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PRESENTATION

The theme of this new issue of IDEA’s Inter-
cambio magazine is “Standardized Exams: 
Resistances and Alternatives.”  This focus grew 
from the context of the advance of conservative 
politics in many parts of the Americas - whe-
ther in those countries where neoliberalism 
has remained ensconced for decades, or in 
those where progressive governments achieved 
power, but are now being rolled back through 
coups and pseudo-democratic processes ma-
nipulated by judicial power and hegemonic 
media corporations.  

In this context educational evaluation - whe-
ther standardized student exams or tests of 
teacher productivity - is manipulated by he-
gemonic powers to justify policies of control, 
erosion of professional autonomy, structural 
adjustment, and to commodify and privatize 
public education. 

In issue Number 9 of Intercambio we share 
articles which analyse the diverse forms of eva-
luation being applied in the Americas, as well 
as strategies of resistance by labour and social 
movements involved with public education. 

A critique of standardized exams is reflected 

in articles on the threat that high stakes testing 
poses to cultural diversity; and in the recom-
mendation to focus not just on the results, 
but on the purposes and objectives behind 
such international tests as the PISA exams 
administered in some 70 countries for the 
Organization for Economic Cooperation and 
Development (OECD).   

We also analyze in this issue, the evalua-
tion of k-12 education in Brazil, standardized 
testing in Ecuador, as well as lessons from the 
“Stop SIMCE” movement in Chile (SIMCE is 
the country’s standardized student testing sys-
tem). Argentina’s teachers’ federation CTERA 
writes on the resistance organized teachers 
in the country are putting up in the face of a 
renewed push for standardized testing by the 
government of President Mauricio Macri.

Issue number 9 also looks at the application 
of standardized testing on teachers. We ex-
plore the Mexican experiences of testing and 
privatization tendencies within the system, the 
concept of evaluation as a business tool in the 
era of cognitive capitalism, and the tensions 
between evaluation and education quality.  

Student and Teacher Evaluation around 
the Americas
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Questioning 
PISA: 
examine the purpose, not just the 
rankings

Larry Kuehn1

1 British Columbia Teachers’ Federation – BCTF

Every three years the Organization of Economic Coo-
peration and Development releases the results of in-
ternational standardized testing it conducts in dozens 
of countries around the world. And every release of 
the test results creates a global explosion of comments 
on the state of education--most of them negative. The 
publication of the 2015 test results in December 2016 
fits the pattern.  Politicians from the few countries that 
top the tables will pat themselves on the back for their 
schools doing well.  Most will find their countries further 
down the list and will point fingers and use the results 
to support policy proposals they claim will produce 
better future results. 

The PISA (Programme for International Student 
Assessment) is an international examination given 
every three years to evaluate education systems by 
testing 15-year-old students.  PISA is a project of the 
Organization for Economic Cooperation and Develop-
ment (OECD).  The OECD’s perspective on education is 
illustrated by its description of what education systems 

are included–in 2012 “65 economies” –not countries 
–participated.

In 2012 PISA assessed reading, mathematics and 
science, with some students also evaluated on “creative 
problem solving.”  The 2015 assessments included those 
areas, but with “collaborative problem solving” replacing 
“creative problem solving.”  Students were essentially 
given a computer simulation to identify how well they 
could “collaborate.” 

As would be expected, testing across different 
countries, cultures and languages presents complex 
methodological issues.  A number of critiques call 
into question technical aspects, including one in the 
prestigious publication, Education Researcher (2016).  
It questions three elements: sampling participants, the 
achievement estimation model, and measuring trends.

Of more interest, though, in understanding the impact 
of PISA is the assumptions and values on which it is based.   
The quotes in this next section are from a collection of 
articles in a book called PISA Under Examination, edi-
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ted by Pereyra, Kottoff and Cowen.  Drawing on their 
analysis, these are eight significant issues that should be 
considered in deciding how much weight should be placed 
on PISA results in directing change in school systems.  
1. PISA is a tool for control and governing globally 
within the political frame of neoliberalism. 

In effect, nations are turning over to an international 
organization the definition of the purposes of education.  
The OECD is made up of thirty of the most developed 
nations, and its view of education  focuses primarily on 
neoliberal conceptions of individual “choice” within a 
capitalist system.  PISA’s impact though goes far beyond 
the nations in the OECD.  Some 80 “economies” have par-
ticipated in PISA since the first tests were applied in 2000.  

Cowen encapsulates multiple uses of PISA in the 
control and governance of education:

PISA is ‘ranking’ knowledge.  Thus, like Olympic 
medals or world rankings in football, it can be used 
domestically as disciplinary knowledge for the go-
vernance of (educational or sporting) systems; it can 
be used domestically as ‘legitimation’ knowledge for 
justifying reform of whatever kind; and it can be used 
as a form of cultural triumphalism. (Cowen 2011, 262)

The rankings are the tool to translate the global 
framework into local decisions about education.

2. PISA’s underlying thesis of is “reforming the future 
society by making people in the present.”  (Popkewitz 
2011, 32)

Curriculum traditionally focused on content that 
reflects cultural and social knowledge aimed at incor-
porating the young into an established nation or society.  
PISA is not interested in curriculum and in no way tests 
students on their knowledge of a curriculum.

Rather, PISA is focused on “competencies” that are 
not confined within any specific cultural knowledge.  
To some degree this is a practical matter; If you want 
to give a single test that will be applied in sixty or more 
“economies” with different languages and cultures, 
you must decontextualize it, or face legitimate claims 
that you are favoring one set of national curricular 
knowledge over others.

But the purpose of competencies goes beyond the 
practical issues of cross-cultural test-making. It assumes 
the dominance of the neoliberal, global economy and 
the preparation youth need to fit into it.  The conceit that 
flows from this is the assumption that the test-makers 
can identify “knowledge we do not know if we need to 
face a future we cannot foresee.” 

Curricula are no longer the organization and spe-
cific order of content of specific school subjects; it is 
replaced by basic concepts, models and competencies.  
(Lundgren 2011, 24)

3. The PISA-expected future is a “Knowledge Society” 
based on production transformed so capital can move 
“from being located in tools and machinery to be in 
human competencies.”  (Lundgren 2001, 21)

Proponents of the PISA claim to “measure school 
systems’ contribution to the competitiveness of the 
nation in the new global economic demands.”  (Pop-
kewitz 2011, 33)

The restricted framework of PISA is reflected in 
the newest addition to the test– “collaborative problem 
solving.”  This is a computerized simulation whose value 
is reflected in a belief that the future economy will be 
based on the student becoming a collaborative problem 
solver in a digitally-based economy.

Should an education system be primarily focused 
on building competitiveness in the global economy? 
Or should other social and cultural purposes have 
place and priority?  Are there not, for example, other 
purposes of collective action and different images of a 
future economy that use collaborative problem-solving?
Rather than contributing to competitiveness in a global 
economy, might other conceptions, such as “emanci-
pation” as in Brazilian education theorist Paulo Freire’s 
vision, be the purpose of education?

4. The ‘competencies’ of the ‘lifelong learner’ make 
up the PISA image of what the student is and should 
become.  (Popkewitz 2011, 37)

Popkewitz summarizes the meaning of ‘lifelong 
learner’ from a range of literature:
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Latin America gains nothing at this 
point by imposing International 
competitive standards.

The lifelong learner embodies enlightenment qua-
lities of reason and rationality (science) as a mode of 
life (en)visioned to express individuality as a life of 
never-ending processes of making choices, innovation, 
and collaboration.  Individual agency is the self–ac-
tualization and self–motivation to a life of choice...  
The only thing not a choice being making choices. 
(Popkewitz 2011, 40)

Virtue is managing effectively the limits and oppor-
tunities of the environment through steering one’s 
performances in a continual feedback loop of self-as-
sessment. (Popkewitz 2011, 41)

PISA, itself, is the collective image of its definition 
of the lifelong learner--steering performances in a 
three-year loop of tests and reports. 
5. Testing students on an international scale is a way of 
having numbers as a point of comparison. In the case 
of PISA it is seen as a tool for representing competitive 
strength in the global economy.

Numbers and comparisons easily transfer into 
sports metaphors of league tables. The numbers appear 
to summarize complex actions and events.  Numbers 
give the appearance of objectivity, fairness and im-
partiality, although they have within them elements 
that are not really comparable. (Popkewitz 2011, 34)

In addition to the tests, PISA collects survey data on 
the student and family, as well as institutional factors that 
are used to explain differences in performances.  These 
factors include socio-economic status and inequities 
in resources provided for the institutions of the school 
systems. These important explanatory features appear 
in reports after the release of the league tables, and get 
little attention compared to the initial announcements 
of rankings.
6. The comparisons of country results in the league tables 
over time may disguise positive or negative changes in 
the performance on the tests.  

Students in country A may have achieved higher 
results in their PISA scores than in previous tests, but 
country B also has improved results that are greater 
than those of A. This may push country A down in the 
rankings below B, leading to quick, media judgments 
that the students in country A are now doing worse 
than in the past.

7.  Responses to PISA results in Latin America.
Schools in societies with comparable traditions, cultures 
and with similar resources devoted to education might 
be appropriately compared under some circumstances.  
In contrast, as Troehler points out:
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It doesn’t make sense to compare 
the results from Latin American 
education systems –plagued by 
inequality– with those of more 
egalitarian societies such as Finland.

The world according to PISA is the globally harmo-
nized world of interaction... But there exists nothing like 
the experiences of students across the world in contrast 
to experiences within the “specific cultural context of 
a single country,” for experiences are always situated 
within a specific cultural context.”  (Troehler 2011, 255)

The institutional bases of most of the OECD coun-
tries (Mexico excepted), have relatively similar levels 
of resources devoted to education. This is not usually 
the case with non-OECD countries whose students 
are participating in the PISA testing.  Student scores 
in those Latin American countries that participate in 
the PISA have generally been low, and fall far down 
the rankings.  A. Bolivar contends that these results 
have much to do with inequality and underfunding of 
public education in the region:

But it is senseless to compare the performance of the 
Latin American systems –plagued by gaps of inequali-
ty–with the performance of systems like Finland and the 
other more socially egalitarian countries.  Latin America 
will gain nothing right now by imposing high standards 
–internationally competitive–if they are not accompanied 
by an ‘internationally competitive” spending, especially for 
poor students, and if these students are not supported, to-
gether with their families from day one.  (Bolivar 2011, 71)

Changes made in Latin American countries, suppo-
sedly in response to PISA results have, in fact, followed 
political or ideological positions that existed prior to 
PISA tests, according to A. Bolivar. The PISA rankings 
are simply used to justify these pre-existing positions.

8. The worldview that is the base of PISA is antithetical 
to indigenous conceptions of the role of education.

Indigenous conceptions of education are culture 
and place based.  Education is the development of a 
person competent within the culture, speaking the 
indigenous language that holds cultural meaning and 
rooted in the specific place of the cultural experience.

The PISA conception of education is harmonized 
globally with competencies that are assumed to provide 
conditions for success wherever they are applied.

This conflict can be seen in the context of the Mexi-
can education system.  The recent wave of neo-liberal 
education reforms are rationalized as responding to 
PISA and measures of a global standard of education.  
It should not be a surprise that the greatest resistance to 
those education reforms are centred in the states with 
significant indigenous populations, as culturally relevant 
education would be eliminated under these reforms.

In conclusion, PISA can be challenged from a number 
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of perspectives:  methodological and technical issues; 
a rejection of the “human capital” ideology on which 
it is based; the ranking system that is used for political 
purposes and the paving over of significant issues and 
differences; the neo-colonial process that imposes the 
perspectives of the most “developed” countries on all 
others; and a globalism that continues the centuries-long 
suppression of indigenous cultures.

PISA should be challenged on all these bases.
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Cultural diversity:  
a human right at risk from 
standardized evaluation
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Evaluation Strategies in Indigenous 
Communities
Since ancient times, societies have learned to arrange 
their ideas based on what they want for the continuity 
of personal, family and community life. What is im-
portant for them makes sense for both the present and 
the future. This is how the training and preparation of 
future generations is constructed. This constant con-
struction is reflected in the attitudes and production 
that contribute to the continuity of life based on the 
present context.

In indigenous communities, knowledge is put into 
practice in the different fundamental services carried 
out from a very early age, where, with actions and par-
ticipation the following are applied: respect, humility, 
honour, sincerity, mutual support, listening to one’s 
representatives. The utility of lessons and learning is 
demonstrated as different situations are confronted, 
such as how community affairs are dealt with and the 
negotiations and mediations needed to maintain har-



8 

mony in the community. Through these acts, traditional 
culture is reproduced. Its needs and perspectives are 
also re-invented through the power of collectivity. 

These attitudes and the knowledge that the mem-
bers of these communities display are the result of 
community practices that are acquired in different 
family and community spaces and activities. Based 
on these, the people construct and reconstruct forms 
of organizing, acting and participating. That is to say, 
the way in which we educate ourselves for life based 
on the needs of our surroundings that are different for 
each community, just as the perspectives of the future 
are. This means that our own reality is learned and 
strengthened and, consequently, cultural and linguistic 
diversity is constructed. In this manner the community 
values itself and in turn supports subjects as they carry 
out their work. It values students not to say goodbye to 
them or exile them from their community, but rather 
to continue their training through participation in the 
communal collective.

Community evaluation in the pres-
ence of schools
With the establishment of schools in indigenous com-
munities, collective evaluation is lost, because the 
rules and interests of schools are different. At school, 
it is teachers that evaluate according to what is taught 
during a specific period. What is measured is how much 
of what has been taught is repeated, not how much 
of what was taught was applied in daily life. In this 
manner, step by step, cultural and linguistic diversity is 
being eliminated. Bit by bit, thought is being oriented 
towards one universal model of seeing nature, society, 
needs - not only those of the future, but also those of 
the present and above all, of the immediate context. 
What is being constructed is a single model of seeing, 
thinking and relating to the social and natural world. 
This is emphasized so that the local world resembles 
or is the most like the universal, homogenizing the 
perspective of needs and ways to address them and 
what is constructed is only one way to see and live in 
and not with the world.

It’s not that we are against schools, but what is cer-
tain is that currently, in all of Mexico, school is the one 
institution that children attend, both by obligation and 
by right. It is the only one in charge of “educating” them, 
without there being much reflection on the national 
education policy with which they are educated. It is very 
likely that this kind of reflection does not come from 
parents, because, for the most part, their own experience 
has lead them to believe that schools should be in charge 
of their children’s education. There is neither the time 
nor the space to question who determines what should 
be taught in school, nor is much thought given to the 
communities’ cultural deterioration.

In the case of Mexico, the state defines the curriculum 
for basic education, which includes preschool, primary 
and secondary education. It also designs and produces 
the textbooks which reflect the subjects of study and 
content that the country’s children and youth will receive, 
all in the name of Mexican nationalism. The perspec-
tives of indigenous communities are sorely lacking, not 
because they don’t want to contribute, but because the 
conditions are not created to include them, as it is not 
in the state’s interest, nor is it a constitutional right.

Cultural diversity as a human right
Mexico is a multicultural and multilingual country as 
established in Article 2 of the Mexican Political Con-
stitution, which states:

“The Nation has a pluri-cultural composition 
that is based originally in its Indigenous peoples 
who are those who descend from the populations 
that lived in the country’s present territory at the 
beginning of colonization, and who preserve 
their own social, economic, cultural or political 
institutions, or part of them.”

At the federal, state and municipal government levels 
this mandate is being ignored. Although there are 
some government institutions that are in charge of 
the education of indigenous peoples - the General 
Department of Indigenous Education (DGEI), the 
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National Institute of Indigenous Languages (INALI), 
to name the two most important - in practice it does 
not happen like the mandate states. For the indigenous 
population there are no concrete education programs 
that strengthen pluri-culturality in an in-depth man-
ner, such as the Convention on the Rights of the Child 
establishes in Article 26, section c) “Instill in children 
respect for their parents, for their own cultural identity 
and its language and values, for the national values of 
the country where they live, for their country of origin 
and for civilizations different then their own.”

Both indigenous and non-indigenous Mexican chil-
dren are taught with the same curriculum and subjects. 
This violates the right to cultural and linguistic diver-
sity, because at school the learning that is prioritized 
is that which is set by official education programs and 
little or no time or space is left to strengthen students’ 
own cultures. 

In these programs neither the context nor the inter-
ests of daily life are emphasized. Another important fact 
is that although at the preschool and primary levels there 
are two types of schools, one indigenous and the other 
general, both types are found in indigenous territories. 
They are found amidst a clear process of hispanization 
because Spanish is the official language of instruction in 
the schools. Therefore, students are taught and evaluat-
ed in this language based on the subjects and content 
established in the official education programs. The goal 
is for these subjects and content to be located within 
certain parameters of learnings and attitudes, in order 
to be accredited by a mark that gives the right to pass 
to another grade and level. The student must always 
reflect that s/he is acquiring the manners of thinking, 
the ways and the language that the school transmits. At 
the centre of the teaching and evaluation is repetition 
and memorization, perhaps with the possibility of 
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reflection but without too much distance from what 
is taught. This is called evaluation. The justification is 
that what is learned in one grade continues into the 
following grades and education levels, although not 
necessarily for the students’ real and present lives. This 
is referred to as quality education, without considering 
that what is learned should be useful in the present and 
future of a subject as a collective and individual being.

This model of schooling does not contribute to 
an education that considers the cultural differences 
among children. Indigenous children have to learn the 
content set by the official programs, which present new 
perspectives. For example, natural resources are viewed 
as raw material for work not as elements that make 
up part of human life, and the relationship of humans 
with nature is seen differently. With the proposal for 
standardized evaluation, in a very subtle manner the 
consciousness of the present self of future generations 
of indigenous people is destroyed. And with this, the 
right to be taught among diversity is negated.

In the face of this situation, it is urgent that the 
content reproduced in schools be diversified so that 
evaluation is also varied and not standardized. In ad-
dition, content and evaluation should be designed with 
the participation of indigenous communities in order 
to guarantee the inclusion of the specific needs for the 
present and future and the continuity of their language 
and culture as a human right, as is proposed in the ILO 
Convention 169 in Article 27 section 1.

“Education programs and services directed at 
interested peoples should be developed and 
applied together with them with the goal of re-
sponding to their particular needs, and should 
include their history, knowledge and techniques, 
their value systems and all of their other social, 
economic and cultural aspirations.”

As we can observe, education for all children, not only 
those from indigenous communities, should respond 
first to the immediate and long-term interests and 
priorities of life and consider the characteristics and 

needs of its community and the broader context. We 
should also take into account that these are individual 
and group subjects, with specific characteristics that give 
rise to and give sense to cultural and linguistic diversity. 
This is why the reproduction and strengthening of the 
following practices should be guaranteed: the tequio, 
the gueza1, respect for and relationship with nature, 
different ways of seeing, thinking and relating to the 
world and the use of native languages, among other 
cultural elements that school limits.

This does not mean that indigenous children should 
be discriminated against, marginalized or have their 
right to learn what is outside of their context negated, 
but rather what is needed is to create the conditions 
and opportunities so that they can strengthen their 
own culture. This should also be the case for non-in-
digenous children, who should know deeply about the 
cultural and linguistic diversity that in many cases they 
live within, so that they can live in equal intercultural 
relationships, which enable the creation of conditions 
for the development of their full human rights.

It is necessary to clarify that we cannot nor should we 
distance ourselves from the macro, from the teachings 
of the sciences, of technology, of the knowledge and 
wisdom of other cultures. But we also cannot abandon 
the contextual, that which is useful and gives meaning 
to indigenous identity, that which helps to build a 
community life.

Diversity and teacher training
If the rights of children and those of indigenous and 
non-indigenous communities are taken into account 
and given priority, then teachers training should also 
be diversified so that they can carry out their activities 
in the context of indigenous communities. This would 
also imply transforming the curriculum of teacher 
training schools, because teachers must be trained not 
only to reproduce the focus of the official education 
programs, but also to strengthen what indigenous 

1. The tequio is a kind of collective work that people should 
do for their community. The gueza refers to products that are 
offered to visitors during festivities and which are shared. 
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Photo: "Return the rights of the indigenous peoples.” Parents protest neoliberal 
education reforms in Oaxaca, Mexico.

children have learned from their own context. This is 
the first space in which what is learned in the classroom 
can be put into practice, because it is here that they 
will find the first needs and perspectives of the future, 
without forgetting the needs that could be confronted 
in other broader contexts, with other perspectives. In 
this sense, teacher training and study plans should be 
transformed, especially in intercultural contexts, in 
order to avoid standardized evaluation as this leads to 
a standardized education.

Standardization not only affects children and tea-
chers. It also has a great effect on the life of communities, 

especially among indigenous peoples. If 
the way of thinking of future generations 
is transformed at a very young age, there 
is no doubt that in the near future the 
language and culture of these peoples 
will disappear. This is because children 
spend the majority of the day at school 
and have less of the day left for learning 
about and reproducing their own cultu-
re. Schools don’t train students for their 
current context nor in the present time, 
but rather for an uncertain future when 
a level of formal university training is 
reached, something which is very diffi-
cult for indigenous children and youth. 
As a result there is a double negation 
and violation of rights. For children, 
school serves to distance them from 
the context of their culture. For youth, 
their right to access a university level is 
limited, for lack of economic resources, 
among other reasons. This is why it is 
necessary and urgent to reorient teacher 
training.
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Introduction
As a result of the reforms to the Brazilian state imple-
mented in 1990s, educational evaluation policies have 
gained more and more centrality. These policies are 
shaping the education system under the logic of the 
market and are shifting state responsibilities into the 
hands of civil society. 

The reformed state in its role of regulator establishes 
all the processes for the functioning of society (including 
the education system), decentralizes actions to imple-
ment new policies, establishes objectives, conditions 
funding based on reached goals and establishes an 
evaluation system that can guarantee ‘expected results’. 

The decentralization adopted by the Brazilian state 
is part of managerial reform implemented in 1995. But 
this decentralization does not include a re-distribution 
of responsibilities with an autonomous decision-making 
process; on the contrary, there is a major centralization 
of decision-making within the federal government. 

This paper analyzes the role of evaluation as a new 
policy to regulate the education system and identifies 
how Brazilian education has been affected by the cen-
tralizing process, including content in curricula and 
how content is taught within the logic of standardized 
and large-scale testing.
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The role of evaluation
The decade of the 1990s saw a proliferation of educa-
tional policies at all levels and modalities, especially 
those regarding evaluation.

Afonso (2005) highlights that “in terms of mana-
gement, evaluation is almost always a fundamental 
instrument”, and he stresses that since 1990, the key 
functions of evaluation are based on the selection of 
staff and “the productivist form of management of the 
education system”. (p.19)

Under a neoliberal platform, evaluation as a sys-
tem gained a central position because it became a 
priority to satisfy market demands. In the Brazilian 
case, evaluation is related to the reform process of the 
Brazilian state and its centrality is linked to the many 
commitments the country made at the Education for 
All World Conference (1990), the Dakar Conference 
(2000), The Declaration in Inchoen – Education 2030 
(2015) as well as the Millennium Objectives (2000) 
written by the United Nations. 

In all these objectives, declarations and written do-
cuments, some key elements are repeated: the universa-
lization of basic education1 within an equity framework 
(equality is not a priority anymore), the mobilization of 
resources –pointing out the need to make alliances with 
both private and public actors -, and the strengthening 
of partnerships, including those from the international 
arena. At the same time, evaluation is also linked to the 
level of quality.

In this analysis, it is important to consider the current 
globalization of finance, of markets and of economies. 
Dale (2007) affirms that there are many efforts towards 
the development of new forms and models of education 
from a supranational level. The author develops and 
explains a rational logic where the dominance of regio-
nal models over national ones is clear to understand. 

This belief that there is a common worldwide educa-
tional culture, within which curriculum and the training 

1. In Brazil, basic education covers children from age 7 to 14, 
divided into cycles of 7-11 and 12-14. Secondary education 
refers to youth 15-17 and finally higher education includes 
university (both undergraduate and graduate levels).

of teachers are shaped by international influences, means 
that evaluation can play a role in guaranteeing that the 
“competencies” and “skills” required in schools can 
satisfy international interests, especially with regards 
to the training of labour. 

International organizations and 
the role of evaluation
Education under a commodities market model needs 
to have certain standards that can guarantee a degree 
of competitiveness and form a workforce capable of 
responding to the demands of the international market. 
Therefore, some international organizations defend 
large-scale standardized testing because “it produces 
information that can compare students’ performance 
in different contexts […], and its final objective is to 
present a vision of a country, a state or a municipality” 
(PREAL, 2008, p.5).

The academics and intellectuals who are part of the 
Evaluation and Education Standards Working Group 
of the Program for the Promotion of Education Re-
form in America Latina and the Caribbean (PREAL, 
2007) believe that large-scale external evaluation can 
contribute to the productivity of the labour force, to 
the competitiveness of the national economy, and to 
an increase in opportunities for overall personal de-
velopment, thus allowing people to participate in the 
knowledge economy.

The defense of this kind of evaluation is based on 
the standardization of curriculum, through a national 
common base for both the basic education system and 
the teacher- training system for those who will teach at 
this educational level. All of this represents a standard 
of what should be taught, of what will be considered 
part of “official knowledge” and which will reflect the 
result of the different forces in place at the moment of 
any adjustments. 

In order to understand the need for external, stan-
dardized and large scale evaluation and to guarantee 
that evaluation tools correspond with local specifica-
tions, the Organization for Economic Co-operation 
and Development (OECD) has been carrying out the 
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"One can observe that the decentralization adopted 
by the state is part of the managerial reforms that 
have been incorporated since 1995 in the case of 
Brazil. It does not include a redistribution of respon-
sibilities with decision-making autonomy. On the 
contrary, it represents a greater centralization of 
decision-making into the hands of the federal gov-
ernment."

International Program for Student Assessment (PISA)2, 
which according to INEP (2016) has the goal of “pro-
ducing indicators that can contribute to the discussion 
around the quality of education […] as a way to improve 
basic education policies”.

PISA evaluates students’ abilities in reading, mathe-
matics and science. In 2015, the evaluation included 
other new areas such as financial competency and co-
llaborative problem solving (INEP, 2016).  The OECD 
also established the Ibero-American PISA group (GIP)3 
whose main objective is to include relevant topics related 
to the region in the exams.

In the document Educational Goals 2021: The educa-
tion that we want for the generation of the bicentennials, 
produced by the Organization of Ibero-American States 
(OEI), the topic of evaluation is present insofar as it was 
part of the commitments on Education for All signed 
in Jomtien and again in Dakar. In this document it is 
noted that the member countries of the Ibero-American 
PISA group had lower results on the PISA exam than 
more developed countries. These same results can be 
seen on another exam, known as the Third Comparative 
and Explicit Regional Study or Terce, which measures 
learning through large-scale evaluation and which is 
2. Brazil is not a member of the OECD, but as a partner 
country it adopted PISA from its inception and this exam will 
be used as a point of reference for other indicators discussed 
later in this article. 
3. The countries participating in GIP are: Argentina, Brazil, 
Chile, Colombia, Mexico, Portugal, Spain and Uruguay. 

considered the most important test in Latin America. 
The objective of Terce is to evaluate school perfor-

mance in the third and sixth grades of basic or ele-
mentary education. As with PISA, this evaluation also 
includes a socio-economic questionnaire which aims to 
understand the learner’s context. In its 2015 version, the 
most recent, “national modules” were included to allow 
countries to have a deeper understanding and analysis 
about specific factors that could affect learning. There 
is also another module which aims to study the impact 
of the use of Technology and Communication Tools 
(TIC), and the link between nutrition and learning. 

External Evaluation as Standard 
Evaluation 
PREAL defines “standardized” evaluation as one that 
is developed by a central agency to evaluate the per-
formance of students from various educational insti-
tutions. This kind of evaluation differs from the kinds 
that teachers apply with educational goals. 

UNESCO upholds this kind of normalized/standard 
evaluation and provides arguments such as it is a way to 
show accountability to society and that it establishes well 
defined performance measures. However, the main argu-
ment is that there are many complaints at all educational 
levels that students lack basic knowledge. For UNESCO, 
these complaints show that there is an expectation of 
achieving specific skills, but if there are no established 
norms or policies around these expectations, there is no 
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way to demand responsibility and accountability from 
teachers and schools. Hence, it is necessarily to develop 
norms around curriculum content, to describe what 
teachers need to teach, to establish performance norms 
for students at each grade and to define parameters in 
terms of opportunities and/or conditions for the avai-
lability of programs, staff, and other factors. 

For PREAL (2008), standardized evaluation provides 
key information regarding the quality of education, even 
though it also recognizes that this kind of evaluation 
cannot be considered a complete indicator and it should 
not be the only kind of evaluation to be adopted. 

Standardized evaluation and the 
quality of education 
The National System of Evaluation of Basic Level Educa-
tion in Brazil (SAEB) established by Ministerial Decree 
1.795 (1994). Section I in Article 1st, specifies its role 
as a contributor to the development, at all educational 
levels, to a culture of evaluation to reach high quality 
basic education. Therefore, even before the enactment of 
the new national education decree, the country already 
had a national evaluation system. 

When SAEB was implemented, the system evaluated 
primary students from 5th and 9th grades, and secon-
dary students in third year high school from all private 
and public schools. In 2005, this system was renamed as 
National Evaluation of Basic Education (ANEB).  SAEB 
was broadened and included the National Assessment 
of School Performance (ANRESC), also known as 
Prueba Brazil (Test Brazil). This test has the objective 
of carrying out an evaluation that includes children in 
5th and 9th grades, as well as students in 3rd year high 
school, from public schools in the three school systems: 
municipal, provincial and federal. The objective is to 
evaluate the public school system.

In 2013, the National Literacy Evaluation (ANA) 
became part of SAEB. ANA aims to evaluate students in 
the 3rd grade of primary education in all public schools, 
analyzing specifically levels of literacy and numeracy. 
Thus, Brazilian system of evaluation of basic education 
is made up of ANEB, ANRESC and ANA.

In April 2007 the government approved by Decree 
6094 the Plan for a Commitment to Goals: Everyone for 
Education which has the goal of improving the quality 
of basic education. Article 3 reads that the “quality of 
basic education should be measured, based on IDEB 
(Basic Education Development Index)” and this “will be 
the objective indicator to verify if the goals established 
in the Commitment has been achieved.”

The main role of this external and wide-scale eva-
luation system is explicit: the creation of a culture of 
evaluation that can contribute to improving the perfor-
mance and quality of education. These elements show 
that evaluation as a system should be used as a tool 
for the management of education policies. Evaluation 
from the state’s standpoint plays the role of the new 
regulator of education. In other words, evaluation 
can provide elements, information and data that will 
help establish norms and regulations that will impact 
future policies and decisions following the logic of the 
international market.

In a document from 2010, the World Bank sees 
the Brazilian experience as positive in relation to the 
implementation of IDEB, and sees it as representative 
of the evaluation consolidation in the country. 

The way standardized and external evaluation has 
been adopted has benefited the use of business manage-
ment strategies in education and this has been evident, 
above all, in relation to financing. Some characteristics 
can be mentioned such as the emphasis on results or 
awarding students and institutions individually. These 
characteristics corroborate the thesis that evaluation 
systems are tools for the management of education in 
the ways it punishes, awards, promotes and distributes 
resources, including bonuses to teachers whose students 
achieve a higher grade.

Evaluation for those who favour education reform is 
a way to achieve quality education. But it is important 
to question the concept of “quality” that is being used in 
order to understand the concept of evaluation that has 
been adopted as well as the national and international 
evaluation systems that have been implemented. 

Even though Brazil has an evaluation system in 
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UNESCO defends 
this kind of 
normalized 
standardized 
evaluation 
presents 
arguments to 
support its 
position

place that is considered advanced, the country has 
been criticized by international organizations because 
students do not learn what is expected for the level 
they are at and Brazilian students do not fare well on 
the international exams (PREAL, 2009). This criticism 
based on the results of external evaluations has increased 
the pressure on governments to change the situation. 

The results of PISA in 2012 show that Brazil ranks 
60th among the 76 countries that took part in the eva-
luation. This score was considered positive and OECD 
observes that this is an indicator that the country is 
growing, showing that it has improved since the last 
external evaluation in 2009.

Final considerations 
It seems there is no doubt left about the role of evalua-
tion and the centrality that it now holds in regulating 
education policies. The way evaluation has been used 
by both national and international organizations has 
transformed evaluation into one of the most impor-
tant factors for “success” in learning. The OECD itself 
expressed this when addressing the Brazilian PISA 
results 2015. 

Evaluation is fundamental. One cannot think of an 
education system without evaluation as a valid tool. 
Therefore, its usefulness, importance and pertinence 

cannot be put into question. However, we have been 
questioning the way evaluation has become a tool to 
link results with financial purposes, without considering 
the process, and other variables such the valorization 
of the teaching profession, which includes initial and 
ongoing training, working plans and salaries.

A key aspect of this new regulation is the awarding 
or sanctioning of a school, which implies mainly a 
punishment or a “bonus” to teachers and managers 
related to performance measured by indicators esta-
blished externally and measured by standardized tests.

When the state takes on the role of evaluator, as 
Afonso (2005) argues, with elements of competition, 
neo-Darwinism, adopting the market logic, highlighting 
education systems’ results or products, evaluation be-
comes an instrument that has to meet the requirements 
of the global market. 

Adopting standardized, external evaluations that 
are not prepared by the teachers who are in direct and 
immediate contact with students can significantly reduce 
the impartment of important knowledge that leads to 
the development of a citizen and to the formation of 
a well-rounded subject as shaper of history. This kind 
of evaluation also contributes to changing the role and 
nature of the teaching profession. 

External, wide- scale standardized testing has destro-
yed the education system in Brazil by creating a logic that 
has inverted the symbols and ethics of education. Now 
it is evaluation - the questions already made, and the 
way these questions are presented - that will determine 
what teachers should teach and how they should do it.

This almost “obsession” with evaluation and with 
reaching, or not, stipulated indices is what guides tea-
ching work and modifies the role of the teacher in the 
classrooms, transforming the teacher’s role into that of 
an evaluation technician. This study also highlights how 
international curriculum is displacing and eroding re-
gional and local issues in school planning and programs.

The decentralization of the role of the evaluator state 
should not mean a sudden break with the educational 
process or what happens inside the classroom. Emphasis 
on the “product” cannot be the most important part of 



17 

the teaching-learning process. An evaluation process 
must happen, but not as the central part of the educa-
tion process and not by subordinating school life to 
standardized testing.

The mere use of evaluation tools, compilation of re-
sults and standardization of testing are not fundamental 
elements to improve education. It is necessary to take 
into account other variables such as the professionali-
zation of teaching practice, pre and in service teaching 
training, clear professional development opportunities, 
decent salaries and working conditions, etc. 

Evaluation is an important tool, but the problem is 
that it has been used as a central part of the teaching-lear-
ning process which has become subordinated to the need 
to reach standards implemented by entities that are not 
linked or related directly with schools. This process then, 
distorts the objectives and puts a lot of emphasis on the 
results, displacing elements that are more important and 
fundamental to the teaching-learning process.

Wide scale testing is contributing to an increase 
in competition among teachers and among schools, 

creating conflicts and harmful pedagogical practices. 
The focus on achieving results eliminates the integral 
formation of the human being as being the fundamen-
tal objective of formal education and forces schools 
to assume the weight of the results obtained in those 
tests. This type of evaluation has served as a currency of 
exchange for schools to obtain basic resources for their 
operation and teachers get bonds translated in cash or 
other form of compensation, and thus deviating from 
the proper role of evaluation.

This practice has also resulted in a degradation of the 
content of curriculum in the schools because teachers 
must prioritize teaching to the test instead of what is 
specified in the school curriculum. Teachers are even 
using test simulators or standardized testing applied in 
previous years as the base for their teaching-learning 
process. 

There is a need to fight in an organized way against 
the ‘obsession’ for this kind of evaluation, supporting 
campaigns that can contribute to the end of the meri-
tocracy and performance culture. 

Evaluation is an important tool, but 
sometimes it used as the central point of the 
teaching-learning process, subordinating the 
process to the need to reach results that can 
be fit into numbers and rankings by entities 
that are not directly connected to schools, 
distorting the aims of evaluation and  
making the results more important than the 
process.
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For many years the National Tea-
chers’ Union (UNE) has demanded that there be com-
prehensive education evaluation systems in Ecuador. 
They challenged governments to present their proposals 
and contrast them with what had been achieved. Of 
course, governments never wanted to bring to light their 
demagogy and inconsistencies. Not even in the projects 
with external debt did they use comprehensive evalua-
tions that demonstrated an improvement in education. 
At the end of the World Bank’s EB/PRODEC project, 
it was pointed out: Unfortunately, to date there is no 
comprehensive evaluation that allows us to understand 
and assess in a complete manner the main achievements 
and difficulties that this model’s implementation has had. 
Previous missions recommended carrying out such an 
evaluation.1 And, the Redes Amigas (School Networks) 

1. Implementation Completion Report, ICR. Number 9. 
February 2000.
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of the Inter-American Development Bank (IDB) recog-
nizes a minimal difference in learning outcomes among 
public schools in a situation of poverty.2

However, UNE and many other sectors continued 
to make this demand and succeeded in having a clear 
policy included in the Ten-Year Education Plan 2006-
2015. The Sixth policy proposes: Improvement in the 
quality and equity of education and implementation of a 
national system of education evaluation and accountabi-
lity. The Plan was approved through the use of a Popular 
Consultation (Plebiscite) and its full application was 
expected during the Rafael Correa administration, which 
in fact did not occur.3 Nor were follow-up annual reports 
presented, nor was an evaluation of the application of 
the Plan conducted before starting a new one, which, in 
contrast to the first, did not include social participation.

Once more, the topic was proposed for inclusion 
in the new Ecuadorian Constitution (2008), which in 
Article 346, mandates that: There will be a public insti-
tution, with autonomy, for comprehensive internal and 
external evaluation, that promotes quality in education. A 
majority of the popular vote approved the Constitution, 
but this and many other articles that referred to the right 
to education have not been adequately implemented.

However, despite what these two pieces of legislation 
suggest, the government decided to launch a teacher 
evaluation in 2008. It conducted it despite the different 
proposals from the teachers’ union, united under the 
banner of “Education for Emancipation,” and it did it 
without the existence of an autonomous institute to 
carry it out. This is when a new campaign was started 
to claim that the crisis in education that neoliberals 
had created was the responsibility of the teachers who 
had resisted this international policy. That is why the 
evaluation was focused on teachers and other aspects or 
actors in the education system were not considered, as 
should happen in an evaluation such as the name “com-
2. PUCE-CELA (2004). Interim Evaluation of the Autono-
mous Rural School Networks Program. Final report. Quito, 
April 2004. Page 41
3. Vargas, S. (2016). The lost decade in education. Accessed 
at: http://es.idea-network.ca/investigaciones/la-decada-per-
dida-en-educacion 

prehensive” suggests, as proposed in the Constitution.
The process was denounced at the technical level 

for being too partial and standardized in such a diverse 
country. It was based on a true/false or multiple-choice 
exam. The process had a punitive character and penalized 
teachers. In November 2008, a pilot was started (after 
a test run that was not analysed, and which predicted 
that 97% of teachers’ candidates would fail – obviously 
after this result, the exam should have been re-evaluated 
but that was not done). The pilot results were used to 
newly attack teachers and public education, above all 
because only 1,569 teachers of the more than 120,000 
in the country showed up to take the exam.

The teachers’ resistance was expressed in 2009 in a 
national strike with strong support. But the government 
also continued in its determination to apply sanctions 
and to carry out training processes of dubious suc-
cess (see the table that follows later). From that year 
on, dialogue with teachers was halted, and finally, in 
August of this year (2016), the legal dissolution of the 
National Teachers Union was declared, in violation of 
International Labour Organization agreements and of 
due process.

In 2009, for the first mandatory evaluation that 
was carried out in the Costa region 4,855 educators 
showed up, of a total of 7,512 called to participate. The 
government initiated administrative procedures to dis-
miss those who did not attend. In 2010, the evaluation 
continued in the Sierra region, keeping the regulation 
that those who got insufficient scores would need to be 
trained for a year before being able to opt for a second 
evaluation. If at this second evaluation they once again 
obtained an insufficient score, they would be dismissed. 

In November 2012 the Intercultural Education Law 
(LOEI) was approved which lead to the formation of the 
National Institute of Education Evaluation (INEVAL) 
which should be the body in charge before any process 
of system evaluation is begun. The INEVAL, however, 
does not propose to evaluate state policies and apparatus. 
In their 2015 report, they state that the components of 
the education system that will be evaluated are: students’ 
learning and academic outcomes, education professio-
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One example of the unfairness of stan-
dardized evaluation is that teachers 
in the Amazonian region are 
the ones who score lowest 
on these tests.

nals’ performance, and the administration of education 
establishments. Are these the only components of the 
education system? Of course not, and this demonstrates 
that the comprehensive nature of the evaluation such 
as the Constitution mandates is not being fulfilled.

One way to observe the injustice of standardized 
evaluation is by analyzing what happened in the Amazon 
region where the highest percentage of teachers with 
low results can be found. While in Quito, the capital, 
the percentage of teachers that failed was just 2.6%, in 
the Amazon the percentage was between 6 and 21% 
(Zamora 6.1%; Sucumbíos 14.8%; Napo 13.1%; Pastaza 
17.8%; Orellana 17.4%; Morona Santiago 20.9%)4. It 
is logical to assume that this affects the results of the 
public university entrance exams established by this 
government (previously, there was free entry and me-
chanisms were defined by each university).

An interesting fact reported by the government daily 
newspaper, The Telegraph (April 21, 2014) in a story on 
the website, www.lapoliticaonline.com, reveals that both 
the Buenos Aires chief of government, Mauricio Macri, 
and the governor of the province of Buenos Aires, Daniel 
Scioli, are using the Ecuadorian education model as a 
guide with the objective of improving standards in the 

4. Ministry of Education (June 27, 2016). The Minister of 
Education broadens the results of teacher evaluation and 
clarifies current themes. https://educacion.gob.ec/minis-
tro-de-educacion-amplia-resultados-de-evaluacion-docen-
te-y-aclara-temas-coyunturales/

sector in this city. Macri is very interested in replicating 
the teacher evaluation system implemented by the Correa 
administration in Ecuador. If the model of the so-called 
“Citizen Revolution” is agreeable to openly neoliberal 
characters, we need not say more.

Along with evaluation, teacher training has been 
very broadly applied. The Ministry of Education re-
ported that up to 2015, 33.4 million hours of training 
had been delivered to teachers on disciplinary issues, 
development of technologies, tools and pedagogy5. 
Such a high quantity of training should be reflected in 
teachers’ evaluations, but as we can see in the following 
table, the results do not show a substantial change in 
trends. An additional fact is that since the beginning, 
the results were not as bad as those announced by the 
private sector and their allies in government. On the 
contrary, the percentage that achieved high scores did 
not relate to the handing out of incentives that had 
been announced.

Results of Teacher Evaluation
YEAR EXCELLENT VERY 

GOOD
GOOD INSUFFICIENT

2012 0.1% 24.2% 73% 2.7%
2014 2% 12% 32% 54%
2016 0.5% 24.9% 65.3% 5.5%

Source: Ministry of Education Reports.

5. Information collected in: Teachers Network (2015). 
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When presenting this data, the Minister concluded 
that the educators that obtained between 600 and 700 
points (65.3%) in the following two years should enter 
professional development programs of 330 hours in their 
specialty field.6 This is different than what Article 10 of 
the Law stipulates, which is that all teachers should be 
continuously trained.

As we see, the supposed relationship between eva-
luation, training, and educational improvement has 
not been demonstrated. The evaluation also doesn’t 
consider teachers’ working conditions and denies that 
their performance has something to do with the policies 
decided from within the seat of power.

Among the continuous changes to official policies, 
this past March 2016 the Minister for this branch pre-
sented the “new” model of evaluation of teacher per-
formance, “Ser Maestro” (Being a Teacher), that would 
be applied to public sector teachers and begin on April 
19, 2016. In addition, it was explained that this would 
be the first teachers’ evaluation that INEVAL would 
carry out and this would be taken into account for legal 
purposes. This would be the first evaluation, and prior 
evaluations would not be considered, that is to say, we 
are starting from zero, the Director of INEVAL stressed.7

This setback seems fitting given the discrediting of 
these processes, the political weakening of the govern-
ment and the growing demands of teachers and other 
social actors. Effectively, “for legal purposes” none of 
what was carried out by the government before the exis-
tence of an autonomous institute is valid. Unfortunately 
the autonomy of the INEVAL has yet to be observed. 
Under these conditions, not much can be expected of 
the changes implemented. 

6. Ministry of Education (June 13, 2016). http://educacion.gob.
ec/el-ministerio-de-educacion-y-el-instituto-nacional-de-eva-
luacion-educativa-presentaron-los-avances-del-proce-
so-de-evaluacion-ser-maestro-regimen-sierra-y-amazonia/
7. Ministry of Education (March 9, 2016). The Ministry of 
Education shared the new model of evaluation of teacher 
performance “Ser Maestro” (Being a Teacher). At: https://
educacion.gob.ec/el-ministro-de-educacion-socializo-el-nue-
vo-modelo-evaluacion-de-desempeno-docente-ser-maestro/
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Advertisement "Stop SIMCE"

Introduction

It has been almost 30 years since the first application 
in Chile of the SIMCE (the Education Quality Measu-
rement System), one of the oldest standardized tests in 
Latin America. Its validity has been based on a complex 
interaction of interests that have strengthened it to 
become the main regulator of the Chilean education 
system (Campos et al, 2014). We can trace its origins 
to the dictatorship, and its continued development to 
democratically elected governments, both those on the 
centre-left and on the right (OPECH, 2005). 

This political and technical consensus on the need 
for and appropriateness of a standardized test has been 
completely disassociated from the reality of schools. We 
can summarize the main consequences of the tests on 
school life as: student and teacher stress, the pressure 
to achieve better results, the selection of and discri-
mination against students who do not achieve high 
results and the concentration of teaching on Spanish 
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and Mathematics. On the other hand, the observable 
effects on the education system as a whole have in-
cluded: increased privatization of services in order to 
increase results, a decrease in hours spent on or the 
complete elimination of some subjects in favour of 
dedicating more time to those subjects that are mea-
sured, the hegemony of the SIMCE over the education 
research agenda and disproportionate spending on the 
development, application and improvement of the tool 
(Docencia, 2009; Inzunza, 2014).

Resistance to the policies of standardization has 
been present since the beginning. The teachers’ union 
congresses (First National Education Congress of 1997 
and Pedagogical Curriculum Congress of 2005) (Tea-
chers College, 2006) and the critiques made by student 
movements, especially since the Penguin Revolution 
(2006), have been the main moments of protest against 
standardization. An accumulation of factors and a 
progressive awareness of the centrality that the SIMCE 
was taking on in the system, lead to the emergence 
of the Stop the SIMCE campaign (AaS) in 2013. This 
campaign included high school students, university and 

post-graduate students, teachers, parent organizations, 
and education researchers. In what follows, we will re-
view the stages of this campaign between 2013 and 2016.

The ideological-cultural battle 
against the SIMCE (2013)
In the first stage of the campaign two main objectives 
were established: a) to bring together students, parents, 
teachers, school directors, academics and politicians in 
order to confront the SIMCE’s negative consequences 
and b) to democratically construct a new evaluation 
system by defining education as a social right (AaS 
[a], AaS [b]). The main challenge was to question the 
normalization of the SIMCE as an “innocuous [tool] 
that promotes quality.” This idea was established both in 
the general public opinion, as well as in many schools 
and in the academic field. In this stage, the main actions 
were the creation of public declarations, press releases, 
letters to the media and contact with critical Internet 
sites. This alliance of different actors allowed the issue 
to reach such important visibility in the education 
debate that ministerial officials had to take a position.

SIMCE

IF ONLY LEARNING WERE 
AS IMPORTANT AS TESTING. 

STOP

TO OVERWHELM, IS NOT TO EDUCATE
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This also provoked a defensive reaction from 
the academic-political networks that sustain 
the SIMCE. The opening of Facebook and 
Twitter accounts was key to be able to achieve 
a greater reach (Inzunza, 2015). 

This initial national work went along with 
a desire to establish international connections. 
Contacts were made with the Latin American 
Campaign for the Right to Education, the Latin 
American Social Sciences Council, Save Our 
Schools, Chicago Teachers Union, Red SEPA 
(Idea Network), the Tri-National for the Ri-
ght to Education, among others. This line of 
international work meant that the campaign 
was spread through publications and forums 
outside of Chile.

Mass media influence, debate and 
a new image (2014) 
In 2014 the campaign was recognized as a valid interlo-
cutor in the media. It was frequently brought up as part 
of radio and television interviews. The campaign took 
up the demand to suspend the application of the test in 
order to generate debate on a new evaluation system, 
something that was supported by important education 
researchers, senators and members of Congress. Another 
strategy was the call to artists who signed a declaration 
against the decrease or elimination of hours of art and 
music instruction in the schools due to the application 
of the SIMCE. An important strategy for visibility was 
to use Antoine de Saint-Exupery’s character of the 
Little Prince as a representative of the campaign who, 
together with the spokespeople, took a letter to the 
Minister of Education to initiate the dismantling of 
legislation associated with incentives and punishments 
based on test results. 

The government responded to this demand by crea-
ting a commission that included the teachers union, 
but which was also directed by the same technical team 
historically responsible for the creation and develop-
ment of the SIMCE. Due to the inclusion of the latter, 
the commission’s conclusions supported the logic of 

standardization, control, pressure and categorization, 
although these did include a declaration of opposition 
to the publication of school rankings.

Resistance and repression (2015)
In 2015 the campaign was focused on important work 
within school communities which involved preparing for 
a boycott to the test that year. The movement grew, with 
groups forming in various regions of the country. The 
members of the Santiago table were invited to different 
schools and universities throughout the country, and 
succeeded in motivating the creation of debates and 
round tables. The communications campaign made a 
point of raising awareness of the adverse effects that the 
test had in schools. The boycott achieved an important 
level of support. Student organizations called for a 
mobilization in the centre of Santiago, which included 
shutting down 30 to 50 schools, and local resistance 
sprung up with students not showing up to take the 
test, crossing out the test response forms, or handing 
in the test forms empty. 

The success of the call, however, was tarnished by 
the actions of various governing bodies, teachers and 
local authorities, who strongly repressed the students’ 
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actions through disciplinary action, suspensions and 
expulsions. This created division within school com-
munities. In the street protests, the police confronted 
the students who had mobilized.

A return to daily life (2016)
The harshness of the educational community’s reactions 
to the boycott surprised the campaign. After the massive 
mobilizations of high school students in 2006 it was 
believed that school administrators and teachers were 
more conscious about the issue of standardization. The 
campaign supported grassroots work to encourage re-
flection at the local level and to strengthen direct actions 
in the same communities. Various schools that took a 
lead in the boycott in 2015 were punished in 2016 with 
the loss of incentives. A debate was started over what 

the point system actually meant and to what degree it 
expresses a certain degree of excellence, a question that 
has still not been resolved in Chilean society.

By the end of 2016, the campaign had entered a 
phase of waiting for the re-launching of some education 
policies. Work continues periodically in analyzing the 
situation of global education reform, and how to esta-
blish paths forward with good proposals in a field full 
of critiques. The campaign continues to be a space of 
interaction between different school actors, and it is in 
this diversity that one of its greatest strengths resides. 
In addition, it brings together different progressive 
political views that are not univocal.

The experience of AaS is a model for those of us 
who are imagining resistance to neoliberal education 
policies based on the concrete actions and mobilization 
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"In 2015 the campaign was focussed 
on work with the school communities, 
which implicated preparing for a boycott 
of the test that year.”
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of different social actors, both in the medium and long 
term. We need more opportunities for solidarity and 
work that goes beyond national borders, in order to 
challenge the dominant logic of technocracy.
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In Argentina, since the 1980s and 
with increased emphasis during the decade of the 90s, 
standardized evaluation took hold in order to measure 
students’ learning in accordance with the “suggestions” 
of international agencies. 

From the beginning, the Confederation of Argentine 
Education Workers (CTERA) raised questions around 
this way of conceiving evaluation, pointing out that it 
reduces the education process to a simple “measurement 
of results”, placing the full responsibility on students, 
teachers and schools.

For CTERA, standardized evaluation tests are: res-
trictive (by measuring only certain content in a super-
ficial manner), punitive (by establishing rewards and 
punishment), and stigmatizing (by distinguishing “good” 
and “bad” schools, establishing an arbitrary ranking and/
or quality indices). Similarly, they privilege “efficiency”, 
“productivity”, “merit” and “student performance” at the 
expense of forming conscious citizens with full rights.
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Out of the resistance to these tests, an alternative 
proposal was built where evaluation is defined as an 
essential dimension of teacher training and work. To 
that effect, a joint national agreement was reached 
in 2013 which allowed for another understanding of 
education: the understanding that the process itself is 
a collective possibility for defining teaching work and 
where knowledge can be conceived as solidarity and 
no longer as a commodity; where the topics of study 
are the result of a collective process of analyzing reality 
and not a simple arbitrary decision taken by specialists 
or public officials, who on some occasions have been 
able to respond better to the needs of capital than the 
interests and needs of the working class; and lastly, where 
evaluation instruments are dialectically integrated into 
the teaching process as both a form and possibility for 
learning and not as a mere technical instrument for 
measurement and control.

In Argentina, this joint agreement, endorsed by a 
resolution of the Federal Education Council (Resol. 
No. 201/13), places the state in charge of guarantee-
ing ongoing, free of cost teacher training as part of 
teacher´s work, including evaluation as an additional 
component of the training process. It is foreseen the-
rein that evaluation be carried out in a participatory 
manner, considering the “school” as an institutional 
unit. It also recognizes the condition of teachers work 
as a situated and contextualized pedagogical practice, 
which integrates individual and collective actions in 
the framework of a public institution of educational 
nature, and which entails participation from the entire 
community.1

CTERA believes that these achievements represent 
a step towards continuing the cultural battle that will 
unfold strategies for developing evaluation which –by 
recovering its political-pedagogical character- will 
promote participation and take on the challenge of 
improving education for everyone. 

In spite of this important achievement, Argentina 
still continues to participate in the Program for Inter-
national Student Assessment (PISA) developed by the 
1. Resolution 201/13 of the Federal Education Council

Organization for Economic Cooperation and Development 
(OECD), and the Regional Comparative and Explanatory 
Studies for Quality of Education organized by the Latin 
American Laboratory for Assessment for the Quality of 
Education (LLECE), OREALC, UNESCO (carried out 
in 1997; SERCE in 2007; and TERCE to take place). This 
is a contradiction that CTERA has always highlighted, 
since we continue to believe that the indicators elaborated 
by the OECD cannot reflect or represent the educational 
reality in Latin American countries, much less improve it, 
given that they were created under categories specific to 
developed countries. In addition, we consider that after 
having suffered decades of divestment, disarticulation and 
fragmentation of the education system, it is fundamental 
to generate spaces and time for collaborative work in order 
to build indicators that assess what is being produced 
in our schools, and develop the knowledge required to 
evaluate the set of public policies that are applied to the 
education system.

Change in context
Since the end of 2015, a right-wing political party has 
governed Argentina with the main objective of pro-
moting a conservative revival and eliminating every 
social right that the working class had achieved over 
the past years.

The first measure taken by this government in edu-
cation was the imposition of a national evaluation 
program called “Aprender 2016”.

At CTERA we have opposed the implementation 
of this program, mainly because it is an initiative for 
disciplining education workers where evaluation is 
conceived as an end in itself and as a punitive mecha-
nism that reduces the participation of teachers to mere 
implementers and students as mere subjects of study. 

From a labour union perspective, this kind of eva-
luation system infringes on education workers´ rights 
because it destabilizes conditions and extends the obli-
gations of teaching work, establishing that principles 
and/or directors will be the “overseers” of the schools 
where the tests will be implemented and the teachers will 
be the “applicators” who evaluate students in a school 
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different than the one they teach in. It is clearly “work 
harassment”, since an employee cannot be awarded a 
different treatment, nor change their function nor place 
of work. It is important to underline that among the 
various teaching and administrative functions there 
is no obligation related to the application of external 
standardized tests. It involves a new “role”, distinct from 
the work teachers carry out daily and, furthermore, it 
was done without consultation.

In pedagogical terms, these tests interfere with the 
heart of the work of teaching and require extra time to 
assume responsibilities and tasks foreign to the teaching 
work itself, before, during and after the application of a 
program which was designed without the participation of 
teachers. The instrument developed by “Aprender 2016” 
reduces the contents of the tests to two areas, language 
and mathematics, in elementary and secondary schools 
for the second and third years. It is only in the fifth year 
of secondary that it covers four areas - language, ma-
thematics, social sciences and natural sciences - leaving 
the door ajar for an “accreditation test”.

We know that standardized tests never assess 
everything that has been learned in each evaluated 
area because there is always an intentional cut to the 
curriculum. The ideal, then, would be to extend the 
evaluated contents in response to the social relevance 
of knowledge rather than paying attention only to the 
traditional disciplines. 

In terms of methodology, the evaluation will be 
applied “every year” which indicates a certain ““nai-
vety” and “false expectations” about the possibility of 
educational change, since education does not improve 
solely by evaluating every year or by imposing a “culture 
of evaluation.” Evaluation on its own does not produce 
changes in education; teaching and learning have di-
fferent timeframes and depend on diverse factors that 
go beyond instrumental evaluation. 

The tests were designed using a closed response 
format which reduces to the absolute minimum any 
useful feedback for schools. If the goal is to improve 
education, evaluations should offer information, not 
only identify or monitor the problem, but also analyze 

“Learning 2016.”

 IN OPPOSITION TO THE NATIONAL TESTING OPERATION
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Photo: Protest in a public high school in Buenos Aires against the 
educational evaluation of the government. Telam

the situation of education. And to that effect, evalua-
tion needs to glean more information than that which 
is produced through the closed answers in multiple 
choice questions, that simply tell us if specific learning 
has taken place or not. 

As CTERA we have warned about the new techno-
cratic bias which attempts to understand the teaching 
work carried out by principals and teachers, since with 
“Aprender 2016” we are involved in an instrumentalist 
task that doesn’t incorporate the point of view of educa-
tion workers which includes the political-pedagogical 
dimension so necessary to the entire evaluation process.

As a result, we have condemned the mechanisms 
established by “Aprender 2016” and have demanded its 
suspension by opening roundtable dialogues, debates 
and reflection throughout the country, to reach social 
agreements around the meanings, characteristics and 
conditions needed to democratically build a national 
evaluation system in the current context.
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As in the rest of the world, 
the governments of our region are presenting “Evalua-
tion” as the solution to the low quality of education in 
some of our countries, in strict adherence to the recipes 
dictated by international organizations. 

In Peru, this “evaluation” is in full swing, but there 
has not yet been a single result that points to a higher 
quality of education. It has only justified the massive 
laying off of teachers.

Evaluation of teachers in Peru
The subject of teacher evaluation was first proposed in 
the 1980s by the United Union of Education Workers 
of Peru, SUTEP. It was originally framed as part of a 
law that tried to encourage teachers and reward them 
for their dedication and professional development. It 
all started as a list of demands that became Law 24029 
(approved on December 14, 1984) and later Law 25212 
(approved on May 19, 1990). They established five 
levels of professional development, and a system to 
assess the performance of teachers in the classroom, 
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with the corresponding salary increases, promotions 
and other outcomes. 

Thus, the original intention of teacher evaluation 
was to be a part of the professional development of 
teachers, but never to be the solution for the problems 
in education. In order to solve the educational crisis, not 
only are professionals with a solid training and evalua-
tion required, but it is also necessary to implement true 
educational reform. Nevertheless, the above-mentioned 
laws were never properly applied by the different go-
vernments, especially the entire chapter on evaluation, 
incentives and promotion, the requirements for which 
were always met with a lack of budget. The only chapters 
of the legislation that were faithfully interpreted were 
those regarding the duties and functions of teachers.

Teacher evaluation: synonym for 
quality education? 
In fact, what is being implemented in Peru is a series 
of changes to labour laws and other legislation that 
regulates the teaching profession. It is not, however, 
education reform.

In order to abolish Laws 24029, 25212 and 29062 
and to approve Law 29944, the current government 
of Ollanta Humala carried out a Fujimori-style media 
campaign, financed with public funds. It was actually 
during the Fujimori years that the first direct measures 
were taken to promote private education, and an at-
tempt was made to hand control of education over to 
the municipalities through Legislative Decrees 26011, 
26012 and 26013. But the latter failed thanks to the 
decisive intervention of teachers. However, what the 
corrupt government of Fujimori did leave as its legacy 
was Decree 882, which paved the way for the creation 
of more private institutions in both basic education 
(kindergarten, elementary and junior high) and higher 
education (institutes and universities), which by 2016 
corresponded to 51% and 80%, respectively. 

Later, the Alejandro Toledo administration continued 
the “campaign” against teachers and public education, 
highlighting how private education was better and 
blaming teachers in the public system for the “bad Pe-
ruvian education”, and insisting on the need to create 
a law to regulate them and solve the problems with the 
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“...municipalization, which means to 

remove the responsibility for funding and 

management of education from the central 

government and pass them onto to poor 

municipalities, which lack the resources, so 

that this level of government fails. Parents, 

seeing the decline in school infrastructure, then 

opt for the low price private schools, thus 

favouring the privatization of education.”  

teaching in public institutions. But that law could not 
be approved because the discussion and the debate 
started at the end of Alejandro Toledo’s term in office. 

It was during his second term in office that President 
Alan García Pérez doubled the offensive against teachers 
with the passing of Law 29062 after a dirty campaign, 
in collusion with mainstream media, to demonize 
and ridicule teachers. Teachers were called all sorts of 
names - lazy, neglectful, etc. Such words even came 
out of the mouth of the president, the son of a teacher. 
All of this because SUTEP had opposed a standardized 
test which was being called a “census assessment”. This 
opposition also led to government retaliation against 
the union. But time proved the union right, since the 
pseudo-assessment turned out to be yet another tool 
with which to attack teachers by blaming them for 

being “incompetent and dumb”, and thus justifying 
the enactment of Law 29062 which further reduced 
teachers’ rights and established standardized tests as 
the form of evaluation, with the real objective being 
to lay teachers off.

This law was never accepted by teachers because 
of a campaign run by SUTEP through which teachers 
were informed of the consequences to be paid if it was 
applied. The law was delegitimized since very few of the 
360 thousand Peruvian teachers ascribed to it. 

It was not until later that the government revealed 
its true reasons for demonizing and antagonizing the 
union. By implementing a fake decentralization of the 
education system -“municipalización”-, the federal 
government was no longer responsible for the cost of 
public education, a burden that was given to the poor 
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municipalities which in turn, could not afford it and thus, 
the implementation was doomed to fail. Parents were 
outraged by the neglect of the facilities and infrastructure 
and thus, had to take their children to low-cost private 
schools, something that favored a further privatization 
of the system. This process was later halted thanks to the 
pressure exerted by SUTEP and parents associations, 
until finally the decentralization system was cancelled 
during the Ollanta Humala administration.

However, the Ollanta Humala government continued 
attacks against teachers and public education. He is a 
military man who, in order to ascend to power, made 
populist promises he never fulfilled. He met with all 
the unions in the education sector, including SUTEP, 
and he promised there would be a single law that would 
regulate pensions, salaries and professional matters. 
That law was indeed brought in (29944) by him and 
the Congress, but its main purpose was to reduce the 
economic and labor rights of teachers and to lay teachers 
off, as was proven once the law was enacted.

This new legislation covering reform of the teaching 
profession replaced the five-tier system with an 8-level 
one. However, it caused a generalized decrease in level, 
or category, for all teachers since no teacher remained 
in the level granted to them by the preceding laws 
(24029 and 25212). The law set the age of retirement 
at 65 years old, which sounded positive in theory, but 
in reality forced sixty thousand teachers to retire all at 
the same time, with a miserable pension of about 650 
soles (196 dollars). Ten thousand bilingual teachers 
were fired, without benefits or compensation, in the 
rural areas of the jungle, the mountains and the bor-
ders. Five thousand temporary teachers (interino) were 
dismissed through the use of a standardized test. The 
new legislation also eliminated the pay teachers got for 

class preparation and assessment, reduced the wages 
of full-time teachers and eliminated job security by 
conditioning it to three “assessments”.

Those assessments will start as of 2017, and teach-
ers are very concerned that the legislation will not be 
respected. According to the law, the assessment has 
to be performance-based, with a follow-up during a 
learning session. They fear standardized tests will be 
applied, as has increasingly been happening, and result 
in more lay-offs.

Like other governments over the last 25 years, the 
Ollanta Humala administration has set provisions 
that favor the privatization of education through pub-
lic-private partnerships not only meant to improve the 
infrastructure, but also the management of schools. 
Thus, privatization is fully achieved. Another measure 
that is being secretly negotiated is the Agreement on 
the International Trade of Services (TISA). Both will 
be very damaging to public education.

Conclusion 
As will be noted from what has been described, behind 
the implementation of norms to supposedly benefit 
teachers, such as the various laws and “evaluations” 
introduced over the last 25 years, there has always been 
the intention to establish a legal framework and to carry 
out actions that favor the privatization of education. 
That has been and still is the main objective.

Thus, it is essential to ask: has “evaluation,” and 
all the changes to legislation regarding teachers over 
the last 25 years, improved the education system? The 
answer is clearly ‘no’. It has only served the purpose 
of reducing teachers’ rights and underneath it all, of 
establishing standards that ensure the privatization 
of education.
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Standardized 
assessment: a 
business in the 
time of cognitive 
capitalism

Summary

Education is no stranger to the changes that are shaping 
the system of world capitalism. For those betting on 
the digital information and knowledge economies, it is 
seen as a gold mine for cognitive capitalism. Standar-
dized assessments drive these economies by creating 
a need for training, consultancy and advisory services 
and by allowing the flow of labour competencies from 
the private sector to the public and redirecting public 
resources back into the business world. 

Over the last few years, we have gone through subs-
tantial changes that have impacted the means by which 
capitalism reproduces itself and a new type of business 
model has soared to the top of wealth accumulation. 
Suddenly the owners of on-line sales companies such 
as “Amazon.com”, social network managers like “Face-
book”, and financial on-line software consultants, like 
“Bloomberg LP” and “Oracle”, are competing against 
traditional companies to occupy the top positions 
amongst the wealthiest people on the planet (Forbes, 
2016).
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This new economy uses digitalization, knowledge, 
information, communication and innovation as the 
foundations of its development, all of which are “abs-
tract”, intangible and immaterial products that have 
become indispensable to invigorating the world system 
of our time. Some have named it cognitive capitalism. 

Digital economies have disrupted the groundwork 
of company organization, productive units, and the 
trading of goods. For instance, we have witnessed a 
significant growth in pyramid-based companies, direct 
sales networks and on-line sales.

But these radical economic transformations also 
disturb, in every possible way, the very make-up and 
functioning of the state, the corporate council that 
manages it, and the orientation of state policies. Clearly 
education policy and the national system in which it is 
rooted are not exempt from the changes.

Behind each pawn on the chessboard of public 
educational institutions are the private interests of 
cognitive capital moguls. Telecommunication, cultural 
and information and communication technology cor-
porations, through the Mexican faces of transnational 
companies like Telcel, Televisa and Cinépolis, have 
created a business association called “Mexicanos Pri-
mero” (Mexicans First) to change the governance and 
stewardship of the education system.

These economic powers of cognitive capitalism have 
demanded a complete re-engineering of education. That 
is the only possible explanation for why the “diamond 
saleslady” of Amway, the direct sales company, was 
appointed as the head of the National Coordination of 
Teachers’ Professional Services, the institution responsi-
ble for the training of teachers.  (Navarro, Miss Amway 
y la evaluación universal, 2012). She was appointed des-
pite the fact that she has no academic experience worth 
mentioning, either in research or teaching. However, 
she is not the only one. The Ministry of Education is 
full of people from the corporate sector whose business 
is private education. 

In the redesign of educational systems, standardized 
assessment has been a transversal element in all aspects, 

depicted both as an end as well as a means to achieving 
business quality. Under the shelter of privatized assess-
ment, the companies of cognitive capitalism have made 
it their business to sell useless data, figures, information 
and consulting services, at the cost of millions paid for 
by public funds and without any real success in their 
ultimate purpose. They present increasingly gloomier 
scenarios so that later, they can sell even more barren 
standards and assessment instruments to “improve” 
the quality of education. (Aboites, 2016)1. 

These assessments also bring disorganized and 
depoliticized digital, linguistic and organizational 
competencies that were originally created for private 
schools into the public institutions. Now for the sake 
of globalization, they will be displacing traditional 
teaching content, especially the ones related to the 
defense of public interest, community development 
and the protection of the most vulnerable social classes. 

In Mexico, the political spokespeople for the cog-
nitive economy have reached such a level of cynicism 
that they actually defend the idea that anybody can be 
a teacher, as long as they are approved by the fetish of 
standardized assessment.2 Thus, by offering the unbound 
possibility of becoming a teacher in a country where 
there is a high level of unemployment amongst university 
graduates (INEGI, 2016), the intention is obviously to 
cheapen and undermine the professional opportunities 
of well-educated teachers in this competition. 

Achieving the standards of teacher evaluation propo-
sed by the private consultants to the government implies 
the displacement of the educational or pedagogical 
dimension of teaching. In its place, the acquisition of 
labor competencies would be promoted for the tech-
nical and digitalized handling of education. In other 

1. In almost 40 years of Mexican liberalism, 120 million 
standardized tests have been applied, and the results show 
no improvement whatsoever. 
2. On the website of the Coordinación del Servicio Profe-
sional Docente, the federal entities were instructed to issue 
open calls for the Public Teaching Service positions not only 
for Teacher Training Institutes, but to all public and private 
universities.  : http://servicioprofesionaldocente.sep.gob.mx/
ba/ingreso_2016/ordinaria/
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In our country, private education corporations, such 
as Tecnológico de Monterrey, have been able to get a 
huge amount of funding from the federal government 
for the ongoing training of teachers who were assessed 
as “insufficient”, as well as to prepare them for future 
performance assessments. However those million-do-
llar contracts are granted only to their affiliated private 
schools and not to public schools (Navarro, La conexión 
regia de la reforma educativa, 2016).

Because of the deep and frenzied transformations 
in the capitalist system, those spaces where learning 
and knowledge creation were tied to the ideological, 
cultural and political control of the ruling classes are 
now seen as an opportunity for profit.

In this scenario, education is undoubtedly part of 
the machinery of what is now called cognitive capi-
talism. Clearly it is still one of the fundamental tools 
for the ideological reproduction of the system, but its 
organizational logic, as well as its goals, have acquired 
the shape of the current economic configuration. 

In every region of the world there is a growing 
concern that schools as we once knew them, both the 
actual structures and the physical interaction between 
people, will be buried underneath the complex networks, 
platforms and structures that make up the digitalization 
of social relationships and growing virtual education.
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words, the strategic initial training of teachers would 
be substituted by a focalized training on the managerial 
needs of a school. 

Once again, it is the business people of the digital, 
information and knowledge economies who appear 
with a myriad of on-line courses and who, because they 
have access to privileged information from the public 
sector, can design training courses with practice similar 
to the standardized tests.  
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The most evil of the 
intentions behind the 
assessment of teachers, 
within the framework of 
cognitive economics and 
the complete digitalization 
of the school environment, 
is the elimination of 
teachers by substituting 
human participation in 
educational processes with 
technological hardware that 
only requires maintenance, 
not labor rights.
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Standardized 
Testing in Ontario 
– Politicizing Quality and 
Accountability in Public 
Education
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In 1995, the people of Ontario 
elected a conservative government whose platform 
was based on a simple slogan – the Common Sense 
Revolution.  After five years of economic decline in 
Ontario and in much of North America, citizens had 
started to buy into the conservative agenda of cutting 
government spending, getting public servants to do 
more with less, and sharply increasing the need for 
accountability for every public dollar spent.

The new conservative government was quick to attack 
public education and alter the working conditions of 
all public education workers, including increasing class 
sizes, making teachers teach more classes, cutting the 
number of workers in schools, making what were vo-
luntary activities part of education workers’ mandatory 
job duties, and more “measurable” accountability for 
teachers when it came to learning outcomes.  Educa-
tion workers protested these changes and launched a 
two week protest that closed schools, and won some 



41 

support from the public.  As a result, the government 
backed down from most of these changes.

However, what didn’t change was the government’s 
agenda of “greater accountability” for education workers 
through standardized testing.  In 1996, the Education 
Quality and Accountability Office (EQAO) was formed 
as an arm’s-length government agency that would pro-
duce, administer and evaluate a regime of standardized 
tests at different grade levels for students, specifically in 
the areas of mathematics and literacy.  Initially, there 
was broad public support for these tests—assuming that 
the results would be used to assist students and direct 
resources to the proper community schools.

EQAO tests are conducted at four grade levels:
Grade 3 (8-9 year olds) – Mathematics and Literacy
Grade 6 (11-12 year olds) – Mathematics and Literacy
Grade 9 (14-15 year olds) – Mathematics
Grade 10 (15-16 year olds) – Literacy

The Grade 3 and 6 tests are conducted over a period 
of one week.  The Grade 9 Mathematics test and the 
Grade 10 Literacy test were done over two days, but 
that was reduced to one day after 2004.  The Grade 3 
and 6 tests are not part of a student’s final assessment 
in terms of their progress within class.  However, the 
Grade 9 Mathematics test is often used as part of a 
student’s final course assessment.

The Grade 10 Literacy test is a mandatory graduation 
requirement for students in secondary schools.  If a 
student fails to reach the 75% mark to pass the Literacy 
test, then the student must either write the test again 
the following year, or complete a full Ontario Literacy 
Course in order to graduate.  Pressure is also placed 
on the educators, whether they are teachers or support 
personnel that provide one on one help to students, to 
prepare them specifically for that test.  The outdated 
approach of teaching-to-the-test has been resurrected as 
standard practice, as many schools engage in practice 
sessions, or teaching students how to better answer 
multiple-choice questions, which are often found on 
the EQAO tests.

The high stakes nature of these tests has led to 
significant stress in the lives of students.  Education 
workers in schools have frequently reported that on 
the day of the Grade 10 Literacy Tests, many students, 
especially those who have struggled with academics or 
are students identified with disabilities, are stressed and 
upset.  This was most clearly demonstrated on October 
20, 2016 when EQAO piloted an online version of the 
Literacy test across Ontario..  

The online test ran into technical difficulties across 
the province.  A small number of students were able to 
complete the test before most of the problems started.  
Some students were almost finished the test only have 
it freeze on their computer screen.  Many could not 
even log in to the test.  As a result, the entire online 
test was cancelled, affecting tens of thousands of stu-
dents.  Those who managed to complete the test were 
told that it would not count.  Students who wanted to 
avoid taking the traditional paper and pen test in the 
spring, or who were on their second try trying to avoid 
taking a full Literacy course were left out in the cold.  
EQAO would later state that the entire system fell prey 
to computer hackers, which caused the test to not load 
onto many computers. 

What are the results misused for?
What has become a more significant issue is what is 
done with test results.  EQAO test results are reported 
to the public annually on a school by school basis.  
This results in schools being compared to each other, 
creating demographic divides between neighbourhoods 
and communities.  Comparing schools with trends of 
weak results with other schools in the area has led to 
parents to move their children away to another, higher 
achieving school.  For those parents that face issues of 
poverty, moving their child may not be an option.  What 
results is the further ghettoization of neighbourhood 
schools stigmatized by standardized test scores.

It goes further.  Conservative think tanks, such as 
the Fraser Institute of Canada, which has been seen 
as fostering an agenda of privatization, publicly ranks 
schools annually across the country based on stan-
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dardized test score data as reported by Ministries of 
Education.  Real estate brokers have now taken to using 
EQAO test data in Ontario to provide potential home 
buyers with rankings of neighbourhoods based on 
school test results.  One Toronto real estate agent has 
prominently advertised on her website that “It’s not just 
a great ranking that makes a school district the right 
choice for your family, but it’s a good start.”  Once again, 
this further perpetrates the division of communities and 
promotes greater discrimination.  It reinforces the class 
based differences in school results as well.  

One significant challenge is that governments have 
actively convinced parents that standardized testing is 
both reliable and necessary when it comes to keeping the 
education system, and more specifically the teachers that 
work within it, more accountable.  A single snapshot in 
time on a high stakes test created by a group of people 
that know nothing about the student who is forced to 
write it has become the acceptable practice for parents.  
In a 2016 poll conducted by Vector Research, almost 9 
out of 10 Canadians saw standardized tests as reliable 
and accurate measures of student performance.  

Yet, when asked if teacher evaluations including 
tests that teachers design are reliable alternatives to 
standardized tests, 57% of Canadians said that teacher 
evaluations were more reliable than standardized tests.  
Therefore, by showing the value of the work that teachers 
and all other education workers do for students around 
assessment and evaluation, standardized testing shows 
some weakness in public support.  Rather than calling 
for testing’s complete abolition, authentic school-based 
assessment and evaluation needs to be promoted as the 
best way to identify progress.  

Since its creation in 1996, EQAO has actively inves-
tigated expansion of high stakes standardized testing 
in other subject areas.  However, enough resistance has 
been mounted by unions, educators and other education 
stakeholders to put a stop to additional testing.  There 
is room for optimism that EQAO and its standardized 
tests may be on the way out, or at least will not to grow 
any further than the current $33 million annual budget.

But, EQAO announced this year that it is looking 
to expand its testing regime.  The next area of testing 
will not be on a particular subject area, nor will it be 
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"The new 
conservative 
government was 
quick to attack 
public education and 
alter the working 
conditions of all 
public education 
workers…”

on a particular learning skill.  Instead, EQAO wants to 
start testing students on their “well-being”.  In a recent 
document published by the Ontario government, called 
Ontario’s Well-Being Strategy for Education, the govern-
ment stated, “we can work together to develop ways to 
measure our progress in promoting well-being, from 
the early years to Grade 12.”  The agency that would 
conduct this testing on student well-being is EQAO. 

While a broader strategy on promoting student we-
ll-being is both welcomed and encouraged by educators 
everywhere, moving to quantify it with a standardized 
test and have the results made public by school and 
district could be disastrous.  Further divisions of neigh-
bourhoods and communities will occur.  Conservative 

and neo-liberal forces will further exploit the results to 
fuel their own agendas of privatization and cost cutting.  

The quantification of student success and well-being 
is part of the continuing trend of greater accountability 
in the public sector.  This obsession with accountability 
has allowed anti-public sector groups to cloud the real 
issues that impact children.  “We can fix it ONLY if we 
can measure it,” has become the call of the conservative 
and the neo-liberal.  Standardized testing is here to stay, 
unless those in education can convince the public that 
they know their children best, and some test created by 
someone with little to no understanding of your child 
is not the best measure of their success and well-being.  
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BERTA CÁCERES: SEEDS 
THAT WILL CONTINUE 
BEARING FRUIT
Always present in our class-
rooms, streets, mountains 
and rivers
Gloria Indira Aguirre
Daysi Ramos Márquez 
María Trejos Montero In memory of Berta Cáceres - great 

leader of the Lenca people, rebel woman, defender of 

life - who was murdered on March 2, 2016. We pay 

homage through our practice and honour the invaluable 

richness of her legacy to humanity.

We present here an account of some of the tributes 

that have been made and share fragments of various acti-

vities carried out by the Federation of Central American 

Teachers Organizations (FOMCA), the Federation of 

Teachers Organizations of Honduras (FOMH), and the 

Popular Unity Forum throughout this year. We’re also 

committed to disseminating other important initiatives 

and experiences in Honduras and other countries and 

Central American organizations. 
“You are present in the soul of our Rivers and the spirits 
of our birds.” “Awake, Awake Humanity. Time is running 
out.”
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April 19-23, Panama: Workshop for 
Women´s Secretariats of FOMCA
A leaflet entitled “Berta Cáceres in our classrooms” 

was created to be distributed in schools and unions. 

Its purpose was to make her life story known, as well 

as the role she played in defending the land and its 

natural resources. 

A  s tor y  c a l l e d  “ T he  Rive r  To ld  Me ” 

 was written to reflect upon the importance that pre-

serving the natural environment has for indigenous 

communities, and of the fight Berta that fought.

“When we started the fight against Agua Zarca, I 

knew it would be hard, but I also was confident we 

would prevail, because the river told me”.

years under house arrest for her commitment to the 

life and dignity of her people, particularly women. 

And finally to Berta Oliva, outstanding human-rights 

defender and founding member of COFADEH.

August 16, 2016: The student and 
teacher movement of Honduras 
PEASANT, INDIGENOUS, WORKER, 
STUDENT AND TEACHER VOICES
The Popular Unity Forum: The Fight for Land, Terri-

tory and Against Social Criminalization, held in the 

COLPROSUMAH Plaza in Tegucigalpa City, Hondu-

ras, on August 16, 2016, followed in the revolutionary 

spirit of our predecessors Berta Cáceres, Margarita 

Murillo and Magdalena Morales with the participa-

tion of the peasant, worker, teacher and indigenous 

movements of Honduras, Central America and Latin 

America (as represented by CLOC, Vía Campesina 

and representatives from CINPH, MILPA, CUTH, 

Teachers ‘organizations COLPEDAGOGOSH, CO-

PEMH y COPRUMH, BLOCOPAH, ARCO MAS and 

the National Front of Popular Resistance).

September 21, Tegucigalpa, Honduras: First 
meeting of the Honduran Women Educators 
Network  - FOMH Women´s Collective  
Homage paid to Berta Cáceres. 

Berta´s mother Austra Berta Flores López, exemplary 

activist, internationalist and defender of her people, 

was unable to attend because she was at the funeral of 

Gladys Lanza another great woman, dedicated unionist 

and active member of the feminist movement. Tribute 

was also paid to Visitación Padilla, who lived her last 
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The Caceres Flores family was recognized in the 

context of of constructing unity and solidarity and 

there was a broad discussion of the political, economic 

and social crisis faced by Honduras, Central America 

and Latin America 

Under the slogan of “Let´s globalize the fight and 

globalize hope”, the Forum demanded the “definite 

cancelation of the concession given to DESA for the 

Agua Zarca project; as well as an “independent and 

credible investigation to find the intellectual authors 

of the Margarita Murillo and Berta Cáceres murders, 

amongst others.”

August  19,  S iguatepeque, 
Honduras: Leadership Training-
COLPEDAGOGOSH
The Honduran Association of Pedagogues (COLPE-

DAGOGOSH) paid tribute to Berta Cáceres and pre-

sented its initiative to create didactic tools to “develop 

environmental awareness in the classrooms, inspired 

by the great contributions of the relentless struggle of 

Berta Cáceres.”

“All of us who wish to defend Mother Earth, the 

dispossessed, the peoples who have been historically 

pillaged, we will persist. The day we disappear will be the 

day the whole world and human kind have disappeared.”

If humanity exists and the planet is still alive, it is due 

to the indigenous peoples, because we are the guardians 

of the Earth, along with the Spirits. My mother who, 

according to our Cosmo vision is now an ancestor, is 

here with us and will go wherever we go.

And as my mother used to say, following the ideas 

of Francisco Morazán: the simple and uncomplicated 

education of our people will set us free. And that is 

what we need: female and male teachers who will fight 

for justice…”

Olivia Marcela Zúñiga

Berta, dear compañera and sister of the planet and 

the universe. Your body has gone back to fertilize our 

lands, but your soul is eternal and will light our way to 

fill us with strength, love and courage. 

Justice for Berta Cáceres!

November 10th, 2016.
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The Initiative for Democratic Education in the Americas (IDEA) Network is a flexible network that brings together organizations in the Americas that share 
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