years: 10, 11, 12, 13 and 14 years: 4 per 7
35 age
Bolivia 5 10 and 11 years: 14 10 and 11 years: 3 per age 3
12 and 13 years: 14 12, 13 and 14 years: 2 per age
14 years: 1
Brazil 3 10, 12, 13 and 14 years: 36 N/A 9
Chile 1 10, 11, 12, 13 and 14 years: 10 and 11 years: 2 per age 1
55 12 years: 1
13 years: 3
14 years: 0
Colombia 5 10, 11, 12, 13 and 14 years: 10 10, 11 and 12 years: 2 per age 1
13 and 14 years: 1
Costa Rica 1 10, 11, 12 years: 39 10 and 11 years: 1 per age 2
13 and 14 years: 28 12, 13 and 14 years: 2 per age
Dominican 7 10, 11, 12, 13 and 14 years: 50 10, 11, 12, 13 and 14 years: 2 per 7
Republic age
Ecuador 1 10, 11, 12, 13 and 14 years: 10 years: 3 3
20 11, 12, 13 and 14 years: 4
El Salvador 4 10, 11, 12, 13 and 14 years: 10, 11 and 12 years: 1 per age 3
30 13 and 14 years: 2
Mexico 6 10 years : 4 10 years: 5 3
11 years: 5 11 years: 4
12 years: 5 12 years: 11
13 years: 6 13 years: 12
14 years: 6 14 years: 8
Nicaragua 0 10, 11, 12, 13 and 14 years: 10, 11, 12 and 13 years: 1 per age 2
40 14 years: 0
Panama 3 10 and 11 years: 10 10 years: 4 21
12, 13 and 14 years: 15 11 and 12 years: 5
13 years: 7
14 years: 3
Paraguay 1 10, 11, 12 years: 3 10 years N/A 5
13 and 14 years: 2 11,12, 13 and 14 years: 1
Peru 5 10 and 11 years: 14 10 years: 4 7
12, 13, 14 years: 27 11 years: 7
12 years: 5
13 and 14 years: 7
Uruguay 3 10 and 11 years: 14 10 years: 1 5
12 and 13 years: 26 11 years: 3
14 years: 13 12 and 13 years: 1
14 years: 6
Venezuela 2 10 years: 4 10, 11, 12, 13 and 14 years: 1 per 4
11 and 12 years: 5 age
13 and 14 years: 2
Total 49 538 courses 211 texts 83 people
documents interviewed

12 Data reflect textbooks for 2000 and 2005.
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Section lll
Analysis of research findings

Curriculum design processes
The curriculum as a policy cascade

Education systems have a process for adding new content, understood broadly as knowledge, values
and skills.13 Invariably, this process must consider the full curriculum in all its manifestations (explicit,
null, hidden) and at all three levels (macro, meso and micro). Analysis of these manifestations and
levels suggests the emphasis and meanings that should be given to the new content, where it should fit
into the structure of education (the curriculum map), and how it interacts with other content and with
school activities in general. This same analysis also reveals what teaching resources can be used, what
special skills the teachers will need and, in some cases, what ranking or priority the new content should
hold in the curriculum and whether it should be required or elective.

As stated in the first HRE report, the right to education is guaranteed in the constitutions of all the

countries in the region. Although the texts variously use different terms, they all define the nature,
purposes and principles of education.

“It shalll be the re§ponsibility of the Con.gress: To enact I?IWS The constitutions of Argentina (Art.

that establish the basis and define the organization of education, 75.19), Brazil (Art. 214), Costa Rica

consolidating unified national standards while respecting local (Art. 81), Ecuador (Art. 68), El Salvador

and provincial peculiarities” (Argentina). (Art. 54), Mexico (Art. 3), Panama

“The national education system shall include instructional (Art. 92), Paraguay (Art. 76), Peru
programs that reflect the country’s true diversity. It shall include (Art. 16) and Venezuela (Art. 104) all
strategies for decentralized administrative, financial and teaching expressly assert the duties and powers
operations. Parents, the community, teachers and students shall all of the State to design and organize
take part in developing the educational processes” (Ecuador). education and oversee the processes

and entities involved in education. Thus
they establish a constitutional mandate
authorizing the State to develop laws
and policies that lay the foundation for
curriculum design.!4

“The law shall designate a specific State institution to
develop and approve the curriculum, instructional programs and
educational levels, as well as organization of a national system
for educational guidance, all in accordance with national needs”

(Panama).
These countries, as well as Bolivia

(Law 1565/1994: Education Reform),

Chile (Law 18962-1990: Basic Charter
of Education), Colombia (Law 115/1994: General Law of Education), Nicaragua (General Law of
Education, 2006), Dominican Republic (Law 66-97: General Law of Education) and Uruguay (Law
15739: Education) have specialized legislation outlining the power of the State to set curriculum
guidelines. They also define the powers of national, sectional or local authorities, as well as educational
institutions (schools in general) and teachers themselves to design and apply the curriculum.

These same laws, their implementing regulations and, in some cases, official documents produced
through the education reform processes of the 1990s create regulatory instruments, generally of an
administrative nature such as agreements, rulings and memoranda from the ministries of education,

13 The ITHR educational proposal uses the terms “information, attitudes and skills.”

14 See the classification proposed under the variable Regulacion general de la educacion in the Political Database of the Americas,
Georgetown University (2006). Comparative Constitutional Study (http: / www. pdba.georgetown.edu).
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for the delegation of authority. These instruments serve as vehicles to convey curricular instructions
issued at higher levels of government for compliance at lower levels, or for approval of initiatives that
originated at lower levels and need to be authorized by central authorities.

In short, laws and instructions begin as constitutional principles and trickle down to the level of actual
course programs designed by classroom teachers, in a cascade effect that has three characteristics:

* As issues progress along the chain, instructions tend to become increasingly complex and
detailed.

¢ As they progress from higher to lower levels, they become less binding.13

* The distribution of these instructions varies in nature depending on whether a unitary or federal
government is involved, on the nature and depth of decentralization of education, and whether it
is a more or less interventionist State.

With respect to this third feature, there is great variation among countries with different types of
federalism. In Mexico, for example, public education is primarily the responsibility of the Federation,
and therefore matters involving curriculum design and implementation are settled, even to the smallest
detail, by the federal government. In Argentina, by contrast, education is mainly the responsibility of
provinces, and most control is exercised by local authorities. Great variation can also be found among
unitary states. In some cases (Ecuador, Peru and all the countries of Central America), sectoral entities,
mainly the ministries of education, have branch offices in the regions, departments or provinces that do
little more than carry out instructions from central authorities. In other cases (Bolivia and Colombia),
local or regional governments are empowered to organize public services, mostly health and education,
and have a relatively broad margin of discretion for following central guidelines or directions and for
curriculum design.

Most of the countries continue to use an education management model in which the greatest share
of authority to define every detail of the process is centered on the national or intermediate-level public
sector. A few, especially Chile and Colombia, are applying a policy to delegate this power to educational
institutions at the basic level (schools), whose character as local-level public entities is being diluted.
There is also considerable variation in the degree of priority attached to participation by the educational
community and local institutions in making decisions that affect school life. Management of financial
resources allocated for education is quite varied, including decentralized and contractual systems.

This tendency to delegate decision-making authority for the education process has its parallel
in laws and regulations for organizing curriculum design, which are becoming far less formal and
political, and more technical and practical. The trend clearly fits into the framework of changes brought
about by education reform. All the countries had essentially completed the design of new systems by
the mid-1990s, but implementation is being delayed in many cases due to a number of factors. The
proposed reforms are highly complex, especially for a sector such as this, where resistance to change
is a powerful force, where insufficient resources are available to cover the cost of reforms and where
a number of factions, including teachers, oppose certain features of the reform. As resistance fades,
shortages are overcome and opposition is negotiated, it is reasonable to expect that this trend will
become consolidated and will have a powerful impact on the role of all the different players involved
in developing the curriculum.

The curriculum is the most important instrument available for planning education, and a mechanism
ideally suited to achieve the inclusion, modification or expansion of human rights content. The process
of designing, developing and applying the curriculum culminates in the formulation and publication of

15 Compliance with these instructions becomes more discretionary.
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far-reaching laws and policies that are to be honored by everyone involved in the process. Every country
has its own particular sequence for developing and delegating laws and policies, and these need to be
considered when promoting curriculum changes.

The curriculum in the decision-making chain

Research has confirmed that all countries have various means of expressing their curriculum,
in terms of both specificity of content and complexity of the instructions contained therein. As was
suggested in the IIHR educational proposal, summarized in Section I of this report, these expressions
may be understood metaphorically as successive, interrelated curricular layers. They take specific
names in each different country, and government entities at different levels are responsible for preparing
them, although there are a few exceptions.10

In the 16 countries covered by this report, decisions on the macro-layer of the curriculum are made
at the national level (ministry of public education) and mostly include the objectives and purposes of
education, standards and mechanisms of evaluation, organization of services and teacher qualifications.
This national level is also responsible for determining overall content and distributing it through the
full curriculum structure, although the degree to which they develop this content varies considerably.
In Mexico, at one extreme, all components and levels of the curriculum are defined and authorized
exclusively by the highest federal authority (the Secretariat of Public Education). At the opposite
extreme, Colombian national authorities issue basic regulations, guidelines and general indicators of
achievement, and the next level of development is assigned to educational institutions (schools), which
have considerable autonomy.

In between these two extremes can be found a great variety of models that fall into two broad
groups: (i) models where the national level defines basic obligatory content at the macro-layer, which
intermediate levels put into more concrete, specific form until it reaches the classroom (Argentina,
Brazil, Paraguay and Peru); and (ii) models where the national level specifies and establishes the
obligatory portion of all the layers of the curriculum (around 75% of 