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Abstract

Policy emphasis on education as a medium to alleyioverty and to
achieve development is this thesis’s topic. Lonpeement of this approach has
led us not only to believe in the education-forgmerity link, but also to
reproduce it and create a social system that warkse with it. This study
explored this approach as conceived by key intemnal financial institutions—
the World Bank and the Inter-American DevelopmeaniB—and by a specific
nation-state—Mexico.

An historical analysis was conducted of 29 docus&om 1960, when
these banks first became involved in policy makind funding of education
projects worldwide, to the present time. They waresen because of their
relevance in effecting concrete practices in thecation sector. A constructivist
grounded theory approach was used to read, anagdddentify relevant
categories within them. A content analysis methogplwas also used to study
the treatment of the concepts of education andmppweeer time by the two banks
and Mexico.

This study contributes to a deeper understanditgw educational
policies came to be. The study of the banks rededlat the link between
education and poverty occurred at the end of tl894.9This link was
strengthened by a shift of focus from the natioth®individual, which facilitated

the education-for-poverty objectives. The studiieixico suggests that



international policies influenced national educatmmlicies; Mexico adopted the
same perspective during the 1990s, a decade teteithe banks.

Despite the strength and acceptance of educairqordsperity, it is still a
social construct of our creation and reproductidmre key recommendations are
(a) to develop further understanding and appremsiati the noneconomic side of
education; (b) to distance education from econanit neoliberal principles that
belittle its humanistic side; (c) to consider thdtication, our way of conceiving
it, and our practice is a social construct thatlwarchallenged and changed; and

(d) to seek a type of education that truly fosezsity and equality.
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CHAPTER 1:

INTRODUCTION

Historically, education has served different pugsysnd different roles
have been attributed to it. It has been perceigeghanstrument to transfer
knowledge from one generation to another to presgenerational understanding
and the necessary knowledge for survival (Murpl®d6); it has been viewed as a
medium of emancipation and as a medium to helyiddals develop their full
potential (Freire, 1970; Murphy, 2006, p. 237)alio has had roles as instruments
of domination, civilization, conversion (Comaroff @maroff, 1991; Murphy,
2006, p. 14), classification, exclusion, inclusionposition of ideas, regulations,
and discipline (Bourdieu, 1998, p. 22; Foucaul84#®, p. 133; Foucault, 1996a,
p. 136; Fuller, 2003; Wolf, 2004, p. 29), economhévelopment, prosperity, and
accumulation (Becker, 1993; Wolf, 2002; World BgwWwkB], 2005c). It is these
final three—economic development, prosperity, accuenulation—that |
examine in this current work.

The latter three perspectives view education apdnacea for the
economic problems of nations and individuals. Gelganfluential international
organizations such as the WB and the Inter-Ameridavelopment Bank (IDB)
perceive education in this way and prescribe #& agethod for countries not only
to achieve economic growth, but also to eliminategoty. This can be seen by
simply browsing the Banks’ Web page; the followmgptation is a good example

of this perspective: “Education is central to depshent and a key to attaining



the Millennium Development Goals. It is one of thest powerful instrument for
reducing poverty and inequality and lays a fouradator sustained growth” (WB,
2009c).

Education is seen as the solution to many of hutyiargocial, cultural,
and health problems (e.g., HIV/AIDS, fertility rateenvironmental, and others)
and, increasingly, to economic problems as welt.rkany, to question the
economic potential of education is unthinkable sTikiserious when we consider
that significant amounts of resources are devaienidating societies of educated
people with the expectation that this will imprdate economies of individuals
and nations. This approach has raised the valedudation, but it has
simultaneously generated pernicious consequencésasucredential inflation
and the false belief that it contributes to thaseibution of social class
(Bourdieu, 1998, p. 19; Taylor, 2001, p. 180).

Throughout this thesis | will present an historiaahlysis of the
development of the notion of education for proggever time in policy
documents. By dividing this research into two stgdi-one with an international
and the other with a national scope—I hope to be tabshed some light on how
ideas are made into policies and subsequentlysditful will also provide a wider
picture of how the notion of education for prospewas developed at the macro
and micro levels. The overall objective of thisdisevas to discover how the
notions of education for prosperity evolved overdiin Latin America and

Mexico.



In the first study | examine whether and how th&éans of education have
changed over time to foster an understanding ofwthey became linked with
the notions of poverty and to report when the ioleeducation for prosperity was
first addressed in policy documents. With this obye in mind, | have set up two
institutional fields: the WB and the IDB. | seledteey documents for my search:
reports or publications and project appraisal damis(PADSs) or loan
agreements; and | delimited the search to a péatiperiod of time: from the
1960s to the present and to a specific regionnLatnerica.

In the second study | also analyze the trajeadbiihre discourses on
education, education for prosperity, and poverty,viith a special focus on the
context of Mexico, which will help me to discussetther the national approach
follows the same policy development as the intéonat, and | compare the
international and the national approach with regarithe same issue. The second
study is limited to an understanding of the trajegcf the notions of education in
Mexican policy documents: National Programs of Edien (revised and
published every presidential term) from the 19@0&he present.

The research questions for the two studies indddollowing:

1. Since the 1960s, how have the WB, the IDB, ardibb approached

the notions of education and poverty?

2. How and when did the notions of education beclnked with the

notions of poverty in the education policy docunsesftthe WB, the

IDB, and Mexico?



3. Have these links changed over time?
4. Do the international and national approachesitecation for
prosperity concur?
Methodology

This section is divided into seven parts; | bdgyroutlining the research
paradigm, my role as a researcher, and the resdasitpn; and then | explain the
data analysis procedures, the delimitations, thadtions, and the trustworthiness
of the study.

Research Paradigm

In this research | aimed to explain how the notiohdevelopment and
education for prosperity have evolved over timeatin America and in Mexico;
| therefore conducted it with a qualitative histatianalysis approach based on
textual sources (Richards, 2005, p. 23). The metlogital characteristics of this
research and the findings were influenced by mylogy—guided by my ways
of thinking and feeling about the world—and by npyst¢emology—based on my
ethical and moral stance toward the world and tdwayself as a researcher
(Denzin & Lincoln, 2005).

By selecting an historical methodology frameworiqdused on gaining
an understanding of the basic underlying forceslédthto the most recent
definition of education. This historical analysiaded the current notions of
education back and analyzed how they came to hbelanalysis | attempted to

gain an understanding of how education has beereca@d chronologically



(Richards, 2005, p. 23) and to capture how and vplodinies of education for
prosperity were taken up at definite point in tiniis historical analysis was
based on a Foucauldian discourse analysis in whibk into consideration how
historical and cultural circumstances, events,@agers with power and/or
knowledge within the field construct and validat®wledge (Gubrium &
Holstein, 2003).

My Role as a Researcher: My Ontology and Epistengylo

In thinking about myself as an ontological andsegnological being, |
can identify what | believe are important persartadracteristics that influence
my perspective of reality and the way that | camstknowledge. | want to begin
by pointing out that | grew up in Mexico and atteddMexican educational
institutions from kindergarten to university. | lealveen residing in Canada since
2001, and my time and experiences in both locati@ve made me familiar with
the system in Mexico and the capacity to look &bitn outside.

Only a few years after my arrival in Canada | wasitioned in a space of
“in-betweenness” that can be defined as a feelingbbelonging to the Mexican
culture, nor wholly belonging to the Canadian ddetavio Paz (1993), in his
analysis of Mexican immigrants in the United Saglored this state of
oscillation between two worlds and pointed outgtraggles with identifying with
one culture that this group has faced. This sehaetdlending is constantly
brought to mind when | am asked where | am fronth lio Canada and in

Mexico. My accent, my clothes, my selection of wgnehy syntax, my mental



structures evident in my ways of thinking and ipteting the world are all
imprinted by my exposure to the two cultures; thegke me a foreigner-local in
those two countries, and they influence the wagel @nd build knowledge.

Another personal characteristic that has infludrtbe way | interpret
knowledge is the fact that, as a daughter of teachigh a dissident political
posture, | have been led to take a side in edutatmolitics since an early age. |
grew up with parents who hold high the perceptibpublic pedagogy and
understand education as a process that occureiasitioutside the school. In
their words, &l maestro luchando también esta ensefignalbich means that a
teacher fighting for social justice and participgtin strikes and public acts of
resistance to the hegemonic powers is a teachehriten This influenced my
selection of a career in the education field andmarest in populations who are
less privileged not only because they have beebetbf the right to education,
but also because their society does not value tlosir academic expertise and
contributions. Farmers are part of this group, kwdnt to talk about them
because of the influence that a farming backgrdwasdalso had on me.

| think of farmers because my teacher parentstsawtruggles of migrant
farm families looking for better opportunities imetcities and actively
participated in helping them. | also think of famhéecause my grandfather (who
participated in the Zapatista agrarian movemeritldthto the Mexican
revolution), my father, and now my twin brother ball devoted themselves to

the land. In these three generations, and in démerers with whom | am



acquainted, | have seen the same discrepanciesof@mem is that whereas the
land feeds us (urban dwellers), it impoverishegtiiiral dwellers). It is not so
much the land as it is the system, a system tlsabbeome overreliant on
credentials, a system that assumes that the najdritzutors to society are those
who hold higher diplomas and those who have spenlioingest time in
educational institutions. This system that doesvatie empirical knowledge and
that has reduced its perspective of education toetaoy terms is the system that |
want to question.

Crucial players in this system are the bankslteaidied. It is important
to mention that my ontology also influenced the et | read and interpreted
their policies, because, through experience aralitiir a few research
collaborations on the influence of internationajamizations in national systems,
| have been exposed to the pervasive effects of ploécies. In some of these
studies we discovered that while international supfor impoverished areas is
support that they otherwise would not have receiitdths also led to practices of
imperialism and has set structures of dependentsw@rjugation (Ocampo &
Neu, 2008, Neu, Leiser, & Ocampo Gomez, 2008)uinamalyses of
international organizations such as the WB, we tbeatvthey are able to validate
their projects by using sequential and often cacalktivities such as
(a) representing themselves as experts in the figttl an extensive knowledge
base, with the resources to fund needy areas, ghdhe willingness to be

socially responsible actors (Ocampo & Neu, 20088); (b) addressing ‘hot



topics’ such as HIV/AIDS, biodiversity, educati@nd health; (c) offering loans
that fund areas such as poverty alleviation thit gevernments to look socially
responsible; and (d) not always tracing internaiamvestments back to the
banks and letting people think that it was a good bad national policy rather
than the act of national leaders who are only foilhg instructions from an
external, unelected actor. These last methods irefart to how the banks’
relationships with the governments work. Banks fiebg investing funds in
reliable areas, whereas nations benefit by haviegss to resources that will help
boost their economic and social development.

In reflecting, | found it interesting that the gnvoman who has been able
to study at the doctorate level in my family andowtas spent more years in
educational institutions than anyone else has dddia question education. It was
complicated in the initial conversations with mygats to justify my research
guestions. The major complication resided in ttoe flaat they still see education
in the same sense that Freire (1970) would ses & space of liberation, growth,
fulfillment, and utility for the individual’s humaaspirations. This is not the type
of education that | question. Rather, it is theetyipat is justified and based on the
economic, the perspective that views educatiorapgat and that attributes
economic value to formally educated individuals.

| decided to pursue a thesis to question the @esgnce of education,
influenced in part by my upbringing in a familytefachers, but also by my

experience as a teacher of marginal groups. Béftame to Canada | worked in



two different public junior high schools that caeito children of industry
workers and migrant farmers. | was only in my e20g, and my experience as a
teacher was reduced to four years, but those yeaes sufficient to leave me
wondering why it was that such impoverished farailiho at times could not
afford to eat would send their children to schémlinformal conversations with
them and their children, | often heard the samaraent: “Without education,
you are nobody.” The exact meaning of being somgloochobody in the context
of their arguments requires further research, babing to my experience in
working and living in the same context with themgdaccording to my
subsequent training and education in policy ang)ybey were referring to a
system that nullifies individuals without educatiéteflecting on this, | became
interested in this system and in the ideologietdttabute the value of being or
not being to individuals.

In acknowledging my ontology and epistemologygie with Kincheloe
and McLaren (2005) that this qualitative reseascimiprinted with my own
stories, experiences, dilemmas, assumptions, aestiqns. My personal
background and experiences add a unique intergmet&at my research. They say,
“Because all observers view an object of inquipnirtheir own vantage points in
the web of reality, no portrait of social phenomeimever exactly the same as

another” (p. 319).
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The Research Design: Selecting and Accessing Docuotse

To conduct this historical analysis and addresgdisearch questions, |
selected a set of three key documents from thebamis and the Mexican
government. The first documents are capegject appraisal documen{®ADSs)
for the WB andproject document&Ds) for the IDB; the second set includes the
banks’ publications on the theme of education; thedhird isProgramas
Nationales de EducacigiNational Programs of Education [NPES]) for Mexico
Table 1 displays the three types of documents apthies the characteristics of

each.

Table 1

Three Types of Documents and Their Characteristics

WB and IDB: WB and IDB: Mexican government:
PADs and PDs publications and NPEs
reports
Also known as loan Both banks issue one NPEs are designed by

agreements. They are legal or two publications the Ministry of
documents wherein the bank®very decade that Education and change
explain the financial details serves as a report or aevery six years with

of the loan and the diagnosis of all areas the presidential term.
characteristics of a project  in which they work,  They describe the
that has received funding. including education. educational objectives

They also provide contextual The documents of the government at
information on the country included here focus onthe time, the mission
and its educational system, education. These and vision for

the objectives, the reports often compare education, and the
performance indicators, the the educational type of citizen whom
justification for the project, systems of different education attempts to
and their perspective on parts of the world. shape.

education and other sectors
that they consider important.




| strategically selected these texts to help mseeatn how education was
defined during the decades in question. Becautigecdbundance of PADs/PDs,
publications, and NPEs, | drew a purposive samased on criteria of relevance,
comparability, and accessibility (Berg, 2001, p;, B&hards, 2005, p. 41):

(a) relevance, because I tried to include docuntdatsvould describe the theme
that | was exploring and that would help me to earica more focused and
delimited analysis; (b) comparability, becauseugiu to include documents that
enhanced the possibility of a comparative analysisexample, PADs/PDs that
contained loan terms and descriptions of counmwés similar economic, social,
and political characteristics and with projectsded within the same area of
elementary and secondary education and with simrfasunts of loans; and

(c) accessibility, which was influenced by the reelliaccess to documents,
especially from the earliest decades (Denzin & &inc2005, p. 378).

The sample from the banks included two loan ptsjand a
report/publication each decade, each concerningegieary or secondary
education. The sample from the Mexican documerisded an NPE each
presidential term commencing in the 1970s. Tablas®3 display the titles of
the documents published each decade and eachenisiderm.

The procedure for accessing the documents froriMBeand the IDB led
me initially to consider their Web pages and deteenthe availability of online
education projects that they had funded. The WB&b\site contains a list of the

projects that the bank has funded or co-fundecesisccreation. The list has key



Table 2

List of PADs/PDs and Publications From the WB dmel IDB

12

960-
969
970-
979

— - —

980-
989

—

990-
999

—

000-
009

AN N

WB
Reports/
publica-
tions

IDB
Reports/
publica-
tions

WB
loan
projects
to
educa-
tion

IDB
loan
projects
to
educa-
tion

No relevant Attacking rural

Education and Decentralization Achieving

publications poverty (1975) Development of Education:

for 10091 Topic:
education Ed

during this

decade

No Financiamiento
publications de la

for Educacién en
education  América

other than Latina (1976)
for higher

education

during this

decade.

Colombia  Paraguay
(1968) (1972)
Education  Education
Project Project

El Salvador Honduras
(1969) (1978)
Education  Education
Project Project

No No available
available documents for
documents projects during
for projects this decade
during this

decade

(1983) 33245
Topic: Ed

Seminario
sobre
Alternativas
de Programas
y Proyectos
Orientados a
las Nuevas
Prioridades
Educacionales
en América
Latina (1980)
Guatemala
(1983)
Education
Project (2)

Peru (1984)
Primary
Education
Project (2)

Brazil (1989)
Educational
assistance for
low-income
population

community
financing Vol. 1
(1996) 16167

Education as a
Catalyst of

& | Total

Universal
Primary
Education by
2015: A
chance for
every child
(2003)

MDGs in LA
and IDB

Progress (1998) support

Argentina
(1998) Third
Secondary
Education
Project

Uruguay (1998)
Second Basic
Education
Project
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Table 3
NPEs for Education in Mexico
1976-
1970-1976 1982 1982-1994| 1988-1994 | 1994-2000| 2000-2006
President: | President:| President: President: | President:| President:
Luis José Miguel de Carlos Ernesto Vicente
Echeverria Lépez la Madrid Salinas de Zedillo Fox
1960-1970| Alvarez Portillo Hurtado Gortari Ponce Quesada | Tota
No (1974) (1976) (1984) (1989) (1995) (2001) 6
documents| Echeverria | Educacion| Educacion,| Modernizaci6| Programa | Programa | NPEs
available | ysu para el cultura, Educativa. Nacional | Nacional
pensamientg cambio. recreacion | (Educational | de de
educativo (Education| y deporte. | Modernity) Educacion | Educacion
(Echeverria | for (Education, (National | (National
and his Change) | culture, Program | Program
educational recreation of of
thoughts) and sports) Education)| Education)

classificatory information for each one and a liokhe PDF file of the PAD. |

selected two for elementary or secondary educhfiom the available projects

for each decade. Both banks closed several ofltmsPAD files, and | could

not access them online. After a series of e-maitskaureaucratic procedures that

lasted several weeks, the WB archivist granted coess.

Obtaining PDs from the IDB presented a differdmdllenge. The IDB

archivist informed me that the documents from t8&0k, 1970s, and 1980s that |

was requesting had already been destroyed. Shestedghat | re-create my

sample and seek only the loan agreements for largeunté and that | contact

the particular country’s officials, who might hasaved a copy in their archives.

! | combined these two levels because, in classififie projects for education, the IDB
has combined primary and secondary education.
2 The archivist argued that the amount would makddhn agreements more relevant
and would ensure that there were historical recofdlsem.
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After seven months of unsuccessful attempts toiohit@ documents through
different methods, | decided to work with the doewts that were available on
the Internet and from some countries’ officials.

Accessing NPEs was also an arduous task, espei@afprograms from
the 1960s and 1970s. In person and with the helipenids who were residing in
Mexico City, | visited national archives to findettNPEs from the 1960s to the
present time. | was able to track NPEs from theD$3Frough th€© CLC World
Catdatabase available at the University of Albettadiy. NPEs from the 1960s
or older were available only in the Secretary ofi€ation archives, but I could
not access them because the offices were relocddimmgg the time of my data
collection and analysis.

Data Analysis

Once | had collected all of the documents, | usednstructivist grounded

theory approach (Charmaz, 2003) to read and an#igre. Kathy Charmaz

described three qualities of this approach:

(a) Grounded theory strategies need not be rigmrescriptive; (b) a
focus on meaning while using grounded thdaryhers rather than limits,
interpretive understanding; and (c) we can adoptirgred theory
strategies without embracing the positivist leasinfjearlier proponents
of grounded theory. (p. 251)

Based on this constructivist grounded theory sgafor data analysis, |
skimmed the documents, and they gave me a gedeaabif how the documents
were organized, the themes presented, and edugabblematized, as well as of

any recurrent themes. During this stage | analyzedlifferences among the

14
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documents, the differences as time progressedhé&mees that each addressed,
and the relationships among outstanding conceptar(@az, 2003). | took notes
in the margins and stored and classified themallgitl also identified a series of
categories related to the theme of this resealowing this, | read each
document in its entirety and identified each ins&im which those categories
were used. | also used a set of broader categthiesnentalities, the programs,
and the technologies of each document. These edhergefrom the texts, but
from my theoretical framework. The section Analgti¢ools in the literature
review chapter explains how the mentalities, teghes, and programs of
government are understood.

After identifying the categories, | proceeded $& & content analysis
(Berg, 2001, p. 240) methodology to read them arstudy the treatment of each
concept over time and across the two banks. litedishe selected themes and
sometimes larger sections of each document setveied to ensure that | had
understood and interpreted them fairly (Richar@§5?2 p. 80). To avoid losing or
forgetting information, | wrote a summarizing repabout each document
immediately after | finished my analysis of it astdred an electronic copy.
Besides looking at these official documents frombanks’ and Mexican
perspective, | studied vast amounts of historictdrimation to help me describe
the contextual forces that played a role in thécpes of the time and to enhance
my Foucauldian methodological and theoretical neteapproach (Gubrium &

Holstein, 2003)
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As | organized and wrote the findings, | divideg written report into
decades and used the most predominant themesite tleé character of that
time. The division does not suggest that whatassified and discussed within
each division is “clear cut”, but instead suggéisét those themes emerged and
were of particular importance to the politics cdttiperiod. | recognize that the
themes for each decade overlap with anterior otepios decades, but in the
interests of policy analysis and textual continaity order, | examined them in
the aforementioned manner.

Delimitations

Kjell Rudestam and Rae Newton (2001) reportedtti@atesearch
delimitations include the focus of the study, wisanhcluded and excluded, the
restrictions of the populations being studied, dredextent to which the results
are generalizable. This study was delimited tdnikeory and evolution of the
policies for education within two institutions aaode country: the WB, the IDB,
and the government in Mexico. In the case of thekba delimited the research to
their operations in Latin America and set up a lineefrom the 1960s to 2005,
but as | explain in the limitations, | was unalddind primary sources from the
1960s. This lack of sources for the 1960s limitezldcope and comparability of
my research for this decade.

Limitations
The research limitations, according to Kjell Rudesand Rae Newton

(2001), refer to the restrictions of the study—withet researcher, with his or her



resources and research design, is able to prodhedirst limitation of this study
was my inability to access documents from the 196@&ch limited the scope of
my genealogical analysis to later decades and dausdo restructure my
original design by including only more recent PARBIBS and NPEs. However, |
do not think that this limitation was significamagh to have restrained me in
conducting a thorough historical analysis.

The second limitation resides in the nature ofdé collected: Using
documents as my sources of data prevented me fxohaerging ideas with the
authors and asking questions to verify the accuoheyy interpretations.
However, this did not limit the validity of my awyals because | regularly
examined my own biases. An important bias pertgitarthe two studies that |
discovered while | wrote the conclusions and thadad to address was that my
design assumed a gradual increased reliance bfties and the country on
economic principles to design their educationaigues. | therefore had to write
my conclusions twice: The first conclusions matchedbiases, whereas the

second conclusions better matched my data. Whentkwhe second

conclusions, I realized that, in fact, the banksehsince the beginning pushed for

an economic perspective on education and thattbelgountry had gradually
adopted economic principles in its educationalqedi. Further details on the
validity and trustworthiness of this research fallo

A third limitation resides in the lack of a miclmcalized perspective. It

would have been interesting and enriching to detexrhow policies are taken up
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and implemented not only at international and metidevels, but also at a local
level, configured by the subjects who are direaffected by the policy. This
perspective would have allowed me to examine tfextsf of the policies and
generate enough information to assess their berafd enrich my
recommendations.

Trustworthiness and Authenticity

Trustworthiness attests to the true value of ithéirigs, which either the
participants in a study or, in this case, the autlod the documents that |
analyzed can affirm as true (Lincoln & Guba, 1985%gaffirmed the
trustworthiness of the texts’ authority by takingaaies of validity steps—
credibility, transferability, and triangulation—fodge them.

Credibility, or the establishment of confidence in the trglug of the
inquiry and the findings, is conditional on how tlesearch is conducted and in
the steps that are taken to ensure that the ietatns are based primarily on the
data. In this research | employed a series of igdes while reading,
interpreting, and reporting my findings. Some af¢é techniques included
(a) using a broad research design, (b) selectinggpy documents, (c) conducting
peer debriefings, (d) disengaging from the reseatl (e) having discussions
with qualified researchers.

The broad research design, especially at the nieeed consisted of the
inclusion of more than one document per decadeohad examination of more

than one bank and their approaches to differentatnal settings. Although this
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increased the complexity of the analysis, it gavparalogical and rhizomatic
validity” (Olsen, 2005, p. 252), which means thatlidated the authority of each
text through multiple sites. Even though | was ueab do the same at the micro
level, including historical documents worked simifaSelecting primary
documents also strengthened the credibility andiylof this research. A great
deal of research described the perspectives of thesks on education, but | used
the primary sources, the actual loan agreementgualpiications, to ensure the
accuracy of the information and an unmediated @etsge on their policies. For
the peer debriefings | sought opportunities to @nésny results and
interpretations at research conferences. Theres freen the fields of education
and accounting raised questions and themes ttzat hbot thought about, helped
me to see alternative sides to my interpretatiand,questioned my taken-for-
granted ideas. The research disengagement consisteg stepping away from
the data-analysis tasks for periods of time to @aéidles in favour of or in
opposition to the direction that the thesis wagigkMy discussions with my
supervisor and with other faculty provided a spaceeflection and critical
analysis of the findings and interpretations. Iswadiscussions like this that |
was persuaded to broaden the scope of the anblysisluding as many
documents for each decade as | could.

Transferability another step that strengthens the validity orésearch,
refers to the degree to which particular findingghe study are applicable in

other contexts. In this case, it is important tcnpout that | was examining two
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international banks and a national government haul treatment of the notion of
education for prosperity. Their perspectives wegknited to a micro and macro
context that included Mexico as a nation and LAtimerica as a region,
respectively. | took a few steps to assure thestemability of my results to other
countries and regions, one of which was my conatdsr of the historical
circumstances that influenced the country’s andotireks’ approaches to
education. Given my articulation of the socialtatdl, and economic events
worldwide, | do not doubt that these external iaflaes extend to how other
countries, other regions, and even other internatiorganizations are presenting
education for prosperity. In fact, my literatur&iesv reveals coinciding
perspectives on the banks, especially the WB, wihask and predominantly
economic approach to education are not delimiteaded_atin American region.

Methodology experts advocateangulation, which, in the collection of
data through interviews, consists of asking therinewees to verify the accuracy
of the researcher’s interpretations. Given theneadd this research, which is
based on document analysis, | was unable to réduire author of each
document to ask his or her opinion of my interpgretaand therefore had to
employ other techniques. Instead, | used a teckrogilledoverlap methods
(Denzin & Lincoln, 2005), whereby | examined mdnart one document for the
same period of time and more than one bank. Thaumtcro section of the study

included 4 documents per decade, which totalled&8iments over the course of
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five decades. The micro analysis involved only 6uloents, but as | mentioned
above, all were enriched with historical informatio
Relevance of the Two Studies

This research is important because the notiordotation for prosperity
as a primary objective of the school system hasgé@ not only the pedagogical
approach (by converting education into an econdaat), but also the social
values traditionally attributed to education. These changes, highly
problematized to date, need to be understood fhamn toots. Exploring the roots
helps to explain how these policies came to beideatify how they are
grounded, how they have grown, how they have speratiwhat type of “tree(s)”
they are sustaining. | believe that looking atghst will help us to better
understand and approach the future.

This study contributes to a deeper understanditgw educational
policies came to be. Not only does it explain tifience of economic players in
the field of education, but it also examines howsthplayers gain entrance and
legitimacy across fields. Likewise, it examines takationship between
international and national policies and providésaad discussion on how each
influences the other.

Another feature that adds to the relevance ofrdgearch is the
comprehensive discussion on education as a tamrtibat poverty and the

consideration of this approach as a social constlinerefore, the research
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examined some of the hegemonic forces, often ovleeld, that sustain this
approach.

Last, this research is important because it imguimto one of the most
challenging social phenomena—poverty—and one ofrtbst widely accepted
solutions to it—education. We live in a time whesverty has become more
complex than ever before. This is because it reswdt only from local, but also
from global causes and because players from vatamuks are involved in
explaining it and in deciding how to “solve” it. iBrhas meant that individuals no
longer have direct control over their economic dad; nor do they have
autonomy in defining its meaning and proposing tsahs to it. We are also in a
time when education—its meaning, aims, and goals-elxpanded to meet the
economic agendas of external players who are @tremngn to the field and to
educational institutions’ population. Henri Marr@i982) defined education as a

technique that encompasses the values of a civiiza

Education is a collective technique which a socgtploys to instruct its
youth in the values and accomplishments of thdization within which
it exists. It is therefore a secondary activitypaudinate to the life of the
civilization of which it forms a part, and normatippearing as its
epitome. (p. xiii)

As | demonstrate throughout this thesis, the vatiesir civilization have been
influenced by powerful, oftentimes foreign (to firedd) players such as the
banks. Their role in defining education and théntegues and methods to achieve

it need to be closely examined. This thesis igtecal reflection of these themes



in a historical context and delimited to two of$k@mportant players in the

production of knowledge on poverty and educatibe:\WB and the IDB.
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CHAPTER 2:

LITERATURE REVIEW AND THEORY

This review is organized into two major sectiomse addresses the
conceptual framework of the research and includesés such as education,
poverty, human capital, and globalization; the ptaresses the theoretical
framework, including a discussion of theories sasliscourse analysis,
genealogy, Foucault's approach to history, Nieteschpproach to genealogy,
and Bourdieu’s approach to capital, field, and twshil present both sections in
an effort to contextualize and make sense of tam#s that | address in this
research, and they guided my data collection, amalgnd synthesis.

Education: Varied Ways to Understand It, Varied Ways to Practice It

Education is the central theme of this thesiss titus important to define
it, to discuss what is said about it, and to explaw its current definition shapes
our world. Since antiquity, education has tradisiibybeen associated with the
process of instructing children or young peopléejiatorian Henri Marrou (1982)

explained in his study of Greek education:

It would be a false impression of oriental edugatm depict it as being
strictly confined to technical and utilitarian ingttion. The training of the
scribe aimed higher: it professed to achieve a ¢et@pormation of mind
and character and to lead to what can only becc&lissdom. (p. xvi)

Other historians who specialized in ancient cekue.g., Indian, Western,
Greek) argued that education has neither beenvezséor educational

institutions, nor, in agreement with Marrou (198&cessarily linked to
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utilitarian activities (Bowen, 2003; Sharfe, 200%atts, 2006). Only more
recently has education been associated with seigalevelopment, and
productivity. This process is controlled by the @ahinstitution and in most cases
delimited to it. Furthermore, it has become a pssaeith lifelong continuity in
which all individuals, regardless of age or expacezand who want to improve
their social and economical status and their opdres for better employments,
should partake.

The current perspective on education as schosliogvs that the terms
have been used interchangeably, as if they measathe thing, in the policy
documents of the two banks under analysis (BrunsgM, & Rakotomalala,
2003; IDB, 2007a) and of governments and differemtistries of education
throughout the world, in academic documents on &iitue (Bachalet, 2007;
Chéavez Frias, 2005; Fox Quezada, 2005), and eve iguotidian conversations
of individuals who want to be “better educatedbable to have more
opportunities. The following section departs frdm perspective on education as
an institutionalized process to acquire knowledug the certificates to prove this
acquisition and describes several issues thatwaaoademics in this field of
study have identified.

There is a growing concern that education, instéarving as an
opportunity equalizer, serves as the means to @asgsify, and dispose of
individuals in a seemingly ‘democratic’ way. Fora@xple, in her studies on the

myths of education and economic growth, Alison Wa#02) pointed out,
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“Education today is a socially acceptable way okmag people which most
employers would find hard to do without” (p. 29je® Fuller (2003) also
presented some of his worries about education: ti@onto the name ‘knowledge
society,” knowledge functions more as a princidisaxial stratification or a
source of capital development, but not a form gtiny” (p. 106). Also, Pierre
Bourdieu (1998) talked about the “new capital”Z@) and referred to schools as

institutions that reproduce social spaces and alapit

The school institution once thought capable ofodtricing a form of
meritocracy by privileging individual aptitudes oveereditary privileges,
actually tends to establish, thorough the hiddekelye between scholastic
aptitude and cultural heritage, a veritafil@te nobility whose authority
and legitimacy are guaranteed by the academic (ile22)

There is also a common critique of the benefitachfcation and the
population that it impacts. Although financial imstions and governments
proclaim that educated individuals in general hastter, more numerous
occupational options, in practice, education ismfinly one of several factors
that contribute to an individual's prosperity.dtaften not just about obtaining a
degree, but also about obtaining it from the rightitution, at the right level, in
the right field, and with the right connectionshe labour market. Alison Wolf
(2002) wrote, “When everyone, or almost everyoias, dndegree, employers will
obviously become more and more picky about the tfmkegree they want, and,
justifiably or not, will create new dividing linesght subject, right results, right
institution” (p. 185). In a discussion on the sahmeme, Bourdieu (1998)

contended that
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whatever an official meritocratic ideology may waebple to believe, not
all the differences in opportunities for approprigtscarce goods and
services can reasonably be related to differemcpsssession of cultural
and educational capital. It is thus necessary pothesize another
principle of differentiation, another kind of caglitthe unequal
distribution of which is the source of the obsetealifferences in patterns
of consumption and lifestyles. | am thinking hefevbat could be called
political capital. . . . When other forms of accdation are more or less
completely controlled, political capital becomes grimordial principle

of differentiation, and the members of the polititeomenklatura” have
hardly any competitors. (p. 16)

Another issue is the increasingly utilitarian perstive on education. With
education an important determinant in enteringdabeur market and more
people attending school to obtain a diploma, theAkedge and training that go
with it become secondary. Oftentimes the diplontaeseas only a document to
validate what the person already knows or coulthl@aa less formal manner and
becomes an artificial but valid symbol of knowledghat is, some professionals
attend school to validate their knowledge for teenployers. Fuller (2003)
referred to “those who seek university degrees ipainget credit for knowledge
they have already come to possess by virtue objather life experience”

(p- 110). This quest to participate in the gama oferitocratic system in which
‘credentials’ make a difference in people’s livegust raising the bar of
competition because, with more people who havedrigvels of education,
employers will look for even higher levels to sustdne democracy of the
process. Consequently, by raising the level of catitipn, the resources invested

in obtaining a degree are so high that argumerfeviour of education as a tool to
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reach equity become misleading. Robertson (206tdiother effects of the

pursuit of human capital:

Some of the key outcomes of the focus on humarnatdprmation in
national economies have been a significant increage overall levels of
participation in higher education, in funding te tbducation sector more
generally around technological and research andldpment
infrastructures, together with a raft of policibat are oriented towards
generating a more competitive environment and praresurial individual
within the context of lifelong learning. (p. 152)

Foucault (1996a) likewise added to the list of @mpeences for the interpretation

of this utilitarian perspective on education:

The degree simply serves to create a kind of masdee for knowledge,
to make those who don’t have degrees feel they haveht to
knowledge, are not capable of knowledge. Everyohe gets a degree
knows perfectly well it's useless, it has no contéis empty. But those
who don’t have degrees are the ones who set gmatlsy them. Degrees
are precisely for those that don’t have them. 86)1

These authors’ analyses show that education ngtht@d been transformed, but is
also transforming society by producing a seriesfficts that need careful
consideration. One of these effects, known as atedenflation, degree

inflation, or the so-called diploma disease, haanged the way that education is
being perceived and people’s drive to enter scHodhis research | addressed the
need to understand the source of these ideastritiagtes that found them, the
forces that foment them, and whither they are @kis. | hope that this analytical

approach will aid policy-making procedures for eatian.



Poverty: Varied Ways to Understand It, Varied Waysto “Solve” It
Indicators, Measuring Tools, and Approaches

Poverty, one of the most discussed concepts dfime; is commonly
understood as a restrained economic conditionpifeaents affected individuals
from accessing commodities that are essentialuiofival. More recently,
however, scholars specialized in this theme hawelamed that poverty has
become multilayered and multidimensional, which esaits understanding more
complex (Beaudoin, 2007; Sachs, 2005; St. Claibg2@teger, 2002). Steven
Beaudoin, for example, posited that the definibbpoverty should also include
individuals affected by the cultural dimensiongofterty (p. 4). He thus
presented a threefold classification of people lik®in poverty: the destitute,

the structural, and the conjunctural:

The “destitute” lack the capacity to survive withassistance; their
insecurity is total. . . . The “structural” poorraprises those who have the
ability to meet their own needs, be it survivabgative engagement in
society, but not the means. . . . The “conjunctysabr, the third group,
consists of those who are capable of meeting tveir needs because of
their access to resources, but who remain vulnefadtause they cannot
insulate themselves from misfortune. (p. 10)

It is clear at first glance that Beaudoin’s defomtof poverty is broader than the
aforementioned description of poverty as an ecoodimitation. His definition
takes into consideration not only the insufficieméyeconomic resources, but also
the lack of other resources that are necessamlctore participation in the

economy:
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Poverty is thus much more than just a dearth oérredtgoods. It is the
inability to participate actively in life, from aihing the educational levels
that optimize career choices, to acquiring bottetand income to engage
in various common leisure activities. It is alse #tbsence of political
freedom, personal security, dignity, and self-respéis these intangibles
in particular that give this definition a cultusratietermined characteristic.

(p. 6)

Beaudoin further explained that in the current poverty is often the result of
external causes such as global political and ecanpractices and not

necessarily immediate factors as in yore:

Before 1500 poverty resulted principally from losalrces like natural
disaster, warfare, and civilization-specific syssemh distribution; few
were affected by what were still regional tradenweks. At the same
time, most cultures viewed impoverishment as arabpart of life, rarely
defined as the absence of material possessionk2)p.

The WB’s (2006a) definition of poverty targets gps within the destitute
category (using Beaudoin’s words) and providesrageetive of poverty that

results from local rather than global factors:

Poverty is hunger. Poverty is lack of shelter. Ptyis being sick and not
being able to see a doctor. Poverty is not havaogss to school and not
knowing how to read. Poverty is not having a jeldgar for the future,
living one day at a time. Poverty is losing a chiddliness brought about
by unclean water. Poverty is powerlessness, lackmEsentation and
freedom.

Similarly, the IDB (as cited in Morley, 1997) dedieh poverty as

a lack of access to or command over the basic regeints for a
minimally acceptable standard of living. That igeason is poor if he or
she has insufficient food or a lack of access tnesoombination of basic
education, adequate health services, clean waifer sanitation systems
and even a safe area in which to live. (p. 1)



Although most definitions of poverty are alikeg ttmethods used to
measure it and determine its causes, its leveldygres, whether someone is poor
or not, whether poverty has augmented or diminighi#fer. As can be seen in the
previous examples, the banks’ definitions of poyvare considerably narrower in
scope than is Beaudoin’s (2007) definition.

Producing Knowledge About Poverty

Institutions such as the WB and the IDB have heshzarkable role in the
development of measurements to assess povertypalatide which mechanisms
are necessary to solve it. St. Clair (2006) poimtetthat “knowledge for the
development and the eradication of global povesfyrimarily in the hands of a
transnational expert institution, the World Bang” 7). | agree with St. Clair but
see not only the WB, but also other internatiomghaizations (e.g., OECD, UN)
and banks (e.g., IDB, IMF) as influential playarghe management and
production of knowledge on poverty.

The WB, however, has been the most influentighem all. Its influence
resides in three main factors. First, the inteoretl scope of its operations,
compared to the IDB’s regional scope, affords thi& Wérldwide influence.
Second, its financial capacity to fund projectsnpared to the strictly technical
and pedagogical capacity of organizations such@®©ECD or UN, enhances its
influence in the control of wider areas of courgrigolicies. And third, its broad

base of expertise in knowledge for development natd, recently, legitimized its
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technical advice and enhanced countries’ willingrtesadopt its
recommendations.

In 2004 the WB’s mandate and goal were povertglieasion. This lofty
platitudinal goal transcends its activities andesgypd in all of its operations and
fields of work, well beyond the limited scope oluedtion (WB, 2004a). Thus,
any work in the other areas that the WB fundsisnbed toward reinforcing the
poverty eradication goals. Although considerabfergfat least discursively, has
been put into achieving this goal, many have ¢zigd the WB and other banks
and transnational organizations for failing and—sweoyet—for using their ideas
on development and their knowledge about povertpals to reproduce North
American capitalist hegemonic practices (St. CR0Q6; Steger, 2002).

Other areas in which international players hawenhsiticized for their
involvement in developmental policies point to hewne have distorted the
reality of national and regional situations to pege economic quantitative

values over human values:

Global poverty is highly contested and politicizéds an ill-structured
and complex social problem able to be defined fiedint ways, the
problem space changing with time and location, theccasual arguments
being slippery and difficult to establish. Povefinitions and
assessments are not accounts of facts, but ré#oeisurrogates,’ well-
structured parts of ill-structured and complex vehdlact-surrogates are
partial pictures drawn with the cognitive toolspafrticular disciplines.
(St. Clair, 2006, p. 59)

This quotation highlights that poverty, like anjet social problem, does not
escape the individual and political values of that® have the influence to

create and disseminate knowledge about it. As laéxgd in the previous section,
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| am interested in what has been constituted aBelueof discourse and in the
ways that these banks portray poverty becausd limklthem to the ways that
they seek to organize and control the field (p. 66)
In acknowledging the importance of the definiti@ml relationships with

the methods of approaching what is being definteel(2006a) commented:

To know what helps to reduce poverty, what works &hat does not,
what changes over time, poverty has to be defimegsured, and
studied—and even experienced. As poverty has mamgrions, it has to
be looked at through a variety of indicators—Ilewlghncome and
consumption, social indicators, and indicatorswherability to risks and
of socio/political access.

This statement highlights the relationship betwienperception (definitions) and
the intervention. And, although the ideas in it sarhat acknowledge a level of
social construction in defining poverty, it doeg discuss the values and
perceptions of the particular institution that domsts it. In order to consider the
values attached to the definitions and in orddyettber understand the policy
altogether we need to raise a few more questions.important questions are: is
poverty always bad?, does geography/place defmietlitink that poverty is a
measure of comparative wealth that sets the sagnarbhy in different parts of
the world. What varies from place to place is teémdtion given to each level of
the hierarchy. For example, making 10 dollars aur o Canada may constitute a
person as a destitute poor, while in Mexico it magstitute a person as a
conjunctural poor, but in Zimbabwe that same amaouay set someone at a
higher level in the hierarchy of wealth. Regardieskow wealth is measured,

what remains stable across regions and natiohe isxistence of a hierarchy that



classifies and distinguishes poor from rich; thebe have, from those who do
not have. But, is it bad to be classified as aated “has not”? | think it depends
on the society where this occurs and on the safrdee classification. In a
capitalist society of a wealthier country where enal possessions play an
important role, being poor may be more detrimetiitah in a poor society where
the level of poverty in the hierarchy is broadespé&cially because poverty in
richer societies is often linked with the lack tfier capitals, such as linguistic,
cultural, and political capital that together witle economic capital are necessary
for individuals to effectively participate and siwe in the economic system.
Also, if the source of poverty is external to tmeaaor group defined as poor, it
may be portraying a perspective shaped by a seesallien to that group.
Poverty is a highly contested field that we needawtinuously debate to be able
to generate more alternatives not only to addtessii also to broaden our
perception and treatment of it. In this regard Ason St. Clair (2006) pointed

out that it is necessary

to open up a space for debating the possibilityofe salient, credible
and legitimate knowledge about global poverty, iegdo more
democratic and accountable knowledge productioth t@m more
transparent vision of the world orders entangleslich knowledge.

(p. 58)

Human Capital: Associating Schooling With Developmet
The notion of human capital is frequently usegatitical discourse and
policy documents in referring to the importancectiooling and development.

This notion posits that by providing individualstiva set of knowledge and
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academic experiences, they will contribute to teeetbpment of their nations.
Human capital links schooling with development #mas portrays education as a
crucial strategy for the economic improvement dfare and individuals. This is
sustained on the idea that education is an asseetds to the acquisition of
other types of capital such as economic, politigaguistic, and cultural
(Bourdieu, 1998; Wolf, 2004). All of these capital® necessary for the success
of nations and individuals, but human capital, lseeof its recent increasing
popularity, has become the most dominant and igngatself the focus of
attention not only in political discourse, but aisaesearch. This research
addressed the concept of human capital becausmtiom of education for
prosperity is based on the principles that | expfarther in the following
sections.

Academics from the field of business who wererggeed in the
economics of education first coined the perspeaiMauman capital. One such
academic was Gary Becker (1993), who, in his amabfsthe importance of
education, introduced a series of numerical catimra to determine the rates of
return from investing in education and to find duhe cost of education is worth
it. He identified several types of capital; amohgr, education, training, and
health stood out. According to Becker, these threehuman capital because they
are embodied in people; individuals possess thafhrtan use them to generate
currency. This means that, regardless of the cistances, people cannot be

separated from these types of capital and can alwiyze them to make a profit
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(p. 16). Thus, according to Becker, “Education &rathing are the most
important investments in human capital” (p. 17).

From this perspective, education is not a pedagbgpace that shapes
critical individuals with knowledge that will allothem to question and transform
their world; nor is it a space to advance the répation of scientific research.
Instead, it is a space where future workers acdbadnow-how to perform
certain activities that are valuable to the labmarket. It is a formal, legally
validated method to acquire and certify knowledgs will allow workers-to-be
to participate in the labour market.

Although primarily economic, from the banks’ pegspive, the benefits of
education extend to areas such as poverty reducgorder equality, child health,
maternal health, lower rates of HIV/AIDS and otbemmunicable diseases,
environmental sustainability, and improvementsentility decisions. According
to the WB (as cited in Bruns et al., 2003), edwcathelps people develop their
human capabilities to make better choices, seakcen society and enjoy a
better life” (p. 28). The inclusion of these otlaeeas shows the social face of the
bank. However, emphasis on the economic side afagaun is also salient in the
banks’ mentalities, programs, and techniquesval $how in the analyses in

subsequent chapters.



Globalization: Linking the National and Internation al Actors
Involved in Shaping Education
Policy Actors: Multidirectional Influences

Although in the two studies that | carried outavl attempted to describe
the way that WB and IDB definitions and policies anplemented in
international and national settings, they do netiaee that policies are created in
a unidirectional, hierarchical way in which thoseree macro level (the
international organizations) develop the policy #make at the micro level (the
state and its specific institutions) implement pladicy. Similarly, they do not
place global forces in opposition to local foramsglobal and local values as a
conglomerate. Instead, they see them as forcesahgilement each other in the
process of creating educational policies, recoggitihat the capital of different
players determines the level of their influencéhim policy formation process.

According to my reading of the policy developmktetrature, a policy is
developed and influenced with the participatiomuitiple actors of varied
positions, not just of actors with the most inflaer{Ball, 1994, 2006; Bowe,
1992; Howlett & Ramesh, 2003; Taylor, Rizvi, Linda& Henry, 1997). Taylor
et al. referred to these actors as “interest gro{gps3) and highlighted how these
groups influence and develop policy: “As societg bacome more complex and
interest groups more assertive, governments havéoheonstruct policies which
attempt to respond effectively to their demands.”3). Howlett and Ramesh

identified a similar group of actors whom they edllinterest networks” that
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operate within “discourse communities” (p. 54). Argdhe actors whom Howlett
and Ramesh identified, one finds internationatestand societal actors. With
regard to the role of different players in the ppldevelopment process, they
explained that “individuals, groups, and classeti@pating in the policy process
no doubt have their own interests, but how thegrpriet and pursue their interests
and the outcomes of their efforts are shaped hitutisnal factors” (p. 53). In
addition to institutional factors, Taylor et alerdified “dominant interests of
capitalism” (p. 4), which, combined with oppositabinterests, produce the
policy: “Education policies do not emerge in a vamubut reflect compromises
between competing interests expressed by the dommimarests of capitalism on
the one hand and the oppositional interests obuarsocial movements on the
other” (p. 4). (1 will explain these terms lateByit under the argument that the
different policy actors may have an asymmetricBllance on the field, it
becomes relevant to study the characteristicsesf thfluence. In this case, the
institutional field is the education sector, ane #ttors are the international banks
(WB and IDB) and the Mexican government. Thus, tigfmut this thesis |
explore the role of these actors and the charatityiof the field in which they
operate that influence the creation of differenysvaf perceiving education,
making policy, and practicing education.

In thinking about the influence of the differetas in the policy and the
role of the institutional field to which they belpnt is important to consider that

their influence may be determined by their statu lay institutional factors



(Howlett & Ramesh, 2003, p. 53). The status andrsttutional factors at times
help them to oppose, modify, or support the paii@t is being developed.
International organizations such as the WB and@t&zhave a dominant status
shaped by their scope, operations, legitimacy,raethods. In the following
section | explore this in more detail.
Policy Trek: From Global to Local and From Local t&lobal

In addition to recognizing the multidirectionaflirence of different actors
in the formation of the policy under study, | aclubedge that | need to delineate
my distinction between international and natiofidlis distinction may be blurred
because of the increased cross-border relatiohetitangle the global with the

national and the local, which Sassen (2001) desdrés

a global dynamic or process [that] may partly ofgethrough a national
institution. Thus we cannot simply assume that beea transaction takes
place in national territory and in a national ingional setting it is ipso
facto intelligible in terms of the national. In mgading, the imbrication of
global actors and national institutions is far eanplex for that. (p. 275)

Sassen further explained how global processesap/bdtween national and local

spaces and make the distinction between theses|emsefixed:

Global processes are often strategically locatedttinited in national
spaces, where they are implemented usually witihéthe of legal
measures taken by state institutions. . . .

Most global processes materialize in nationalttaies and do so
to a considerable extent through national instinal arrangements, from
legislative actions to corporate agendas, andnarelby not necessarily
counted as foreign. (pp. 264-274)

Sassen was talking not only about a national ont@nnational space, but also

about the processes or dynamics that shape thttsgsewhich | think partially
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help us to differentiate the national from the in&gional setting—partially,
because there is still an overlap, but an ovetap4till allows individual
characteristics to stand apart. This means thaliitection between global and
local is blurry but nonetheless exists.

Thus, when | refer to the global, | refer mairdyat multinational
conglomerate governed by a conjunction of statestions. | see multinational
organizations as global because they work in cotiaion with multiple nations
(Bgas & McNeill, 2003). When | refer to the lockframe it as a space led by one
national state with occasional interventions (aiec degrees) in foreign states
(in this case the nation of Mexico constitutesldoal). More specifically, my
definition of the global considers the performantévo supranational
organizations: the WB and the IDB in Latin Amerigzations; whereas my
definition of the local refers to a determined oatiMexico. All of these
definitions and differentiations will, of courseave overlapping characteristics.

However, my analysis of the policies of educafmmprosperity, although
deductive in nature as they move from the mactbeanicro level, does not
assume that the policies are created at one locatid adopted at another
location and that both of these locations are fi(igglas & McNeill, 2003; Sassen,
2001). My analysis follows the order of global-oatl because the policies were
formally put into policy documents at the globaldeby these international
organizations and then implemented at the localllby the governments and

their localities.
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Globalization Theories and Multilateral Organizatits
Many scholars have sought to create some unddistpaf globalization,
its meanings, origins, links, development, scogagfits, and disadvantages. One
such scholar is Manfred Steger (2002), whose aisatyshe social formations
around globalization stands out among the many sviir&t address this topic. He
pointed out that globalization is not an agencyf@ssess, but instead is managed
by market agents who seek primarily to introdueeAnglo-American free-

market doctrine:

Presented to the public as a leaderless, inevijagtgernaut that will
ultimately produce benefits for everyone, globalisas emerged as the
dominant ideological vision of our time. It provaglewuch of the
conceptual and cultural glue that sustains theataaid political power of
neoliberal elites throughout the world. Its wellgtigized promises of
material well-being and social mobility often susteonsensual
arrangements of rule, thus providing the foundatibwhat Antonio
Gramsci has called “hegemony. (p. 79)

Steger posed a central question to assess thetioipglobalization on society
and its members: “Does globalization increase calttitomogeneity, or does it
lead to greater diversity and heterogeneity? Oputathe matter in less academic
terms, does globalization make people more alikmane different?” (p. 34).

This question bears some importance to this resdmcause although | am not
studying globalization per se, the topics thatdrads are influenced by the
processes of globalization and at the same time gkobal implications. Other
academic works (Bgas & McNeill, 2003; Neu, Ocammor@z, Ponce de Leon,
& Flores, 2002; Peet, 2003, 2007; Steger, 2002¢ meghlighted and

reemphasized that the WB and the IDB are agergb#lization and



homogenization. They are global agents becauseldition to engaging in
lending activities, the banks foster homogenizahgrencouraging specific
mentalities, programs, and technologies in a waoétnstitutional settings,
thereby “spanning” fields (Neu, Ocampo Gomez, £t24102) and controlling
distant fields (Bgas & McNeill, 2003). This not gmdroduces homogeneity
among institutional settings, but also influendesdirection in which the policies
are implemented and how they are enforced and dapeal.

Alongside homogeneity, another factor that sclsotdglobalization have
discussed is a type of imperialism. As Arjun Appad(2001) put it,
“Globalization is inextricably linked to the curitamorkings of capital on a global
basis: in this regard it extends the earlier logicempire, trade, and political
dominion in many parts of the world” (p. 4). Thisggests that all of those who
play a part in globalization partake in a typeraperialisnt of a new order, an
imperialism dominated by capital.

Leslie Sklair (2004), another scholar of glob&liza, in his discussion on
the different approaches of globalization, explditteat “globalization is seen as
something that powerful states do to less powsthites, and something that is
done to less powerful groups of people in all stafp. 40). According to Sklair,
this imperialist or colonialist perspective is redd to the capitalist side of

globalization, and, to gain a better understandingjobalization, one must

% Empire or imperialism is understood as “the pgtthe theory, and the attitudes of a
dominating metropolitan center ruling a distantitery” (Said, 1993, p. 9).
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consider its other sides: economic, political, engt-ideological. Although in this
research | have not endeavoured to directly unaiedsthe imperial side of the
global practices in the field, to a very great @egthe analysis of the vocabulary,
definitions, and notions of education for prospegtasps instances of imperial
ideological hegemony attached to the notions otation as the banks conceive
them.

Regardless of who participates and how they ppéie in projects with
global repercussions, the main observation hdteisthe projects of the WB and
the IDB link disparate fields and encourage stasidad or globalized
perceptions and practices (Neu, Ocampo Gomez,, &0412; St. Clair, 2006).
Linking activities refers to the existence of orgations that operate in more than
one part of the world and introduce people, waythioiking and speaking, and
specific practices into “new” fields.

Analyzing the relevance of the work of these twstitutions has helped
me to better explain not only the historical trégeg of the notions of education
for prosperity at a global level, but also the diigtal conditions and the role of
the different actors throughout the process of ippeg these notions of
education.

More Analytical Tools for the Two Studies: Laying Down the Theory
Discourse Analysis From an Historical Approach
Discourse played an important role in this rededecause my goal was

to understand the treatment of the notions of eittutand poverty in the political



documents of the two banks and the Mexican goventynrecluding the
modifications to these notions over time and thenévthat have influenced them.
To meet my objective, | used Foucault’'s methodalalgand theoretical tools to
guide my research and interpret the findings.

Foucault (1996a), in his inquiries into historgnsidered the
discontinuities of the past rather than tryinggoanstruct the past in a linear
manner. Rather than describing interpretationsdatelcting implicit silent or
dormant meanings in discourse, he was more intgté@stthe manifest
appearance of discourses and their criteria fon&bion and transformation
(p- 40). This implied a need to examine the coadgiand correlations to detect
the changes that affect the objects, the operatibasoncepts, and the
theoretical options in the discourse. It impliedegd to describe thepistemioof
each period, the deviations, the distances, antethgons of its multiple

discourses. Foucault defined epistemic as

a space of dispersion; it is an open field of refeghips and no doubt
indefinitely describable. . . . The epistemic i$ aslice of history
common to all the sciences: it is a simultaneoay pf specific
remanences. . . . [It] is not a general stageadar; it is a complex
relationship of successive displacement in time3§)

To describe discourse in this manner, Foucaultyaedl history by “studying
whole sets of discourses, characterizing themnuhefithe play of rules, of
transformations, of thresholds of remanences, comgiog them, describing the

clusters of relationships” (p. 36).
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In his archaeological approach, contrary to tleaidf looking for that
which is hidden or excavating to find what is bdri€oucault (1996a) referred to
the “description of the record” (p. 58) and to fimglrelations on the very surface
of the discourse. This description of the reconglievant to my research task,
because it helped me to describe the details ghdhtcular conceptions that
emerged in different times with regard to povertg aducation, and it helped me
to focus on how, not only what was recorded.

This archaeological approach helps to describd idmbeen constituted
as the field of discourse, the type of discourgithitat has been appropriated to
certain domains; the themes destined to disapfehbe remembered, to be
circulated, or to be censured; and which groudsemiced all of this as well as
their level of influence and the methods used toeae that influence (Foucault,
19964, p. 40). The archaeological approach is lgldisded to the genealogical
one because it provides the details of the emeegehparticular conceptions. It
is not just about finding out what and when conicgst or notions appeared; it is
necessary to describe why their appearance wasrgler irrelevant, why it
stayed or disappeared, and what the implicatiornissaxistence were. Genealogy
and archaeology have given this historical analysisess and a broader
perspective.

In thinking about different approaches to this agsh, | realized that
Foucault’s approach is also important because feesaf guidance to understand

the mentalities, programs, and technologies irstohcal analysis just as he did



in his study of the asylum. Thus, a discourse amglyf poverty and education
that incorporates a Foucauldian approach linkedwvtioestudies. In the first, it
helped me to understand the mentalities of the daglkstudying their discourses,
the programs that they used to translate thosealitgsd into practice, and the
techniques that they used to materialize both.sBwend study helped me to see
the level of influence of the banks and how thesatalities, programs, and
technigues have changed throughout history in diméext of a specific country.
Foucault’s (1991b) type of inquiry gives preferetzguestions that seek an
understanding of ‘how’ instead of ‘what’ becausenas interested in
understanding the process through which somethmgemto come, to be, or to
get to a point of conceptualization or represeortafp. 74). He was interested in
the history of the present, in what preceded wbat i1s. For example, in studying

the conception ainador insane he studied what is associated with the

classifications ofnadandsane how it is that the mad came to be represented as

mad, and the consequences of these representdtidhs case | conducted my
study with questions through which | sought an usi@ading of how notions of
education, economic prosperity, and poverty evotedtheir present-day
meanings. | agree with Foucault (1984a) that tceustdnd the present
configurations of meaning, one needs to consideirttiuence of history (p. 87).
Thus, in my work | tried to describe this proceggbing back and studying the

trajectory, modifications, and upheavals of the@iwentioned notions and by
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taking into consideration the historical contexttmight have influenced the
notions as we now know them.

Genealogical Approach

In his study of morals, Nietzsche (1967) conduetegnealogical study in
which he investigated how the notions of good anbage used and represented
and how the different representations affect thesliof people. It is interesting
that he found that the definition of these and oteams is associated with
particular actions in the world and that powerfgufes use these associations to
regulate the behaviour of social groups. His figdion the association of terms
with actions and the effects of definitions of cepts made him realize the
importance of being historically aware of differeohceptions because the reason

for their emergence cannot be understood throughtbeir utility or purpose:

However well one has understood the utility of @hysiological organ
(or of a legal institution, a social custom, a pcéil usage, a form in art or
in a religious cult), this means nothing regardisgrigin, . . . for one has
always believed that to understand the demonstmablgose, the utility of
a thing, a form, or an institution, was also to erstnd the reason why it
originated. . . . But purposes and utilities arby@gns that a will to
power has become master of something less powarthiimposed upon it
the character of a function; and the entire histdrg “thing,” an organ.

(p. 77)

Nietzsche’s work was valuable in this researcthat it shows why
concepts and definitions are not neutral, one-dgiogal, or ahistorical. Given
that | wanted to conduct a study that would questine multiple dimensions, the

historical bases, and the effects (in policy makimigthe conceptions of education



as a tool of development, his genealogical anabyave me adequate theoretical
tools to conduct this research and interpret theitfigs.

To provide a clearer definition of a genealogi¢aly, | should mention
that genealogy helps itself from history, but i$ history, and similarly history
helps itself from genealogy. Foucault (1984b) eix@d how they differ from and

complement each other:

The purpose of history, guided by genealogy, istaaliscover the roots
of our identity, but to commit itself to its dissifon. It does not seek to
define our unique threshold of emergence, the hamdeio which
metaphysicians promise a return; it seeks to makle all of those
discontinuities that cross us. (p. 95)

But genealogy is not only about finding the momiarttistory when a theme or a
notion became relevant; it is also about reveawents, human interests, and the
minuscule details that accompany its birth anda#tached to its conception. It
involves a search for the details that producedolit,also the effects on the subject
(p. 83); its task is to expose a body totally imped by history and the process of
history’s destruction of the body (Foucault, 1996a376).

Foucault’'s (1996a) desire to question taken-fontgd ideas is based
mainly on his observation that political explanai@re partial in that they say
little or nothing of their history. That is why lseiggested ignoring this type of
explanation and, instead, inquiring how words céonge defined the way they
are and what forces influenced the discourses dmchwules of formation and
systems of functioning lead to the conception ofaze definitions (p. 58).

Education as a way to combat poverty is a takergfanted idea at an
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institutional and to a large degree social leveir @Dstitutions and the way that
they are structured are designed to accept anddegpe this definition of
education. It is important to stop and question thEry simple and basic relation
of education and poverty and analyze how we canpaitthem together.

| am aware that a political explanation of theitatilan conceptions of
education is not necessary because several inggstig of this type have already
been done (most of them by the financial institugithat provide loans for
education). It is more necessary to examine thteryi®f the current definitions;
analyze their trajectory, influences, and upheawald then explain how these
factors influenced the definitions.

Mentalities, Programs, and Technologies: The Fouddian Perspective

Throughout Foucault’s work one finds concepts sagmentalities,
technology, and program to describe the procesgslitiearent governing States
use to achieve the goals of government. Governfmemt Foucault’s (1991a)
perspective is not the imposition of laws, but eatthe management of people
and their territory in such a way that it will nedlly lead to the desired result.
Government is about “employing tactics rather tlaavs, and even of using laws
themselves as tactics—to arrange things in suchyathat, through a certain
number of means, such and such ends may be achigvé&b).

In the type of government that Foucault (1981 cdbsd, the selection of
specific mentalities, techniques, and programsusial to ease the arrangement

and management of people and resources. The ntiestakin be defined as the
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principles that guide the actual government; threytlae “reason of state”
(p. 243). These mentalities manage the whole profegovernment and define
the types of principles and methods used to suataireproduce power. The
technologies are the tactics, means, and methadstaschieve the control of
individuals and sustain the power of the state. fprograms are the specific
modes of intervention used to arrange people agid ¢bnduct to achieve the
desired ends (p. 242).

This approach to the analysis of government msveeit to this research
because, as | explained earlier, the interventfonutinationals through loans
and projects across nations makes them not onlytsgé globalization, but also
agents of government. Multinationals’ interventiomslistant fields are never
purely altruistic and disinterested; they have genala of government (Bgas &
McNeill, 2003). The said agenda is evident in taekage of transformative
policies and conditions attached to the multinatlshlending, which gives them
control over the way that education is managed. &n&oucault (1991)
explained, it is not a type of coercive governmént,a collaborative one in
which the governed become compliant. Thus, deciphehe mentalities,
technologies, and programs of the multinationaimgortant to understand their
strategies of control and how through their defam$ of education they manage

to transform people and their field.



Habitus, Capital, Field

Pierre Bourdieu’s (1998) work is remarkable fas tiying to make sense
of the relation between institutions or fields @hd people and their roles within
them. He introduced concepts that are importanhtierstand how individuals’
behaviours and practices are conditioned by hisaad/influenced by their fields,
their roles, their perceptions, and their mentalcttires of how the world should
function. Some of those concepts are habitus, agetltural, symbolic, political,
economic, and linguistic), and field. For Bourdieapital is not only material or
tangible goods, but also intangibles such as geséiducation, political
influence, and so on. Capitals tend to be selfa@pcing. Once an individual has
them, it is possible for him or her to conservadé, and increase them. Capitals
also offer individuals the possibility of standiagt among those who do not have
them; thus thedistinguishthose people who have them from those who lack
them (p. 34). The policies under analysis in thests operate under this
assumption. They consider education a capitahtiiballow individuals to have
access to other capitals that in turn will opereapnomic and social possibilities
to them.

The concept of habitus is defined as principledifférentiation: what
some do that others do not. But more important thiaat is done is how that
particular practice is done, the mental schememuwwteh the individual operates
to achieve a particular objective (Bourdieu, 19983). This scheme determines

not only how something is done, but also how soimgtts perceived, and this
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scheme is determined by history and other sociaditions (Bourdieu, 1990,
p. 54) that the individual does not necessarilgnator will, and for that reason
the selection of what is done and how it is donenisst of the time, arbitrary,
spontaneous, or accidental. Habitus is then defasetthe durably installed
generative principle of regulated improvisationBdb(rdieu, 1977, p. 78). Those
regulated improvisations serve as a common codakma us to respond and
adapt to cultural rules. Bourdieu further definedbitus as a law “inscribed in
bodies by identical histories, which is the pregtad not only for the co-
ordination of practices but also for practices @focdination” (1990, p. 59).
Understanding how the habitus works was very ingorto this research because
it helped me to understand whether and how theviat¢ions of external players
in the field of education changed the habitus effilayers in the field.

The field is the space where the interactions betwindividuals take
place, where their habitus (Bourdieu, 1990, p.i54lisplayed, and where their
capitals are configured and shaped. Bourdieu defiedd as a “system of social
positions structured internally in terms of powelations. More specifically, a
field is a social arena of struggle over the appation of certain species of
capital” (p. 66). Fields can be autonomous (indepet) or heterogeneous
(influenced by other fields and their differentstiures). Education is an
heterogeneous field influenced by the interferesfaexternal players such as

banks; that is why it is important to understancethiler and how it has



accommodated the interests of these other playergsown and what the
results have been. The following chapters addressetquestions.
Conclusion

This chapter is a broad perspective of the coraedtrationale that shaped
the conceptual and theoretical basis of this rebedm the conceptual framework
| reviewed terms such as education, poverty, aodalization and suggested that
it is important to consider the role of differet@as in shaping education for
prosperity policies. | reported that in this glabat environment policies of
education and poverty are not created in a unitieal way, nor are they equally
influenced by the interests of the groups involiretheir design. For example, |
have shown how knowledge production with regarthéthemes of education
and poverty is dominated primarily by influentigkars such as the WB and the
IDB. I have also suggested that in examining tHecigs it is important to keep in
mind that they are not neutrally created but medidty the values and interests
of influential actors.

On the topic of education | gave examples to stimvthe way that it is
conceived influences the way that it is practideadso raised a few concerns
about the way that international organizationscareently portraying it. On the
topic of poverty | addressed its a multilayered|trduimensional process and
suggested that from the perspective of influergialips is still too narrow in
scope, aside from important aspects such as kit global causes and

consequences. On the topic of globalization | gairdut the importance of
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considering that a policy is influenced by multigkeographical and institutional
spaces and that its shaping occurs in a multidineat way. | conducted this
analysis with the objective of defining and diffetiating the two areas with
which this research deals: the international aechéitional. The objective was
also to acknowledge that | am aware of possiblelape between these two
settings because of the level of globalization imol they are immersed.

In the theoretical section | reviewed the appreadind contributions of
authors who have developed comprehensive framevorkile historical
analysis of texts, including Foucault and Nietzsdledso included an analysis of
the work of Bourdieu, from whom | borrowed ideasutalerstand the role of
institutions, fields, people, and the capitals witthem.

My discussion of the work of Foucault sustaineat e historical analysis
needs to consider the criteria of formation andgfarmation and the conditions
and correlations of the discourse. | also addrets=dnportance of describing
not only the record, but also the description, \utpoints to the method that
something uses to be considered a field of diseoly overview of Nietzsche’s
ideas suggests that definitions or defined topiedaectly linked with particular
actors and with their ways of seeing and valuiregworld. My review of his
work also added to the richness of my method inhhegrovided tools for
genealogical analyses. My review of Bourdieu’s te&oal framework suggests
that a social phenomenon is understood after adenagion of the institutions,

fields, and capital. | also suggested that thedt@representing education in



terms of development, as influenced by his workiasinated by the role of
powerful actors within the field of education, tlanks such as the WB and the

IDB constitute these types of actors, and that therk and influence need to be

carefully analyzed.
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CHAPTER 3:
BANKING ON EDUCATION: A 45-YEAR ANALYSIS OF
WORLD BANK AND INTER-AMERICAN DEVELOPMENT

BANK SHAPING OF EDUCATION

Introduction

Education is central to development. It empowerpfeand strengthens
nations. It is a powerful “equalizer,” opening dedo all to lift themselves
out of poverty. (WB, 2005c)

Internationally, many academics question, evaluatd test assumptions
on the benefits of education to certain nationscanomic blocks (Rhoades,
Maldonado-Maldonado, Ordorika, & Velazques, 200db&tson, 2005; Wolf,
2002). But to date, no analyses have considerehist@rical conditions that gave
birth to the notion of education for prosperityvas know it. Has education
always been defined in utilitarian terms? How wasdurrent definition of
education shaped? What were the social forces awodwere the actors that
contributed to the generation of the notion of edian as a method to combat
poverty? What is the historical trajectory of ediara? | postulate that our
understanding of recent reforms in education cke pdace only through an
examination of past and current ideas and conditietated to the notion of
education for prosperity (Bourdieu, 1990, p. 54uBleu, 1998, p. 138; Foucault,
19964, p. 46). In this study | explored new posisigs for conceiving and
practicing education. It provides us with a recofgast practices so that, as the

system continues to change, we will have a writtemory of how it worked.
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In this chapter | include an analysis (organizedecades) of how the IDB
and WB have shaped the current definition of edaat begin by explaining
what the WB and IDB are and the types of activiteg/hich they are involved,; |
then present a quick overview of Latin America, ethis the region that |
selected from which to sample documents from thebdanks of the two banks to
help me to understand their policies for educatidren | examine the documents
for each decade from the 1960s to the present,amitbverview of the historical
context of that time for the region, for the bardsd for each country for which
policy documents were selected. Last, | analyzertbetalities, the programs, and
the techniques that these banks have used to adairdslefine education.

World Bank and Inter-American Development Bank

The primary objective of numerous multilateral imgtons such as
nongovernmental organizations (NGOs) and internatiand regional
development banks is to encourage and maintaireppaasperity, and the
economic and social well-being of underdevelopesgetbping, and developed
countries. In this study | have closely examinezl\¥B and IDB. | selected these
institutions because their technical, financialj golitical involvement makes
them two of the most important institutions withime Latin American region and
because | wanted to delimit my selection of docusiémat they produced to one
region.

These financial institutions have had an incregdgirmportant role in

education by funding educational projects that hageificantly influenced the
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content, methods, and objectives of education tjtrout the world. They
consider education a sector of society with theacty to positively impact the
economy of nations. Thus, education is an areawa&stment and an activity that
every nation should foster to achieve economicesgdn support of this
perspective, these institutions finance severgepts every year in the area of
education: 1,916 WB projects and 749 IDB projesteducation as of March
2007 (IDB, 2007b; WB, 2007b). As Figure 1 showsgsithe WB began to
support education, it has devoted great amourfignaling to it. In fact, the WB
(2005c) claimed that it is the world’s largest ertg financer of education. The
WB (2007Db) includes seven subsectors under thécrabeducation, each of
which funds a different number of projects: 51ddult literacy/nonformal
education, 390 for general education, 67 for preary education, 465 for
primary education, 291 for secondary education,f@®2rtiary education, and
260 for vocational education. Its ample participatin education makes it a
significant player in the policies, decisions, ahection of education worldwide.

The IDB (2007d) has also participated in the fagdf 749 projects in
education, 24 for preschool and early childhoodcatian, 60 for primary and
secondary education, 182 for higher educationpr&dult and informal
education, 65 for education management and refadnfipr rural and distance
education, 42 for science and technology, and A@faxher training. In total, the

IDB has invested US $5,431.6 million in educatib® participation in the

* As | will show in the PADs and other publicatidnghe Analysis section.
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Figure 1.WB lending for education 1963-2006 (WB, 2007a).

funding of education places it as one of the legdilmancers in the Latin
American region, and therefore an influential itugion in the development of
educational policies in the region (Figure 2).

International institutions such as the WB andIDB claim the necessary
know-how and expertise in the area of developreend,they continue to produce
and control this knowledge (St. Clair, 2006). Thugs important to study these
institutions and their mentalities, technologies] @arograms for education and
development and to asses their claims of expeiseClair proposed that
“engaged criticism” (p. 58) is necessary to improue knowledge of

development and eradicate poverty. This requirasnaerstanding of how
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Loans to Education
from 1962 to 2006
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Figure 2.Loans to education from 1962 to 2006 (IDB, 2007d).

institutions such as these produce and sort ouwwkatlye, and this understanding
will allow us to produce constructive alternatikat will influence the lives of
people in “poor countries that depend on the kndgdeand policy
recommendations issued by expert bodies like thekBgn. 58). Thus,
understanding the WB’s and the IDB’s influence awteducation is conceived
and practiced was crucial to this study and idtes for understanding where
education is headed and whether or not investirigwill be a win-win strategy
for everyone.
Latin America From the 1950s Onward

Beleaguered by civil wars, despotic governmem®ifin intervention,

innumerable human rights abuses, social unredentitransfers of power,

widespread poverty, and a whole host of otheredl&sues, the countries of the
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region have spent the past five decades wallowirthe mire that is the legacy of
postindependence governments. Although these gallisocial, and economic
struggles can be traced back to the times of thgquest (Burkholder & Johnson,
2008), it was partly the political differences déological blocs—Communist,
socialist, fascist, and capitalist—that fomentesl tpheavals of the 1950s
onwards. The capitalist interests of foreigners lacdls and the newly introduced
socialist ideologies collided to create an envirentof fear, driven by
passion/fanaticism and leading to violent intericarg and painful resistance
(Lovell, 2000). Although many began to sympathizensocialism, those with
power and influence clung to the benefits thattedism granted them. The policy
documents of the WB and the IDBre silent on this combination of political
events and struggles, but the following analysiea¢s that the region’s political
environment influenced how education was percearatieducational policies
conceived.
1960 to 1969: From Agriculture to Industrializatian
From Reconstruction to Social Development

Context

While the region was in a rural to urban transitithe WB and the IDB

were shifting their goals from reconstruction taiabdevelopment and changing

® Bgas and McNeill (2003) explained how analysis jpolitics are separated in the
policy-making processes of the WB and other battksr World Bank staff, policy is essentially a
sphere of rational analysis, whereas politics imidated by irrationality (Santiso, 2001). They
therefore tended to assume that analysis andqsotitin be separated in the process of policy
making” (p. 71).
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their targeted groups from post-WWII countries toladie- or low-income
countries (Bgas & McNeill, 2003, p. 52; WB, 2004&)lucation funding from
these banks began at the end of the 1960s. Alththegtarget of these banks has
changed, they have maintained their agenda of es@rrosperity since their
emergence. This economic agenda promoted growtoutiever explaining
whether it would benefit the whole population ole$pa particular group (Bgas
& McNeill, 2003, p. 73).

When these banks incorporated education into #ggnda for economic
growth, they had to generate educational projddtsir early work on education
was limited, and | was therefore able to find amp education projects in the
WB databases, one in Colombia and the other irakia8or (International Bank
for Reconstruction and Development [IBRD], 196869P Reports or
publications on elementary education from eithethefbanks were nonexistent,
and as | discussed in the method section, therenwascess to IDB projects of
that period. The following section discusses thegeprojects.

Colombia Politics in Colombia during the 1960s was markgatiempts
to recover from anarchy and the legacy of the remidg dictatorial governments
of the previous decades. Some events that occduug this decade were the
party coalition between liberals and conservatiaited the National Frofitthe

resulting resistance to the National Front, theneaaic instability produced by

® The National Front lasted 16 years; it startedraagreement on power-sharing
practices between two parties and ended as a @fatsyown (Johnson, 1965).
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the coalition governments, and international legdigencies’ withholding of aid
or loans in 1965 to persuade the government talig@the economy (Johnson,
1965; Martin & Wasserman, 2005; Sturges-Vera, 19$8819). Important
political players were Valencia (president from 29866), who lost international
support from external lenders because of poor enanmanagement. After
Valencia, the liberal Carlos Lleras Restrepo lediNational Front (from 1966 to
1970); he endeavoured to stabilize the currencyredidce inflation and adopted
a more open economy by diversifying and expandipp#s.

El Salvador.The 1960s in El Salvador were characterized by
political awareness and participation (McDonaldg9,%. 397) and by power
struggles between the military and the governme/d@4). Some events that
took place in this decade included the increasditigad activity evident in the
creation of new parties, the institutionalizatioraegulation of the electoral
system, increased voting behaviour, and the creatiohe first opposition parties
after 33 years of politics dominated by the PRWBaggerty, 1988; McDonald,
1969, p. 408). The important political players dgrthis decade were Julio
Rivera (president from 1962 to 1967) from the PG&lyeceived support from the

United States of America through its Alliance fooress prograrfiHe also

" PRUD: Partido Revolucionario de Unificacién Denizra (Revolutionary Party of
Democratic Unification).

8 The Alliance for Progress was a program finaneetieontrolled by the United States
and strongly supported by President J. F. Kennlealtygave economic support to centrist
governments to fight Communism and leftist gueaniiovements. Military governments were the
preferred form of government for the United StagssMartin and Wasserman (2005) explained:
“The United States government envisioned militatators as the pillars of anti-communism” (p.



changed the electoral system to allow the partimpaof opposition parties. Also
of note was José Napoledn Duarte (mayor of Sare8ahin 1964), who played
an important role in the party definition policielsthe 1960s; and Fidel Sanchez
(president from 1967 to 1972), who led a war wittnHuras over border and
sovereignty issues (Carias, 1970; Haggerty, 1988).

Analysis of WB Agreements With Colombia and El Sadior

Mentalities. It is important to mention that, although the pcd of the
time were controversial in both countries, the WBdicy documents make no
reference whatsoever to them. Reading them wittexi®wing the events of that
time leaves the impression that the poor outcorhésecsystem of education, as
the bank described them, are merely the resupoptlation growth” (IBRD,
1969, p. 1) or the result of the system’s lackayability to grow and plan (p. 4).
A contextual consideration helps us to understaing and how the social and
political turbulence of the time had repercussifumghe educational system.

A common characteristic of the Salvadorian and@dlian projects is the
concern for qualified workers. Education equalsitrg, and those who aspire to
enter the labour market must have it. Special esiphs given to industry jobs
and the preparation of technical workers (IBRD,896 12; IBRD, 1969, p. 20).
Ergo, in both projects the bank proposed new “nitidal of education to give

students at a secondary level the option of pugsaianiversity degree or

420). Besides promoting anti-Communism and libgoalernments, the Alliance for Progress
promoted economic progress, social justice, andodescy (Barber, 1964).
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vocational/technical training. Education is thua@sived as a broader training
process designed to prepare students for the labatket or to allow them to
further their education to the university levelidIs considered a way to better
address the diverse social and economic needg ofation (IBRD, 1968, p. 2;
IBRD, 1969, p. 5).

Both projects give priority to secondary educati@cause at this level
workers can be trained to address the needs ofdbeiety as well as the needs of

industry, as the IBRD (1969) stated with regarth®s Salvadorian project:

5.02 In terms of educational investment prioritiag major gaps and
resulting potential constraints to further econodgeelopment in industry
and agriculture are in secondary education. Thssipgported by
discussions with public authorities and privateegmtises which confirm
that current outputs of skilled workers and midi@eel technicians from
schools and training centers are too low. In féoa,country has to attract
workers from abroad to fill the gap. (p. 11)

It is noteworthy that these projects focus on Batig the needs of the labour
market rather than the needs of the labourers.igesisised earlier, Colombia had
lost international support because of its unstabomic conditions. The
emphasis on strengthening industry may have basgmai@gy to improve the
economy given that industry and manpower were dansd crucial elements of
economic growth and stability in Colombia (IBRD,GB9 p. 8).

As for poverty and the poor, there are no refezeno these topics. Thus,
one can conclude that these projects were not ssidgethe needs of the poor or
designed to reduce poverty. This does not sughasthere was no poverty,

because as the context section explains, thegadlitistability in both countries
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negatively affected the economy considerably. Hexethese projects have not
yet equated education with a solution to poverty.

Programs.The two projects suggested the implementatiowof t
programs, “long distance education” (IBRD, 19698 )for El Salvador to
address the shortage of teachers, and a “compiigbesthication” (IBRD, 1968,
p. 5) program for Colombia. The comprehensive etimtaotion advocated a
curriculum less focused on the humanities (or usiedegrees) and more
focused on agriculture, industry, commerce, anibsoelfare (p. 5). It advocated
an educational system that aims at not only unityeeslucation, but also the

training of skilled manpower:

4.03 However, the government plans to restructueetiucation system in
such a way that students move away from acaderica¢idn into various
fields of middle-level vocational training. Thedans involve some
expansion but more important, a change from thegmtesystem where
nearly all upper-cycle secondary education is pepm for university
entrance to a diversified upper-cycle which, wipiteviding a sound
secondary education includes technical options agahdustrial,
agricultural and commercial subjects. (p. 9)

Training middle-level manpower was considered irtgoaty to meet the market'’s
demand for technical/industry workers as well agrevent expensive expansions
at the university level. “Thus, there is an urgeed to restructure the system and
create socially acceptable terminal points beloswthiversity level. This could
save expensive over-investment in higher learnimj@ovide trained middle-
level manpower essential to economic growth” (IBRBGS, p. 8).

Taking into account the historical events of Cabian one wonders

whether increasing the educational ways of learmiag not only to save money



in university education, but also to curtail futalissent (Johnson, 1965). The fact
that major opposition to the National Front in Gulwa was organized at
universities may have encouraged the governmeneithace the university
population. Seeing the potential of university stog to upset the political apple
cart by protesting and playing a significant ralentigovernment military
movements and revolutions, it is likely that thetibiaal Front sought to limit this
possibility. Emphasizing the need for technical pamer and the importance of
industry for economic growth gave the governmegbdad excuse to reduce the
growth of higher education.

TechniquesTo provide the type of technical and vocationaladion
required to meet industry demands for qualifiedkeos, both of these PADs
proposed to expand the system to meet the nedtle pbpulation. Distance
education aided by television was proposed to wmeim teachers and aid
classroom techniques and contents (IBRD, 1968, BRD, 1969, p. 8).
Additionally, a family-planning strategy was recoemded to limit future
population increases, which were associated walctuntries’ developmental
problems, especially in El Salvador (IBRD 19699).Although population
growth was also seen as a problem in Colombia,lyapénning strategies had
already been implemented during the governmentabénctia (1962-1966).

For Colombia a type of expanded curriculum gaveestis two
alternatives: secondary training that would allbrerh either to enter the labour

market immediately after or to pursue a profesdioaeeer (IBRD, 1968, p. 12).
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Satisfying the demands of the market was seen as/astment priority in the
educational system (p. 9), and that was the irgardgf the recommended reforms
and techniques.
1970 to 1979: Age of Economic Liberalization

Context

During the 1970s the region continued to ache fdtator governments,
and blood flowed as leftist movements flourished alashed with the
conservative forces who sought to repress them19f8s were also a time of
political tension within the WB organization. Thamwith Vietham came to an
end, and Robert McNamara became the presidenedMB. His position (from
1968 to 1981) was disliked by many, and they qaastl their support of the
WB. The WB strengthened its association with tha,IBnd they began to work
together to achieve long-term development projastargeted “relevance,
efficiency and economy as key educational issuBsjazan, Hare, Belle, &
Stafford, 1987, p. 163). McNamara redirected thekldiaward poverty alleviation
(Ayres, 1981, p. 106; Bujazan et al., 1987, p. 164 IDB became a source of
additional funding for projects in Latin Americaspecially between 1965 and
1975 (Bgas & McNeill, 2003, p. 55). During the 197Be IDB emphasized
education as an investment in human capital rdtiaer as an expense (Bujazan
et al., 1987, p. 164). Mena Ortiz, the presiderthefIDB during that time, gave
priority to technical knowledge, vocational traigjrand adult rural education

(Bujazan et al., 1987, p. 164; Ortiz Mena, 197&4).



Another influential event during this decade was tenewed influence of
the free-market economic policies inspired by Adamith in the 18 century,
which led to the adoption of what is known as thelitberal economic system.
Both banks embraced these policies and encourageddglobally. The status of
the state changed from welfarelassez-fair(Bgas & McNeill, 2003, p. 62).
With these economic policies as their foundatibe, dctivities of the multilateral
banks, besides promoting development and populatitioies, became about
promoting this particular economic model (Gavin &drik, 1995, p. 332).

My analysis of the documents for this decade itetutwo WB PADS—
one for Paraguay, the other for Honduras—and twea&iibn studies: the WB
study,Attacking Rural Poverty: How Nonformal EducationrCdelp (Coombs &
Ahmed, 1975), and the IDB study, “Educational Fumgdin Latin America: A
Review of the Main Aspects” (Brodersohn & Sanjufj®/6), respectively.

Paraguay Paraguay during the 1970s was marked by the drstap of
General Alfredo Stroessner, whose government |dedea 1956 to 1989
(Nickson, 1989; Sacks 1988). The length of his goweent allowed three stages
of varied economic conditions: economic austeptpsperity, and fiscal deficit.

Important events during this period were the Itaieaty signed with Brazif’ the

° No PDs from the IDB were available for this decéatethe reasons explained in the
Method section.

19 paraguay had to set up new economic treatiesatligsr countries after Argentina
cancelled its treaty with it. Brazil was a good digiate for a new agreement, but the geographic
conditions between the two countries did not favoade. This changed in 1973 when the
infrastructure (roads, bridges, ports, and a daas hbwilt to connect the two countries (Nickson,
1989).
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emergence of Paraguay as a central energy prodheezxternal influence of the
US government! and the deployment of Paraguayan troops to thefie War.

Honduras.Honduras was characterized by military coups agldiy
controversial agrarian reforms (Sieder, p. 102m&anportant events that
marked Honduras during the 1970s were the milicaryp led by Lopez Arellano
in 1972, the tax scandal with influential fruit cpamies? Lopez’s poor response
to the devastation caused by Hurricane Fifi in 1&iéder, 1995, p. 106), and
Melgar Castro’s replacement in 1975 with anothemipeaceful coup.

Analysis of the Banks’ Agreements With Paraguay aHdnduras

Mentalities. Both of the PADs considered secondary educatgpe@ally
technical and vocational, as a priority becausésqgiotential to address the needs
for technical manpower, which increased as theywrtion network of

international corporations reached Latin Americaartries in the 1970s.

At present, the proportion of workers with secondsrchnical and
vocational education is very low (Annex 21). Em@g/report that this
lack of properly trained, skilled workers and teicians reduces
efficiency, adversely affects the productivity afmn-level personnel and,
in some cases, endangers the success of exparteisn (BRD, 1972,

p- 2)

" paraguay received $146 million from the Nixon goweent to support counter-
insurgent movements. The Reagan government lateusheed Stroessner’s government for
human rights violations and withheld financial sagp(Nickson, 1989; Sacks, 1988).

12 As a major producer and exporter of bananas, Haschad agreements with both
Standard Fruit and United Fruit, who received cesmms and low-tax benefits by bribing
governments and politicians to be able to maintaimopolies and fix the prices of their produce
(Sieder, 1995, p. 107). Various governments todditipms that officially favoured land reform or
the big fruit companies, and conflict broiled arduhese reforms (Sieder, 1995).



Unlike the two PADs, the WB study, as its titleicates, considered education a
way to solve problems in rural areas that were @@y poverty (Coombs &
Ahmed, 1975). The two PADs do not have the educgimverty relationship.
They instead see education as a benefit more todten rather than to the
individual—as a way to contribute to the developtwdrthe country (IBRD,
1972, p. 2; WB, 1978, p. 8). The IDB study alsosidared education as having
an influence on poverty; hence its concern withstierces of fundind?’ It

departs from the idea that education benefits séyarties (individuals, society,
and economy) and raises the question of who shmaydor it (Brodersohn &
Sanjurjo, 1976, p. 32). In the 1970s educationfiwaded primarily by the state,
but, according to the IDB, other sectors of socthat were not receiving enough
funding were in dire need of it because of therfmal burden borne by the state
(p. 17).

Similarly to the analyses of the previous decattesPADs of the 1970s
strongly emphasized technical education. Techmicabcational education was
considered a means for the countries to satisfgémeands for industrial workers
and consequently to develop and drive the natiec@homies (IBRD, 1972,

p. 10; WB, 1978, p. 8). The WB and IDB studiestlom other hand, emphasized

nonformal education, which the authors found mesesible for rural populations

3 The IDB document is a very comprehensive analysélucation; although it
acknowledges that it can improve individuals’ eamimsituation, it also mentions that the
wealthier take the most advantage of schools. Tihmasses questions about funding, equity, and
pertinence (p. 32). Of all of the documents revié\iar this decade, this one raises problematics
that have been very controversial in later decades.
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or groups with reduced access to schools (Brodar&ofanjurjo, 1976, p. 35).
The WB study defined nonformal education as “argaaized, systematic,
educational activity carried on outside the framewaf the formal system to
provide selected types of learning to particuldrgsaups in the populations,
adults as well as children” (Coombs & Ahmed, 1973).

Programs.The WB study proposed a program for lifelong l@sgrand
another for universal education. These proposalseny interesting because
these two programs have gained popularity in regelity documents. This is
worth noting because the objective of universakation proposed in the
Millennium Developmental Goals ([MDGs] WB, 2004se)to have all children
worldwide in school by 2015; the plan that Coombd Ahmed (1975) described

intended to have all children in the region in @imschool by 1980:

The laudable target of achievingiversal primary education by 1975 or
1980[italics added] which the developing nations theivss set under
Unesco’s auspices in the early 1960s, has proveddee difficult to

attain than expected. Given the steady expansitmeinumber of school-
age children (typically 2 to 3 percent annuallyygthe rising unit costs of
schooling and increasingly severe financial comstsaon educational
expansion-not to mention the costly reforms andrawpments needed in
rural schools-universal primary schooling seemseendistant goal in
many countries today than when the target wagset9)

The objective of universal primary education afieed to change the
priorities from technical education to elementadiy@ation'* This change was

not immediate because it appeared in a studyshat analysis document, not a

4 The change of priorities is also evident in the \dBabases for funding to the different
education sectors.



policy set in action as the PADs were. The firggrapt to adapt to this goal is
evident in the Honduran PAD, which proposed a sctmuelealization” program
that would consist of a number of central schoolgrovide the full six years of
primary education and a number of ‘subcentral’ assbciated schools that
provide some of the years of education, but nottmaplete six-year program.
The program was intended to take full advantagscafce facilities and teachers
(World Bank, 1978, p. 14). The Paraguayan PAD psepdhat education be
made more responsive to the economic and socidsrefehe country (IBRD,
1972, p. 10) and that it be aligned with the oliyest of the Alliance for Progress
program (p. 2). Because poverty issues were pdis ekisting mandate, the IDB
proposed a program of subsidized loans for lownmestudents (Brodersohn &
Sanjurjo, 1976, p. 40), with the intention of ragithe student’'s human capital as
an essential theme for the IDB.

Techniques.The techniques that Coombs and Ahmed (1975; ofi\Bg
identified are vaguely defined, but I will list the that are the most emphasized:
the use of low-cost technologies (p. 157), nonfémdacation (p. v), the
provision of military education (as in Mexico, Chirand Iran) (p. 157). The latter
fits the context of the region’s military governnieduring that period that the
US supported through programs such as the AlliémrcBrogress for their
potential to counter the spread of Communism.

The techniques that Brodersohn and Sanjurjo (18f7#ie IDB)

advocated are new sources (private and industrignafing for education,
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especially for technical and vocational (p. 49 &éxation of the human capital
that each individual accumulated, which was toibelar to the betterment taxes
commonly levied in North America throughout the @87p. 56). Another
outstanding technique that the IDB program idegdifis the use of audiovisual
methods to achieve the objectives of long-distatecation (p. 56).

Regarding teachers, the Paraguayan project prdpgbsaise of teacher
training techniques and emphasized that betterddaieachers rather than more
teachers were needed (IBRD, 1972, p. 4). It alggested that curricula be more
responsive to the economy; by this the bank mésttrhore technical and
vocational curricula should be created becauseatisdustry as an important
engine of the economy (p. 10). The Honduran PADtherother hand, sought
more equal access to education (p. 7), includiegude of nonformal education
technigues and techniques that would link the eggnand development with
school curricula. The emphasis on the economy amdldpment, of course,
meant that this PAD strongly supported technicalkcation (p. 2).

1980 to 1989: Structural Adjustment Policies: Re&yating Funding for
Education

Context.Characterized as a decade of crisis, the 1980sthaWVB a
chance to become the world’s largest official lenafedevelopment funding. The
oil shock of 1979 altered the terms of trade, hetbhanks continued to lend only
for structural adjustment policies (SAPs) and macomomic stabilization (Bgas

& McNeill, 2003, p. 66; Fraga, 2004, p. 94; GavirR&drik, 1995, p. 332). SAPs
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abruptly opened the economies, which led to rapichetion of resources; they
became the approach to development in the 1980s P07 d). Massive political
corruption crippled the economies of the counteresn further (Scheman, 1997,
p. 87). After McNamara’s term (1968-1981), free-kedradvocate Alden
Winship Clausen assumed the presidency of the Wi 1982 to 1986; and after
Clausen, reformist Barber Conable led the WB fr@86Lto 1991 (WB, 2007e).
The IDB, under President Mena, continued with samiolicies during the 1970s,
but in 1988, under the new President Enrique Igighe IDB took center stage
in meeting the new challenges of the region (Scimet@97, p. 87). The IDB
shifted its focus from lending to brokering betwemtions and financial markets
(Bujazan et al., 1987, p. 165).

My analysis of the documents for this decade edufive documents:
two WB PADs, a Guatemalan, and a Peruvian; onePDBor Brazil, one WB
publication titled “Education and Development”; amrak IDB publication titled
“Programs and Project Oriented to Expand Coverageuality of Basic
Education in Rural and Marginalized Areas” (Furted80). Some of the defining
characteristics of these documents are their systeenspective on education and
their outstanding preoccupation with the admintsteaaspects of education. The
analysis that follows expands this description.

Guatemala.During the 1980s Guatemala had its first civiliaagident
after three and a half decades of military govemisieVinicio Cerezo Arevalo

was democratically elected in 1985 and broughtivegeace and hope to the
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nation (Lovell, 2000, p. 70). Despite Cerezo’s gaudntions as president, the
military was thede factoruler and continued its old tactics and abuses;
Indigenous populations were victims of the worgnhan rights violations (p. 73).
Some of the methods used to bring peace includesitdrom the Pope in 1983,
religious missions, and the program “Beans anceRif{p. 59) to create civil
patrols against guerrillds.

Peru. Peru’s politics during the 1980s were marked bftiliation with
international economic agencies that produced idrasonomic instability®
Notable events during this decade were the impléatien of IMF neoliberal
economic policies and the subsequent privatizatidesegulations, government
deficits, and inflation. Fernando Beleaunde Teprngs$ident from 1963 to 1968
and from 1980 to 1985) and Alan Garcia (presidenhf1985 to 1990) were the
key political personalities of this era (Mauce®95; Sheahan, 1992).

Brazil. In the 1980s Brazil recovered the right to appoiwilian
politicians to federal positions. This gave plaeg@olitical fragmentations that
had never before been experienced. Because otyge@&pectations of a
multiparty system and the legislation passed irbli®8ase the creation of new

parties, by 1991 Brazil had 19 political partieke{gcher, 1997). The

15 In government discourses guerrillas were idemtifis the agitators of peace, but in
practice it was the army who committed the mosicibus acts of violence against guerrilla
participants and the civil population (Lovell, 2Q0Guatemala was one of the countries of Latin
America with the worst reputation for human righdlations (p. 56).

16 peru joined the IMF during the government of JMatazco Alvarado (from 1968 to
1975) (Sheahan, 1992). The financial policies efltMF had their first drastic effects during the
1980s, which put the country into a complicatednecoic situation.
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administration of President José Sarney (1985-19@0jed with the military to
protect his position, which led to authoritariarti®s ranging from an antistrike
law to the oppression of the press. Affected bydihehocks of 1973 and 1979
and by the subsequent neoliberal policies, Braedsnomy experienced a GDP
collapse, economic crises, high inflation, overwfialy debt, credit denials, and
rural-urban migration during the 1980s (Fraga, 2@0495; Perz, 2000, p. 851).
Perz noted that Brazil's economy during the 1988s wharacterized by “debt-led
development using petrodollars” (p. 850).

Analysis of the WB and IDB Publications and PADs

Analysis of the Banks’ Agreements With GuatemalarR, and Brazil

Mentalities.Multiple themes emerged from the analysis of these
documents; education, funding, administration, poerty were the most
outstanding. | begin my analysis by looking atwaey in which education was
conceived. In the Guatemalan PAD, education i®dat prerequisite for
overcoming the economic, cultural and social camsts of the marginal urban
and rural poor” (Aklilu, Psacharopoulus, & Heynem&883, p. 10). Whereas the
previous projects considered education the traithagpeople needed to be able
to meet the needs of the workplace, this projeesgmted education as a means of
solving economic and economically derived probleSimiilarly, the WB study

defineeducation as the engine to drive “poverty allewiatiequal distribution of

" sarney replaced the elected president, Tancredes\after his death a month after
being appointed.
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income and an improved social environment” (p. 2KJilu et al. observed that
poor countries will invest highly in education diggggtheir limitations because to
them education represents the path to developrhengver, it also plays an
important sociocultural role. For this reason, tpeinted out that development
programs have to consider all of the needs of dleeeses they serve (p. 7). Aklilu
et al. defined education as one of the “paths t@eld@ment” and as one of the
few paths that has been “proven to be essentiaB)(prhey defined higher
education, contrary to previous publications, &styipe of education in which to
invest; they gave it priority over even technicdlieation (p. 13). On the other
hand, the Brazilian project described primary ascbadary education as the
means for students to acquire training to “devélhmr potential in self-
actualization, job skills and preparation for tieage exercise of citizenship”

(p- 3). In contrast, the IDB study critically pagat out that some see education as
emancipatory, whereas to others it is a meandmforeing the administrative
control of the state over its territory (Furter809p. 32).

In relation to funding, the Peruvian project désed education as a
financially relegated sector of society (World BahR84 p. 11). The financial
calculations in this project are concentrated quia@ring why education needs
more funding. It is interesting that there is nplaration of how the economy
was functioning overall or the funding that theestkectors were receiving; this

partiality should be questioned.
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In regard to the theme of administration, the I@&Bhors (Furter, 1980)
argued that education is situated in a societytihatbased the main instrument of
its economic growth upon inequality, and theretbeeelimination of inequality
should not be expected because education cantmatetto the social mobility of
only some (p. 100). Also, the IDB study amply dissed and differentiated
formal education from nonformal education, andab#or highlighted that the
“lived culture substitutes the schooled culture”p) because the latter allows
the adoption of cultural codes necessary to reanBansus. These codes set up
the rules of the game, constitute the dominanesysif thought, symbolize the
national character, and are imposed on the edugadaddual through a type of
cultural violence (p. 98).

The WB study (Aklilu et al., 1983) associated poyevith low school
enrolment: “Many youngsters . . . do not attendsthkue to lack of family
financial resources” (p. 4); however, the Guatemalacument acknowledged
that poverty is only one of the reasons for lowoément: “This non-enrolment is
due to (a) lack of schools; (b) incomplete schoatg] (c) poor socio-economic
conditions of families” (p. 4). The Guatemalan patjalso problematized
families’ poverty within an educational context axplained that sending
children to school significantly affects the ecoryoof the family (p. 4). Health,
nutrition, a good environment, and textbooks ase abnnected with educational
problems such as high repetition and dropout r@e34). The Peruvian project

also linked poverty with high repetition and dropoates: “High repetition and



dropout rates are caused by: (a) late entrancehtmog (b) school absenteeism;
(c) inadequate physical facilities; (d) an inadegguevaluation system;

(e) language problems; and (f) poor economic camditof the families” (WB,
1984, p. 3). Notably, the WB did not mention how #doption of economic
policies prescribed to the countries upset the @ronand political apple carts
and how other priorities such as food supersedadatin. Finally, the WB study
defined poverty and the poor, whom it consideregdtrbenefit from education

(p. 17) because it helps them to overcome thein@mic status. | suggest that
further investigation is needed to asses the vglafithis claim.

Programs.The Guatemalan project again considered a progfam o
“universal education” (Aklilu et al., p. 12). Altiigh it is addressed in earlier WB
publications, this is the first time that it isnoduced as an objective in a loan
agreement (p. 12). The WB study also consideredtigteeof universal primary
education and referred to it as highly profitabdeduse of its egalitarian effects
(p- 14); nonetheless, the authors pointed out tiespite its importance, 35 of the
richer developing countries have not been ablelhiese universal education
(p. 15). Both the Guatemalan and the Peruvian pi®jdentified education,
especially primary education, as a priority or eefpquisite” for the government
(WB, 1983, p. 10; WB, 1984, p. 12) to solve varipusblems, among which they
highlight economic problems.

The Brazilian project continued with its somewtfierent approach. It

proposed a program of personalized self-instrudboradolescents and adults and
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the provision of supplementary education througlcatonal centers financed by
private companies and government agencies of veeltaremployees and their
children (IDB, 1989, p. 8). This program demonssdtow privatization policies
moved from theory to practice. The IDB study (IDB89) proposed a program
of regional development rather than general orgldevelopment, with the
intention of helping to link community participatiavith micro planning, as well
as a program of “educogenia” (p. 121), which enages families, societies, mass
media, and specialized institutions to provide atioa that takes into
consideration their own environment.

Techniques All agreements—the Guatemalan, the Peruvian, the
Brazilian, and, for that matter, the IDB study—sesgfgd the consideration of
external factors before any intervention in edusatPrevious projects had not
considered external events and actors in the eduehprocess. External factors
included the topics of health, environment, ecorsmand nutrition; it is
interesting that none of these documents considewktital or economic issues
as external influential factors. It would be usdtutead an analysis of how the
neoliberal policies that institutions such as thB #d the IDB advocate
influence the politics of these countries and tfegeecontribute to the problems
that they tried to solve through education. Accogdio these documents,
analyzing the external factors is a strategy thaild/ better address the problems.

With regard to the curricular priorities of thevgonment, the Peruvian

project recommended the conversion of upper secgrsgaools for professional



education into postsecondary technical institue€B,(1984, p. 1). It talked about
decentralizing the country’s school supervisionjohht had identified as
necessary to improve the quality of the systeni)pThis decentralization would
give education a new direction as it became margety supervised, and the
administration would become a new and importartbfac

Both the Guatemalan and the Peruvian projectg¢mito the need for
textbooks and described them as a means for stitteatcess learning (World
Bank, 1984, p. 8). The discussion of the computasigribution to the
educational system began in this project, butetsefits were limited to
administrative tasks (p. 10). Again, from a somevdliierent perspective, the
Brazilian project considered mass media (radio, ddftespondence) as a
pertinent method of access (p. 3).

Whereas the WB study gave special priority to fareducation for
people to be able to perform their jobs well (WdBlank, 1996, p. 17), the IDB
highlighted the importance of informal educatioDBl 1998, p. 61). The IDB
suggested self-education, learning for fast apgptinaand not just technical in-
classroom learning, but learning that respondeémeeds, experiences, and
immediate problems of the learner (p. 65). The [P&ect suggested
decentralization as a method to facilitate the @ssmf decision making for
community participants wherein parents have an napbrole (p. 125). On the

theme of community and the participation of its rbens, the Brazilian project
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also suggested the formation of community centelmtk the objectives of the
project (IDB, 1989, p. 3).

Investment in education took a different directiorthe WB study, because
Aklilu et al. (1983) recommended investment atltveer levels of education (p. 14)
and for higher education (only in the humanitied hiperal arts) (p. 14). They saw
this type of education as more affordable thanrieeth education and believed that
more women would be able to enrol, which would ¢bgrlower the reproduction
rates (p. 14). Investing in education also, acewdo the analyses in this document,
contributes to more egalitarian societies, incredaieour income, and helps with the
“alleviation of poverty” (p. 14). The investmentaaducation is correlated with the
progress and success of different sectors of gope®). Aklilu et al., authors of the
WB study, also suggested a broader perspectivheorate-of-return approach to
enable countries to have more and better informatanake better investment
decisions (p. 13). Finally, very evident in alltbé documents that | reviewed for this
decade was the emphasis on reevaluating invesimedtication.

1990 to 1999: Globalization, Privatization, CorpdeaPhilosophy,

Good Governance, Decentralization

Context

The 1990s can be best characterized as a decadpit#list triumph,
when neoliberal principles moved from ideologyud practice. The collapse of
the Soviet Union invigorated the idea that freekaardeologies were the only

useful and long-lasting alternatives for the worlaré from which multinational
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banks grew. Multinationals, the UN, and heads atesinet repeatedly to set up
the targets for the MDGs. Under WB presidents Lévisston (1991-1995) and
James Wolfensohn (1995-2005), opposition to thekBésp grew'? it faced more
criticism, vigilance, and analysisthan ever before from all types of public. Thus,
although the bank kept pushing the adoption of kigveent policies, the cris&s
caused by these policies showed that developmentegarved for elite groups
and not intended for entire countries; the bantss lof legitimacy at the end of
the 1990s led to reform (at least in rhetoric)ia hext decade (WB, 1997).

The IDB, under president Enrique V. Iglesias (1:2885), also
experienced considerable growth in its financiglazdty, which placed it as a
leading source of funding for Latin America. The IMateral Investment Fund
(MIF) was created during this time “to support piter sector growth through
grants, technical assistance and equity investrh@dtB, 2007e). Areas such as
good governance, transparency, modernization ofttite, reduction of violence,
crime prevention, relief from natural disasters] aoverty reduction received
attention and support during Iglesia’s administratjiDB, 2007e).

My analysis of six documents for this decad@eeentralization of

Education: Community Financing, Vol (Bray, 1996), “Making Education a

18 One of them was called “Fifty Years Is Enough.t Fwre information on this
opposition group, go to http://www.50years.org.

¥ The criticisms raised from all types of the pupiicluding members of the WB such
as Joseph Stiglitz (2002).

20 The Malaysian, Mexican, and Argentine crises araesexamples of the results of
applying neoliberal policies that institutions suhthe WB promote (Steger, 2002; Stiglitz,
2002).
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Catalyst of Progress” (de Moura Castro, Navarrolfiv&@ Cabrol, 1998), two
PADs for Argentina, and one each for Uruguay anthRe—revealed an even
stronger emphasis on the economic aspects of edn@atd on the funding role
of the different actors involved in it. Communitgirficipation is a prevalent
theme within all of these documents, which meanonty political, but also
financial participation. Other recurring themesidgrthis decade were
decentralization, privatization, globalization, quatitiveness, and school
management. Perhaps the strongest argument inrfafsbared funding
responsibilities was the observation that “peoph® way directly for services are
likely to take a stronger interest in them thaneple who receive services free
of charge” (Bray, 1996, p. vi). Government-finansetiools tend to take
government help for granted, do little to partitggaand become more demanding
of funds and services (p. 20). The following analyxpands on these themes.

Argentina. Carlos Menem, with his hard-line neoliberal pa@s;igoverned
Argentina throughout the 1990s. Known as the maitful disciple of the IMF
and the WB, Menem implemented privatization, del&gn, and
internationalization policies as corrective meastoe the hyperinflation and
recession generated during the 1980s in Argentilzads, 2001, p. 74; Pozzi,
2000, p. 63). His strategies, after appearing ssfak failed during his second
term. The strategy of tying the value of the pesthe US dollar produced

unforeseen economic growth, but when the Argentinesso lost its value in
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relation to the dollaf! the economy suffered the most dramatic of economic
difficulties (Fraga, 2004, p. 98; Llanos, 200196; Pozzi, 2000, p. 66).
Unemployment, layoffs, strikes, riots, and all sat social upheavals were part
of the economic collapse that resulted from Menamaliberal policies (Pozzi,
2000, p. 66). The Argentine case raised, as neaferdy public concern and
criticism of the IMF’s strategies and the WB’s SABs$eger, 2002; Stiglitz,
2002).

Uruguay. In 1985 the country elected its first civilian pigent in 12
years, Julio Maria Sanguinetti. He tried to impreélve economic situation of the
country by focusing on popular market-oriented mei® that increased the role of
international and external forces in the economghefcountry. He left, without
much success, partly because he was unable toedueisize of the burdensome
public sector (Blake, 1998, p. 11; Cason, 2002pba& Weinstein, 1990). Luis
Lacalle became the new president in 1990. Facddsiaghificant opposition
within Uruguay, Lacalle allied with the IMF (Vreald, 2003, p. 328), received a
$150 million loar’? and implemented a recovery strategy that inclubed
reduction of the public sector, the deregulatiod privatization of public
enterprises (all but the telephone company), aaditking of public sector

wages to the projected decline of inflation (p. 3Zanguinetti was reelected in

% The dollar-peso fixed conversion rate could nosbstained because of government
deficits, defaults on public debt, high externdbtieand investors’ insecurity about the economy.
22 The US$150 million was later renegotiated and ceduleaving Lacalle in bad
standing because he could not achieve all thaatgohomised to do with that amount (Vreeland,

2003, p. 329).



1995 with the hope that he would limit privatizatiand renationalize some of the
industries. Unsuccessful in this, he instead coetinLacalle’s neoliberal program
(Cason, 2002).

Panama.Since the construction of the canal in 1904, Panhas
managed its policies mainly around the issuesdagpendence, sovereignty,
foreign intervention, and other areas related éocinal. As Perez (1999) put it,
“The Panama canal has been a singularly imporsangiin Panama politics”

(p. 1). Because US control of the canal was sugptiseome to an end in 2000,
the 1990s generated abundant debates about theatipis of having or losing
US control (p. 6). Important political players inded Guillermo Endara (1989-
1994) and Ernesto Perez Balladares (1994-1999nrarahd Perez were the first
civilian presidents since 1968. Endara’s major edments were the setting of
institutional structures such as the Electoral Oméi, the strengthening of
democracy, and the proscription of the militaryitmplementing a civilian-led
public force (p. 5). Perez’s mandate was charasdriby scandals of corruption,
ecology, and politics (Gandasegui, 1999, p. 168)derregulated labour laws,
which made employment positions unstable and eregloyulnerable to the
market. He also worked towards the recuperatidhe@Panama Canal but ended
up reselling the recuperated land to the highektdri(p. 162).

Analysis of the Banks’ Agreements With Argentinarliguay, and Panama

Mentalities. A common characteristic of both the WB and the i@&dy

was their emphasis on education as a cooperatboegs to which external
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stakeholders naturally contribute and in which thaturally participate. For
example, the WB study portrayed education as aggsothat requires the
participation of both government and community BrE96, p. v). The idea of
self-help as a means of obtaining educational sesvihat the government is not
always willing or able to provide influences thentadity of the people and the

government:

What was originally seen as government supportdonmunity initiative
is fast becoming a government programme with conitysapport.
Communities identify less closely with buildingopided for them by the
government and the World Bank than they do withsahey have worked
long and hard to build themselves. . . . Increageaernment support too
easily turns into conformity and control. (p. 16)

The IDB study makes a similar argument: “Duringethdecades, and
particularly in the nineties, the Bank’s involverhénthe educational sector has
partially evolved from top-down methods of progrpraparation and
implementation to more participatory approachesetwice delivery” (de Moura
Castro et al., 1998, p. 14). In addition to theuangnts about shared funding
responsibilities, the link between education anthemic development becomes
more evident: “Education is increasingly being pered, and correctly so, as a
pivotal factor in promoting economic developmenmigl aeducing poverty and
income inequality” (p. 13).

Besides the emphasis on community participatidghesconcern about
which levels and types of education should receieee funding. The IDB’s
(1994) Argentine project contended that the systesuds to improve preschool

education (p. 3), the WB (1998a) Argentine projectised on secondary
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education and mentioned preschool education onpagsing (p. 4), whereas the
Panamanian project saw one of the main featurdsegfroject as preschool
education because it prepares children and enaurese efficient performance
in their elementary education years (IDB, 199714). The Uruguayan project,
whose objective is also preschool education, thgityyjustified investment at
this level. Among the benefits, the WB suggested ¢thildren would be better
socialized (p. 67) and that it would improve tresducational attainment (p. 13),
their employment opportunities (p. 36), their leagnand cognitive capacities
(p- 9), and their motivation to remain and sucdeesthool (p. 36). Mothers
would also benefit because sending their childoeschool would allow them to
work and earn an income, which is difficult to abtaithout this resource

(p- 35). Families would therefore benefit in tHa¢ tother’s income would help
to reduce their income problems (p. 34) and in@¢as possibility that they
could acquire essential goods to increase theirtywd living (p. 4). The
education system would also profit from it becaitiseould be more efficient and
less wasteful (p. 3). The market would benefit iseat would expand its
workforce as more women enter it (p. 13). Finatlyjdren would have a chance
to acquire the values that their “unschooled” mgtand unstable family

situation could not foster:

It is essential to provide early educational sazsgion for these children,
because of the instability of their family unitsetyoung age and lack of
formal education of their mothers, and the neechtnge the outlook,
norms, and values of such children; this is possillly if action can be
taken on their education, beginning at four ye&sge. (WB, 1998b,

p. 68)

89



In this quotation the WB assumed that the familyiremment in which children
grow up needs to be aided or even substituteddapaol environment that is
apparently more beneficial to their developmenis Ihteresting that school
education is portrayed as more valuable than faedlycation and that
“unschooled” mothers are identified as incapablearisferring worthwhile
values and norms to their children.

Other relevant themes throughout the documenbksded good
management, equity, efficiency, and quality of edion (IDB, 1994, p. 11; IDB,
1997, p. 3; WB, 1998Db, p. 4). The authors suggesiaithe “improved”
educational system that would result in accordavittethe market should pay
attention to these practices. Students under ysies would have more
employment opportunities and improved performaeoaployers would have a
more significant contribution to the national ecoryo Accordingly, the WB

Argentine project depicted itself as an investnikat was created by using

human capital theories as a base. It suggestedthmatesting in human resource

development, the country ensures jobs, eliminabeenty, and fosters growth:
“Investment in long-term human resource developntetite key to sustain
growth, reduce poverty and improve internationahpetitiveness” (WB, 1998a,
p. 3). The WB analyzed its perspective on educa®an investment by using
financial calculations and the techniques of ceastdiit analysis. The analysis

projected that the costs of problems such as detimcy, crime, and other bad
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behaviours would diminish because schooled childreress likely to display
this type of conduct (p. 16).

Programs.The WB study proposed a government program ofacho
expansion with community participation and supgBray, 1996, p. 16);
however, Bray pointed out that the government shmediate this participation
to ensure that all community groups benefit equiglyl4). The IDB proposed a
program of educational reform designed to contgliatthe nation’s development
that would include the participation of all stakkters involved in the educational
system, but recommended that the initiatives alvetge locally. The IDB’s role
would be that of facilitator rather than enforder, “as education becomes a
priority of governments and society, and as inniovaproliferates, the IDB is
uniquely positioned to play a role in collectingsg&ematizing and disseminating
the good practices in the field of education refo¢de Moura Castro et al., 1998,
p. 20).

The Uruguayan project introduced a new model atation identified as
“the new pedagogical single shift (full-time) mod@lvB, 1998b, p. 2). It consists
of the provision of a daily educational servicesefen to eight hours of school to
preschool and elementary education children. Tligoasi explained that the
current four-hour service is inefficient; it doest provide students with the
opportunity to acquire strong cognitive skills atelelop significant academic
attainment, and, most important, it does not aloethers time to work:

“Mothers will also benefit directly by being able work, at least part-time”
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(p. 13). There is no discussion of social costmibishing the familial and
parental/child bond, and developing the child @mtouman producer, rather than a
human being is not considered a problem. Childenat have a chance to be
children under this perspective. They are taughtddk from a young age and are
made into workaholic nationalists: good citizems.13)

The WB’s Argentine project introduced a new typeducation at the
secondary level called “polymodal” (WB, 1998a, ptteat has a curriculum for
Grade 10 and 12 students that includes traditiandltechnology-oriented
disciplines (p. 2). This would give students the@apunity to either further their
studies to a higher level or enter the labour ntaaker Grade 12. The WB
suggested that a polymodal education would betittsfg the needs of the market
for better qualified workers (p. 2).

The IDB’s projects proposed programs of educaticafarm. The
Panamanian project defined it as the “modernizatidhianama’s education”
(IDB, 1997, p. 3), with special attention paid ke torganization, administration,
finances, and private sector of education (p. #)s program supports the newly
reformed education law (law 34), changed in 199%narove the relevance,
efficiency, and equity of education (p. 2). The Angjne project calls it the
“Education Reform and Investment Program” (IDB, 499. 3). It is intended to
improve the quality and availability of social sees for low-income populations
and redefines the structure of preprimary educat@nldren start at the age of

three (p. 3).
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TechniquesBray (1996) pointed out that to stimulate commynit
participation, the government has to design a sefiencentives such as “long
term operations, promise of ultimate governmeng @aker, provision of
personnel and materials, matching grants and taxatcentives” (p. 21). Bray
acknowledged the insecurity of opening and maimgia community-funded
school and suggested that this is a strategy ® gwfidence to and reward the
efforts of those involved.

In the IDB study de Moura Castro et al. (1998niifeed five challenges
to the system: institutions, information, teach&shnologies, and finance
(p- 14). The authors recommended that these clyaiéebe solved through
innovation, training, and the development of stadslaincentives, career
regulations, information technologies, and mechasaito promote better
accountability and performance and that the govemtrassume a new, “stronger
role in norm-setting, policy design, informationdagvaluation” (p. 15).
Regarding hard technology, de Moura Castro eeabmmended that traditional
teaching be aided by distance education by usitig réelevision, and computers
in cost-effective ways (p. 14)

The Uruguayan project considered the full-timeostimodel, together
with universalized preschool education, as meargldfessing problems with
quality and efficiency (WB, 1998b, p. 3). As | dissed earlier, quality of
education is defined as the lack of a link betwibeneducation and training

received and the needs of the market. The WB’s itige project uses cost-



benefit analysis as a technique to estimate théwmass of investing in education
and, consequently, to achieve the goal of effigigipc 16). Other techniques to
improve the efficiency, relevance, and resourcesgnchronization with
government policies and with ongoing secondary atioic projects (p. 13),
participation of the private sector and the comryy@ind institutional
strengthening (p. 14). The IDB project suggestadroanity participation as a
means of achieving the efficiency and relevanceaihjes, whereas the
Argentine project suggested changing the governmedato one of more sharing
in terms of funding responsibilities, greater acdability and administration, and
more and better flows of information (IDB, 1994,7).

2000 to 2006: Emphasis on Poverty Alleviation andti&orruption
Context

Failing to fulfill their promises, the multinatiats began the second
millennium with the imperative of analyzing theirstakes, implementing
reforms, rebuilding their legitimacy, and settirgangoals (Stiglitz, 2002). This
led to a reconsideration, at least in rhetorichefimportance of homemade
policies®**—policies made from the community’s, other NGOsig docall

stakeholders’ perspectives; policies and programstfinerable populatiorfs;

% The WB stepped back (at least in its discoursd)emtouraged indigenous policies.
The WB's role was then reduced to pure financia tathnical assistance and to sharing the
experiences of other countries.

%4 Such as the policies and programs to alleviateppand to reduce inequality (WB,
2006e).
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policies for sustainability> and policies for better management, administration
and evaluation of the government’s activitiés.

Part of these types of policies were the MDGs cWwhiere agreed on at
the beginning of this decade, in April 2000, whentimational institutions met at
the Dakar World Education Forum. There they agmecany issues with regard
to global educational needs and implemented this goaddress these issues.
Among the goals were Education for All by 2015 gedder equality in access to
education by 2005 (WB, 2004c). This multilateraternational commitment to
education for all people and the fervent drive tawaniversal education was
based upon the notion that education alleviategqppand increases
empowerment (UNESCO, 2001). The link between edutand prosperity was
stated clearly and openly within these goals (WEGa).

James Wolfensohn continued to be in charge oBeuntil 2005, when
Paul Wolfowitz, appointed by George W. Bush, togkrahe leadership of the
WB until June 2007. Paul Wolfowitz played an impmittrole in the
implementation of WB policies for development, haetwas also a key player in
Bush’s antiterrorist policies after the 9/11 at&ackhe WB and IDB made certain

that James Wolfensohn and Enrique V. Iglesias appdd decades to ensure

% Sustainability emerged as a response to theisritithat development should not be
continuous to avoid less prejudicial effects onghgironment and, consequently, on humans.
Thus the Bank arrived at the idea of achievingvallef development and then creating the means
to sustain it rather than dropping it or continuitig

%6 Government activities were identified as highlgjpdicial to the intended results of
the programs because of corruption and other pescgncouraged by a lack of proper
accountability (WB, 2006).
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continuity in the policies of the 1990s until aa$e 2005. Perhaps the most
important difference in the 2000s was the increasmphasis on their character
as possessors of expert knowledge for developnmehpaverty reduction.

The WB’s (2006b) mission, which encapsulated gisraach to
development during this decade, is “to fight poyevith passion and
professionalism for lasting results. To help pedp themselves and their
environment by providing resources, sharing knogéedbuilding capacity and
forging partnerships in the public and private sext The IDB’s (2006a) mission
is “to contribute to the acceleration of the pr@ceseconomic and social
development of the regional developing member astindividual and
collectively”, and its goals and priorities are fimomote poverty reduction and
social equity as well as environmentally sustaieaasbwth”.

| analyzed six documents for this decade: a WHipaitoon titled
“Achieving Universal Primary Education by 2015: A#&hce for Every Child”
(Bruns et al., 2003) and two PADs, one for Mexi&dB(, 2005a) and one for
Brazil (WB, 2004e); as well as an IDB publicatidmoat the MDGs in Latin
America and the IDB Support (Jarque, Bouillon, &rBei, 2005) and two PDs,
one for Mexico and one for Honduras. Their perhapse dominant themes were
efficiency, accountability, information systemshegol autonomy, participation,
and education as a means of combating poverty—ehiat theme in all of them.

The following sections analyze this in further dleta
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Mexico. Politics in Mexico during the 2000s were chardztst by the
conclusion of the one party dictatorship of overy@ars?’ The PAN began to
gain popularity with the candidacy of Cuauhtémocd@na&® in 1985. Despite
Cuauhtémoc’s popularity and the successful letashpaign, the powerful PRI
managed to manipulate the results and take theaway from Cuauhtémoc. By
then the population had had enough of the PRI'suption, but Salinas’s
neoliberal policies (which h including joining tEECD and signing NAFTA)
created a fagade of economic growth (Kirkwood, 3004is lasted until the
collapse of the peso and the subsequent crisie artd of his presidency in 1992
(Wilson, Saunders, & Gerad Caprio, 2000).

Ernesto Zedillo, again from the PRI, was the apigal replacement for
Salinas. In 2000 the PRI's control ended when thN Pandidate, Vicente Fox,
took the presidency under the banner of changes(i€ie 2001). But Fox, despite
the promised change, adopted even stronger neallipalicies, continued to open
doors to transnational trade, reduced export tarddarriers to foreign products,
fostered privatization, and requested further Idanseep the country afloat.
Felipe Calderon, also from the PAN, replaced Viedrx in 2006 and continued,

more aggressively, to implement neoliberal policies

2" The PRI (Institutional Revolutionary Party) manage keep itself in power by, among
other things, manipulating the elections, contngllithe media and money for the campaigns,
keeping a majority in the political cabinet, andhtrolling the resources of all the parties.

2 He was the son of the most liked and rememberesigent of Mexico from the 1930s.
People sympathized with him because of the econstalility and oil expropriation during his
presidency.
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Brazil. Henrique Cardoso, the fourth civilian presidenBodizil from
1995 to 1998 and from 1999 to 2002, used moderibberal policies. His
reforms to the constitution, among other thingsvedd him to be reelected for a
second term, which had previously been forbidddthodgh his strategy to
diminish hyperinflation seemed successful at thggrbeng of his government, the
end of his second term left the country as unstablé had been at the beginning
(Faro de Castro & Carvalho, 2003). His tenure asigent was much like those
of his Mexican contemporaries, Zedillo and Fox:relsterized by a period of
neoliberal reforms as he sought to recover the tlusternational actors such as
the WB and the IMF, which subsequently supportedéelection and his
development policies. His failure to control inftat and reduce the public debt
hurt his popularity and, in a way, contributed i® pparty’s loss in the next
elections. Luiz (Lula) Da Silva from the WorkerstygPT) was the successful
presidential candidate during the 2002 and 200&ieles. Lula is part of the
recent leftist swing of the political pendulum iatln America, and he has
advocated poverty reduction policies through a mwgcalledcome ZergZero
Hunger; Faro de Castro & Carvalho, 2003).

Honduras. Politics in Honduras during the first decade & tiew
millennium have been marked by austerity policea @aesult of a long trajectory
of poverty, corruption, and mismanagement. Somatswbat have taken place

during this decade are the classification of Hoadwas a heavily indebted poor



country”® ([HIPC] Central Intelligence Agency, 2007), théeamath of Hurricane
Mitch in 1998%° the antimara (organized gangs) movements and the subsequent
jail problems during Maduro’s government, and thituence of the US in
Honduran politics. Important players during thisage have been Carlos Roberto
Flores (president from 1998 to 2002) and Ricardaa (president from 2002
to 2006). Maduro’s term was marked by the kidnaggind murder of his son
Ernesto bymaramembers. He became a strong activist against tineinstarted a
foundation, FERMAX in his son’s memory with the slogan “Education lfife”
(Centro de Investigaciones de Relaciones Internates y Desarrollo [CIDOB],
2007a). Riots and disasters occurred in the ovented jails (filled with
suspecteanaramembers), which caused some to question Maduggiirhacy
and obscured his popularit§.

Maduro’s tenure as president was also best cleaized by his loyalty to
the government of George W. Bush. In 2003 Madunt 320 soldiers to Iraqg to
fight in the American war on terror. The soldiersrevwithdrawn in 2004, and in

2005 Honduras received $215 million for investrfemtn a US program called

29 HIPC benefited from debt-relief agreements. Hoadueceived this classification
because it is considered the third poorest countbatin America after Haiti and Nicaragua. As
an HIPC, a portion of Honduras’s external debt eascelled during Maduro’s term.

%0 This hurricane left 6,600 dead, 8,000 missing7A@,injured, and thousands of others
otherwise affected (CIDOB, 2007a).

¥ FERMA means Fundacién Ernesto Ricardo Maduro @EmRicardo Maduro’s
Foundation).

%2 Families ofmaramembers claimed that the “accidents” were the feaiglwho had
died in jails, which had to be investigated. Theyrevnot happy with the antiara policies
because they incriminated innocent people, viol#techuman rights of everybody, allowed
hatred crimes to occur agaimsaramembers, and did not solve the problem; on théraon they
strengthened thmaraactivities.
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the Millennium Challenge Account (CIDOB, 2007a).dwigo also signed a free
trade agreement (CAFTA-RD) with El Salvador, Nicara, Guatemala, Costa
Rica, Dominican Republic, and the US.

Analysis of the Banks’ Agreements With Mexico, Bigand Honduras

Mentalities. These projects saw education as a service thatdle
provided with the active participation (financialchintellectual) of parents,
community, school administrators, and teachersesthat a significant number
of individuals go to school to acquire the knowledmd skills necessary for life
and/or work, the projects and publications stressedecessity of making the
move through school as fast as possible (IDB, 20p58). Efficiency is a crucial
element of education because it is assumed tsaidents learn quickly and
spend as little time as possible at school, edoacakiresources will be available
for more children (IDB, 2005b, p. 31; Jarque et2005, p. 6). Access to
education becomes increasingly important in a waiére education confers the
credentials to exit poverty. These projects havaidieely portrayed education
as the institutionalized means of acquiring knowketb enter the job market and
as the formal credentials that legitimize this kiexige.

Programs.The major program of the Honduran project is thedpty
Reduction Strategy (PRS), which is related to thecational reform project. This
strategy is a condition that allows Honduras tpée of the HIPCs (IDB, 2000,
p. 4) and to receive special funding consideratidhe WB (2004b) Brazilian

project has a multisectoral assistance programigtansistent with other WB
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and government objectives for quality improvement3). The IDB Mexican
project Human Opportunities includes the prograrmdation, Nutrition, and
Health. The WB Mexican project proposed a quatitpiovement program.

Techniques Although in previous decades scholarships fordcai were
allocated through schools or other governmentturtgtins, in this decade that
allocation goes directly to schools, or even fagsilor children, without
intermediaries. As the WB (2005c) project for Mexindicated, “Money gets
straight to the end-user” (p. 10). This techniqwes \an attempt to eliminate
corruption or fund deviation, crucial factors iretfailure of this type of incentive
in the past. Implementing academic and nonacadeomditions to maintain the
scholarship is a remarkable technique that thesgrams use. Children and
families are required to meet specific standardsotdginue to receive the funding.
In turn, this changes not only their academic &g, but also their social and
cultural practices. For example, in the IDB projeetMexico, children must
attend school regularly and attend medical app@ntmevery two months to
ensure that they are in good health and to recdiamins and food supplements.
Their mothers have to attend workshops to leaenddy, cooking, cleanliness,
reproductive health, and skills related to familgmagement (p. 18). The extent
of the social and cultural changes can be detedronéy after proper research is
conducted. The WB (2004e) project for Brazil alsentioned the transfer of
resources directly to schools that have the prejgatthat “they can prepare

subprojects that are relevant to the communitieg #re servicing” (p. 18).
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The use of indicators takes into consideratiomeiie most seemingly
insignificant variables. This type of rationalizatiensures that no detail escapes
the management of the government and funding agenwhich gives them more
control over the activities of funded individualsdeensures that the desired
changes actually occur. As the IDB project for Harad mentioned, the
measurement, supervision, and evaluation technigrgesore carefully
implemented. In addition, the Brazilian project rmens the necessity for
“operational standards” (WB, 2004b, p. 19) to eashenefits for the poorest
segments of the student population.

Another issue that was an acute concern in dhi®flocuments was the
number of students who repeat years and the siategsolve this problem. In
the WB publication “Achieving Universal Primary Echtion,” Bruns et al.

(2003) recommended avoiding repetition as a metii@thieving universal
primary education (p. 65) assuming that by passimiglren they would not only
achieve this goal but also ensure learning. ThadPabuco project for Brazil
referred to repetition as an “age-grade distortiuB, 2004b, p. 23). The
strategy is to improve efficiency and, consequenklg quality of education by
ensuring better trained teachers; better infragiracbetter didactic material;
better technology; better control of resourcesppeand knowledge; better
teachers’ salaries; and better contributions fraditionally passive actors (such
as parents and community members; Bruns et al3,20@®7; IDB, 2000, p. 7;

WB, 2004b, p. 28; WB, 2005a, p. 4).
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Analysis of Changes per Decade

This chapter has explained the notions of educdtioprosperity at the
international level and their historical developiéiave shown that
international policies and ideologies in Latin Amcarhave changed from the
1960s to the present day. The current understarmdiagucation has shifted,
moving from a perspective on education as a trgipnocess designed to address
the needs of the field and industry, as the Colamlaind Salvadorian projects
showed (IBRD, 1968, p. 12; IBRD, 1969, p. 20), foeaspective as the ticket out
of poverty, as more recent documents have confirfiiziel, 2005 b, p. 31; Jarque
et al., 2005, p. 6; WB, 2004b). In the followingagraphs | summarize and
analyze the changes that occurred.

In the 1960s education was not broadly probleradtia the documents
because the banks had just shifted their focus inbrastructure reconstruction to
social sectors and were paying little attentioedacation. They envisioned
education as mainly training for individuals toxsemdustry and agriculture
(IBRD 1968, p. 12; IBRD 1969, p. 20). The focusammiculture diminished later
as industry grew through the spread of the poliaies practices of the
international division of labour in Latin AmericlBBRD 1969, p. 5).

Education was subtly linked with matters of natibtlevelopment,
considered beneficial for the nation (IBRD, 19682) but the notion of human
capital, which conceived of education as an invesitrfor the individual, was

absent from these documents. Poverty was an isstiapt one associated with
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education. The emphasis was on terminal levelslot&ion below university
(IBRD, 1969, p. 9). Despite the availability of thenefit analyses and tools
developed in the 1960s by scholars such as GargeBéom the field of
economics to calculate the effects of educatiorsiike 2006, p. 191), in these
documents there is no identification of accountimgasures to justify investment
in a specific sector.

During the 1970s education began to receive abternthe Latin American
region received the first loans, but they did raiuis on anything beyond the
creation of more schools, which showed the banikstdlties with changing
their focus from physical infrastructure to programlending. Influenced by the
poverty-elimination approach of McNamara, the mtest of the WB after the
Vietnam War, publications began to suggest thatatiion could help to address
poverty (Coombs & Ahmed, 1975, p. 3); however, tiesa did not spread to the
PADs. Concern was still evident in the PADs aboqaeding the system of
secondary and vocational education to addressabeésrfor technical manpower.

Returning to the emphasis on technical educatisimg this decade
(IBRD, 1972, p. 2), | want to point out that itasnsistent with the spread of the
international division of labour policies and prees in Latin America. This
decade saw the move of international corporatiorisatin America, which
consequently required skilled manpower to workhm industries that they set up
(O’Brien & Williams, 2004). Significant migratiomdm rural to urban areas was

also a consequence as people tried to avoid thestiing effects of poverty in
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the countryside (Martin & Wasserman, 2005). Inieresting from a discourse
analysis perspective that the justifications focattonal and secondary education
do not address the banks’ commitment to the market.

Nonformal education is considered an importantrmeed transferring
knowledge in areas where there were no formal eatunzd institutions (Coombs
& Ahmed, 1975, p. 8). The validity of informal eduion shows that the human
capital approach, which prioritizes credentialsswall not in use. Low-cost
technologies; nonformal, military education; anttéretraining for teachers
introduced concerns related to the process of ¢iducand not merely to
infrastructure and the expansion of the system %j3).

By the 1980s education took center stage in théiagendas, and they
addressed some of the policy vagueness of thequeyiears (Aklilu et al., 1983).
Influenced in part by the increasing economic sr&id the recession that was
affecting the developing world (Fraga, 2004), tbéqies of education veered
towards overcoming the social and economic probleihmstions. The funding of
education and its sources began to be problentptestions about who took the
most advantage of education, who should take ressipiéity for its funding, and
what level of education should be funded are etideall of the documents
(AKlilu et al., 1983; Furter, 1980; WB, 1983, 1984)

Concerns about the administration of the systesm ahtered the dialogues
on education. The publications, although not yetgtojects, considered

education the engine for the alleviation of poveny the path for development



(AKlilu et al., 1983, p. 14; Furter, 1980, p. 32Zhey associated poverty with what
they classified as problematic within the systerediication, and they strongly
hinted at and justified the need for primary ediocatThey presented it as the
level with the most significant rate-of-return foations (Aklilu et al. 1983, p. 14).
Since this time advocates of primary education lmaseaged to make this level
of education the banks’ priority. They have argtheat nations that invest in
higher levels of education when lower levels of@dion have not been
completed contribute to social inequality by furgleducation levels for groups
of the population that are better off (p. 14). Rtining funding for elementary in
this and later decades almost contradicts the dpredntal agendas of the banks,
especially when the value of education (for alkelsy was increasing and
employers (as pointed out in chapter two) decidedise the competition bar by
setting higher education requirements (Robertso05p

SAPs also influenced the way that education wasetualized and
practiced during the 1980s. SAPs not only incredisedliscussions on economic
relevance, equity, public-sector spending, decémédhfunding for education,
and privatization, but also served as a way teefasser charges in education for
levels that did not yield returns to the nation &84 Mc Neill, 2003, p. 66;
Fraga, 2004; Gavin & Rodrik, 1995). Although theipodiscourse on austerity
in education highlights the need to achieve edhityugh educational
opportunities, authors such as Phillip Jones (188v¥ pointed out other motives

for their adoption:
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Structural adjustment, it must be remembered, weebaround this
overarching goal of keeping foreign-exchange l@payments on
schedule and generally required a set of domesticypreforms that

addressed deteriorating terms of trade, changitegriational relative
pricing and falls in the net inflow of foreign cégdi (p. 123)

Jones also contended that in developing counthasacterized by a strong
military and a protectionist state, education sjpamevas at the forefront of the
cuts (p. 124).

Throughout the 1990s the economic and adminigg@spects of
education became paramount. Even though prior dentsyhad emphasized the
economic side of education, it was not until timsetthat the banks managed to
align all of the actors and conditions in the salnection. Some of the new
actors were the parents and community (Bray, 19966; de Moura Castro et al.,
1998, p. 14), and some of the conditions were fugdadministration, and
accountability. The participatory role of new astwras justified as a way to
monitor and make the system of education more deatiocSome aspects that
were never pointed out were that the monitoring @audicipatory process worked
around standards set from upper levels of goverjmdnch made the
democratic attempts nothing less than politicatalisse (Jones, 1997, p. 118).
The new funding rules were justified as an attetophake the allocation of
resources more meritocratic and based on cost-beakfulations, Gary Becker
style (WB, 1998, p. 16). What is never mentionetha funding for education
and the meritocracy argument were used as mechsiwisoontrol to ensure the

smooth transition of the reforms. This means thatdards to determine who has
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higher qualifications in the meritocracy, althoygirtrayed as neutral,
scientifically calculated, justified proceduresg areated under a set of principles
and biases developed by policy makers. These ptexare sometimes set to
meet market needs and to protect the private stted the groups in power
(Foucault, 1984a, p. 199). The administration fecusn decentralizing, ensuring
good management, and promoting equity, efficieaag quality (IDB, 1994,

p. 11; IDB, 1997, p. 3; WB 1998, p. 4). Decentraian promised to transfer the
administrative responsibilities of the governmenédiucation, to the different
localities, schools, and participants directly ilweal. Consequently, good
management resulted from a need to ensure thaetectors who were
involved in the administration were able to plagsponsible role (de Moura
Castro et al., 1998, p. 20). The hidden aspedisese two were that the transfer
of responsibility focused on the funding (leavihg tontrol of the administration
and program design in the hands of higher rankiggitries), and the good
management controls applied only to the actors wéi@ directly involved. This
meant that international and national governmeaitsicued to control the rules
while claiming that the processes were democrdyicantrolled at the grassroots
level. Jones (2007) explained, “What remained inloabt were the fundamentals
of Bank policies and operations. Despite all theeral relations pressures on
Wolfensohn, the Bank continued to function aloraglitional lines” (p. 197).

Last, the claims of quality and efficiency havereased on the argument that

teachers were poorly trained, schools scarcelyppgul, programs badly
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designed, and resources poorly managed. This megaled the fact that quality
and efficiency are often measured in relation éamdards foreign to the education
systems being reformed.

Jones (1997) described the documents createdgdiisiepoch as “more
concerned with the preconditions for educationakttgoment than with the core
matters of educational processes themselves” @). The documents
(publications and PADs) that | analyzed are coasistith this perspective in
that they described education (including preschasian investment that ensured
jobs, eliminated poverty, and improved internatiaranpetitiveness in the global
market. The notion of human capital and educat®a direct benefit to the
individual entered the discourse during this tiin#le was said about the
delivery, pedagogical, or program design aspeceslatation.

The direction that the publications and PADs tbokn 2000 to 2006 is
openly and directly focused on poverty alleviatibirect incentives to encourage
children to go to school and the involvement ofrtfemilies, who are
encouraged to change their lifestyles to achieggytials of the system, are also
innovations that were fully developed during thésade and tactics to target the
poor directly (IDB, 2005b, p. 17; WB, 2004b, p. 18B, 20054, p. 110).

Efficiency, management, decentralization, and comity participation
remain as in the 1990s. Perhaps the only noticehtiégence between this and
previous decades is the discourse of educatiorbasefit primarily to the

individual and secondarily to the nation (IDB, 209030; IDB, 2005b, p. 10;



Jarque et al., 2005, p. 10). That is, educatimomsidered human capital, a
commodity to serve the individual first. Anotheffdrence is how multinationals
concede to having made past errors, which transfoneir discourse to a more
reflective exercise on past mistakes and willingrtedisten and consider local
input.

It is interesting that the development agendandidchange significantly

despite the local input, which may be a resulhefreproduction of past goals and

practices. This can be explained by consideringttieaplayers in the field had
been exposed to the banks’ mentality and develotahgoals for education for
more than 15 years and had internalized and repeatithem. In my master’s
thesis | demonstrated that university professodsaaiministrators adjusted their
mental schemes to institutional rules as a waypfiging in a system that was
set up to work under those rules (Ocampo, 200828). The professors
internalized the goals and the rules of varied fingdechniques and reproduced
them, not because they necessarily believed in,thatrbecause they wanted to
preserve the capitals that they had been ablectoimadate by accepting those
funding techniques (p. 129). In the theory sectibthis thesis | explained that
Bourdieu (1990) described this event as an adjustofehe habitus, whereupon

individuals build their perceptions according tetbrical and contextual

conditions (p. 54). A full study is required of teetent to which the habitus of the

actors within the field has been adjusted to thedmu capital approach that was

promoted in the past. Further investigation is a¢spired to determine the
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reasons for the lack of change, if indeed littlaraied in the core developmental
goals of the banks. It is my intention to undertalieh a study as my first
research project as a faculty member. For the bieneg, | rely on other studies
that have examined why techniques of governancaireaimost unchanged even
after being transferred to different players. Basedhe work of Bourdieu, |
speculate that the historical exposure to this@ggr and the accumulated
capitals played an important role in the interratian and adjustment of the
participants’ mental schemes to past policy pertsges

Conclusion

In this chapter | have explained how the currefinition of education
has been shaped historically. From a general pbiview, it is safe to conclude
that the international definitions of and approacteeeducation have indeed
changed, if not in substance, at least on the seuwrferom the summary above, it
is obvious that recent policy documents have recended education as a means
of combating poverty. However, the perspective duncation as an investment,
which is another side of the human capital thebag remained a constant
characteristic of all of the banks’ documents. Tisisot surprising considering
that these institutions are banks and, as inveslorbusiness where they can
obtain a return. The new approach is then not ailpeestment in education, but
about the objectives of that investment. Earliezwioents emphasized that

education worked as an investment for the natidrereas the latest have stressed



that it is primarily an investment for the indiviluvho receives an education, and
then for the nation.

Changing the focus of the subject or entity theatddits from investment
has changed the capability to measure the resudtsl@aracteristics of the policy.
It is easier to measure the impact and succe$geohvestment on a per-
individual basis than on a per-country basis. Assesits on a per-individual
basis further enhance the ability to exercise Idistance control (Edwards,
Ezzamel, & Robson, 1999; Foucault, 1984a; Rosel1%9more quantifiable
project would increase the accountability of theestment and the governability
of the population being measured (Rose, 1991)oltldvalso satisfy the
expectations of the stakeholders who are interestedncrete and reliable
numbers, improve the banks’ image as socially nesipte entities, and make
development targets such as poverty reduction rei@sgecount for.

These individualizing techniques represent noy attlempts to change the
focus of the policy from a national to an indivitlparspective, but also social
and economic forces that contribute to the adopifidhe human capital
approach. Another objective of this study was &cadver the forces that
contributed to the generation of the current natioheducation. Throughout the
analysis | showed that, gradually, internationdigies for education have
adapted to an economic system that prioritizesiefficy and economic values. |
believe that the individualizing techniques wemggnificant turning point in the

adoption of the notion of education for prosperityvas the focus on the
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individual the technique that eased the establishmithe poverty-reduction
policies. It was the banks’ loss of legitimacy e t1990s, one of the most
powerful reasons to focus on poverty reductiongbse this goal gave them an
image of social responsibility. This same imaggéelthem to justify their
subsequent operations in poor countries.

Another objective of this study was to shed lighthow policy flows. In
chapter two | talked about how different stakehrdde different hierarchies
inform and form policy. In this study | was ablestee a flow of policies and ideas
from the publications, carried out by bank offisiaio the PADs designed by
country representatives with the technical suppbbank officials. Because of
the lack of data (primary sources, interviews,)dtom country representatives to
discover in more detail the extent of the bankBuence in the process of policy
formation, | can only conclude that, accordingie tharacteristics of the
publications and the PADs, it seems that the PAiDswWed the steps marked by
the publications. This pattern of ideas, startintipthe publications and
spreading to the PADs a few years later, is coaisigshroughout the documents
that | reviewed, which partially shows that the lzdtions advocated the theory
that the PADs converted into practice later. Thielipations were research
documents with reform prescriptions for worldwiggkcation. The PADs
attempted to address the needs of a specific gguntcollaboration with country
representatives, to solve local problems. Findinggidleas of the publications

evident in the subsequent PADs shows that locadigersolutions were already
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designed at the headquarters. This also revealsmiation about the source and
flow of policies as a space of control. In thiseabe ideas are created at a center
location (WB and IDB offices) and later spread idistant territories (individual
countries). As | pointed out earlier, Edward Sdifl93) identified this practice
with imperialism, which he defined as “the practittee theory, and the attitudes
of a dominating metropolitan center ruling a distanritory” (p. 9).

Finally, I want to point out that, besides thedater emphasis on poverty
reduction and the focus on the individual as theary benefactor of the policies
for education found in later documents it is evidéat the banks, specially the
WB, consolidated their reputation as expert banikgg to act socially
responsibly. The WB'’s expertise consisted of hawarmgger knowledge base
with sharing capacity, with a highly rationalizegtem of funding allocation, and
with strengthened mechanisms of government andaloiihe following chapter
looks into the development of the human capitasjpective at a national level.

Will the policy flow and influence carry on to tnational level?
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CHAPTER 4:
PEELING OFF THE LAYERS: AN ANALYSIS OF MEXICAN

EDUCATIONAL POLICIES FROM THE 1970s TO 2006

Introduction

As poor nations continue to struggle with econolnnitations and other
problems derived from their financial conditionsygrnment policies
increasingly emphasize the role of education apémacea for these problems
(Wolf, 2002). In the previous chapter | examined $tance of international
financial institutions such as the WB and the D8I @ointed out that, since their
nascence, they have advocated policies that tiea¢idn to economic
performance. Although the objective of that chaptas to trace the origins of
these banks’ views on education and to explain vamehhow the notion of
human capital was created, in the current chapddtess the same subject, but
within the framework of Mexican education polictesdetermine whether there is
a link with international policies. Following thisdiscuss how education has
been conceptualized throughout time. Finally, | wilcover the contextual forces
that influence the conceptualizations of educadiod their changes.

Within this chapter | provide a historical ancharhatic analysis of key
policy documents that | selected because of tle&wvance to Mexican education.
The historical analysis describes the mentalities programs, and the

technologies of government that are utilized toradsl the educational goals
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during each presidential term. The thematic angalgsdvides an interpretation of
relevant themes that emerged during the reseaodess.

Mexican Education

Prior to the Revolution of 1910, schooling in Mexiwas almost
exclusively reserved for elite groups and was meddxy either the church or
various state governments (Zamora-Patifio, 2008)ast not until the 1920s that
formal education became a popular government prajesé Vasconcelos, the
first secretary of public education in Mexico, dezhthe largest federal
bureaucratic institution in charge of the managdméerducation. The Secretaria
de Educacién Publica (SEP), or the Ministry of Eation, was a centralized
institution that designed and decided the directibaducation in Mexico from
preschool to university and was in charge of resmatlocation, human resource
management, and the construction and maintenareshobl facilities.
Vasconcélos’s educational projects had a humaagt,and patriotism was one
of the main objectives (Olivera-Campiran, 2008%piined by the methods that the
missionaries used, he implemented a strategy oh&sarusades to remote areas
to open up schools and libraries and distributekb@nong the populatioi His
nationalist education project was never fully coatgdl because of the political
instability during the change of government in 192dwever, he established the

basis for a more popular project in education (€&vCampiran, 2008).

%3 During this time the government opened 671 litesdnd distributed 200,000 books on
classic literature, history, literature for womerddor children, and a teacher’s journal.
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Rural farming schools received special attentionrd) the government of
Lazaro Cardenas (1934-1940), whose socialist appreas evident in, among
other areas, the self-sustainability method usedridhese schools. The Teacher
Crusades Program, started with Vasconcelos, bettar@ultural Missions
Program during Cardenas’s government. This govenhpr@ject took
Indigenous and peasant groups into consideratitnyiimg to unify Mexico’s
multiethnic population through a uniform educatogram (Reinke,
2004).These missions sent teams of social workersgs, literacy specialist,
musicians, crafters, and teachers to remote latatotrain rural teachers, who in
turn would be responsible for transferring thelskahd knowledge that they
learned to the rest of the population. Apart fromind literacy work, the cultural
missions fostered artistic activities such as mukigatre, poetry, and crafts.
Athletics was also an activity that the missionsnpoted, and foreign sports such
as basketball, baseball, volleyball, and otherseghpopularity throughout the
country (Olivera-Campiréan, 2008).

Besides the achievements of the cultural missiamsther
accomplishment related to education that is worgntioning is the law of free,
mandatory, secular education that was establishedgithis period. This same
law reiterated the centrality of education by sfy@eg that the federal

government would manage and fihevery level of education. Education

34 Only elementary education was to be funded bystht. The other levels were
encouraged to seek alternate funding from privatkystrial, individual, and other sources.
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became, as Leanne Reinke (2004) pointed out, ‘iigabitool of unification and
the creation of homogenous national identity” (O}

The centrality of the Mexican system of educatias been perhaps one of
its most criticized characteristics, and externalders or agencies of technical
support such as the OECD (1997) have extensivallyaed the effects of such
an amalgamated system. Recent attempts to ded¢emieducation policy have
managed to delegate power from the central govamhtoghe state governments.
However, the programs continue to be designed anttalled from a central
location; furthermore, although different typesediication have been created,
there continues to be a central objective to afipyexpectations of the type of
citizen to be shaped by education to all schodto#m. | will cite more specific
examples of centralization later in this chapter.

Under this highly centralized educational systeducation in Mexico
expanded its legal bases. The National Prograr&slotation (NPE) and the
different presidential publications on educationtained the statutes, rules,
conditions, and descriptions of how education sthéwal run. These documents,
designed and published by the Ministry of EducaffBP) every six years, are
the documents that | devoted myself to analyzing,results of which | present in
the following sections.

Mexico in Relation to Other Latin American Countries

Classified as a developing country because dévisl of income or GNI

per capita, Mexico is often identified as one @& thost vibrant emerging
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economies in Latin America. Before the financiasisrof 1994, as a result of the
adoption of SAPs as instructed by the IMF and oslueh financial institutions,
Mexico became a member of the OECD and signed &M Politically, this
meant that Mexico was a step away from becomingvaldped nation and was
strong enough to compete with the most developedauies (Purcell, 1998,

p. 111). Shortly after implementing the IMF polgj¢he development indicators
of GDP, GNI, education levels, energy supply, watducation, literacy,
unemployment, poverty, and others indicated thaettonomy was reaching
levels comparable to those of rich countries ([8)1However, the collapse of the
peso and the insurgence of the EZLN (a MexicanrdlzZemovement) in January
1994 showed that the perceived growth was justeabelt of an accelerated
opening of markets that was neither sustainabldaneficial to all groups of
society (Henales & Edwards, 2000; Purcell, 1998,09).

The crisis of 1994 was perhaps one of the mosistating financial and
social events in the history of Mexico. Howeverioas analysts have reported
that the recovery has been extraordinary and tletidd has risen again to be a
strong economy in Latin America as it was in théd®¥(Joseph & Henderson,
2002, p. 3). Speculation abounds regarding thepezetion of the country. Some
suggest that Mexico recovered because, as a kglgbwir of the US, it received
help that would also benefit the US (Purcell, 1928118). Others point out that
the recuperation of Mexico was a result of abundantrobust loans from

international financial institutions (Castafiedad@0p. 66; Joseph & Henderson,



2002). Still others contend that the country it faanaged to recover through the
implementation of economic strategies, such as NiFfie opening of the
markets, and the lowering of trade barriers (Saloe Gortari, 2002).

Regardless of the validity of these analysesamadshg factor is that the
nation continues to embrace developmental objectvel that, statistically, it is a
competitive developing nation in almost all of 8tandards considered in the
measurement of development. In fact, the WB haspgd it as an “upper-middle
income economy” (2009a).

Table 4 contains the most important indicatordefelopment and
education and highlights Mexico’s attention to eatian and alignment with the
recommendations of the OECD. Mexico, accordindh®MDGs, is placing the
right amount of emphasis on elementary educatmwhich it allocated 40% of
its total education funding. Government spendingudilic education accounts for
25.6% of the budget, Mexico’s adult literacy rag@imost 100%, and the primary
completion rate is 100.

The country’s average annual growth, accordinp¢oWB (2004c), has
steadily increased from 2.8% in 1986 to 3.1% inGL&94.8 in 2006. This places
Mexico in a strong financial position as other emmies in Latin America such as
Argentina and Brazil. Mexico’s primary educatiomyaetion rate has been
almost 100% since the 1990s, according to the Wil&ly, WB reports show
that poverty levels have dropped (as per a headcatia on the national poverty

line) from 20% to 18% of the population (WB, 2004c)
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Table 4

Education at a Glance

Indicators of development and education

Percentage

Adult literacy rate
Primary completion rate
Education financing
Public education spending (% of GDP)

Public education spending (% of
government spending)

Share of education spending by level of
education (%):

Primary
Secondary
Tertiary
Other

92.0
100.0

25.6

40.0
29.5
17.4
13.1

54

(Adapted from WB, 2007c)

It is important to mention that indicators suchedscation, primary

completion rates, and economic measures such astestufunding from the

GNI that have been identified as among the mosbitapt measures of

development are not neutral measurements. Recaogrizeir lack of neutrality

highlights the power, the groups, and the curricubehind these indicators. One

theory that is followed in analyzing the findingstlois chapter points out the

relationship between power and knowledge. Developnas Peet and Hartwick

(1999) explained, includes the objectives of power:
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Development is a complex, contradictory phenomenas,reflective of
the best of human aspirations and yet, exactlyusscgreat ideas form the
basis of power, subject to the most intense maaijmuid and liable to be
used for purposes that reverse its original idaaint. (p. 2)

My description of Mexico’s relevant economic ardiieational data and
the subsequent historical analysis of documentsidenthe development
indicators in relation to education as the porttaya select group of policy
makers with particular interests. These intereseirto be kept in mind in the
data analysis section to better understand theypiwputs and outputs.

Historical Analysis
1960 to 1969

As indicated in my Methodology section, my resbasas hindered by the
lack of available primary historical documents frearlier decades. Because of a
relocation of the Secretary of Education’s hist@r&rchives during the time of
my data collection and analysis, PNEs for the 1968% not available to the
public. Primary documents are ideal for this typeesearch because they are not
tainted by any interpretation other than that efdhiginal author. Although
secondary sources on education during this decadavailable, they do not
allow me to make comparisons because these docsimawe different
characteristics; they are works that summarizesanadyze the PNEs from
perspectives hampered by political bias and hisdbhindsight. Because | have
relied solely on primary sources of information flee following decades, |
decided not to use secondary sources for this degiadn that | have not used

them in the decades that follow.
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Luis Echeverria and His Educational Thought: 197@ 1976

Luis Echeverria Alvarez succeeded Gustavo Diaa®nd the elections of
1970 and governed until 1979. Before becoming gesggi he worked as the
secretary of government during the previous presideterm (Castafieda, 2000;
Kirkwood, 2005). His educational plan, entitled fewerria y su Pensamiento
Educativo” (Echeverria Alvarez, 1974), describesitleas, objectives, and
expectations for education in Mexico. One of thestroutstanding features of
Echeverria’s “Educational Thought” is his emphasighe subjective
characteristics of the individual, which includergpal, ethical, and cultural
values and are evident in his description of edanat processes. The following
analysis describes the mentalities, programs, ectthblogies in his plan for
education.
Mentalities

Echeverria Alvarez (1974) defined education as ‘4htivity that shapes
the men of tomorrow” (p. 57). Even though thisialitiefinition highlights
human values such as dignity (p. 61), civics ahitst(p. 63), and spirituality and
intellect (p. 64), he also related education tcmecaic development (p. 62). He
saw it as a way to train students for work (p. &&) to achieve civilization
(p. 60). His holistic approach to education strdgbkat it contributed to “the
development of moral, intellectual and physicalrgres of the men and citizens”
(p. 66). Education is also considered a way ogiookrty, but the arguments on

this idea are not emphatic enough to be relevamytanalysis. In discussing this



aspect of education, Echeverria pointed out thett&p education means less
misery, more industrial and field productivity, faistribution of income and less
delinquency” (p. 67). It is interesting that educats also seen as an instrument
of liberation of colonial and imperial powers (8)7which shows that conquest
and independence discourses are still used inqadlgpeech a few hundred years
later.

The main players in education are students, pgregdchers, and society
(Echeverria Alvarez, 1974, p. 60). He describedetis as youth and viewed
them as the future of the country and the maindafodevelopment. His
descriptions of youth are overwhelmingly romanecizFor example, he
identified “generosity, loyalty” (p. 24), “revolunary ideas, solidarity,
unselfishness” (p. 27), “marvelous energy, refleéxjyvambition, constructive
revelry” (p. 31), and the desire to participatelange (p. 33) as the main
characteristics of youth. Through them, “we findrpanent allies in the hard
work of development necessary to help us contisgerading towards progress in
Mexico” (p. 34). His praises of youth and his engfan the importance of
young people in the development of the nation rterésting in that they

contradict his role in the student movement of £8@8rdorika, 2003, p. 117).

% The 1960s was an important time for student movesneround the world (Altbach,
1989). Mexico was not exempt from student mobiiaa. In Mexico in 1968 the conflict
between government and university students achiigsgubak. Luis Echeverria was the secretary
of government and dealt with the protests throughary force. Needless to say, this strategy was
repressive and resulted in extreme violence in whiendreds of students were killed,
disappeared, jailed, or tortured unjustly for speglout against what they saw as an authoritarian
regime (Braun, 1997; Ordorika, 2003, p. 116).
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Echeverria led therfiatanza del 68(killing of '68). His emphasis on youth is
most likely a discourse to make amends for the dencaused in 1968 (p. 124).
In fact, a few years into his presidential termreased the budget of the
National University of Mexico by 1,688% and regalrie some degree the
confidence of students and legitimacy with the ersity population.
Programs

Achieving progress is the main objective of Echigaés plan. Progress
“is not seen as an end, but as the means to acthievall realization of the
human being” (Echeverria Alvarez, 1974, p. 87).&ugria advocated
educational reform with its main objective the exgan of the system: more
teachers, more schools, and more resources (pTB8)opulation growth and
the limited number of urban educational spaceparkelems that his plan
endeavoured to solve (p. 90). Another aspect ofdfeem is the increased
number of technical schools, but this expansidhpalgh deemed necessary,
corresponds with an increase in the esteem assdaath a university education
(p. 160). Technical schools had to develop progrdnaswere linked to industry
(p. 168) or to appropriate job sites. In summany emmpared to other
presidential terms, the programs during this terenat as well delimited and
appear more like a fantasy about education thatesfic plans to solve systemic

problems.
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Techniques

Under Echeverria’s plan, students were encourémgedrsue higher levels
of education (Echeverria Alvarez, 1974, p. 28js interesting that despite the
emphasis on technical education, higher levelslatation were not
undervalued; on the contrary, Echeverria praisedi#sire of students to further
their education (p. 28). This could also be pattisfattempt to recover students’
confidence in his government. He also considerdcheurricular activities such
as theatre, opera, dance, and art (p. 15) vitdleg@ultural shaping of individuals
(p- 195). Remarkably, later presidential educagitams emphasized higher levels
of education and extracurricular activities less.

Echeverria advocated sending students to stuayadhp bring new ideas
to the country (Echeverria Alvarez, 1974, p. 132)s acknowledging that higher
levels of education are better in foreign countridggese students could then
return to Mexico and bring with them the other dos’ knowledge and
worldviews. He contended that Mexico must aspirkeganore like the developed
countries, and, to achieve that end, it should miimeir systems and their
techniques.

Echeverria Alvarez (1974), almost in contradictiorhis praises of
foreign education and his desire to adopt othentras’ world views, also
promoted nationalism as a means of improving educép. 47) and,
consequently, achieving development (p. 74). Hertlesd Mexico as a country

of mestizoghat needs to redefine its identity to achieveetlgyment and looked
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to Indigenous people as marginalized groups whd teee assimilatéd
(p. 154) not only to strengthen the identity of deeintry, but also to ensure their
participation in the development process (p. 8% cbinsidered teaching history a
technique to help individuals understand their stycand their past and improve
their present (p. 119).
José Lopez Portillo: Education for Change: 1976-188
Jose Lopez succeeded Luis Echeverria from 1976&@. His time in
government was marked by a severe crisis as & ddutancial
mismanagement, corruption, and accumulated finhpoddlems from this and
previous governments (Joseph & Henderson, 200%3). Despite the rapid
growth of the oil industry in Mexico during Lopezarm, the country’s economy
collapsed, and his government is remembered asfadhe most corrupt in
Mexican history (Castafieda, 1993; Joseph & Hende®@02, p. 462). The
document that | reviewed for analysis, “Education@hange” (Lopez Portillo,
1976), can best be characterized by its strongabyofor humanistic values in
favour of education as an emancipatory tool.
Mentalities
In “Education for Change,” Jose Lopez Portillo (@9ilentified
education as the tool to achieve change, whichelgeely defined as “the

constant truth” (p. 1) and referred to as the ngaial of government. There is no

3 Assimilation includes making Indigenous peoplemidbe Spanish language, which is
calledcastellanizationp. 14), as well as thmestizovalues and the culture (p. 162).



information to understand why it is necessary oatdxactly should be changing.

When change is advocated for its own sake, it besarpolitical tool to devalue
old practices and encourage the acceptance of aegrigment policies, as Taylor
et al. (1997) explained, change is often offerethaonly acceptable way to
address policy development, and it is an overuded in political discourse
(p. 5). Jose Lopez Portillo’s government was inficed by the theories of
development with a humanist basis. Poor counthiaswanted to achieve
development as rich countries measured and deddtilagdely adopted ideas of
going forward, progressing, and changing the otdle new (Peet & Hartwick,
1999).
Programs

There is no mention of a specific program; rathépez Portillo (1976)
vaguely mentions the adoption of change strateagisgructure education with
“axiological purposes” (p. 7), which help to maksaziety more just and achieve
freedom and democracy. He also proposes thatesffigibe increased, not to
“help multiply the capacity of exploitation” (p. ut to create the necessary
conditions to help the marginalized to improve tisguation.
Techniques

There is no concrete proposal on how to achies®kijectives for change,
and Lopez Portillo (1976) addressed only the folimpudeas: Change is
inevitable, it contributes to justice, and thuss ihecessary to find ways to induce

it, manipulate it, predict it, anticipate it, antdugture it (p. 1). This should be a
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collective activity (p. 4). Based on Aristotle’seigs that man should find a way to
“insert his particular ends to structure changeS(jp Lopez asserted that people
are, by nature, political beings. It is clearlydmmt that the document lacks
techniques.
Miguel de la Madrid: Education, Culture, Recreatigrmand Sports: 1984-1988

Miguel de la Madrid replaced José Lopez Portild984. De la Madrid
was the first president of Mexico who had been atkacabroad and the first one
to implement neoliberal policies in the country. IXspez’s successor, de la
Madrid inherited an economic crisis and began tol@ment austerity policies
(Haggerty, 1996). The education budget was cutckvimpacted teachers’
salaries, school programs, and the organizatiagheofystem. His education plan,
“National Program of Education, Culture, Recreatma Sport 1984-1988"
(Secretaria de Educacion Publica Poder Ejecutiderae [SEP-PEF], 1984) is
best characterized by a holistic approach to tHaess of individuals, including
the intellectual, the physical, and the creatiyeeasts of their person. The
following analysis looks at the mentalities, pragsa and technologies of this
plan.
Mentalities

The SEP-PEF (1984) viewed education as a mettaidghapes the new
man and the upcoming generations” (p. 9). It isefoe a process of formation,
not information (p. 10) and an important contributmpolitical and economic

independence (p. 10). Education is where the fuatiMexico is decided (p. 35),
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it is the instrument that will help the nation teesmgthen itself (p. 36), and it is a
basic necessity for the population (p. 36).

Even though education plays such an important tbéintroduction
clearly pointed out that it should not be seen paracea for everything because
it is part of other aspects and institutions ofistycthat together contribute to the
betterment of the nation (SEP-PEF, 1984, p. 15oAthe effects, the process,
and the limits of education extend outside the atiocal institution, which
means that education is not a process that ocalysathin the limits of the
school; rather, education is a “phenomenon thastrands the school ambit.
Individuals get educated and receive continuoui@llimpacts through their
social life; for this reason what the environmenepning the society] teaches is
as important as what the school teaches” (p. 31¥ i€ a very unique definition
of learning in what had in Mexico been a highltitsgionalized conception and
understanding of where learning occurred. Pridht® time, governments viewed
the school as the primary place of learning. Infalrl@arning, although
recognized, had hitherto been deemed inferior.mpoirtant shift in how
education was regarded was occurring.

Education is seen as in need of a revolution. Goegpto the education of
developed nations, Mexican education is consid&telyed” (SEP-PEF, 1984,
p. 29). The diagnosis is that too much attentisbeen given to the expansion of
education, and now its contents, its policies, #wedadministration of it need to

be attended to (p. 29). Four aspects are considapsattant in this revolution:



educational services (p. 19), cultural service28), recreational and sport
services (p. 24), and administration services §). Phey each aim at improving
the delivery of education in a more comprehensiaamer.

Programs

This plan is very specific with regard to the typéprograms that it wants
to implement (SEP-PEF, 1984). It lists 17 prografnsducation that are intended
to improve the delivery, none of which is direatyated to poverty. The first two
programs are concerned with the administratiomefstystem; they are called
“coordination of the sector actions” and “plannipgygramming and budgeting
of education” (p.74). The third, fourth, fifth, astkth programs are concerned
with the types of education that the governmenviples: basic (elementary,
junior high, and high school), rural and Indigenduagial and special (for babies
of working mothers and for children with learninigabilities), and adult
education (to allow adults without schooling tot#pate in productive areas;

p. 75).

The seventh program is about teachers’ educatiaaldresses the need
for teachers to have a university degree (SEP-BR&84). Prior to this, teachers in
Mexico were educated in “normal schools,” whichytibeuld enter after junior
high; high school was not required. Normal schgalge teachers a specialized
high school education rather than a university degn education. This became a
concern in a society that considered universitylgates better prepared. It is

interesting that there is no research to back eméed for more education or to
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prove that normal-school education was inadeqlzé@pears that the decision to
pursue further education is made for the sake afirmalating school years to
satisfy the perceived but unproven need for unityetiained teachers.

The eighth is a program for research applied texaton (SEP-PEF,
1984, p. 80).

The ninth is a program of decentralization, whicdsva dominant feature
of two presidential mandates during this decadd>(BEF, 1984). De la Madrid
and Carlos Salinas focused their programs of gowent on decentralization as a
result of an exhaustive analysis in Mexico in 188fhe challenges of future
governments. This analysis, as Rodriguez (1993dhabncluded that it was
necessary “to reduce the patterns of concentratidexico City and to move
towards a system where the distribution of politaxad economic power was
more equitably balanced across the country andsadhe various levels of

government” (p. 133).

The 1d', 11", and 13 are programs of higher and technological education

and are concerned with the quality of educationrasdarch at these levels of
education (SEP-PEF, 1984). Regional centers oaresand research
associations are created under these programstgr fijuantity and quality of
university research (p. 87). The™and 14" programs support cultural and
physical education, positing that individuals nezthe shaped holistically to
improve their opportunities. This includes takirage of their artistic, physical,

and intellectual aspects (p. 37). Th&'1$a program of expansion. It is
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interesting that of the 17 programs, only one ai$eio the needs of expansion,
especially because previous presidential plansstetisolely on expansion.

The 18" and 17" programs are also designed to attend administratio
problems to better use human and material reso(&tR-PEF, 1984, p. 99).
Perhaps the most outstanding characteristic oéthesgrams is their emphasis on
the administration side of education. Educatiomagonger reduced to
infrastructure, expansion, teachers, and studengsnow a process that requires
organization, structure, research, and strategig. iShhe first program that laid
down specific programs to address the objectivesiatation, although none is
directly related to poverty or addresses poventgugh education.

Techniques

The strategy to reduce expenses to address themaocrisis of this
period affected education through a change in whidtead of teaching by
subjects, teachers would teach by areas. That riestrgubjects such as history,
geography, and sociology were grouped within oee aalled the social sciences.
Similarly biology, physics, and chemistry were gred within an area called the
natural sciences. Grouping subjects in areas saeeey for teachers’ salaries
but did not improve the quality of education beeatne teachers did not have the
training to teach all of these subjects. Fortuyatéle government that followed
De La Madrid’s brought this program to an end iragtempt to recover the better

trained teachers for each specific subject (SEB9,18. 38).



Another mechanism implemented during this periagd television. A
special channel was designed to teach long-distaeigeation (p. 49). Also, the
process of decentralization received a great desalmport during this period.
Education was linked with employment (p. 53), antk® subject called
vocational orientation was introduced to teach el employment options
(p. 54). Permanent education (p. 56), or lifeloeayhing, was introduced in
Mexico not only to keep everybody’s education ugate, but also to keep
teachers’ training current with the needs of sgciet

Carlos Salinas de Gortari: Educational Modernizandl988-1994

Carlos Salinas was the first president of Mex@utly adopt neoliberal
policies of decentralization, privatization, freade, and debt consolidation
(Joseph & Henderson, 2002, p. 41; Loyo Brambil®91®. 54). Salinas’s
neoliberal government subjected every aspect o$dleety to economic values
and norms. As a result of these same economicigsliNAFTA (North America
Free Trade Agreement) became the largest indictidlexico’s commitment to
the neoliberal agenda. Mexico’s participation assdithat the country was, or
could soon become, a wealthy and developed nation.

A second indicator of Mexico’s commitment wasntembership in the
OECD. Accepting Mexico as a member of this orgaropathat dealt primarily
with wealthy nations meant that Mexico was con&dex nation with the
possibility of being competitive enough in key ar@fthe economy. But all of

this was an illusion that fell with the economics@ of 1994 at the end of
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Salinas’s term. the abrupt implementation of opssnemic policies (reduced
tariffs and import tax fees), unrestricted privatian, and decentralization,
together with government mismanagement, cause@pgthe most severe
economic crisis in the history of Mexico (Castafe200; Henales & Edwards,
2000).

Carlos Salinas’s slogan for his campaign and ti&egiment was
“Solidarity.” His government’s main objective wasdecentralize power and
resources so that the poor and marginalized (gpbmaly and economically)
would benefit from the government’s resources (LByambila, 1999;
Rodriguez, 1993, p. 139). But this decentralizatitso served as a method to
involve as many member of society as possibleamtioject of government. It
was a way to “share” the tasks of government amelagpthe responsibility and
the successes and failures of the developmenttégivThis showed everybody
that their participation could make a differencéhia outcomes of every
government program (from infrastructure constructm educational projects
(Raphael, 2007, p. 90).

Salinas’s main government project was focused odamizing all of the
country’s sectors. The modernization objective s@slominant that the title of
the education plan for this period was Modernizatd Education. It was not just
a plan for education as in previous periods, bt fsaused on modernizing
(changing) the whole system (Raphael, 2007, p.@8& of the most important

elements of the modernization was decentralizgtioyo Brambila, 1999;



Rodriguez, 1993), which, as the following analysigeals, produced interesting
reforms in the system of education.
Mentalities

Salinas’s project defined education in the NPEH@ period as “an arm
of justice and as an exceptional instrument foreb@nomic and political
development of Mexico” (SEP, 1989, p. i). It isétbnly instrument that shapes
the historical and cultural values of the natiomhia youth” (p. i) and the
instrument that trains youth for work, for publergice, and for artistic
productions (pp. ii). It is the means to achieveamalism (p. vii), to build a
competitive nation (p. xiii), to acquire skills farork, universal values, and skills
to improve the quality of life (p. 4). It is alsthe motor in the generation of new
ideas and attitudes. . . . It should encourageduyative structure, efficient,
supported by scientific and technologic knowled@®e’xiv). It is strongly
associated with poverty alleviation (p. 30). Tlastldefinition of education
highlights human capital as its basis and adopersgpective on education as a
means of combating poverty (p. 30).

The project presented education as a means dholgaespectable and
well-paid jobs (SEP, 1989, pp. iv, viii), but didtrdescribe it as a process that
occurs within a school institution; in fact, thi$R introduced different methods
to credit knowledge gained outside school. Thuspsling is not as important as
learning and the methods to validate the lattearhimg, in turn, is “a process of

experience that involves learning to be and legrtondo” (p. 21).
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Before studying the programs implemented during pleriod, | would
like to point out that an important characteristichis education program is its
participatory approach. This is the first progrdmattclaims to have held a
national consultation that identified the main t&ades of education (SEP, 1989,
p. v). Whether truthful or not, this claim highlighthe significance of
decentralization from top government programs @gthe one studied here to
local micro programs and plans developed in schools
Programs

The main program of this NPE was its modernizafimygram.
Modernization is described as an inevitable andspehsable process (SEP,
1989, p. iii). The characteristics of a modern edional system are a deep
transformation of schools, teaching, research thadole of everybody (p. iv); a
more rationalized financial system; better mechagisf administration (p. 14);
systematization of actions (p. viii); a new sciBatand technological culture
(p. viii); a new relationship between governmend aaciety in which society is
more participative (p. xii), and “more and bettdueation for all Mexicans”
(p. 16). Modernization “implies solidarity as atitatde” (p. xii); reduces
inequalities (p. 18); is committed to productivipy 18); stands for democracy,
justice, and development (p. 19); seeks to prdkecenvironment and health
(p. 40); and is an attempt to serve a broader settociety (p. 44).

This program was the first to link health and rtign with good education

(SEP, 1989, p. 51). It also addressed preschoalagidn, which starts at nine
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months and finishes at the age of five. For todgllgiis not just daycare, but an
actual school-style program in which they are taunganual skills and civic
values. Besides training toddlers for school, vegitheir mothers a chance to
participate in the labour market (p. 45). The sé¢hdiwat provide this type of
informal education are called Centers for Childsebevelopment and were first
introduced in Mexico during Salinas’s presidencgir€identally, my analysis of
the international trajectory of education also sk@strong emphasis on this type
of preschool education in Uruguay and Argentinarduthe 1990s (WB, 1998,

p. 13), which demonstrates that this is when womeatticipation in the
economy was recognized as important and necessagtin America. Perhaps
the most noteworthy reform that resulted from tmslerstanding of
modernization was the more rationalized financyatesm that introduced
financial mechanisms to control all activities.

Salinas’s presidential term introduced for thetftrme a decentralized
scholarship program, PROGRESA (Program of Educaki@alth and Nutrition),
to allow children of poor families to go to scholé objective was to eliminate
what were identified as barriers that preventettiobin from attending school and
succeeding therein. Some of the barriers were enmrethe lack of money to
send children to school—food, and health. The fawd health component
suggested that undernourished and unhealthy chilttsgpoorly in intellectual

activities. PROGRESA offered monetary scholarsHipsd stipends, and health
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services to targeted families to ensure that ttf@ldren would complete school
and, in so doing, helped them out of poverty (SEDE®portunidades, 2005).
Techniques

Several techniques were proposed to achieve thls gbmodernization
and the decentralization of education; | will dissisome of the most important.
The first one is the participation of everyonewuch the document referred as a
constitutional responsibility (SEP, 1989, p. 3}leé community members.
Teachers have a central role; they are “the batieedfansformation that will
change the face of education” (p. xiii). Therefaotés important to improve their
benefits, but also their knowledge and the strestwsed to promote them in such
a way that they will follow a meritocratic logic.(@1). Parents’ participation has
also acquired new characteristics. They are invigehrticipate in specific tasks
in the educational process in a more active anaddbway (p. 37).

Another technique is the universalization of elatagy education (SEP,
1989, p. vii), a method of increasing the equalitppportunities for everyone
(p. 23). The plan considered funding for higheelswf education detrimental to
the goal of equality, primarily because of the i@tlicompletion rates at the
elementary level. In other words, putting more eagion higher levels when
the elementary level has not been achieved cosldtria inequality for less
privileged students. Other levels such as secoretdugation are not universal,
but will have a new approach. Instead of seeingregary education as only a

preparation stage for the next level of educatitos,now also seen as the final
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level of education that many achieve. This charfgeetspective is important
because this is now the level at which studentsivedraining to become workers
(p. 21), which in the eyes of the government insesaheir opportunities to
escape from poverty.

To produce better results and achieve the obgsf the project, long
distance-education is a crucial technique (SEP9,19810). A system that aspires
to universalization probably lacks the infrastruetto serve the entire population
of elementary education students. Long-distanceatthn is an alternative and
complements the school system (p. 24). This NPEdlyadiscusses long-distance
education and systems of validation of informaleadion, although it does not
present a detailed method for these systems.

Ernesto Zedillo: Education as a Strategic Factor Bevelopment: The Birth
of the Human Capital Approach in Mexican Policy Daments: 1994-2000

Inheriting a country with a collapsed economy waiitth an unconfident
society, Zedillo’'s government was the final in ay@ar period of PRI control in
Mexican politics. Zedillo became the president @ito after replacing the
assassinated candidate Luis Donaldo Colosio; Dofsalissassination (still
unresolved) occurred while he was campaigningtfertresidency (Castafieda,
2000, p. 112). Another event that increased thitigallupheaval at the beginning
of Zedillo’s term was the uprising of the Zapatigteerrilla. The Zapatistas
protested (and continue to protest) the injustafesapitalism and made public

their discontent with the neoliberal policies tMaxico was so openly adopting
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(Purcell & Rubio, 1998, p. 1). Their guerrilla waré brought international
attention to the plight of the Mexican Indigenousiugps, which highlighted the
fact that their rights and their needs were ignaneder a system that favoured
capital and elite groups. In examining Zedillo’srgonment, the literature
reported that he overcame the financial crisis tieaihherited thanks to
international loans and investments that genenms@demployment opportunities.
Zedillo continued the liberalization project that predecessors had started,
which gave rise to new and varied investments,nske trade, and
decentralization and privatization of public comiganIn education there were no
significant changes to the previous NPE. Given figalvas the secretary of
education during Salinas’s term, he ensured thé&ragaty of policies that he
helped to design (Raphael, 2007, p. 101). Butmifseggnt change in his
education project was the push for changes in @it@nNal University of
Mexico's®’ student fees, which turned the university popatafbf this and other
public universities within the country) against hamd his economic agenda of
1997. Another important change during this peri@s the implementation of the
Teachers’ Raise program, which | discuss later.
Mentalities

Most of the arguments contained in this NPE wersstructed around the

need to improve the quality of the system. Qualias defined with a set of

%" The government has always funded the National &fsity of Mexico. Throughout the
1990s the subsidy was questioned, and the govetrtnezhto introduce a series of student fees.
Students protested and fought for continued “frgigarsity education” (de Garay-Castro, 2002).
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indicators, the most important being efficiencyligg and student achievement
(SEP, 1995, p. 18). Education was an important cmapt of community life and
was conceived as a “strategic factor of developnfearned within the concept of
human capital” (p. 2). The objectives of this natibprogram were “equity,
quality, relevance and coverage” (p. 3). Coveragamhthat education
opportunities had to be open to everybody regasdiésheir location or
economic and social conditions. Consistent withitiernational discourse on
development, the theme of sustainability in edacatvas another element of the
definition of better education (p. 5). Based onahgument that the government
was listening to the demands of society, basic &titut received funding priority
during this period (p. 6). It was referred to as lgwvel at which individuals
acquire skills to become independent learners amdhih personal and social
values indispensable for democracy, national sayetye and peaceful
coexistence are acquired (p. 14).

Programs

Zedillo ensured the continuity of the EducatioM@aldernization program
that Salinas had begun. He used the National Ageaefar the Modernization of
Basic Education as a guide for the process of nmizkgion (SEP, 1995, p. 12).
The process of modernization was equated with thegss of quality
achievement. The most significant programs impleegduring this period were

the Teachers’ Raise program, the Reading and \WWnirmogram (p. 23), and the
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Schools of Quality program. PROGRESA continuecttmiv the same
regulations and objectives as the previous presaldarm had used.

Carrera Magisterial (the Teachers’ Raise progriama)program of point
accumulation that allocates monetary and promatioentives to teachers on a
meritocratic basis (Raphael, 2007, p. 95). It baga®93 with the primary
objective of encouraging the adoption of behavi@ng reforms that were
considered crucial to achieving quality. To endeeehers’ compliance, the
government implemented a system of incentivesdiffgrentiated teachers’
salary according to their performance. The incestireward teachers’
performance, knowledge of their subject, knowledfpolicy, experience (years
of teaching), educational level, and willingnesgnajge their knowledge. This
program is a powerful tool of change; nonethelgédss generated a great deal of
resistance and criticism primarily because it oftedervalued aspects such as
experience, which leaves older teachers disadvedtaghe competition with
younger, more schooled teachers. As Table 5 shieashers receive fewer points
for experience than for the rest of the criterketainto consideration on the point
scale. It has also worked as a mechanism of cotatsuccessfully introduce
reforms with little objection because in their atf# to obtain more points,
teachers have underestimated the scope and affatis reforms. The criticisms,
however, have been gradually fading as newer gaoesaof teachers outnumber

the older generations.



Table 5

Point System of Salary Incentives

1% facet: 3" facet:
frontline 2" facet:  administrative
Factors teachers  support staff staff

Experience (years in the system) 10 10 10
Education level 15 15 15
Professional preparation (knowledge 28 28 28
measured by exams)
Upgrading courses 17 17 17
Professional performance 10 10 10
Student performance 20 — —
School performance - 20 -
Educational support - - 20

Techniques

This NPE concentrated on improvement in qualitigathan on
expansion, which is reflected not only in the pregmb programs and techniques,
but also in the allocation of funding that priaréd quality and efficiency (p. 53).
| later discuss some of the techniques that wereght to contribute to the
project of quality improvement. The NPE touted gamizing the system; setting
up detailed methods, plans, and content; develogpmtems of information; and
measuring and evaluating performance as crucipsstevard quality
improvement (SEP, 1995, p. 18). Funding was idextiés another key element,
which became more rational (p. 5) because it reeghattivities and behaviours
that would ensure the smooth adoption of reforneé s1$ those discussed in the

Teachers’ Raise program. The NPE identified teachslyet another key element
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and promoted activities to improve their perform@arnbeachers could now
upgrade their training through special course2@p.and newly established
teacher centers that offer technical advice, coerpudining, and access to
resources (p. 27). This national plan also ideeditudents as the key players in
the education process. It was very aware of theidnmlensional nature of student
needs (p. 37) and specifically mentioned and addcethe needs of immigrants
(p. 39), street children (p. 41), and children vdisabilities® (p. 47). For this
reason it recommended the implementation of alflexgurriculum adapted to
local and student population needs and the usdefision, computers, and
satellite technology (EDUSAT) to facilitate the pigion of long-distance
education.

Vicente Fox and His Agenda of Change: 2000-2006

2000 saw a new party in charge of Mexican polificghe first time in
almost 70 years. Vicente Fox, from the conserva@ieél, took control of the
country with an agenda for change. The change, Wenevolved only the
adoption of stronger neoliberal policies from whiblke broader population gained
little. As with previous governments, Fox’s gavepty to foreign investment,
lower trade barriers, free trade policies, andatiration, which all benefited
primarily the national elites, investors, and lasgale and foreign businesses,

whereas poverty levels within the country increa@hitez Loreto, 2008,

% This national plan sets up the rules to integchtiiren with disabilities in the regular
programs. The argument is that they need helpdoesd at school.



p. 246). The following section analyzes the edocet policies developed during
this government.
Mentalities

This PNE was also the result of a consultatiom wrbfessors, specialists,
students, educational authorities, organizatio®B$(2001, p. 11), researchers,
analysts, parents, graduates, and representafities productive sector (p. 19).
These actors wrote proposals that, according tgaolrernment, were later
analyzed and incorporated into the final plan. Gitieen consultation produced
8,235 proposals, and the Ministry of Education tdied 11 main needs: student
scholarships for elementary education, teacheritrgj adult education, technical
and medium education, citizen values, sports, cocisbn and maintenance of
schools, popular culture, space for cultural atésj scientific and technical
research, and universities (p. 20). The method tesedtract and determine these
needs from the consultation is not discussed gitsatratic value is still in
guestion.

Education faced three big challenges: coverage &qtity, quality and
integration, and the functioning of the educatisyatem (SEP, 2001, p. 16). It
aspired to shaping a participative, responsibld,auitical citizen of solidarity,
which, according to this NPE, were necessary chariatics for a democratic and

modern society (p. 9). Some of the government ¢ for education included

a broad, equal, flexible, dynamic, articulate, d&fed educational
system that offers education for the integral depelent of the society; a
system that is recognized by its national and ma&onal quality and that
has effective mechanisms of participation fromgbeiety. (p. 11)
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The objectives for education seem to point towardgcreasingly economized,
business-like system, as SEP pointed out, “witktéebintegration and a more
efficient administration like the modern organipas that learn and adapt to the
changing conditions” (p. 17). Another objectiveediucation was to shape a
society of knowledge and information (p. 35). teyociety of knowledgeeflects
the increasing pressure on everyone to acquiredioeducation and the naive
belief that information and experience are acquinel¢f through formal
institutions (Wolf, 2002); it actually reflects &ifpsophical reversal when one
considers this NPE in the context of previous NREsh as that of Miguel de la
Madrid that recognized the importance of infornm@du@ation.

Education was associated with a high qualityfef ihe NPE stated that

Mexico

cannot aspire to build a country where everybodytha opportunity of
having a high level of life if our population doest possess the education
that allows it. . . . Education must be a fundamkaxle and a central
priority for the executive assembly. (SEP, 2000)p.

Furthermore, the government’s priority of educasbiould be reflected in
continuous and growing funding (p. 41).

Education was clearly related to poverty elimioatito which the NPE
referred as “the determinant factor of the levélsational intelligence and the
driving point of the national efforts against payesnd in favour of equity” (SEP,
2001, p. 17) and the thrust of the country’'s ecadakeoff (p. 18). In its
discussion on education and poverty, the NPE poiote that the speed and the

interconnectedness of the new economic model (Giatimn) has produced new
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and more severe factors that contribute to theerahility of the poor (p. 35).
This is a brief but interesting point because thisfirst time that an NPE viewed
an economic problem such as poverty linked withett@omic system and not
only with education and the lack of it.
Programs

Several programs were developed to address trergoent’s objectives
for education during this period. Those designeaddress poverty, inequality, or
any economic condition that might inhibit studerasility to attend school or the
school’s inability to provide adequate educatiopaor students include the
Schools of Quality Program (PEC), the Program tmigkate the Backlog in Pre-
school and Elementary Education (PAREIB), and ttogjlam of Education,
Health, and Nutrition (PROGRESA; SEP, 2001, p. 130)

The PEC operates under the belief that decerdtaliz, planning, and
evaluation are necessary to increase the qualgglodols. This program uses a
human-capital paradigm because it gives prioritpnerginalized schools in the
belief that serious quality problems abound in¢h&shools and that graduates
from lower quality schools have fewer opportunitieexcel in the labour market.
This argument then justifies investment to enswiaity education in these
schools. The participating schools must developgept with the participation of
the community, the parents, and all of the schotars; if it is approved, it
receives funding from the federal government aedMimistry of Education

(SEP, 2006). This funding operates as an inceb@oause it is additional and
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independent from the regular funding to operat®asish and it is a powerful tool
for change because only those schools that aragvtth implement the
government changes receive funding.

The PAREIB was implemented from 1998 to 2006. Pincgram
attempted to solve the dropout and failure problpnmarily of students in
marginalized schools. It used a series of inceatitiat were allocated to schools
that manage to implement strategic changes in #aeninistration, school
projects, and teacher training, which were idegdifas key areas in quality
improvement. As the following quotation indicatgaality was identified as a
factor that affects the possibility of successdlitdren who attend marginalized
schools: “An insufficient or a bad quality educatiethat produces failure or
dropouts among the country’s neediest populatiossa—+factor that instead of
reducing equity reproduces it” (SEP, 2001, p. 108).

The PROGRESA, implemented in 1992, changed itsertam
Oportunidades Humanas (Human Opportunities) duhisgadministration. This
program continued to provide decentralized schbipssto families with children
attending school. Combating poverty through edoocatiealth, and nutrition is
its main objective, which is tightly linked to theman-capital approach to
education.

Techniques
Private and public educations were redefined (S8B3, p. 68), which |

see as an attempt to make the population awanedot@mpliant with the



responsibilities that the government set for thAotording to this redefinition,
public education is everybody’s responsibility: idtpublic because it belongs to
everybody” (p. 47). The NPE pointed out that glidy of education contribute to
the success of the country (p. 47), and under sonhiderations citizens should
support and foster both types of education and/iest private education as
competition or opposition to its public counterpart

The NPE used the tersociety of knowledgabundantly throughout the
document in an attempt to highlight the importaotkfelong learning (SEP,
1995, p. 221). This perspective on society stresmgd the notion of human
capital by highlighting that knowledge is constgriteveloping and that, to
benefit (economically and culturally) from it, hunganeed to constantly educate
themselves. Unlike traditional societies that @lensidered physical strength
important to the economy, this society values tleatal capacity of individuals
above everything else. This approach raises anrtanutoquestion: Will
manual/physical jobs cease to exist? If yes, wHbdwithese jobs?

The NPE referred to financial mechanisms as attodirectly allocate
funds and help to improve educational services (S8B5, p. 48). The document
strongly encourages alternate forms of fundinghwhie argument that they will
contribute to a “better distribution of the resemgmeeded for the educational
tasks” (p. 89). The plan considered internationalling and presented strategies

to attract and make better use of this fundin@®.and plans to increase the
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transparency and efficient use of resources (pt®dgach 8% of the NGI
(National Gross Income) by 2006 in resources farcation (p. 93).

Planning and evaluation, according to this NPBughbe linked.
Rigorous methods of evaluation, information systesnsl performance indicators
were all part of the quality project proposed iis tNPE, assisted by the creation
of the National Institute of Educational Evaluat{@&EP, 1995, p. 100). It had
already deemed radical change in the administrgtiocesses as necessary
(p. 83) and contended that decentralization shaeddh a point at which each
individual school manages and administers its offaira as part of this change
(p. 85).

Summary and Analysis

In this study | have demonstrated that nationétgs, as did
international policies, underwent a change th&elheducation with poverty
alleviation in recent decades. Mexico’s policies different in two ways: First,
the bank’s policies have always depicted educatidimancial and utilitarian
terms, whereas Mexico’s policies became financiltpsed only at the end of
the 1980s (SEP-PEF, 1984) with President de la Maskecond, the bank linked
education and poverty a decade earlier than Medit@nd published this link in
the latter half of the 1970s (Brodersohn & Sanjut76; Coombs & Ahmed,
1975). Aware of overlaps, in the following paradrap summarize the changes

framed within blocks of time to show that, as tleans passed, policy documents



demonstrated a growing reliance on economic priesifp define and practice
education.

The NPEs from the 1970s emphasized the establighoheivics and
ethics through education and claimed that educatwuld be holistic and that
policy endeavours had to consider the emotionalsieéthe learner (Echeverria
Alvarez, 1974, p. 57). These documents aimed piiyrar shaping “men and
citizens” (p. 66), while at the same time acknowled the economic value of
education. Later documents endeavoured to shapgeevgofSEP, 1995, p. 18;
SEP, 2001, p. 17), thus demonstrating a shift faomumanist perspective to one
that was more economic and utilitarian in its scope

The idea of progress through expansion and hilgivets of education was
very dominant during this decade. Issues of efficyeand equity had not been
problematized, and this was perhaps why fundindnigiher education was not
guestioned as in the decades that followed. Thegergments relied upon the
termsprogressandchangeto justify the need to implement new policies
(Echeverria Alvarez, 1974; Lopez Portillo, 1976&)pdressive policies of
development that favoured change became relevauuoation; old practices—
rooted primarily in the traditional ways Indigendoghe various regions
throughout the nation—were deemed obsolete, whéneaadoption of new,
increasingly Western practices became popular (z&uetillo, 1976, p. 1).
Change in education was advocated for the sakbarfge, and it was deemed

inevitable, which made education the object andhikans of that change (p. 4)
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and diminished any possibility of resistance. Nlemence to poverty alleviation
was significant enough to indicate that educatias drifting in this direction.

During the 1980s the idea of change continuecetsigt; however, unlike
in the previous decade, the NPEs in this decadeolati more systematic plans to
achieve the heralded change. Change had a tongodvement, but in reality it
was more about adapting to what was being percasedproblem than about
creating possible and necessary solutions witH let@vance. In this decade
changes were implemented to increase efficiencprone access to marginalized
populations (SEP-PEF, 1984, p. 29), and bring yiseesn of education up to date
according to Westernized standards (p. 29). Thieseges were in part a response
to the financial crises that occurred not only iexito, but also worldwide.
Whereas previous education policies had concedt@atieexpanding the system,
expansion was secondary for the NPEs at the etitedf980s. Instead, in de la
Madrid’s and Salinas’s terms, education funding ohated political discourse
(SEP, 1989, p. 14; SEP-PEF, 1984, p. 29). Undeetb#cumstances, policies for
the efficiency, planning, budgeting, and methodwn§-distance education and
accreditation of informal education entered thgstSEP, 1989, p. 30; SEP-PEF,
1984, p. 69). The way that they were presentedlgléawithin Western
rationality, which means that the country adoptexialues and practices that
were dominant in developed countries (Peet, 200igrRire, 1998, p. 19). One
example of this is the adoption of efficiency agoal and practice of education,

which to that point was not a commonly held valudliexican society, where the
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value of work mattered more than the speed wittcivthie work was done
(Fischman, Ball, & Gvirtz, 2003, p. 5; Rodriguez#@r & Alcantara, 2003,

p. 15). This carried over to education. As thesenges affected the definition of
education, not only efficiency but also qualitystbenefit, and funding matters
took priority over issues such as system exparenoihclass delivery.

Education, however, continued to be seen as a&psdo shape the
individual. This decade reprised the holistic aspéeducation by emphasizing
the mind as well as the body and spirit (SEP-PEB4) The NPE designed
during de la Madrid’s term defined education a®waegrful tool to shape the
future of Mexico, while also making clear that iasvnot the panacea for all of
society’s problems (p. 10). Education was just faiwgor with the potential to
contribute to the betterment of society, and it wasyet clearly associated with
economic matters.

The 1990s were characterized by the implementatioreoliberal policies
in educational practice. Everything, from the méts to the programs to the
techniques, reflected the adoption of a new pamadigwhich the economic
aspect took center stage in educational practit@ETA and Mexico’s
membership in the OECD were determining factorgléxico’s adoption of
neoliberal policies, and Salinas’s government impaeted a program of
education based on a modernist ideology (Loyo Bitanb999, p. 52). Free,
centralized, state-funded, public, and inflexibdeigation was described as

backwards and antiquated. Modernizing the systemsisted of decentralizing
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education, making the public bear its costs angamesibility for some managerial
aspects, encouraging new and more private ingtitatof education, and adopting
financial mechanisms such as incentive programgefwrhers and students (SEP,
1989, p. 14; SEP, 1995, p. 18). The banks’ polmguiinents also encouraged the
policy of decentralization during this decade (I0B94, p. 11; IDB, 1997, p. 3;
WB, 1998, p. 4).

In the financial field, highly rationalized accdabhility techniques became
paramount in allocating and distributing funds. Eation during this decade
became unquestionably connected to the econompmypthrough the adoption
of more economic practices to manage it, but dsaugh the assumption that it
was one of the panaceas for social problems—powasyone of the most
important—as Salinas’s NEP described it (SEP, 1p8D, To address poverty
through education, PROGRESA was introduced asdlkiergment program in
charge of funding education and some of the foabhaalth expenses of families
with schooled children. This program was intendedliminate any possible
barriers to attendance under the principle thdtddm who drop out have fewer
opportunities to succeed in life. This principlevadid considering that these
children will have to live in a society designed/edue and reward only
individuals with education and the documents to/grib.

During the first decade of the 2&entury, with the appointment of a new
conservative government, the argument on educatdmoverty became even

stronger. Elementary education has been presestiée aneans to train workers;
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higher education, although important, did not dyas a government objective.
In my reading of the NPEs, | noted that this gowgent ensured the continuity of
the highly economized paradigm of education thatgtevious government had
established. More privatization, more incentivegrams, more techniques to
measure performance, and more funds to achievehgghdent completion rates
were all part of Fox’s plan for education. Educatwas depicted as a
contribution to “an integral development of socig$EP, 2001, p. 11).

This government also greatly emphasized the fatynafl education,
which means that institutionalized forms of edumatained further legitimacy.
This is seen not only in the equation of educatith schooling, but also in the
arguments in favour of lifelong learning. This me&mat people are encouraged
to learn constantly and to do it in a formal ingitin. The notion of human capital
appeared at the end of the 1990s in Mexican eduttpolicies and has been
further emphasized in the current decade, whenatiducis referred as the
“driving point of the national efforts against potyeand equity” (SEP, 2001,

p. 17).
Conclusion

In this chapter | have shown that the currentrdtédin of education in
Mexico has changed in government policy documekfter exhaustively
reviewing six key policy documents, | have concliitieat the national approach
to education changed from a perspective on edutasdhe means to shape

students into human beings who are able to useftliecapacities and human



potential to a perspective on education as the smeatnain workers who are able
to meet their individual economic needs and coutelio the economic
development of their nation.

Scholars in the field of policy analysis have pethout that policies are
made in an attempt to address or solve perceivanems. They have suggested
that this perception is not neutral; rather, infuenced by the interests of key
players (Pal, 2005; Westen, 2007).1t is worth rgtimat for more than two
decades politicians have tried to solve econonvblpms with educational
solutions. This perspective overlooks the multitadenature of societies and
economics and the possible external factors thaatso influence poverty rates.
The WB databases on poverty, for example, showpinatrty levels over time,
excluding China, have remained almost the samthelicase of Latin America
and the Caribbean, poverty has neither increasedeweased from 1981 to 2001

by a statistically significant amount (Table 6).

Table 6

Poverty Levels Over Time in Latin America and tlagilibean

1981 1984 1987 1990 1993 1996 1999 2001

Number of people (in millions) and proportion (Ydavived on less than $1 a day in
Latin America and Caribbean

36 46 45 49 52 52 54 50
9.7% 11.8% 109% 11.3% 11.3% 10.7% 10.5% 9.5%

Number of people (in millions) and proportion (%dfavived on less than $2 a day in
Latin America and Caribbean

99 149 115 125 136 117 127 128
26.9% 30.4% 278% 284% 295% 24.1% 25.1% 24.5%

(WB, 2005D)
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Education enrolment, on the other hand, has isegaAccording to the
WB'’s (2009b) figures, the global secondary grogslaement rate improved almost
60%, from 41% in 1985 to 65% in 2006. In Latin Amarand the Caribbean this
percentage, in fact, almost doubled, from 46.9%985 to 89.4% in 2006 (WB,
2009b).

If these numbers are true, the idea that educatisalving poverty is
neither honest nor valid because, as the statgticenstrate, poverty levels have
remained almost the same, whereas the rate of #olutes almost doubled in
the same region. If education is indeed the soiutigpoverty, as education rates
rise, poverty rates should drop at the same rdie. pErspective on education as
the panacea for poverty also ignores the factftratears nations have
functioned without awarding diplomas and withoutdaly accessible mass
systems of formal education. It is interesting thatgoal of poverty reduction has
become so popular with institutions that favourastricted capitalism as a
method to accumulate wealth, but surprising toalisc that some documents
even referred to this goal as povestynination this is no doubt a laudable goal.
The problem arises when this problematization fedysrimarily on poverty itself
and on empowering the poor by allowing them toipigite in the acquisition of
capitals such as education. | define this as al@mbecause | believe that we
should also focus on the rich and on the meanghbgtuse to accumulate wealth.
If we want to reduce poverty, we should assessatbamulation of capital in the

hands of fewer people, and the goal of povertyetdn should also take into
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consideration wealth reduction. | will expand ois #@argument in the following
chapter.

Another perspective that has changed within educéd the emphasis on
quality and efficiency, which seem to be the favteuwierms in more recent policy
documents. But what is remarkable is not the usheoferms, but the means
proposed to achieve quality and efficiency. Fifs¢y are now intimately linked,
which means that good-quality education occurs wiesonnel are able to
achieve ‘more with less,” especially with fewer gavment resources. The
reduction of government resources has been achtbvedgh a more rationalized
system, as the analysis has shown.

The changes described above, although uniquesinttiming and in the
way that they have been presented to society, ic@significantly with the
policies proposed by the banks. First, the increpsationalization of resource
allocation followed the same method and rationalthase of the banks. That is,
allocation was based on a meritocracy that val@iedency, quality,
accountability, and sound administration. The Iefefationalization for resource
allocation and administration of the system iscallly different in later decades,
which indicates not only the maturity of the fornedlucation system as we know
it, but also a stronger link between administratid education, as the banks
advised. Second, the emphasis on elementary edagcati the premise that this
level should receive priority until full participah and completion are achieved,

also resonates with the banks’ recommendationgedtin the plan to



universalize elementary education goals. Third difenition of education as a
sector of society with development potential arelgbtential to solve individual
poverty first appeared in the bank documents il 8&0s; a decade later it
appeared in the policy discourse of the nationalideents that | have analyzed.
These three factors indicate a clear influencatefrhational financial institutions
at the national level, at least with regard to goformation.

Lidia Henales and Beatrice Edwards (2000) emphkedizat education
will not solve poverty or the social and economiclppems that banks and

national governments claim that it does, and | conc

However, we argue that education, even if reformetie most effective
and generous manner possible, cannot generate yamgd, eliminate or
even mitigate unequal income distribution, obligegte and public
capital to make responsible long-term investmeeisair the social fabric,
or reduce violence. (p. 124)

This perspective on education, however, is nabedjative because
education has received more attention and mordrignd certain countries, and
some children who had no hope of becoming litehatee been given a chance to

go to school. Nonetheless, the novelty of thesaltsewill not end poverty.
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CHAPTER 5:

CONCLUSIONS AND RECOMMENDATIONS

| have examined the publications of the WB andlD and the policies
of the Mexican national government that arose tiveicourse of five decades.
What is the end result of this examination? Hazadwered the following
research questions?
1. Since the 1960s, how have the WB, the IDB, aedibb approached
the notions of education and poverty?
2. How and when did the notions of education bectbmked with the

notions of poverty in the education policy docunsesftthe WB, the

IDB, and Mexico?

3. Have these links changed over time?

4. Do the international and national approachesitecation for

prosperity concur?

In this chapter | begin with a summary of my asa\of policy
documents. Next, | synthesize my findings. Findllgtesent a more extensive
discussion of my findings, organized in four thertied | identified as | reread
the conclusions for each study with the resear@stipns and theory in mind.

Summary of Findings

The foregoing examinations of policy documentstfer last five decades

indicates that at an international level the débnis of and approaches to

education have indeed changed, if not in substatdeast on the surface. The
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notion of using education to combat poverty appetaeeently in policy
documents—at the end of the 1980s . However, thsppetive on education as
an investment—another side of the human capitarthehas remained a
constant characteristic of all of the banks’ docoteeThe new conceptual
approach was then not about investing in educatiohabout the objectives of
that investment. Earlier documents (from 1960 téQ)®mphasized that
education was an investment for the nation, whetteatatest documents (from
the late 1980s to the present time) have strebsedt is primarily an investment
for the individual who obtains education, and tfarthe nation.

| showed that, gradually, international policies éducation have adapted
to an economic system that prioritizes efficienog @aconomic values. | believe
that the individualizing techniques demonstratathaificant turning point in the
adoption of the notion of education for prosper#y.| see it, focusing on the
individual was a technique that eased the estabésih of poverty-reduction
policies. In other words, by shifting the politidatus from the national to
individual benefits, the policy became more abaugsty alleviation and
economic values.

| also saw a flow of policies and ideas in thelmabions from bank
officials to the PADs designed by representatiiedb® country, with technical
support from the bank officials. According to theacacteristics of the
publications and the PADs, the PADs seemed toviotldemplate or pattern that

had been predesigned in the publications. Thiepatif ideas that began with the
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publications and spread to the PADs a few yeaes iatconsistent throughout the
documents that | reviewed, which partially showat the publications contained
theories that the PADs converted into practice exprately a decade later. The
publications were research documents on refornrytesad prescriptions for
worldwide application. The PADs were attempts tdrads the needs of a specific
country, in collaboration with its representativiessolve local problems. Finally,
besides the broader emphasis on poverty reduatiohee focus on the individual
as the primary benefactor of education policies Wexe apparent in later policy
documents, it was evident that the banks conselthtiteir reputation as expert
banks that were willing to act socially responsibly

At a national level | showed that Mexico’s currdefinition of education
has changed in government policy documents. Theratapproach to education
changed from a perspective on education in docwsriesrn the 1970s to the
1980s as the means to shape students into humagsheho would be able to use
their full capacities and human potential, to aspective on education in
documents from the 1990s to the present time asdans to train workers who
would be able to meet their individual economicdseand contribute to the
economic development of their nation.

Another side of the change in the approach to &thrcin Mexico showed
a notable emphasis on quality and efficiency, wisiebmed to be the favourite
terms in more recent policy documents that justifgnges in the approach to

education. Increasing rationalization of resoutt@ation was also outstanding
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and followed a similar rationale as those by thek8aThat is allocation was
based on a meritocracy that valued efficiency, iguaccountability and sound
administration. The level of rationalization fosaeirce allocation and for
administration of the system was radically diffarenlater years (1990s to
present) indicating a stronger link between adrnai®n and education, as the
Banks advised. Also, the emphasis on elementargadidn, arguing that this
level should be given priority until full participan and completion was
achieved, also resonated with the Banks’ recomntemdaoutlined in the
universalization of elementary education goalsafynthe definition of
education as a sector of society with developmergtdntial and with the
potential to solve individual poverty first appedia the Bank documents in the
1980s, a decade later it appeared in the poligyodise of the national documents
analyzed in this research. All of these pointingdads a clear influence of
international financial institutions in the natidhevel, at least at the policy
formation level.

Synthesis
To wrap up my findings then, | have found thaamtnternational level
the perspective on education for prosperity charigedde adoption of a poverty
approach, but remained the same in its financipt@h. The banks’ perspective
on education has always been in monetary termghbirtemphasis entered
policy discourse in the 1980s and changed fronvig@point that nations benefit

from education to the perspective that individumdaefit first, and then their
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nations. At the national level, the view of educatchanged at the end of the
1980s and throughout the 1990s, when the perspeativeducation suffered a
more substantial change that was financial in fpbasause older documents had
portrayed education as a shared social asset ahd ageans to achieve human
realization. More recent documents have portraiyad the means to achieve
economic stability, as a filter through which tduee access to jobs, and as the
guarantor of a better quality of life for the indiual.

Dominant Themes in Each Study Contrasted With
the Research Questions and Theory

In my examination of the policy documents for ttesearch and the
resulting analysis, and in comparing them withréeearch questions and the
theory, | identified four dominant themes that mglated to each other as well as
to the main questions. A discussion of each follows
International and National Perspectives Back to Bac

Compared to the international analysis, the natipolicies for education
in Mexico were timed differently in terms of theidoption of the education for
prosperity paradigm. The first study showed thtdrimational banks have indeed
advocated for an economic approach to educatiae $ive beginning of their
intervention in this sector at the end of the 19®0sxico did not even begin to
discuss the human capital approach until the erildeo1980s. The banks’
economic approach was evident in earlier policyudoents but did not

materialize in loan agreements until the 1980s.dhe agreement with



Guatemala defined education as “a prerequisitefercoming the economic,
cultural and social constraints of the marginalamrland rural poor” (WB, 1983,
p. 10). Despite the banks’ early attempts to malied the economic approach
developed at the end of the 1960s in the educatigjects, they were unable to
diffuse this perspective into national policiesiltite 1980s, as is evident in the
projects in Guatemala (WB, 1983), Peru (WB, 1984y Brazil (IDB, 1989). As
| explained earlier, a central turning point foe thanks was their implementation
of their individualizing techniques. Focusing oe thdividual rather than the
nation constituted a natural transition to the @e$ that viewed education as a
tool to combat poverty. Additionally, political ev&s such as the oil crisis of the
1970s and the legitimacy crises that the bankgsifacéhe 1990s contributed to
the development of the perspective of poverty redod¢hrough education
(Resnik, 2006, p. 195).

In my interpretation, the adoption of the humapitzd approach
highlights four aspects: (a) the power of the firiahand technical mechanisms in
the loans, (b) the role of the banks as globabiratigents (Neu, Ocampo Gomez,
et al., 2002), (c) the role of each individual counn supporting this approach;
and (d) the political potential to address suchemévolent’ cause as poverty
reduction or elimination. Regarding the first aed@nd aspects, | would like to
point out that although the WB and the IDB wereated in the 1950s, their work
in and influence on education was reduced to disigremd general analysis until

they began to lend money through. Loan agreementpkcific projects did not
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start until the end of the 1970s and did not bégidiffuse the banks’ ideas until
the 1980s. In the 1980s the notion of human capiéal evident in a significant
number of projects, and by the 1990s it becamelttiveng force of all
educational policies and projects. Based on thbsergations, | posit that the
banks have contributed to the diffusion of the edioa for prosperity paradigm,
although the origin of this idea could have beeittiditectional, resulting from
the influence of different actors at different ls/éAs | explained in the
introduction, policy formation does not occur utelally, but as a result of
multidirectional influence from varied actors (H@itl& Ramesh, 2003, p. 54;
Taylor et al., 1997).

Regarding the third and four aspects, the roh@individual countries
and the political potential to address poverty addcation, | contend that this
perspective of education has been opportune favmedtieaders. Although the
banks certainly played a crucial role by foster@ngpecific mentality of education
for development and by constituting a field of distse (Foucault, 1996a, p. 40;
Resnik, 2006, p. 180), national leaders have suppdhis discourse because it is
to their advantage to do so. In the midst of cdrprpctices, the discourse on
education and its importance has played the rodnaasy scapegoat that has
helped politicians to gain legitimacy nationallydanternationally. Nationally, by
emphasizing education, they have been able tadidine public from the real
reasons for poverty and because education is droasly valued service that

few will oppose (Hanales & Edwards, 2000, p. 124deed, speaking out against
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education or against poverty reduction has becoswetaf latterday heresy that
none dare commit. Internationally, the discourseducation enabled politicians
to attract funds for education that made the gawvemnts appear to be acting
socially responsibly or in line with society’s ingsts by investing in a sector that
everyone values (Resnik, 2006, p. 174). This, ofs® has solved short-term
educational needs while creating long-term problanty because most of the
funds for educational projects of this type conmerfrinternational banks,
increasing national debt.

Enhancing the Economic side of Education

Apollo Rwomire (1998) raised an important questiWwihy has education
become such a big business?” (p. 3). Throughositrésiearch | have shown that
education is practiced in monetary terms becausetnceived in monetary
terms. Julia Resnik (2006) called this economispective on education the
“education-economic growth black box” (p. 179) ndicate that it has become an
unguestioned perspective. It is “knowledge thaicsepted and used on a regular
basis as an unquestioned matter of fact” (p. 1 knowledge is transforming
the way that education policies are formulateds#abon planning according to
economic needs” (p. 191), not according to soceads.

The human capital theory, as | indicated in chapter, became relevant in
policy formulation during the 1950s with the work®ary Becker. He stressed
the idea that knowledge and skills contribute tdpictivity and thus considered

them a type of capital with benefits to the holdemell as to the group of people
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to which the holder belongs. Under this perspecthecational policies changed
to a more utilitarian mode, whereupon the procésslocation has, in political
discourse, been presented as an investment foratien and for the individual.
This investment supposedly helps to solve not enfynomic problems, but also a
series of social problems associated with the ¢ddlrmal education: poverty,
AIDS, violence, crime, drug use, and ethnic cotgliamong others.

During the last four decades education as theqeani®r social and
economic problems has without a doubt become ardorhdiscourse in
international and national realms. Considering,tlaspite the efforts to adopt
this perspective on education, poverty and otheiasand economic problems
have persisted, different authors (including mydedive stressed the need to
guestion the underlying forces behind this perspean education to study the
consequences and evaluate whether a change ofgrarsohecessary (Bourdieu
& Passeron, 1990; Henales & Edwards, 2000; Wol®220

This research emphasized three aspects: (ajh#atuiman capital theory
has been the ideological basis of the policy chatigat occurred during the last
decades, (b) that the banks have been justifyiignplementation since the
1960s, and (c) that there is increasing reliancthempremises of this theory as
the trajectory of the international and nationakls reveals. Such reliance has
transformed the mentalities, mechanisms, and téobies used to address
education, and this transformation needs to be Weger scrutiny for us to be

able to evaluate whether our society is actualhefiing from it.
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School for Wealth: Education as the Panacea for oty

Individuals attend school to be able to accesebptying or more
prestigious jobs; this well-known ideology has edisignificant discussion. The
same can be said about the emphasis on the dissaumseducation for
development that governments worldwide have prochdducation has almost
ceased to be about learning so much as it is aawvotng a degree or diploma for
the economic benefit of the individual and, consetly, the nation. For the most
part, the know-how aspect of schooling has becauerslary. The idea of
educating oneself or obtaining a degree to coneibmsociety’s moral, social,
and cultural goals has also gradually eroded. Ro@uid official discourses too
have argued that education is the means eithésttoroa well-remunerated job or
to achieve social mobility for the individual arftetnation—with social mobility
understood as the process of upgrading the indasland the nation’s economic
status. Alison Wolf (2002) explained this by pangtiout that “in this process, we
have almost forgotten that education ever had anygse other than to promote
growth” (p. vii). The economic value of educatiam individuals is taken for
granted and is further reinforced by the fact thast employers’ requirements
will indeed include school years to fill vacancibat in previous epochs did not
require any type of formal education (p. 185). Engohasis on and faith in
education should not, however, disguise the fattiths a social construct that at
a certain time both employers and employees strediaccepted, and

reproduced (Bourdieu & Passeron, 1990, p. 55).



171

Considering education as a social construct r@geaadamental and
somewhat philosophical question: Why? A full resgto this question is the
theme of another opus, but | will briefly analybe fjuestion in this concluding
chapter. Understanding a social construct reqsinese understanding of the
social and institutional perspective towards aagitun that is perceived as a
problem. The perception of problems changes aatgri, among other things,
the dominant discourses of the time, the interefsiisfluential actors, and the role
and perception of the groups and individuals wheoadfected by them (Pal, 2005,
Westen, 2007; Taylor et al., 1997). The schooitimsdn gained popularity
during the Industrial Revolution and the subseqsentad of modern economic
growth that gave rise to urbanization, a middless]and a change in gender
roles. This change in roles, according to JeffraghS (2005), implied “social
mobility, changing family structure and increasgmggcialization” (p. 38). As a
result, women integrated into the labour markettaswasferred the care and
rearing of their children to specialists and toasahnstitutions (p. 39). Families
stopped being the primary source of training faldren. Parents surrendered the
civic and vocational formation of their childrenfarmal institutions of learning
(Mitch, 1999, p. 244). Education also became ingrand necessary during
industrialization because it prepared “efficient affective workers for the
factory assembly line” (Moll, 1998, p. 360).

In the context of the cases that | have studigtismthesis, education was

originally a privilege that only wealthy familieswld afford, but in the last four
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decades it has become a political project aimekeamasses. It has become a
natural, necessary project. Sending children toaldnstitutions has allowed
both parents the freedom to work and the capagityrther develop other areas
of their lives. It has allowed children to broadkaeir knowledge base and enrich
the knowledge of their parents with the experiesmog perspectives of their
teachers, who nowadays specialize in particulasanghich affords them an
expertise that parents or guardians cannot oftsifyestain. This process of
education became more complex when the knowledypeairad at school was
linked with job possibilities for the student.

In Western societies it is now seen as naturahfividuals to attend
formal institutions of education, but not so mugtpoor societies where women
are still almost entirely in charge of their chédis education. However,
regardless of how natural this procedure may appeahave to remember that it
is the result of our design and that it was repcedubecause we have validated it,
approved it, and allowed it. We have to continupaglestion the basis of this
procedure, as Bourdieu (1990) pointed out: “Theil&gfies inherent in an
arbitrary condition tend to appear as necessaen eatural, since they are the
basis of the schemes of perception and apprecidtrongh which they are
apprehended” (p. 53).

International institutions seem to be manipulatimg perception of formal
education in the societies and economies of ungleloieed and developing

nations as a professional and civic necessity.“Edecation for All” policies are
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doing precisely this, based upon the assumptidrnthlieacommunities and
individuals whom these policies impact need Wesstyte education. Webb,
Schirato & Danaher (2002) highlighted that, “in temporary societies, it would
be unthinkable for education to be taken out offthieds of the schools and
education bureaucracies and given back whollyegtrents” (p. 119). This is
not what | am advocating with this study. What intveo emphasize is that all of
the stages through which education has passed,ifsamstructured organic
nascence to the present day when it is associdateguaverty elimination and
economic development, are the result of human oaetstand attempts to solve
problems perceived by a specific society at a §ipdone. It is important to keep
this in mind because when we see education asieahptocess instead of as a
human construct, we lose the capacity to contiguplestion it and to look for
alternative methods of conceiving and delivering it

Ending Poverty Through Education: Does That Mean
That Lack of Education Created Poverty?

Education as the mythical silver bullet that \eiiérnally dispatch poverty
is an attractive idea. But what makes it so attra®tAnd, more important, if
policies are created by influential groups, whatlty gain from this approach?
Why has this discourse gained so much legitimaag,vehat are its
consequences?

To begin, | want to point out that the wgrdvertyas it is now understood

is relatively new; it refers to individuals withffdirent but limited levels of



possibilities to meet their needs. Scholars engaggxdthe topic of poverty have
noted that poverty and its causes are increasnetdyed to global factors that
often stand outside the individual’s control. Is btudy on poverty, Beaudoin

(2007) illustrated this point:

Choosing globalization enhances or understandirmptif poverty and
world history itself precisely because poverty hasn so closely tied to
the process of globalization. Throughout much efilorld before 1500
poverty resulted principally from local sourceslikatural disaster,
warfare, and civilization-specific systems of dlstition; few were
affected by what were still regional trade netwowkisthe same time,
most cultures viewed impoverishment as a natundlgsdife, rarely
defined as the absence of material possessionk2)p.

This quotation highlights not only the transcendeofthe current causes of
poverty, but also the fact that poverty as a camulibas existed for a long time,
even if the actual term poverty has not. The saanebe said about education.
Although education nowadays is an institutionaligeethod of training

individuals to perform activities for life and wqr&ducation as the method of

transferring knowledge is also an ancient practimuvever, the state as an active

player in the development of strategies to redwegy and in the design and
administration of educational institutions is a smogcent approach (Torres &
Puiggros, 1995; Whitty, Power & Halpin, 1998). bd#tion, the link between
poverty and education, supported by the Statesus n

The state’s involvement, together with the invahent of numerous
NGOs in the fields of poverty and education, hasilted in, among other things,
their institutionalization. By institutionalizatidrmean a formally structured and

centrally administered bureaucracy (Bourdieu & Baws, 1990, p. 56). This
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institutionalization has implied responsibilitiesdsadvantages for the state, but
many of these responsibilities have become burdeedo the state, especially
financially; therefore, it has attempted to transfie responsibilities to other
players, as recent discourses on decentralizatiga shown. But in other areas
state involvement has been quite beneficial, whietmts it better control and
management of the populations (Knuttila & KubikpR0p. 155).

| posit in this thesis that the theory of educatisrthe panacea for poverty
has become a political tool that sadly has fatddahe acceptance of techniques
of selection. The formula that accumulating higleeels of education equals
obtaining a better job and aspiring to a bettetityuaf life is widely accepted. At
the same time, this formula has worked as a toolake poverty the fault of the
poor and to distance it from political and or ecmimcauses. Jeffrey Sachs
(2005) contributed to this explanation by pointmg that “the most common
explanation for why countries fail to achieve eamnogrowth often focuses on
the faults of the poor: poverty is a result of opirleadership and retrograde
cultures that impede modern development” (p. 56ly. &bility to question this
notion of education will, | hope, help us to resiatl remodel it and, by doing so,
remove the stain of imperialism that currently @etes it.

Recommendations

Education is overvalued in an environment in which a prerequisite to

ensure future economic well-being. But we havestdize that this expectations

are politically and socially designed. Webb e{2002) contended that
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to view education as a principal means for alléngasocial disadvantage,
however, has meant that formal education qualiboattend to be highly
valued within more and more fields. It is diffictitt succeed in many
fields without the cultural capital such qualificats provide. (p. 111)

This mentality has a series of consequences suctedsntial inflation, and for
those who have to delay their participation inlt®ur market to attend school,
this can actually cause poverty. Student loanseaodomic support from their
families mean that students have to pay for thduication even after graduating,
which adds an extra economic burden. Also, if matiwith a restricted economy
and a restricted budget for public services beginvest in education more than
in other sectors, they may be at risk of furthepaverishment. This is especially
true when credential inflation relegates overedeatatdividuals to jobs that do
not require as much education and training as iaeg, which converts the
investment in education into a loss and frustrdtesndividual, especially if the
perspective on the investment is reduced to moné&tams.

| am not suggesting that formal education disappe#se funding. What
| want to highlight through this analysis is thia¢ education-poverty theory may
be producing results that contradict its objectivess important to keep in mind
the side effects of this political discourse; JiRi@snik (2006) highlighted some of
them: “National leaders adopted the new educatammemic growth discourse,
which afforded new states access to internatiodal(p. 174). This international
aid attracted funds, but also increased the indeletes and dependency of poor

countries.
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| propose that we begin by distancing the fiel@ddication from the field
of finance, not because they are unrelated, butusecthe financial emphasis on
education has been more damaging than benefiaaérg, looked at from a
macro or a micro perspective, is predominantly@memic predicament. It is
true that political and social aspects overlap wtjthut it is primarily a financial
circumstance. As such, we should demand that otgrgments address poverty
primarily with financial solutions. Similarly, wénsuld not let political discourse
use education as the scapegoat for poverty ormatieaders use the discourse of
education for prosperity as a tool to fund theinohates.

As educators we have the responsibility to emzieatie other values and
the potentials of education: as a humanizing anaheipatory tool, as a
developer of the learner’s potential and creatj\atya space where analytical and
philosophical skills are cultivated and enhanced-ato use Pedro Noguera’'s
description in Carlos Torres’s (2009) book—as tleans “to humanize the
learner so that each individual can function agexb capable of creating and
shaping their own history, rather than passivebepting their position as
workers, soldiers, consumers, and victims on thedigtage” (p. X).

We also have the obligation to demand a similpe tyf respect for these
values as the respect that the economic value haaged to achieve. In doing so,
we will diminish the pervasive influence that neelial capitalism has managed
to exert in the field of education; the influenees in the use of education as a

way to rank, classify, stratify, reproduce, ancgdie of individuals. We may also
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change the attitude and mentality of students anents and their reasoning for
going to school by making it a more significant amjoyable task that helps them

to see the more human side of education.
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