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Glossary of terms  

 

 

Compulsory Education: Preschool education for children of 4 and 5 years old, primary education and 

secondary education are the compulsory formal education levels by law. 

 

Counsellor: Authorities of the Education Coucils and the CODICEN (ANEP). 

 

Baccalaureate: Last three years of the general and vocational upper secondary education. In the general 

secondary education (CES) it is called diversified baccalaureate, and in the vocational secondary 

education (CETP) it is called technological baccalaureate.  

 

Early Childhood Education: It includes education for children from birth up to 36 months and is not 

mandatory. According to their respective areas of competence, ANEP, INAU and MEC are the 

responsible institutions in this area.  

 

Education Council: Institution associated to each educational level within ANEP: CEIP - Preschool and 

Primary Education Council, CES - Secondary Education Council, CETP - Professional Vocational 

Education Council, CFE - Teacher Training Council. 

 

Equity Plan: Multidimensional public policy, implemented by MIDES, aimed to reduce the social and 

economic vulnerability that may affect the population. It is part of a group of social reforms and it is 

composed by the tax reform, health, employment, housing and educational policies, and plans for equality 

of opportunities and rights, within which there are non-contributory benefits. The purpose of the Plan is to 

strengthen the social protection system and to provide and regulate social services in order to improve 

equity. 

 

Formal Education: It is organised in five levels defined as a phases of the educational process: preschool 

education, primary education, lower secondary education, upper secondary education and tertiary 

education. 

 

Lower Secondary Education: It is the educational level immediately after primary education. The CES 

is responsible for the general lower secondary education (three years) and the CETP for the vocational 

education on diverse modalities. Another offer of lower secondary education are rural schools with 7th, 

8th and 9
th 

grades.  

 

Municipality: Local agency of villages or cities over 5,000 inhabitants. It is the third level of 

government, in addition to the national and departmental governments.  

 

National Education System: Set of integrated and articulated education proposals, for all inhabitants of 

the country, over the whole lifetime, integrated by formal and non-formal education, as well as education 

in Early Childhood. 

 

Non formal education: It includes all education areas developed outside the framework of formal 

education, aimed at people of all ages. These activities are organized to raise specific educational 

objectives in diverse areas of social life, such as job training, community development, cultural 

animation, improved living conditions, arts, technology, recreation or physical education, etc. It is 

coordinated and supervised by the National Council of Non-Formal Education (CONENFOR). 
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Preschool Education: It is aimed at children aged 3, 4 and 5 years, and is compulsory from the age of 4. 

It is within the level of competence of the ANEP, MEC and INAU. Its commitment is to "stimulate the 

emotional, social, motor and intellectual development of children." 

 

Primary Education: It begins at age six and is organised in six grades. It is a compulsory level of the 

education system and it is in charge of the CEIP. Its purpose is to give the basic knowledge and promote 

the development of the most important communicational and reasoning skills that allow the responsible 

social coexistence. 

 

Primary School: Educational institution where primary and preschool education are provided. 

 

Professional Vocational Training: Provides a wide range of courses including Lower Professional 

Vocational Training, Accelerated Professional Vocational Training, Specialised Professional Vocational 

Training, Professional Vocational Training in Arts and Crafts, Basic Course, Basic Course of 

Specialization, Initial Professional Vocational Course, Specialised Professional Vocational Course, 

Accreditation of Knowledge, Upgrade Support Merchant Marine and Technical Training. It is in charge 

of CETP. 

 

School Project/Program: Intervention financed or managed by ANEP directed to implement an 

organised plan of actions and resources, aimed to reach an improvement target or provide support for 

students, associated with one or more formal educational levels. 

 

Secondary Education: It includes lower and upper secondary education, on its general and technological 

modalities.  

 

Secondary School: Educational institution where general lower or upper secondary education, in charge 

of CES, are provided. 

 

Subsystem: Educational areas of each Education Council. 

 

Teacher training: Education for certification of primary, secondary, technical and physical education 

teachers, and social educators. It also includes post- graduate studies and professional development 

studies.  

 

Tertiary Education: Includes non-university level vocational courses, vocational degrees, higher 

vocational education, teacher training and university courses. These require the completion of upper 

secondary education. The public agencies that provide education at this level are the CETP, CFE, 

UDELAR and UTEC. 

 

Upper Secondary Education: It is the educational level that covers up to three years after lower 

secondary education; it has a higher degree of orientation or specialization and is mandatory since 2008. 

The offer has three modalities: general, that allows continuity to tertiary education (general baccalaureate, 

managed by CES); technology, which also allows to continue tertiary education (technological 

baccalaureate, managed by CETP); and technical and vocational training, which is mainly aimed at the 

labor market (managed by CETP).  

 

Vocational School: Educational institution where professional vocational education is provided, on its 

diverse modalities. These schools may be technical or agrarian, and are in charge of CETP. 

 

Wages Councils: Institutions formed by three members: employees, workers and government 

representatives. They commitment is collective bargaining regarding wages and working conditions.  
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Executive Summary 
 

1. Uruguay has markedly increased public spending on education in the last decade, resulting in an 

improved level of resources at all educational levels. While Uruguay has managed to meet and exceed the 

goal of assigning 4.5% of Gross Domestic Product (GDP) to public education (goal set in 2005), the 

country’s total public spending on education still lags behind the Organisation for Economic Co-operation 

and Development (OECD) average and the Latin American region average as a percentage of GDP. 

Demands to continue increasing public spending in education continued and the new government recently 

set a goal of 6% of GDP for public spending on education. 

 

2. There are currently many pressures on public spending on education in Uruguay. First, the country 

still faces considerable deficits in coverage, particularly in secondary education and early childhood 

education. An expansion of coverage will result in additional requirements of teaching resources, 

infrastructure and materials. Taking into account that spending per student as a percentage of per capita 

GDP is still below the OECD average and even below the level of some Latin American countries; it does 

not seem desirable that the necessary resources to expand coverage come from declining current levels of 

resources per student. Moreover, Uruguay continues to face significant problems with completion rates, 

quality and equity of educational outcomes. A crucial problem is the very low rate of completion of upper 

secondary education, which puts the country lagging far behind other countries in the region. Besides, low 

graduation rates are not only focused on the vulnerable population. In terms of learning, although the 

results of international tests such as Programme for International Student Assessment (PISA) and  Second 

Regional Comparative and Explanatory Study (SERCE) place Uruguay among the first in Latin America, 

the country shows marked inequitable results according to student socioeconomic status, fact which 

strongly affects equal opportunities and mobility. Finally, Uruguay shows significant problems of internal 

efficiency, resulting in very high repetition rates in the regional and international comparison -especially 

in secondary education- and, consequently, in a high share of overage students in total enrolment. These 

problems are long lasting and have failed to be reversed, so they reveal underlying problems that are in 

the structure of the Uruguayan education system. 

 

3. The Uruguayan educational system presents a different institutional design than international 

standards. An autonomous institution, the National Public Education Administration (ANEP), has the 

jurisdiction to formulate, implement and manage educational policies in compulsory education, and not 

the Ministry of Education and Culture (MEC). The jurisdictions of the MEC are limited to regulating 

private education in pre-primary and tertiary levels, establishing general guidelines, disseminating 

statistical information and articulating the education system. 

 

4. The ANEP is directed by a Central Governing Council (Consejo Directivo Central, CODICEN), 

and is composed of four Education Councils: The Preschool and Primary Education Council (Consejo de 

Educación Inicial y Primaria, CEIP), the Secondary Education Council (Consejo de Educación 

Secundaria, CES), the Professional and Vocational Education Council (Consejo de Educación Técnico 

Profesional, CETP), and the Teacher Training Council (Consejo de Formación en Educación, CFE). The 

CODICEN has five members, three of them appointed by the President (with the consent of the Senate) 

and two of them elected by teachers. The rest of the Councils have three members, two of them appointed 

by the CODICEN and the third by the respective teaching body. The presence of teachers´ representatives 

in education government was one of the changes introduced by the Education Law which has been in 

force since 2008. 

 
5. While the CODICEN should be the leader of the education system, in practice it plays an 

articulating role on Education Councils and has the final say in the decision making process. The 
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Education Councils play an important role in the design and implementation of policies and management 

procedures. This promotes excessive compartmentalization in both functions. 

 

6. The Uruguayan education system has historically operated with high functional and territorial 

centralization. The vast majority of administrative and curricular decisions (teaching organization, 

personnel management, planning and programming, financial resources management, allocation of 

infrastructure and materials, among other decisions), are taken by the authorities of the system (the 

Councils), which are based in the capital city, Montevideo. 

 

7. The most remarkable innovation in terms of territorial decentralization are the Regional Campus of 

CETP, which have jurisdictions of planning at local level, participating in the preparation of the five-year 

budget, supervising schools in the region, coordinating the curricular offer of schools, among others. 

However, this structure is recently being implemented and the Campus still do not have autonomy to 

manage financial resources at the regional level. Finally, schools have very little autonomy to manage 

their resources: they have no power over teachers and non-teaching resources and handle very few 

financial resources that barely allow them to maintain the buildings in adequate conditions.  

 

8. One of the main focuses of debate regarding the Uruguayan education system refers to its 

institutional structure and the distribution of responsibilities for leading educational policies. A recurrent 

problem is the lack of specificity regarding who is responsible for defining educational policy and 

accountable for its implementation. The MEC has a secondary role in this issue and the Education 

Councils have autonomy in the design and implementation of a wide range of policies, facts which greatly 

complicates the definition and coordinated implementation of policies. 

 

9. Moreover, there is very little information for decision making, both at the CODICEN and at the 

Education Councils. In general, research findings are not used for planning, and there are no management 

tools that allow linking resources to programs or results. In short, there is a general lack of integrated 

information for authorities to manage basic school level issues in a systematic way, such as the incidence 

of teacher or student absenteeism, information of teaching and non-teaching staff or the implemented 

programs in each school, among others. It should be noted that there has been some progress in this 

regard, so an integrated information system is currently being designed. 

 

10. The fact that the educational administration is centralized in Montevideo reduces flexibility and 

initiative at the local level, generating slowness in problem solving. In this context, the initiative of giving 

schools greater autonomy to manage resources and make decisions about curriculum has been recently 

installed in public discussion.  

 

11. While giving schools greater autonomy meets widespread acceptance, there is some disagreement 

as to which aspects should be decentralized. The proposals presented in the recent presidential election 

range from seeking greater flexibility and adaptation of the curriculum to the socioeconomic context (for 

example, including an optional part of the curriculum determined by each school, or implementing 

contextualized institutional projects); to providing extra resources to schools and transferring decisions 

regarding a variety of issues (purchasing materials, maintaining infrastructure, hiring additional staff, 

etc.); to even allowing principals to choose their teaching staff, which would imply a huge change in the 

way of assigning teachers to schools. 

 

12. Also, giving more autonomy to schools would probably require increasing the staff in charge of the 

school leadership and changing the working conditions of teachers, including greater dedication and 

stability of the teaching body. Also, it would require changing the preparation of school leaders so that 

they can better assume greater responsibilities in terms of administrative and pedagogical management, as 

well as in the evaluation of teacher performance. A reformulation of the role of school leaders would also 
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require developing new profiles, reviewing the way in which school leaders are recruited and assigned to 

schools, changing the monitoring and evaluation of leaders and teaching staff, and also modifying school 

leaders´ salaries, as they are currently lagged in the education wage structure and have practically no 

incentive schemes.         

 

13. Moreover, a review and modification of the existing systems of supervision, guidance and 

evaluation of teachers is perceived as necessary in all subsystems. Currently, there is a system of direct 

supervision to all teachers in the country done by inspectors, which is not met in practice given the low 

inspector to teacher ratio. In general, inspectors spend few hours with each teacher or principal, but their 

evaluation has a significant impact on their final score. The evaluation results have no direct 

consequences in terms of sanctions or rewards; neither in terms of training needs or additional support. 

They do have direct consequences on the position that the teacher occupies in the ranking for the election 

of hours or positions at schools. 

 

14. Some proposed changes to the inspection system are: the creation of new agents for pedagogical 

orientation within schools or in a zonal basis; the implementation of pedagogical and organizational 

audits whose evaluation should be taken as basis for an improvement plan; or redefining the role of 

principals, with greater incidence in teacher evaluation; among others. 

 

15. With respect to teachers, a major problem in Uruguay is the lack of qualified teachers, especially in 

secondary education. At this level, around 40% of teachers are not certified. Moreover, graduates from 

teacher careers are hardly enough to fill the regular replacement of teacher positions. Moreover, there are 

several challenges regarding the allocation of teachers to schools, teachers working conditions and the 

structure of teacher salaries, in addition to the above mentioned guidance and supervision schemes. 

 

16. The allocation of teachers at public schools is centralized in all the subsystems, and depends largely 

on the choice made by the teachers themselves, with no intervention of the school principal. The situation 

in secondary education is the most complex, as every year all class hours are distributed between all 

teachers. This creates several problems, from the low sense of belonging to a school, to the need to move 

from one place to another and the inability to participate in coordination meetings. The annual election 

system of class hours also generates that a significant number of teachers take office well into the year 

and does not encourage the formation of stable teams at schools. Finally, the system deepens inequalities 

because it concentrates the problems of teacher turnover in schools that serve vulnerable populations. 

From an administrative point of view the system requires many hours of management. 

 

17. Moreover, teachers spend almost all of their paid hours at school working in the classroom, being 

practically non-existent other paid hours associated with additional educational activities (class 

preparation, planning, participating in collective projects or other work directly related to students). 

However, there is general agreement on the fact that teachers´ work includes hours spent on other 

activities in addition to class hours, and that it should be generally organized on a full-time basis at one 

school. One proposed change was the policy of “teacher-position”; which attempted to concentrate the 

working load of teachers in one school, with a percentage of hours devoted to teaching in the classroom, 

and another percentage devoted to planning, school projects, and work with the families, among others. 

This policy could not be implemented. The reasons for the failure of implementation among others were: 

a) the high fragmentation of the curriculum of secondary education in different subjects (along with the 

fact that teachers are specialized primarily in only one subject), entails that not necessarily there are 

enough class hours to cover "full time" teacher hours in a single school; and b) the reallocation of 

teaching hours towards overtime outside the classroom could lead to greater difficulty for filling all the 

positions, given the above mentioned problems of teacher shortage. In short, beyond the problem of 

teacher shortages, a policy of concentration of teacher hours in secondary education would require a 

curricular and / or a change in teacher specialization. 
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18. There is also the need for further professional development and in-service training for teachers in a 

variety of formats. In particular, there is a strong need to provide training for teachers who are not 

certified, and to increase training in some areas (second languages, technology, and use of ICT in 

educational processes, evaluation and students with special needs). 

 

19. Finally, while public teacher salaries have improved in recent years, they are still lagging behind 

the salaries of other occupational categories that require similar training. In particular, early career teacher 

salaries are competitive with those of other professions of similar requirements; but become 

uncompetitive as the years go by. Besides, the structure of the teaching career is not associated with 

stages with different responsibilities. It is divided into seven grades mainly accessed by seniority. A way 

for improving teacher salary could be to link it with full dedication at schools and to modify the structure 

of the career, specifically implementing mechanisms for promotion more based on professional 

development, performance or the take of greater responsibilities. This, in turn, would require changes in 

teacher evaluation. 

 

20. Last, Uruguay faces at least two major challenges regarding curriculum and assessment. The first is 

to provide a clear specification of student learning objectives and graduation profiles at each education 

level, so progressive goals can be set and national assessments of student performance can be made, based 

on national standards. Currently, graduation profiles and student learning objectives are not defined for 

each level; and therefore, there is no regular monitoring of the system as a whole. The only exception is 

the national standardized test in the last grade of primary education, every three years.
1
 

 

21. The other major challenge is to establish an articulated curriculum in all levels of pre-tertiary 

education. In this regard, the operation of the Education Councils (autonomous and often with little 

coordination between them) does not promote articulated curriculums that facilitate the student track 

between primary and secondary education. It is worth noting that the government that recently took office 

is promoting a common curriculum for all levels between preschool and lower secondary.  

  

                                                      
1
 It is worth noting that there is currently work being done regarding the definition of graduation profiles. 
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1.  The national context 

 

1.1 The economic and social context 

 
22. During the second half of the twentieth century Uruguay has been characterised by a very low rate 

of economic growth (2.2% annual cumulative rate, in comparative terms (Bértola, 2000). As a result, even 

growing, Uruguayan society suffered in comparative terms, a long "decline" (Oddone, 2010). However, in 

the early XXI century -after a deep economic crisis that bottomed in 2002, Uruguay has experienced a 

remarkable economic growth, not only because of the historically high growth rate, but also for its 

persistence over time. This has led some authors to affirm that there were structural changes in the 

Uruguayan economy (Domínguez, Rego and Regueira, 2013). In particular, a higher rate of accumulation 

of physical and human capital has driven strong economic growth in the last decade, which means that 

during 2004-2013 the Uruguayan economy grew at 5.7% annual cumulative rate.  

 

23. Chart 1.1 shows Gross Domestic Product (GDP) growth and the unemployment rate between 2000 

and 2013. The dynamism of the economy after the crisis was accompanied by a significant creation of 

jobs and reduction in unemployment rates, which fell from a peak of 17% in 2002 to 6.7% in 2013. It is 

estimated that GDP per capita will reach U$D 21,387 in comparable purchasing power parity (according 

to the International Monetary Fund), which ranks Uruguay in the third place in Latin America after Chile 

and Argentina. 

 

Chart 1.1 GDP per capita (1) and unemployment rate (2). Years 2000 to 2013 

 
(1) Constant Pesos 1983 - Index: 1963 = 100. 

(2) The analysis is based on data from the Continuous Household Survey (CHS) for the years 2000 to 2013. Since 

the surveys are representative of the whole country only since 2006, data on urban localities of over 5,000 

inhabitants are presented so that data were comparable over the selected period. 

Source: Central Bank of Uruguay (BCU) and the National Institute of Statistics (INE). 

 

24. Although unemployment is currently at historically low levels, female unemployment rate remains 

almost double than that of men. Youth unemployment (under age 25) is at high levels, reaching 20.2% 

(17.3% for males and 24% for females); which contrasts with the unemployment rate of those over 25 

(4.2% in 2013). 
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25. Participation and employment rates are also currently at high levels for the country's history, 

reaching 63.8% and 59.2% in 2013, respectively. A distinctive feature of the Uruguayan labour market in 

the last three decades is the significant growth of female participation rate, consolidating a reduction in 

the gender gap in terms of labour activity (Perazzo, 2012). In 2013, female participation rate stood at 

54.6%. For its part, the participation rate of the young population (14 to 17) had a strong pro-cyclical 

performance until 2008. From that year onwards, even with the economy and employment still growing, 

participation rate of young people in this age segment began to fall, which could be possibly associated 

with them opting to stay in the education system
2
. Also, employment rates of the younger generations 

have tended to reduce over the past two decades
3
 (Perazzo, 2012). 

 

26. In addition to reducing unemployment, informality also dropped significantly in the last decade
4
 as 

a result of improved macroeconomic conditions, a greater enforcement of tax collection for social security 

and the implementation of a set of policies that may have contributed to labour formalisation.
5
 

Furthermore, real wages have also grown persistently in the last decade. After losing purchasing power 

since the beginning of 1970 and falling sharply during the crisis of 2002, real wages recovered and 

reached the pre-crisis value in 2009; and currently reached the –mid-70’s level (INEED, 2014). 

 

27. As for poverty, it reached a peak of 39.9% of the urban population in 2004, after the crisis.
6
 In the 

last decade, poverty incidence has declined markedly and in 2013, only 12% of the population lived in 

poverty. However, poverty incidence reaches more than 20 % among children and adolescents (INEED, 

2014).
7
 The increase in household labour income has been the most important factor explaining poverty 

reduction, although money transfers from the Equity Plan (2008) also made a contribution (Amarante and 

Vigorito, 2012).
8
 Despite this progress, poverty tends to persist in households with some distinctive 

features such as low educational levels (suggesting a low intergenerational mobility, particularly in 

Montevideo), and those excluded from the money transfer system (Bucheli et al., 2014). 

 

28. Moreover, income inequality, which had shown a slightly increasing trend until 2007 began to fall 

very sharply. Between 2007 and 2012 the nationwide Gini coefficient fell 7 points, from 0.47 to 0.40. 

Uruguay stands out historically (and continues to do so), for having the lowest level of income inequality 

in Latin America, although it is higher than any non- Latin American Organisation for Economic Co-

operation and Development (OECD) country. 

 

 

 

 

 

 

 

                                                      
2
 According to the ANEP, the net attendance rate in secondary education for 15-17 year of age increased by 5% between 2008 and 2013. From 

2008 the Equity Plan was also implemented, which component of Family Allowances (AFAM-PE) significantly increased cash transfers for 

vulnerable families and established a differential amount for children attending secondary education.  
3
 Between the 90´s and the current decade, the employment rate of under age 17 fell by almost 40%; and the rate of those ranging between 18 

and 24 years was reduced by 11%. 
4
 Informality in 2012 stood at 27%. 

5
Installation of collective bargaining through the Wages Councils; a health reform that encouraged formalization including benefits for underage 

children; actions to raise formalization of domestic service workers and rural employees; among others. 
6
 Refers to the urban population in localities of over 5,000 inhabitants, for which information is available for that year. 

7
 It corresponds to total population (including urban and rural). 

8
 The Equity Plan included a health and a tax reform. It greatly increased monetary transfers to vulnerable families and expanded a food card for 

families in extreme poverty. In 2009 it provided coverage for 68% of children living in poverty conditions and almost all households in the 

poorest income quintile. 
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Chart 1.2 Gini coefficient. Population of 5,000 or more inhabitants. Years 2001 to 2012 

 
Source: Perera and Llambí (2014) 

 

29. The recent fall in income inequality is mainly due to the reduction in labour income inequality, as 

well as the introduction of new schemes for non-contributory cash transfers (Amarante et al., 2011). 

Another contributing factor to the decline in inequality was the 2007 tax reform, which introduced the 

Personal Income Tax system at a progressive rate (Llambí et al., 2011). 

 

30. One of the main drivers in wage inequality is the variation in returns to observable characteristics 

and skills, including education. Increasing returns to tertiary education have greatly contributed to the 

increase in earnings inequality between 2003 and 2007 (Alves et al., 2009); while the reduction of the 

skill premium (especially of tertiary education) from 2008 had an important explanatory role in its 

subsequent reduction (Perera and Llambí, 2014). Recent changes in returns to education occurred in a 

context of major institutional changes, such as re installation of collective wage bargaining and increased 

national minimum wage (SMN).
9
 

 

1.2 Demographic developments 

 
31. Uruguay has some remarkable demographic characteristics. First, it shows a very low rate of 

population growth in the last 50 years, growing at an average annual cumulative rate of just 0.5%. It also 

exhibits a high degree of urbanisation, until reaching the maximum value of 95% in 2011. Third, there is 

a high population concentration in the capital, Montevideo, (located in the smallest department in the 

country), although it has been decreasing over the last half century. Currently, 40% of the population of 

Uruguay lives in Montevideo. 

 

32. Finally, in the last 50 years Uruguayan society has not only moved closer to a near standstill in its 

population growth rate, but has also been ageing. The population aged 65 and over nearly doubled its 

share in total population, while the share of the population under 18 years of age decreased, reaching 27% 

in 2011. 

 

                                                      
9
The SMN in real terms grew 200% between 2004 and 2010; although it has been pointed out that its impact on changes in inequality is low due 

to its low starting point and low incidence (Borraz and Pampillon, 2011). 
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33. As shown in chart 1.3, population of school age began to decline from 2005 and will continue to do 

so in the coming years, according to demographic projections. Between 2004 and 2014, the amount of 

children attending primary education (aged 6-11 years), was reduced by 35,000 resulting in decreased 

enrolment in primary education. It is estimated that the cohort will be 37,000 less young people between 

12 and 17 years over the next 10 years (2014-2024). This will reduce the need for additional offer for 

achieving universal coverage in secondary education in the coming years. 

 

Chart 1.3 Population projections aged 6 to 23 by selected sections (6-11, 12-17 and 18-23). Every 

year by June 30, years 2000 to 2030 

 
Source: Compiled data from population projections from INE 

 

34. In the next 20 years demographic trends show a systematic decline of the school age dependency 

ratio (i.e. ratio of the population of school attendance age to the working-age population, those ages 15-

64).  Currently the school age dependency ratio, considering the population on age of attending pre 

tertiary education, stands at 35%, which means that there are 3.5 individuals on age of attending pre 

tertiary education for every 10 potentially active in the labour market. Available demographic projections 

indicate that this ratio would settle at 30% in 2035. 

 

35. According to the last census conducted in 2011, 8.1% of the Uruguayan population claims to have 

African ancestry while 5.4% state indigenous descent. In terms of religion, according to data from 

Latinobarómetro (2014)
10

 Catholicism is the dominant religion, despite Uruguay being the country with 

the lowest percentage of Catholics in population (41%) compared to the rest of Latin America. 

Evangelism comes next with 10%. 38% declared themselves agnostic, atheist or without religion, being 

the highest percentage in the region. 

 

1.3 Political context 

 
36. Uruguay is a semi-representative or mixed democracy, where although its representative character 

predominates, there are forms of direct government where citizens can appeal (referendums, plebiscites) 

to make decisions about specific cases or to contest the validity of certain laws. Under a presidential 

system of government, the structure of the Uruguayan Government is composed of three independent 

                                                      
10

 http://www.latinobarometro.org/lat.jsp 
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branches (legislative, executive and judicial), and three supervisory bodies (Administrative Court, 

Electoral Court and Court of Auditors). 

 

37. The Executive Branch is exercised by the President, acting in accordance with the Minister or the 

Cabinet. The President is both the Head of State and the Head of Government, and is elected along with 

the Vice President by direct popular elections every five years. The President appoints the heads of the 

Ministries, which then must have the support of Parliament; Ministers can be dismissed by the President´s 

resolution. 

 

38. The Legislative Branch is made up of four main bodies: the House of Representatives, the Senate 

Chamber, (which together constitute the General Assembly) and the Standing Committee. The Senate 

consists of thirty-one members (counting the president of the chamber, which is the Vice President), 

while the House of Representatives has 99 members. Elections for parliament are held in closed lists 

simultaneously with the presidential election. Deputies are elected by department, while senators are 

elected nationwide, both for five-year terms. 

 

39. The Judicial Branch is headed by the Supreme Court, whose members are appointed by the General 

Assembly by a two-thirds majority and whose terms last ten years or until they turn 70. The Supreme 

Court is the responsible for judging the constitutionality of laws. The judiciary is also composed of Courts 

of Appeals, Trial Councils, and Magistrates' Courts. 

 

40. Moreover, there are agencies responsible for managing the services provided by the State: 

Autonomous Entities and Decentralised Services. They are appointed by the Executive Branch and 

ratified with consent of the Senate, and they operate autonomously at different levels of competence. 

These include the University of the Republic (UDELAR); Technological University (UTEC); and the 

National Public Education Administration (ANEP), responsible for defining the general guidelines of the 

educational levels that are in its orbit (preschool, primary, secondary, professional and vocational 

education, and teacher training). 

 

41. Uruguay is a unitary state with its capital in Montevideo, subdivided into 19 departments (see Map 

1.1) and 89 municipalities. The major changes in decentralization have been implemented in the last 

decades. 

 

42. Each department is governed with some autonomy by their respective executive agencies, the 

Mayor and the Departmental Board. The municipal mayors are elected by universal suffrage every five 

years. The departmental governments deal with tasks such as departmental transport, care of cities, waste, 

public lighting, among other functions. They have their own resources, including taxes levied on vehicles 

registered in the department, and the property situated therein. However, they largely financially depend 

on transfers made from the central government. 
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Map 1.1 Uruguay and its departments 

 
 

1.4 Public sector management 

 
43. The central administration of Uruguay, besides the Presidency of the Republic, is composed of 12 

Ministers. The Presidency and the Ministries are organized into Executive Units (UE), composed of 

Divisions, these in Departments and the latter by Sections. These units are in hierarchical relationship, 

within the Ministries, but outside the hierarchy are the Advisories. 

 

44. Each Minister is appointed by the President. This in turn appoints a Sub-secretary, which is also a 

political office and his term ceases with the Minister. Most UE directors are staff of trust and are 

politically appointed by the Minister. The rest of the positions are occupied by budgeted, contracted and 

seasonal public officials. Career civil servants are budgeted, and have rights and obligations under the 

Central Legal Status. The Article 60 of the Constitution establishes the administrative career for budgeted 

officials, which are declared irremovable (Narbondo and Ramos, 1999). 

 

45. A mid- nineties government reform aimed at modernising Public Administration, in order to 

provide greater efficiency, effectiveness and quality of public services. The reform was created not only 

for reducing the State apparatus but also for creating institutions to adapt to the new political, economic 

and technological requirements (Narbondo and Ramos, 1999). The general objectives of the 

administrative reform were:  to increase the productivity and quality of public expenditure,   reduce the 

tax burden as a way to help improve the country's competitiveness, improve the use of public resources, 

enhance the quality of public services, modernize traditional public management to one with measurable 

and assessable results, professionalize and to revalue governance incorporating citizen´s focus into the 

decision making process. However, the results achieved were only partial and gradual (CEPRE, 2004). 

 

46. The 2009 reform (Law No. 18,567 of September 13, 2009) stands out among the most recent 

reforms. A third level of government was created (in addition to the national and departmental reforms), 

which are local entities called municipalities. Its five members are elected by direct vote of the citizenry 
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on the same occasion in which the mayors and departmental boards are elected.  Law No. 18,653 of 15 

March, 2010, defined 89 municipalities, covering all localities of over 5,000 inhabitants. The powers of 

these local bodies are very limited and are primarily based on the delegation of tasks received from the 

respective departmental governments. Municipalities do not have their own budget or officials, and its 

resources are assigned to them by the central government and departments. 
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2. The school system 

 

2.1 Organization of the school system
11 

 

The regulatory framework and institutional structure of the Uruguayan educational system 
 

47. The Uruguayan educational system presents a different institutional design than international 

standards.  An autonomous institution, the ANEP has the jurisdiction to formulate, implement and 

manage educational policies in compulsory education, and not the Ministry of Education and Culture 

(MEC). In turn, it is comprised of a set of entities operating somewhat independently from each other and 

with low levels of articulation in the fields of education and management (INEED, 2014). 

 

48. The five agencies with different levels of responsibility that govern education from preschool to 

tertiary levels are the MEC, the Child and Adolescent Institute of Uruguay (INAU), the ANEP, the 

UDELAR and the UTEC. The current Education Law (passed in 2008)
12

, created a joint space through the 

National Education Commission (COMINE), integrated by various representatives in order to become a 

platform for the deliberation of national educational policies. In the same regulatory framework, the 

National Institute for Educational Evaluation (INEED) was created as an autonomous institution to assess 

the quality of education in Uruguay in its preschool, primary and secondary levels, but with no 

commitment of governance of education. 

 

49. The jurisdictions of the MEC are to establish general guidelines, coordinate national education 

policies, survey and divulge statistical information, and regulate private education in preschool and 

tertiary levels. Thus, the powers of the MEC are limited to the regulation and coordination of the 

education system and not the formulation and implementation of policies. In early childhood, the INAU 

regulates Childcare and Family Centres (CAIF) and manages the Day Schools, which provide education 

to children between 0 and 3 years of age. 

 

50. In the field of public university education, UDELAR historically has been the only public 

university in the country. However, in 2012 by law, the UTEC was created, to offer oriented tertiary 

technological careers in other parts of the country than Montevideo. The first courses were implemented 

in 2014. 

 

51. ANEP is the institution that has the authority to formulate, develop and implement educational 

policies in preschool, primary, secondary and teacher training levels. It is directed by the Central 

Governing Council (CODICEN), and is composed of four Education Councils: The Preschool and 

Primary Education Council (CEIP), the Secondary Education Council (CES), the Professional Vocational 

Education Council (CETP), and the Teacher Training Council (CFE)
13

. It is worth mentioning that the 

institutionalising of secondary education has not yet been put into operation as foreseen under the existing 

Education Law, which establishes the formation of the Lower Secondary Education Council, the Upper 

Secondary Education Council and the Professional Vocational Education Council. The latter holds 

different powers than the current one.
14

 

 

52. The CODICEN consists of five members, of whom three are appointed by the Executive Branch 

with the consent of the Senate, and two are elected by teachers. Each Education Council is composed by 

three members, two appointed by the CODICEN and the third by the respective teaching body. The 

                                                      
11

 This section is partly based on the Uruguay Education Report, Chapter 3 (INEED, 2014).  
12

 Law No. 18,437. http://www.parlamento.gub.uy/leyes/AccesoTextoLey.asp?Ley=18437&Anchor= 
13

 The latter is temporary until the creation of the University of Education, which however has not yet been approved in Parliament. 
14

 Article 54 of Law No. 18,437 
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representation of groups of teachers in the government of education was one of the changes introduced by 

the Education Law which has been in force since 2008.  

 

53. In short, the particularities of the institutional arrangements that distinguish the Uruguayan 

education system in the international context can be summarised as: 

 

• The coexistence of various relevant bodies enjoying exclusive powers: the MEC, ANEP, INAU, 

UDELAR, UTEC, INEED. 

• Technical and administrative autonomy of Education Entities (ANEP, UDELAR, UTEC), from the 

Executive Branch. 

• The relatively secondary place of the MEC in the design, implementation and evaluation of policies for 

primary and secondary education. 

• The collegial style of various government bodies. 

• The presence of teachers´ representatives in education government 

 

54. Besides the authorities, there are other agents that exert influence on Uruguayan education. On one 

hand, the Education Law created the National Congress of Education
15⁵, a national debate arena that 

seeks to reflect "the different perspectives of citizens in the National Education System". The law states 

that the National Congress of Education will be called upon at least in the first year of each government 

term. 

 

55. In the educational field, the Teachers Technical Assemblies (ATD), and the teachers' unions also 

have an impact on the educational system. The ATD governing bodies are entitled to initiative and 

advisory functions in educational issues that the CODICEN or every Education Council submits to 

consultation.
16

 Each one of the four ATD
17

 channels the teacher’s participation by level of education, 

through each school and national assemblies. Each ATD also has a Standing Committee composed of five 

members, elected by the Assembly from among its delegates, which acts as an interlocutor of CODICEN 

or the Education Council accordingly. 

 

56. As for unions, school teachers of public preschool and primary, come together in the Uruguayan 

Federation of Primary School Teachers (FUM); secondary school teachers in the National Federation of 

Secondary School Teachers (FENAPES); and professional vocational school teachers in the Staff 

Association of the Uruguayan University of Labour (AFUTU). In private education, the syndicate 

association that brings together Primary and Secondary teachers is the Union of Workers in Private 

Education (SINTEP). 

 

57. Moreover, private educational institutions are nucleated into two associations: the Uruguayan 

Association of Catholic Education (AUDEC) and the Association of Institutes in Private Education 

(AIDEP). These associations exert influence on the process of educational policies, but private 

institutions must abide by ANEP regulation, which is responsible to enable, monitor and supervise private 

Primary, Secondary, Vocational and Teacher Training Institutes (IFD). In this context, a vast majority of 

private institutions apply the public education curricula and use their autonomy in extracurricular 

activities to the reglamentary ones (Grau et al., 2008). 

 

58. Finally, the mechanisms of parental and community involvement are relatively limited. They are 

mainly concentrated on the integration of "Development Committees" (Comisiones de Fomento) in 

primary education, and the Association of Parents and Friends of the Lyceum (APAL), in secondary 

education. Traditionally, it has focused on fundraising for schools. The current Education Law foresaw 

                                                      
15

 Articles 44 and 45 of Law No. 18,437 
16

 Article 70 of Law No. 18,347 
17

 Preschool and Primary ATD; Secondary ATD; Professional Vocational Education ATD; Teacher Education ATD. 
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the installation of Participation Councils composed by students, parents, tutors, educators, teachers and 

community representatives.
18

 

 
School tracks, offer and number of schools 
 

59. Formal education includes preschool (3-5 years); primary education (6-11 years), lower secondary 

(12-14 years), upper secondary (15-17 years), tertiary and post-graduate studies.
19

 Like most countries in 

the region, Uruguay differentiates secondary education into two branches or modalities: one general - 

scientific humanistic and one vocational or professional vocational. However, this differentiation is 

expressed early in the first year of lower secondary education. Education is compulsory from age four to 

upper secondary education inclusive.
20

 

 

60. The vast majority of schools are composed by public governance and financing, followed by 

schools with private management and financing. Nonetheless, there are some cases of private 

management and public financing, focused on early childhood education and preschool. Private 

institutions are heavily concentrated in Montevideo and in some nearby departments such as Canelones 

and Maldonado. The following is a description of the prevailing school offer in each pre- tertiary 

education level in terms of theoretical ages comprising each level, modalities and number of schools. The 

trends in enrolment by type of offer, level and sector are detailed in section 3.3. 

 

61. Education in early childhood ranges from birth to 36 months and is not mandatory. According to 

their respective areas of competence, ANEP, INAU and MEC are the responsible bodies of competence.
21

 

Free education offered at this level involves the CAIF schools, regulated by the INAU (privately run by 

civil society and publicly funded); INAU day schools (publicly managed and financed); Our Children 

Program being conducted by the departmental government of Montevideo, in partnership with civil 

society organisations (NGO) (privately managed and publicly financed), regulated by the MEC; and 

marginally, some public ANEP early childhood schools.  

 

62. The CAIF schools, INAU day care schools and Our Children Program, focus primarily on the care 

of children up to 3 years old in a situation of vulnerability. The CAIF schools offer two types of care: 

Timely Experiences Program aimed at children less than 2 years old, with a once a week frequency; and 

care for children of 2 and 3 years, with daily frequency. The schools receive a certain amount per child 

served (which varies according to the type of care). Meanwhile, INAU day schools are aimed at children 

from 3 months to 3 years of age, who attend the schools daily. Our Children Program is aimed at children 

between 6 months and 3 years of age. Finally, although the ANEP provides education from the age of 3, 

in Montevideo there are a few 2 year old pupils
22

  attending public preschools. 

 

63. A different recently launched option is the project Care and Socio-Educational Inclusion for the 

Early Childhood (CISEPI) that grants vouchers to single parents with children under 3 years old that 

participate in any of the priority programmes implemented by the Ministry of Social Development 

(MIDES)
23

. In this case, the financing is upon demand; a new policy that had not been implemented so far 

                                                      
18

 Article 76 of Law No. 18,347 
19

 Article 22 of Law No. 18,347 
20

 Article 7 of Law No. 18,347 
21

 Although each of the entities regulate different school offers in preschool, by Article 98 of Law No. 18,437 the Coordinating Council of 

Education for Early Childhood was created, which has representatives of MEC, ANEP CEIP, INAU, the Ministry of Public Health, early 

childhood educators and private early childhood schools, with a mandate to coordinate and articulate national educational projects and policies, 

and for early childhood (Law No. 18,437). 
22

 They were 102 students in 2013, representing 0.2% of early childhood enrolment. 
23 

Those programmes are: Youth Network, Uruguay Grows with You, Closeness, Programme of Attention to Homeless People and Labour 

Programmes. 
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in Uruguay
24

. The beneficiary families may attend private early childhood education schools authorized 

by the MEC. 

 

64. Finally, the private offer consists of early childhood education regulated by the MEC
25

, and 

preschool, private schools with kindergartens supervised by the ANEP. Free coverage at early childhood 

level is the lowest among all educational levels, reaching 64% of the participants (Figure A.2.4 Annex I). 

 

65. Preschool education is aimed at children aged 3, 4 and 5 years, and is compulsory from the age of 

4. It is within the level of competence of the ANEP, MEC and INAU. The free offer at this level consists 

of the CAIF schools (in 3 years), day care INAU schools (3 years) and the ANEP preschools and schools 

(3-5 years). The ANEP provides early education in various forms that, although all share the same 

curriculum, they differ in format and workload. The offer is distributed in preschool (in all preschool 

categories, full-time, preschool kindergarten –JICI-
26

 and educational centre of early childhood –CEPI-
27

); 

and schools including preschool education (in the modalities of common urban, “Aprender”, full-time, 

extended time, practice and rural schools).
28

 The private offer is composed by preschool schools regulated 

by the MEC, and preschools and private schools under the aegis of ANEP.  

 

66. Free education (public and private with public funding), at this level reaches 74% of attendees, and 

grows with the increasing age of children (62% of the attendees are three year olds, and 78% and 79%  4 

and 5 year old attendees, respectively) (Figure A.2.4 Annex I). The free offer for three year olds is largely 

concentrated in the CAIF schools, while for 4 and 5 years of age in preschool and ANEP- CEIP schools. 

There are 2,192 schools offering preschool education, of which just under half are public (45.9%); 38.4% 

are private and 15.7% are private with public funding (CAIF) (see Figure A.2.1). This composition is very 

different according to each department within the country. In Montevideo most preschools are private 

(58.7%); in rural areas this percentage stands at 27%
29

. 
 
67. Primary education begins at six years of age and is organized into six grades. The public offer in 

this case is entirely concentrated in the ANEP, through the CEIP. It is divided into common education 

(taught in urban common modalities, full-time, extended time, “Aprender”, practice, JICI and rural 

schools), and special education. The latter includes specialised schools for the intellectually disabled, 

behaviour problems, motor disabilities, hearing disabilities and visual impairment, and represents 4% of 

the public primary schools (Figure A.2.2). The private offer corresponds to private schools supervised by 

the CEIP. 

 

68. In common education the 83% of the students attend public schools, a percentage that has remained 

stable for at least the last 20 years
30

. There are 2,131 public schools and 413 private schools. 87% of 

public schools are outside Montevideo, an aspect that is strongly marked by the presence of rural schools. 

                                                      
24 In the beginning, the programme was developed in the framework of Plan “7 zones”. The plan is composed of a set of urban, housing and 

social interventions to be held in seven areas of high socio-economic vulnerability of the departments of Montevideo and Canelones. It has five 

levels: access to housing; completion of education cycles and job qualifications; insertion into the labour market; access to health services, and 

access to care services. The plan began in 2013, and at that time included 110 children, 0.2% of early childhood enrolment. 
25

 A private early childhood education school is considered as “any institution that develops educational activities for boys and girls between zero 

and five years of age, in person by periods of twelve hours or more per week". Article 97 of Law No. 18,347. 
26

 They are schools that serve pupils in preschool education (levels 3, 4 and 5), and from first to second grade in primary school. 
27

 Former nurseries. 
28

 The EUC have a four hour schedule (morning or afternoon); those that are with teaching student practice have the same workload, but differ 

from EUC in that trainee teachers perform their practices there. EAP also comprise four hours, but are located in vulnerable socio-cultural 

contexts. The ETE are similar to the common urban ones, but adding to the four hours they have an extra time where various workshops are held 

(in total children stay at school for seven hours); the ETC are double shift (eight hours); and rural schools function, as its name says, in rural areas 
and meet a schedule of five hours. 
29 

In the departments other than Montevideo there are large disparities:  private offering range from 6.5% in the department of Treinta y Tres to 

47.2% in Maldonado. 
30

 Bulletins of public and private education, Department of Education Statistics, CEIP. 
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Indeed, there are 1,111 very small rural schools (52% of all public schools), covering 4.7% of total 

primary enrolment, a proportion that has been declining over the past nine years, under the reduction of 

the rural population in Uruguay (which is very low, at 5.3%).
31

 This outlook entails some challenges that 

will be analysed later. Meanwhile, more than half of the private schools are located in Montevideo. 

 

69. Lower secondary education covers the immediate subsequent level to primary education and is 

compulsory since 1973
32

. It is organized into three grades and the entry requirement is to have completed 

primary school. The public offer is concentrated entirely in ANEP, managed through the CES (public 

secondary school); the CETP (professional vocational schools with lower secondary education); and the 

CEIP (rural schools with 7th, 8th and 9th grades). In turn, the ANEP implements some programs targeted 

at specific populations that have not finished school, in partnership with other public institutions
33

. Lower 

secondary education of the CETP includes the lower vocational education, and lower professional 

vocational training Plan of 2007, the latter aimed at overage students (15 years of age without completing 

the school cycle). 

 

70. Private offer is provided by private schools, regulated by the CES and financed mostly by 

enrolment payments from households. However, in recent years some trial experiences on privately run 

gratuitous colleges funded through donations from companies and organizations have emerged under tax 

exemptions for corporate donations to educational institutions, health and research
34

. These institutions 

are focused on students from vulnerable socioeconomic contexts and provide free education, 

implementing the public education program but generally extending the offer with extracurricular offers 

and increased workload
35

. 
 
71. The public offer concentrates 86% of those attending lower secondary education, and within this, 

only 18% is covered by the offers given by the CETP. There are 454 state schools, and 177 private 

schools providing lower secondary education
36

. 79% of state schools are “outside the capital” in other 

parts of the country, while the same happens with 45% of private schools. 

 

72. Upper secondary education covers up to three years after lower secondary education; it has a 

higher degree of orientation or specialization and is mandatory since 2008.
37

 The offer has three 

modalities: general (in secondary schools, managed by the CES), vocational and professional vocational 

education (in vocational schools, both managed by the CETP). The first two allow the students to 

continue with tertiary education, while the latter is mainly orientated to the labour market. The offer of 

CETP in vocational and professional vocational training modality in turn, is held in various forms
38

. 

Private provision is concentrated in private secondary schools supervised by the CES
39

. 

                                                      
31

 According to INE. 
32

 General Education Law No. 14,101. 
33

 The PAC aimed at adolescents up to 17 years of age who did not complete the first year of lower secondary education; the Pedagogical Areas 

program, aimed at teenagers and young inmates, with ties to INAU guardianship or for those who have disruptive behaviour; CES-CECAP 

program, in agreement with the MEC, aimed at young people aged 15 to 20 who dropped out from the education system; the Schools of High 

Containment, in agreement with the General Directorate of Prisons program, aimed at detainees; and the ProCES, in partnership with various 

government agencies and departmental governments, aimed at public officials. 
34

 According to Articles 78 and 79 of Title 4 of the text of 1996, as amended by budget Law No. 18,834 
35

 At present there are three such institutions (Liceo Jubilar, Liceo Impulso, Liceo Providencia), covering about 470 students, 0.3% of lower 

secondary enrolment. 
36

 Several of these also grant upper secondary education 
37

 General Education Law No. 18,437. 
38

 Upper secondary education-technical course, Upper Professional Training, Secondary education (professional), Secondary education 

(professional)-Specialization, Upper Secondary Education (Vocational), Professional Baccalaureate, Figari Baccalaureate, Joint Agricultural 

Upper secondary education / Machinist Naval Space Machinist,  General Curriculum Optional - Deepening – Education, Virtual Platform Course 

Level II, Superior Training 
39

 Also in the orbit of the Ministry of Defence, the Military School and the Naval Academy provide lower and upper secondary education with a 

view to higher military training. 
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73. 89% in upper secondary education attend state schools; and within these, 72% attend secondary 

schools, and 28% at vocational schools. It is at this level where the offer managed by the CETP reaches 

its highest participation. At this level, there are 333 public schools, of which 195 are secondary schools 

and 138 correspond to vocational schools. 81% of state schools are outside the capital. There are also 167 

private schools, of which more than half are located in Montevideo.  

 

74. Tertiary education includes non-university level vocational courses, vocational degrees, higher 

vocational education, teachers training and university courses. These require the completion of upper 

secondary education. State agencies that provide education at this level are the CETP (vocational degrees 

and technologists), the CFE
40

, the UDELAR and the UTEC. There are 4 private universities (Catholic 

University, ORT University, the University of Montevideo and Business University), plus 12 private 

tertiary colleges
41

 and 3 private tertiary non-university colleges
42

. 

 

75. The following figure summarizes the education levels, theoretical ages of assistance and types of 

educational offer in the Uruguayan system. 

 

Figure 2.1 The Uruguayan education levels: theoretical ages and types of offer 

Level Theoretical age 

Offer 

Public 
Private w/public 

financing 
Private 

Early 

childhood 
0 to 36 months 

Public kindergartens(ANEP-CEIP) CAIF 

Private 

kindergartens 

(ANEP orbit) 

INAU day schools 

  

Our Children 

Private school 

w/kindergarten 

classes (ANEP orbit) 

Private early 

childhood 

education w/ 

vouchers CISEPI 

Private early 

childhood schools 

(MEC orbit) 

Preschool 

3 to 5 years   

(compulsory since 

4 years old) 

Public kindergartens (ANEP-CEIP)            

 -Common     

 -Full time       

 -JICI                

 -CEPI 

CAIF     Private 

early childhood 

schools  w/ 

vouchers CISEPI 

Private 

kindergartens 

(ANEP orbit) 

                                                      
40

 The Education Law of 2008 envisages the establishment of the IUDE that would train teachers, vocational teachers, social workers and 

professors, but has not been created. Currently the training of these professionals remains under the governance of the ANEP, through the 
Teacher Training Council. 
41

 South Autonomous University Institute,  University Institute CLAEH,  University Institute YMCA, Francisco de Asís University Institute,  

University Institute CEDIIAP, University Institute School for Study and Diagnosis of Malocclusion of Uruguay, Post Graduate Psychoanalytic 
University Institute, Crandon University Institute , University Institute Monsignor Mariano Soler -Uruguay Faculty of Theology, University 

Institute Bios, University Institute of AUDEPP and, and University Institute Polytechnic Foundation of Punta del Este. 
42

 School for Pedagogical Research and Experimentation, Navigation School, School of Vocational Training in Foreign Trade and Customs. 
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Public urban primary school 

w/kindergarten (ANEP-CEIP)   

-Common  

-Practice  

-“Aprender”    

-Full time  

-Extended time 

Private school 

w/kindergarten 

classes (ANEP orbit) 

Public rural primary w/kindergarten 

teacher (ANEP-CEIP) 

Private preschools 

(MEC orbit) 

Primary 
6 to 11 

(compulsory) 

Primary school (ANEP- CEIP)  

-Common  

-Practice  

-“Aprender”     

-Full time  

-Extended time 

  

Private schools 

(ANEP orbit) 

Special learning schools (ANEP-

CEIP) 
  

Lower 

secondary 

12 to 14 

(compulsory) 

Public secondary schools  (ANEP-

CES) 

  
Private schools 

(ANEP orbit) 

Technical and Agrarian schools 

(ANEP-CETP) 

Rural schools w/ 7th, 8th, 9th grade 

(ANEP-CEIP) 

Military School, Navy school 

(Ministry of Defence) 

Upper 

secondary 

15 to 17 

(compulsory) 

Public secondary schools  (ANEP-

CES) 

  
Private schools 

(ANEP orbit) 

Technical and Agrarian schools  

(ANEP-CETP) 

Military School, Navy school 

(Ministry of Defence) 

Tertiary and 

post 

graduate 

As of 18 years old 

Technical and Agrarian schools 

(ANEP-CEIP) 

  

Private universities 

(MEC orbit) 

Teacher training (ANEP-CFE) 

Private university 

institutes (MEC 

orbit) 

UDELAR 

 

UTEC 

Private tertiary non-

university institutes 

(MEC orbit) 

Source: Compiled data 

 

76. Finally, the recent most notable changes in terms of the institutional organisation of the Uruguayan 

education system are summarized below:  

 

a) The establishment of compulsory upper secondary education (Education Law 2008). 

b) The participation of teacher’s representatives in the Councils of the ANEP (Education Law 2008). 

c) The creation of Lower Secondary Education and Upper Secondary Education Councils, which has not 

been carried out yet (Education Law 2008). 

d) Attempts to establish the University of Education, replacing the CFE (not approved in parliament yet). 

e) The creation of the UTEC, with a strong bias towards the rest of the country, aside from Montevideo 

(2012). 
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f) The creation of the INEED, with the specific commitment of assessing national pre-tertiary education.  

g) The emergence and expansion of free private schools in primary and secondary education, funded 

through donations that generate tax exemptions. 

h) The first-time implementation of a financing system upon demand, by granting vouchers to families in 

vulnerable areas that allow choosing a private school in their area for early childhood. 

 

2.2 Educational environment 
 

77. Education holds an important place in the priorities of the Uruguayan society. There is a 

multiplicity of purposes and expectations for compulsory education, including the training of citizens to 

prepare for further university studies, preparing for the workplace, contributing to sexual and reproductive 

health, integration, to be competitive, to develop individuals critical thinking, to emancipate and be 

disciplined, that equals and that differentiates, among various other social demands (INEED, 2014). 

 

78. In recent years, education has also become a priority issue of the political agenda, given that a 

critical diagnosis on the Uruguayan position achieved by students was set among the citizens. The level of 

students performance and competence (based on results from international tests), inequality in educational 

results high repetition and dropout rates in secondary education and low completion of this cycle, added 

to the perception of significant problems of organization and management of public education. All of 

these issues have persisted over time, and no significant changes to them are displayed. The media has 

also played an important role in perceptions regarding education within Uruguay, and indeed educational 

issues currently hold several press releases, radio and television on a daily basis. 

 

79. It is also noteworthy that education along with public safety issues was the matter of greater 

exposure and debate in the last presidential election campaign (which culminated in the re-election of the 

left-wing party, Frente Amplio –FA-, in November 2014). The main axis and proposals of the various 

political parties related to education are presented in Annex III. Meanwhile, the survey on public opinion 

nationwide conducted by the company Equipos Mori in November 2014, on what points should be of the 

upmost priority in the next government of Uruguay, education accounted for the highest percentage of 

accessions (32% replied that education was the top priority issue), followed by public safety (31%), 

poverty reduction (24%) and lowering taxes (11%).  

 

80. Regarding the investment by society in education, public spending relative to GDP has grown 

significantly since 2008 and currently stands at 4.6% of GDP, as detailed in section 3.1. However, in the 

political campaign what also prevailed was to continue increasing the level of public budget allocated to 

education, and indeed the winning party set a goal to reach 6% of GDP.  

 

81. Public education is very significant in Uruguay at all levels. Considering total pre-tertiary 

education, enrolment is composed by 86% of students from public (State) schools and 14% from private. 

Considering the efforts made in terms of spending, government spending corresponds to 4.6% of GDP 

and private to 1.6% of GDP, implying a distribution of 74% for the public sector and 26% for the private 

sector. Within private expenditure, the largest contribution is made by households (1.3% of GDP in 

2013). Expenditure on private tutoring and support in 2013 amounted to a 3% of total household spending 

on education. 

 

82. Moreover, Uruguay does not have a system of accountability based on performance (of students, 

teachers or schools). The issue is discussed in a very limited manner and there is a social tendency to 

associate accountability to economic transparency, and not to the responsibility of each staff member on 

educational outcomes (Mancebo et al., 2013). In the above sense, on a yearly basis, system agencies must 

make an accounting to the national parliament, but it basically details the financial implementation of 

each budget guideline, without specifically linking them to outcomes or goals. 
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83. Public education concentrates 83% of teachers. “Effective” teachers (whose position was obtained 

through a competition, merit and opposition), acquire the status of civil servants and enjoy the security of 

tenure. Their dismissal is established constitutionally for those officials on the grounds of "failure, 

incompetence or wrongdoing".  

 

84. A qualitative study
43

 (INEED, 2014: chapter 11)  shows that some teachers are dissatisfied with 

their working conditions, and feel that society expects and demands a lot from them. Nevertheless, they 

are not given the proper conditions to meet those expectations. Teachers emphasize that the perception of 

society regarding them has changed dramatically in recent years, from an image of "apostle of education" 

to "public employee with three months off. Teachers in secondary education also perceive that they are 

mostly undervalued by society today. Both teachers and professors attributed the significant role of the 

media and the political sector to this perception. They also understand that their roles are changing due to 

social and cultural changes that affect families, and they have been obliged to assume roles of 

"containment", for which they do not feel prepared, particularly in the case of lower secondary school 

teachers (INEED, 2014: chapter 11).  

 

2.3 Objectives of the education system and student learning objectives
44

 
 

85. The general purpose of education and the purpose of each level are set out in Law No. 18,347, 

2008. Article 2 of the Act establishes the exercise of education as "a public and social good that aims to 

fulfil physical, psychological, ethical, intellectual and social development of all people without 

discrimination". It also states that education should be directed toward a life that integrates various 

aspects such as work, culture, health care, entertainment and to exercise responsible citizenship.  

 

86. In addition, the law provides that educational policies should be geared to a variety of purposes, 

namely to promote justice, solidarity, freedom, democracy, social inclusion, international integration and 

peaceful coexistence; to ensure that people acquire a learning thus enabling them a comprehensive 

development; to develop  reflective and autonomous people, building a national culture and identity for 

sustainable and equitable development; contribute to a democratic perspective that recognizes the 

diversity of contributions of native, creole and  immigrant presence in their development; promote the 

search for alternatives to conflict resolution in the context of a culture of peace and tolerance; fostering 

diverse forms of expression; stimulate creativity and innovation; and integrate work as a fundamental 

component of the educational process, articulating manual with intellectual labour
45

. 

 

87. As for the purposes in each level, these are summarized in the Figure below those established by 

law for compulsory education levels. 

 

 

 

 

 

 

 

 

 

 

                                                      
43

 Equipos Mori  study called“Teaching in Uruguay: labor conditions and teaching career”. It used interviews, focus groups and bibliographic 

review.   
44

 Part of this section is based on Chapter 8 of the Uruguay Education Report, INEED 2014. 
45

 Article  13 of Law No. 18,437 
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Figure 2.2 Purposes for each education level  

Level Purpose 

Preschool Stimulate emotional, social, motor and intellectual development of children
46

 

Primary 

education 

Provide basic knowledge and mainly develop communication and reasoning skills that enable 

responsible coexistence within the community
47

 

Lower 

secondary 

education 

To deepen the development of the acquired abilities and knowledge. Promote theoretical-practical 

command of different disciplines that may be among others, artistic, humanistic, biologic, 

scientific and technological skills
48

 

Upper 

secondary 

education 

Not established in Law 18,437. It states that it will allow continuity toward tertiary education 

(general and vocational upper secondary school), or job placement insertion (professional 

vocational training)
49   

Source: Compiled data from Education Law No. 18,437  

 

88. At the level of society, there is some consensus as to the purpose of primary school education. One 

of the main objectives is to acquire certain basic skills (reading and writing primarily, but also basic 

mathematical skills)
50

(INEED, 2014: chapter 2). Nevertheless, the purpose of secondary school education 

has been discussed for sometimes
51

. The discussion was incremented with increased enrolment at this 

level some three decades ago, and recently with the establishment of the obligation to complete upper 

secondary education. Both aspects require the educational system to redefine the value of this level of 

education to society. The added challenge is to have its own "final teaching" order, beyond the concept of 

being a "bridge" to tertiary or university education. It stands out that although this discussion is present in 

Uruguayan society, as we saw, the current law continues to emphasise on the role of a "bridge" to tertiary 

and higher education, in particular the modalities of general baccalaureate and vocational secondary 

education. 

 

89. The plans and programs of compulsory education are developed and applied by each Education 

Council (CEIP, CES and CETP). The Councils develop curricula, following general guidelines 

established by the CODICEN. The curricula vary between levels and programs, but are at a nationwide 

level. The CODICEN should standardize them and has the authority to question them. 

 

90. Primary education has a school program that had a profound modification in 2005, and was 

approved with the Education Law in 2008. The design of the current primary school plan was made 

through a central committee and subcommittees by learning areas, formed by practicing teachers and 

secondary teachers appointed by the CES, with the function of complementing teachers´ knowledge in the 

subject matter. Delegates from the ATD and FUM also participated. 

 

91. Historically, there was planning from the central body (CEIP), where the curricula content, 

organisation, relationship systems, their sequence and scope were clearly prescribed. In 2008, a change to 

the program was introduced that implied an extension of content, leaving the door open to local 

interpretation  in the distribution of the teaching units, their timing and extent of the content processes. 

The current program does not make the distinction between the pre-school, primary, rural, or common 

education, but it is about a common program that includes 3 year old children from preschool to sixth 

grade of primary education and incorporates the idea of transversally, i.e. working on a concept from the 

beginning at the age of three and with a continuity until the sixth grade. 

                                                      
46 

Article 24 of Law No. 18,437 
47 Article 25 of Law No. 18,437 
48 Article 26 of Law No. 18,437 
49 Article 27 of Law No. 18,437 
50 

 In 2015 graduation profiles were defined for 3rd and 6th grade, which establish expected achievements concerning contents. 
51

 See the Uruguay Education Report 2014, Chapter 2, INEED. 

file:///C:/Users/mhernandez/AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Content.MSO/8A48EF5A.tmp%23RANGE!%23¡REF!
file:///C:/Users/mhernandez/AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Content.MSO/8A48EF5A.tmp%23RANGE!%23¡REF!
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92. Nonetheless, it has been noted that on the current curriculum of primary education it is not clearly 

established what should be taught and what should be learned at every stage of this educational level; 

leaving the resolution of these issues for teachers and / or to middle management action, such as 

inspections. Thus, the program relies on the planning capacity of schools and teachers, and enshrines the 

principle of autonomy. However, this decentralisation is done without setting expectations for student 

learning, that is, without setting targets (or standards and learning goals) and, therefore, without 

measuring their achievement, as is common in countries where control content is decentralised (INEED, 

2014). However, CEIP presented graduation profiles for 3
rd

 and 6
th
 grade of primary education on June 

2015. This represents a very important event for Uruguayan education, and it will be a challenge to 

articulate these profiles with student assessment (both external and classroom assessment).  

 

93. Lower secondary education is mainly carried out by three plans: the lower secondary education 

(general), lower secondary education (vocational) and basic professional training. The curriculum 

structure of the first two is organized by subjects and years; while the third is by means of courses and 

modules with a strong emphasis on professional training. 

 

94. The design of the content is focused on the discipline or subject, and in the case of the first two 

offers, with limited presence of work related contents, artistic expression, personal and social 

development and new technologies (INEED, 2014). The curricular matrix is divided into a large number 

of subjects, which makes the transition from primary school to lower secondary more complexes, among 

other aspects
52

. 

 

95. Regarding the process of defining the current curricular program for the lower secondary education 

(general) the CES defined the curriculum frameworks and specific subjects to be developed; while all 

other technical and curricular decisions were subject to commissions. This involves teaching inspections 

and representatives of the ATD
53

. There was no participation of primary school education representatives 

or from other areas outside the scope of the education system. 

 

96. The regulation contained in the study plans is based on general statements; although a thematic 

delimitation of each subject is defined, in general terms the scope of the content to teach is not clearly 

established. In the current education plans, learning assessment is only present through the passage of 

degree and certification. Evaluation criteria remain, from the curricula viewpoint, on the teacher´s free 

will.  

 

97. The curriculum for basic professional training (2007) was conducted in the orbit of CETP and 

differs from the lower secondary education (general) and Lower Secondary Education (Vocational) plan 

process in some respects: a) consultations with representatives outside the educational system 

(businessmen, INAU; MIDES, among others); b) explicit student learning objectives; c) evaluation 

occupies an important place, at least in its enunciation (INEED, 2014). 

 

98. As for upper secondary education, curricular offer allow students to choose one of three 

alternatives: the diversified Baccalaureate, of academic and propaedeutic character; the vocational 

baccalaureate, which articulates theory and practice oriented to certain fields without neglecting the 

preparatory function; and a trajectory that articulates the basic professional training with professional 

baccalaureate, operating as a compensatory year which provides general and propaedeutic knowledge. 

 

99. The diversified Baccalaureate curriculum (in the orbit of CES), strongly emphasizes the 

propaedeutic function and the development of useful abilities for academic life. For its part, the 

                                                      
52

 It also has consequences for the organisation and working conditions of teachers, as will be seen further in the document. 
53

 In some commissions, university academics participated as experts in the field. 
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curriculum of vocational baccalaureate (orbit CETP), balances training fields with a significant presence 

of varied areas of knowledge, although it has training absences in the field of artistic expression, physical 

activity and civic development. Finally, the curriculum trajectory that links vocational secondary 

education at a professional baccalaureate level in the orbit of CETP  proposes the articulation of 

juxtaposed structures, with two years of professional training, to train workers to sub-technical 

operational level (with little training in personal development and citizenship), with an additional year in 

which the training emphasis is abruptly changed (INEED, 2014). The most recent change in diversified 

Baccalaureate curriculum was the introduction of a bachelor degree of art and expression, with the 2006 

reformulation. At this level learning goals are not set out either. 

 

100. In the CETP, the curriculum associated with professional vocational training is more associated to 

the relationship of the schools with the productive sector and, to business exchange and ties with 

businessmen in each region. This is usually done within various areas of national and regional 

participation, composed by vocational education participants, NGO, the business sector, trade unions, 

among others. In a second stage, a working group is formed with participation of the Department of 

Educational Planning and the ATD. Once this process is completed, the program is designed and its 

implementation is instrumented. In this process, respondents highlighted the importance of group work in 

vocational education, due to the fact that specificities of this type of knowledge require different technical 

knowledge that should be represented. The graduate profile is always defined on CETP courses, as it was 

declared on the interviews to authorities of this Council. 

 

101. Finally, secondary schools must implement the program established by the respective Council in 

regard to quantity and hours assigned to each subject. They have only some have margin of autonomy in 

respect to the core of optative hours in some schools, or an "open curriculum space" in the lower 

secondary cycle, which represents a very small percentage of the total instructional time. In the CETP, the 

margin of autonomy of schools in this respect is given in regard to the workload of some elective courses 

in upper secondary schools or the emphasis on a particular topic. For example, an agrarian baccalaureate 

which is implemented in a dairy teaching school has a bias in that regard. The amount of hours is 

established in the curriculum and there is no margin for modification. 

 

102. In short, the curricula of the various levels of compulsory education is generally characterized by: 

a) the nationwide character of the curriculum at each level; b) emphasis on contents, and the lack of 

specification of learning objectives and goals; c) the lack of evaluation as a curricular technical 

component; d) the absence or weakness of coordination among various councils for building shared 

criteria and objectives on curriculum policy for the formation of a coherent educational track; e) narrow 

margin of autonomy for the school to establish curriculum modifications, although, as we saw earlier, 

there is a considerable degree of autonomy in the assessment. 

 

2.4 Distribution of responsibilities within the school system
54

 
 

103. The Uruguayan education system has historically operated based on a rationale involving high 

centralization, both functionally and geographically. It has been characterized as "bureaucratic-

hierarchical" with "excessive centralization" (Mancebo, 2012). The ANEP exhibits a strong decision 

making concentration, so that the vast majority of administrative and curricular decisions (teaching 

organization, personnel management, planning and programming, management of financial resources, 

among other decisions), are taken by the authorities of the system (the Councils), which are based in 

Montevideo. 

 

                                                      
54 

This section is partly based on INEED (2014) Chapter 12. 
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104. The responsibility for defining educational policy at compulsory education levels is the ANEP. 

However, this task is not defined explicitly in the current Education Law as being within the competence 

of any of the councils. Neither is under MEC jurisdiction (who plays the role of coordinator and 

articulator of policies); or the COMINE (who deliberates on policies and seeks to integrate them with 

other public policies) 
55

. 

 

105. Within the ANEP, the CODICEN plays an articulating role and coordinates the actions carried out 

by the education councils. It defines general guidelines for educational levels and modalities; it 

homologates the curriculum approved by education councils; defines the draft budget and accountancy 

system; approves the statutes of teachers and non-teaching staff of the entity. The CODICEN also 

establishes guidelines for the supervision and control of private institutions of preschool, primary, 

secondary and vocational education
56

. It also defines how many schools are built and where they are to be 

located. Additionally, its area of competence also includes the school calendar, including the number of 

school days within each cycle and plan. While this is so, it is made in a joint effort with every Education 

Council. 

 

106. The Education councils are bureaucratically one step below the CODICEN and have the 

competence to take decisions on many issues, from approving curricula; managing all the responsible 

services and agencies; manage teaching and non-teaching staff; develop the teaching and monitor 

processes; present budget forecasts to the CODICEN; enable and monitor private institutions within its 

scope; among other roles. 

 

107. While the CODICEN should be the leader of the education system, in practice it plays an 

articulating role on Education councils and ultimately has the final say in the decision making process. In 

practice the Education councils play an important role in the design and implementation of policies and 

management procedures. This contributes to promote excessive compartmentalization in both functions. 

 

108. As D'Avenia (2014) points out, the current institutional design does not ensure coordination 

between the different branches of education, and in fact there are coordination problems in the field of 

ANEP between the Education Councils and CODICEN.
 57

 This has resulted in policies for different 

educational levels that are often designed independently, providing insufficient attention to the need for 

consistency within the framework of a comprehensive model of educational development (Grafe, 2001). 

For example, interviewed counsellors and secondary school inspectors agree in general that planning and 

implementation of policies at that level has thrived independently between the CES and the CETP. There 

is generally no straightforward policy from the CODICEN; therefore coordination is left to the free will of 

the Education Councils. Coordination failures have also been seen in the difficulties in implementing 

educational policies regarding the passage between cycles, for example between primary and secondary 

school (Filardo and Mancebo, 2012). 

 

109. A central problem is the ambiguity in the definition of roles between the CODICEN and education 

councils, despite the changes introduced by the 2008 Education Law. In short, it is a hierarchical 

relationship where the education council is the subordinate body, yet is considered autonomous, which is 

a source of conflict
58

.  
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 Mazzini, P. (coord.), Campanella, J., Corbo, G., Morales, P. Silva, M. (2014)  “Estructuras y procedimientos de gestión de la educación 

secundaria en Uruguay”  study demanded by INEED. 
56

 Article 59 of Law No. 18,347. 
57 Recently a system of weekly meetings was implemented where the presidents of all councils participate. They are positively assessed for 

improving the involved coordination. 
58

 Mazzini, P. (coord.), Campanella, J., Corbo, G., Morales, P. Silva, M. (2014)  “Estructuras y procedimientos de gestión de la educación 

secundaria en Uruguay”study demanded by INEED. 
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110. Both the CODICEN and the Education councils strongly centralize the management of resources, 

so that it often generates slow response and poor flexibility and initiative at the level of regional 

inspectorates or at the schools themselves. In general, the councils must decide on all issues regarding 

educational management, both administrative and pedagogical. This reduces the possibilities for 

exercising a substantial role of leading the education policy. Aspects such as filling vacancies, applying 

for leave, acquisition and allocation of infrastructure resources and materials, approval for conducting 

special activities in schools or educational and social meetings are decided at the centralized level.  In 

short, the central authorities are to define most of the criteria and parameters applied to allocate resources 

to schools. 

 

111. At a regional level, the current Education Law sought for some decentralization by the creation of 

the Departmental Coordinating Commission for Education (CDE), besides bestowing schools with a 

greater degree of autonomy, academically and in resource management.
59

 The CDE must summon 

Participation Councils to discuss "education policies in the department"; but the CDE has no powers in 

defining these policies, which in practice prevents a greater role at a decentralised level. 

 

112. Within the CEIP and the CETP the regional scope has a relatively greater importance in relation to 

the CES. In the CETP, the scope of regional decision is in the Regional Campus. There are five campus, 

each one grouping three or four departments. Each campus has a director and a board composed of 

regional inspectors and principals of schools in the region. The structure is being implemented, but is 

novel in that it constitutes an experience of decentralised management, that participates in the 

development of the five-year budget of CETP, supervises schools in the region, and coordinates the 

development of school offer..  

 

113. At the CEIP level, regionalization is given through departmental inspections, which have influence 

on the decisions of distributing positions in schools (although the final allocation is performed centrally); 

and they are the ones who decide the allocation of specific programs to schools. 

 

114. A process of regionalisation is in progress at secondary education levels, which includes creating 

inspectorate offices in the rest of the country aside from Montevideo, with regional inspectors residing 

there. Nonetheless, it is a process that has yet to be materialized. At this level, the definition of the offer is 

made at the central level, usually based on prior year information regarding the conditions of the school 

building, teacher availability, and school results, among others. The same applies to the school capacity, 

which is decided centrally. 

 

115. Also, at the regional level there are departmental building committees where all the subsystems are 

represented (including university education), also integrated by a consultant architect. Within the 

commission's framework, infrastructure priorities are suggested. Regardless, the decision and execution 

of the infrastructure works is done centrally from the Department of Infrastructure of the CODICEN.  

 

116. At school level, Article 41 of the Education Law states that it will be an " institutional space with 

given resources and competencies, in order to achieve the objectives set in its educational project", and "it 

shall have available budget funds for the maintenance of the buildings, academic activities and cultural 

and social outreach(extended) projects". In practice, although schools have a certain degree of autonomy 

for activities and projects, they are limited by the centralization that characterizes the decision-making, 

resource availability and permanency of teachers in schools, particularly in secondary education. The 

schools have no powers over teachers and non-teaching resources; and handle very few financial 

                                                      
59

 Article 41 of Law No. 18,347. 
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resources that barely allow them to maintain the building(s) in adequate conditions.
60

 This frequently 

forces them to use funds from parent fees or other items
61⁴⁷, with different results depending on the 

involvement of the principals´ team and the context in which the schools are inserted. The funds handled 

by the schools must be rendered to the central level of each Education Council (Finance Division).  

 

117. The schools do have a degree of autonomy to decide how the student groups are formed, and also 

to set some strategies for students with learning difficulties. The latter is limited, since access to specific 

support programs depend on the regional level (in Primary) or central level (in Secondary). 

 

118. In view of this situation, public discussion and some active participants of the education system 

have raised the need to provide schools with greater autonomy to manage resources. The interviewed 

counsellors agree that it is desirable that principals have a greater autonomy in the management of 

resources, a larger budget, and to apply the mechanism of accountability afterwards. At a public 

discussion level, it is also stated that schools should have greater autonomy to define some areas of the 

curriculum. However, to provide schools with greater autonomy would require increasing the necessary 

capabilities to assume greater management responsibilities, both in relation to school staffing and in terms 

of the qualifications required for administrative and pedagogical management. This aspect is resumed 

later. 

 

119. The connection between the central level (where most decisions are taken) and schools is 

undertaken by the inspections. The fundamental role of the inspection is to advise the authority, and to 

provide guidance to schools. In general, they are not the decision makers but play the role of presenting 

suggestions, and each Council determines how to allocate and distribute resources. Inspections also work 

on issues such as the organization of educational offer, calendar, opening or closing of groups, the latter 

being discussed with the schools. Once defined the offer by school, it is sent to the Human Resource 

Department or the Teaching Department (at centralized level, in each Council), so as to assemble the 

available teaching hours for their election. The inspection also marks the limit of students per school. The 

internal distribution of students within the school is under the authority of the school principal. 

 

120. The following Figure presents as a summary mode, levels and agencies responsible for some types 

of selected tasks. In section 5.7 the organisation chart of ANEP is presented with details of its 

organisational structure. 

 

Figure 2.3 Distribution of responsibilities, according to subject 

Subject Level Institution 

Curriculum development and 

assessment 
Central 

Education Council (CEIP, CES, 

CETP) - CODICEN 

Opening and closing schools/courses 

Primary; Central/Regional 
Primary: Departmental 

Inspectorate/CEIP  

Secondary: Central Secondary: CES 

Professional Vocational: 

Central/Regional/Local 

Professional vocational 

education: Regional campus-

centres-CETP (Educational 

Planning) 

                                                      
60

 In the field of CETP the funds have increased, and are based on school type depending on the size of the school, the number of courses, 

workshops and type of workshops (specialization). They are allocated as the principal and the management team deem appropriate. While this 

assignment is done centrally, it is intended that in the future will be within the scope of the regional campus. 
61

 For example, the production of school canteens. 
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Setting the school calendar and 

instruction time 
Central 

CODICEN, in coordination with 

Education Council (CEIP, CES, 

CETP) 

Deciding on class size 

Primary: Regional/Central 
Primary: Departmental 

Inspectorate/CEIP  

Secondary: Central Secondary: CES 

Professional Vocational: 

Central/Regional/Local 

Professional vocational 

education: Regional campus-

Schools-CETP (Educational 

Planning) 

Deciding on grouping of students Local School 

Deciding strategies to support 

students with learning difficulties 

Primary: Regional/Local 
Primary: Departmental 

Inspectorate/school  

Secondary: Central/Local  Secondary: CES/school 

Assign financial resources to schools Central Education Council  

Teacher selection and dismissal Central Education Council 

Establishing teacher salaries Central 

CODICEN (negotiated with the 

Ministry of Economy and 

Finance –MEF-) 

Assign teachers and school 

leadership team 

Primary: Central/Regional 

Primary: Technical Inspectorate 

(central), with Departmental 

Inspectorate (regional) 

Secondary: Central 

Secondary: Teaching 

department with General 

inspectorate (central) 

Professional Vocational: 

Central/Regional 

Professional Vocational: CETP 

(planning) with regional campus 

Assign non teachers positions Central Education Council 

Assign teaching programs to schools 
Primary: Regional  

Primary: Departmental 

Inspectorate 

Secondary: Central Secondary: CES 

Teacher evaluation Central /Local Inspection; School principal 

Assign infrastructure resources: 

building new schools and 

reforms/expansions/major 

maintenance works 

Central 

CODICEN- Sectorial 

Infrastructure Directorate (based 

on proposals of departmental 

building commissions) 

Assign regular infrastructure 

maintenance resources 

Primary: Regional/Central 
Primary: Departmental 

Inspectorate/CEIP  

Secondary: Central Secondary: CES 

Professional vocational: central Professional vocational: CETP 

Assign material resources Central 
Education Councils (CEIP, 

CES, CETP)   

Source: Compiled data 
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121. Finally, based on questionnaire information to principals of Programme 

for International Student Assessment (PISA) (2012) tests, differences where responsibilities are 

concentrated between the public and private sector can be summarised. The main points to note are: 

 

a) Uruguay shows an index of school autonomy in curriculum and assessment to be lower than the OECD 

average. It is also lower than most Latin American countries involved in that assessment. 

b) The private sector shows much higher autonomy in curriculum and assessment than public schools. 

Private schools have a degree of autonomy in deciding which courses to offer, how to perform the 

evaluations and what texts to be used for courses. Although the contents are marked by the national 

curriculum set at the level of central authorities, private schools can complement the curriculum through 

other activities and / or increased workload. In the public sector it stands out that vocational institutions 

appear to have a greater degree of autonomy on courses and texts that those used in relation to other 

schools. Likewise, schools from a more favourable context show higher rates of autonomy (see Figures 

2.4, 2.5 and 2.6).  

c) Regarding the allocation of resources, public schools do not have powers to hire and fire teachers; nor 

for fixing wages, all of which is decided centrally. The margin of school autonomy is reduced to the 

allocation of the scarce financial resources that is allocated centrally, and from incidental resources from 

parent associations and other sources. The amount of the financial resources assigned to each school is a 

percentage of the enrolment. In contrast, the private sector has full autonomy in teacher recruitment, wage 

setting and allocation of resources at the school. 

 

Figure 2.4 School autonomy on curriculum and assessment, according to components. Total and by 

type of school, 2012 

  Total 
Public 

Schools 

Private 

Secondary 

Schools 

Public 

Secondary 

Schools 

Professional 

Vocational 

Schools 

Autonomy index 
-0.83 -0.97 0.19 -1.02 -0.79 

(0.04) (0.04) (0.22) (0.04) (0.13) 

% students at schools with 

autonomy in establishing 

student assessment policies 

35% 23% 93% 20%  31% 

(0.04) (0.04) (0.07) (0.05) (0.10) 

% students at schools with 

autonomy in deciding which 

courses are offered 

30%  16% 100%  7% 66% 

(0.03) (0.03)   (0.03) (0.13) 

% students at schools with 

autonomy in determining 

course content 

18% 9% 80%  9% 10%  

(0.03) (0.02) (0.12) (0.03) (0.05) 

% students at schools with 

autonomy in choosing which 

textbooks are used 

47% 34% 100%  27% 58% 

(0.04) (0.05)   (0.05) (0.11) 

(1) index based on the responses by principals over who has the responsibility-principals, teachers, the board of directors, 

regional inspective bodies, national authorities- in the definition of curriculum and assessment (establishing student evaluation 

policies, choosing textbooks, determine what courses are offered and their contents). This information is combined to create a 

composite index of responsibility on curriculum and assessment. The index has a zero average and standard deviation one for 

OECD countries. Higher values indicate greater autonomy for school principals and teachers.  

Note: Standard errors in parentheses 

* Significant difference at 95%  

Source:  Compiled data from PISA-OECD 
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Figure 2.5 School autonomy on curriculum and assessment according to components. By region, 

2012 

  Montevideo Rest of the country 

Autonomy Index (1) 
-0.66 -0.88 

(0.08) (0.07) 

% students at schools with autonomy in establishing student 

assessment policies 

44% 28% 

(0.06) (0.06) 

% students at schools with autonomy in deciding which courses 

are offered 

35% 26% 

(0.04) (0.05) 

% students at schools with autonomy in determining course 

content 

26% 13% 

(0.05) (0.03) 

% students at schools with autonomy in choosing which 

textbooks are used 

56% 38% 

(0.06) (0.06) 

(1) index based on the responses by principals over who has the responsibility-principals, teachers, the board of 

directors, regional inspective bodies, national authorities- in the definition of curriculum and assessment 

(establishing student evaluation policies, choosing textbooks, determine what courses are offered and their contents). 

This information is combined to create a composite index of responsibility on curriculum and assessment. The index 

has a zero average and standard deviation one for OECD countries. Higher values indicate greater autonomy for 

school principals and teachers 

Note: Standard errors in parentheses 

* Significant difference at 95% 

Source: Compiled data from PISA-OECD. 
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Figure 2.6 School autonomy on curriculum and assessment (1) according to components. By 

context, 2012 

  Very unfavourable Unfavourable Average Favourable Very favourable 

% students 

in schools 

with 

autonomy 

in deciding 

their 

evaluation 

18% 33% 19% 26% 91% 

(0.14) (0.07) (0.06) (0.12) (0.08) 

% students 

in schools 

with 

autonomy 

in deciding 

their  

course 

offer 

32% 17% 20%  24% 100%  

(0.14) (0.05) (0.07) (0.09)   

% students 

in schools 

with 

autonomy 

in deciding 

course 

content 

25% 11% 8% 11% 91% 

(0.16) (0.04) (0.04) (0.07) (0.09) 

% students 

in schools 

with 

autonomy 

in deciding 

textbooks 

31% 30%  43% 51% 100%  

(0.17) (0.07) (0.09) (0.12)   

(1) index based on the responses by principals over who has the responsibility-principals, teachers, the board of 

directors, regional inspective bodies, national authorities- in the definition of curriculum and assessment 

(establishing student evaluation policies, choosing textbooks, determine what courses are offered and their contents). 

This information is combined to create a composite index of responsibility on curriculum and assessment. The index 

has a zero average and standard deviation one for OECD countries. Higher values indicate greater autonomy for 

school principals and teachers 

Note: Standard errors in parentheses 

* Significant difference at 95%  

Source: Compiled data from PISA-OECD.  

 

2.5 Market mechanisms in the school system 
 

122. In the field of compulsory education there are no public financing mechanisms for assistance to 

private schools. In public schools, families can choose the school where to send their children, but if 

demand exceeds school capacity there is a selection criterion that gives priority to those who live in the 

neighbourhood or whose parents work there. There are no policies to promote competition between 

schools, but rather the aim is not to promote it. 

 

123. In the field of primary school the problem of excess demand occurs basically in some proposals, 

such as in full time schools (ETC). In those cases, interviewees mentioned that schools prioritise on the 

presence of siblings in the school and secondly, if the home or the parents´ workplace is within the school 

area. In the case of full-time schools, besides taking into account the area there is also a priority system 

taking into account household income and employment status of the mother (if the mother works). 
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124. In the case of secondary schools, the "area" is less relevant, although it is also used as a criterion 

for prioritisation. Within the CES sphere, assigning students to schools is done centrally from the 

regulatory office. Students can register at any school, but if there is excess demand, the area criteria for 

prioritisation applies. According to data from PISA 2012, 26% of students are in schools where the 

principal reported that residence in a particular area is always considered as selection criteria. This 

percentage rises to 37% in public high schools; only 9% in vocational schools and is null in the private 

sector (Figure A.2.5 Annex I). 

 

125. The selectivity based on academic performance is of relatively low frequency in Uruguay in 

relation to the average of OECD countries. Half of the students surveyed in PISA 2012 are in schools 

where principals reported that they "never" considered the results from previous learning or 

recommendations from previous schools as criteria for selecting students. However, there are significant 

differences between public and private schools: more than half of the students in private colleges are in 

schools where "always" at least one of these aspects is taken into account as selection criteria (Figure 

A.2.6 Annex I).
62

 

 

126. Until recently, the education system was not required to disclose individualised information 

regarding results per school. In fact, the criterion of the Uruguayan authorities has always been not to 

publish individual results by the school. Nevertheless, under the Transparency Act, enacted in 2008,
63

 the 

State, stipulated by law, is required to provide the data requested by any citizen within a certain date. In 

this context, some media requested, obtained and published data on promotion and repetition rates in 

secondary education, thus constituting one of the first precedents of individualised disclosure of results. 

The information was presented in its "raw" form, regardless of any indicator to contextualise the different 

results of the schools. In addition, it should be noted that the lack of common standards on what students 

should achieve at the end of each grade level, and the freedom that teachers have to assess their students 

and decide whether they approve the course (see the section of curriculum), achievement of promoted 

students in different schools may vary significantly. 

 

127. It is not a common practice for information in regard to quality or performance to be made public 

in Uruguay. According to data from PISA 2012, only 10% of students are in secondary schools where the 

principal reported that he publishes its results. In the private sector, this practice is non-existent (Figure 

A.2.7 Annex I). Neither are available qualitative data such as assessments resulting from inspections. 

Nevertheless, the recently launched information on primary public schools provided by the DIEE 

provides data on individual school indicators (such as repetition rates, socioeconomic context, enrolment, 

teacher student ratios, teacher seniority and turnover) that can be publicly accessed.
64

 For secondary 

general education, the CES recently launched information on repetition, overage and student teacher 

ratios by school, publicly available.
65

 Finally, no individual information on vocational schools 

performance is made public.    

 

2.6 Performance of the school system 
 

128. The educational level of the Uruguayan population has moderately increased over the years. In 

2013, the cohort aged between 25 to 34 years old present an average level of 11 years of education; while 

the age group from 55 to 64 has an average of 9 years (chart 2.1). 

  

                                                      
62

 Neither is stated by the regulation nor was mentioned by interviewees.  
63 Law on Access to Public Information No. 18,381, 17 October 2008. 
64

 See http://www.anep.edu.uy/portalmonitor/servlet/buscarescuela 
65

 See http://aplicaciones.ces.edu.uy/Indicadores/servlet 
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Chart 2.1 Average years of education by age cohorts, years 2006 to 2013 

 
Source: Compiled data from the CHS 2006-2013 INE 

 

129. In terms of the educational level attained, progress between cohorts in terms of cycle completion 

has been modest. Of the cohort aged 25 to 34 years, 57% does not complete upper secondary education 

(level set as mandatory since 2008); and 29% will not even culminate lower secondary education. 

Meanwhile, only 16% manage to finish tertiary studies. Compared with 20 years ago (taking the range 

between 55-64 years of age), some modest progress has been made in the completion of secondary 

education (only 30% culminated in this cohort); and very modest progress in the completion of tertiary 

education (11% of the cohort of the 55-64 age range completed these studies). 

 

Chart 2.2 Maximum educational level achieved by age cohorts. In percentage, 2013 

 
Source: Compiled data from the CHS 2013 INE 
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Coverage 

 
130. Current coverage rates differ significantly between educational levels. In early education, the 

efforts to expand the educational offer in the country contributed to extend universal coverage at the age 

of 5 (net attendance rate reached 98% in 2012). At the level of 4 years of age there has been significant 

progress. However, a coverage gap persists, and the net attendance rate for that age currently reaches 

89%. Finally, at the level of three years the net attendance rate is significantly lower, reaching 64% in 

2012. A significant growth of coverage at this age in recent years (18 percentage points), was driven by 

the growth in publicly funded private coverage (CAIF), and private coverage (Figure A.2.8 Annex I).
66

 

 

Chart 2.3 Net attendance rates by age. In percentage, years 2006 to 2012 

 
Source: Llambí, Mancebo and Zaffaroni (2014); based on the CHS of the INE 
 

131. Notably, the coverage rate in three and four years of preschool education differs depending on the 

position of households in income distribution, although the differences have declined in recent years. The 

most glaring gap occurs at the level of three years: 93% of children from households in the richest quintile 

attend preschool compared with 49% of children that age of households from the lowest income quintile 

(Figure A.2.9 Annex I). This is related to public funding shortage for this age. 

 

132. At the level of three years of age, the largest deficits are in the departments of Artigas, Rivera and 

San José; whereas at level 4 the largest deficits are in San José, Cerro Largo and Tacuarembó. At level 5, 

meanwhile, all departments have high rates of assistance (Figure A.2.10 Annex I). 

 

133. In primary education, universal coverage is an achievement reached by Uruguay in the Twentieth 

century, being a precursor of similar trends in other Latin American countries. However, significant 

problems persist in terms of coverage at the level of secondary education. As shown in Figure 2.4, 

although in recent years there has been an increase in the net attendance rate in lower secondary 

education; it reached 75% in 2013, being that this level is mandatory since 1973. The increase in 

attendance at lower secondary education was strongly driven by demand towards the vocational cycle 

offers and basic professional training 2007, as discussed below. Moreover, the net enrolment rate in upper 

secondary stood at just 43% in 2013, showing a virtual stagnation (see Chart 2.4). 
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 Between 2006 and 2012 the attendance rate of students of three years of age went from 46% to 64% (Figure A.2.8 Annex I). 
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134. According to region, net attendance rate in 2012 was very similar between Montevideo and the 

urban inland for primary school, slightly higher for the inland in the case of lower secondary education 

and higher for Montevideo in the case of upper secondary education (Figure A.2.11 Annex I). 

 

Chart 2.4 Net attendance rates by level. Nationwide. In percentage, years 2006 to 2013 

 
Source: Prepared by the DIEE – CODICEN, data from the CHS -INE 

  

Relation of overage and repetition 
 

135. The relationship between gross and net enrolment rates is an approximate measure of the internal 

inefficiency of the system, shown in overage, i.e., the proportion of students who are outside the age 

range expected for the educational level in relation to the number of students in the theoretical age to 

attend. 

 

136. In primary education, the overage was located at 1.11 in 2013, that is to say, there were 11% of 

children with overage in relation to the total number of children attending primary school at the expected 

age. As shown in the Figure below, overage is heavily concentrated in the public sector, while it 

decreased significantly between 2006 and 2013 explained by the decline of repetition rates in that period. 

 

Figure 2.7 Relation of overage in primary school. Nationwide. In percentage, years 2006 to 2013  

  2006 2007 2008 2009 2010 2011 2012 2013 

Primary education 1.17 1.16 1.18 1.15 1.15 1.13 1.13 1.11 

Public  1.18 1.17 1.19     1.14 1.14 1.13 

Private 1.1 1.07 1.11     1.07 0.9 1.06 

Source: Compiled data from the Observatory of Education (DIEE) 

 

137. Indeed, repetition in public primary education has had a consistent downward trend in the last 

decade. In 2002, the repetition rate of first grade stood at 20%, while in 2013 it stood at 13.4% (Figure 

2.8). At the level of all grades in primary, the overall rate was reduced by almost half in the same period 

(from 10.3% to 5.4%). 
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138. It may also be noted that the repetition rates decrease with increasing grade level. Thus, while in 

2013, 13.4% of children repeated first grade, repetition at sixth grade level was 1.4% of those enrolled. 

 

Figure 2.8 Repetition in public primary education per year by grade. In percentage, years 2002 to 

2013 

  2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Total  10.3 9.1 8.6 8.1 7.9 7.7 6.2 6.3 6.2 6.1 5.6 5.4 

First 20.1 17.9 16.9 16.1 16.5 16.8 13.8 13.9 13.9 14.1 13.7 13.4 

Second 12.8 11.1 11.1 10.7 10.1 9.6 7.9 8.5 8.2 7.9 7.1 7.2 

Third 9.3 8.3 7.8 7.6 7.7 7.2 5.6 5.9 5.5 5.5 4.9 4.6 

Fourth 7.5 6.6 6.1 5.9 5.9 5.8 4.4 4.4 4.3 4.2 3.8 3.4 

Fifth 5.9 5 4.8 4.6 4.5 4.6 3.6 3.4 3.4 3.1 2.8 2.5 

Sixth 2.7 2.5 2.3 2.2 2.1 2.1 1.7 1.8 1.8 1.6 1.5 1.4 

Source: Portal of Primary Education Monitoring, DIEE, CODICEN. 

 

139. Also, in this indicator important differences can be seen according to the socio cultural context of 

public schools. In the most unfavourable context the percentage of recurring students in first grade was 

almost triple in comparison to those from a more favourable context (21.1% vs. 7.2%), at the end of 2013 

school year. Note that the repetition gap (in percentage points) between students from different contexts 

declined in recent years (see Chart 2.5). 

 

Chart 2.5 Repetition rates of first graders at urban public primary school according to the socio 

economic and cultural context of the school by quintiles. Years 2004 to 2013. 

 
Source: Portal of Primary Education Monitoring, DIEE, CODICEN. 

 

140. Finally, the significant difference between repetition rates of public and private systems stands out. 

In the latter, the repetition rate in first grade was 2.6% in 2013, much lower even than that observed in 

those public schools of the most favourable quintile of socioeconomic context. 

 

141. The direct consequence of repetition rates in terms of trajectory is overage, the backwardness in the 

educational track of a student regarding his generation. Between 2012 and 2013, over 10% of first graders 
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in public primary school were above the expected age range, while in the private sector it was a 2% of the 

total number of students. 

 

142. In secondary school education, the overage ratio is very high, reaching 43% in 2013-in lower 

secondary showing some stability between 2006 and 2013. In upper secondary education the overage 

ratio reaches 59%. High rates of overage are linked to the high incidence of repetition. In lower secondary 

education overage was higher in Montevideo compared to the urban inland until 2011, equalling in 2012. 

In upper secondary education overage is higher in Montevideo throughout the period (Figure A.2.12 

Annex I). The repetition rate in lower public secondary education is around 30% in the first year, 25% 

and 28% in the second and third, and has increased since the year 2000 (Figure A.2.10 Annex I) 

 

Figure 2.9 Overage rate in secondary education. Nationwide. In percentage, years 2006 to 2013 

  2006 2007 2008 2009 2010 2011 2012 2013 

Lower secondary education 1.42 1.39 1.40 1.43 1.42 1.46 1.48 1.43 

Upper secondary education (only general) 1.63 1.58 1.60 1.59 1.54 1.59 1.59 1.59 

Source: Compiled data from the Observatory of Education (DIEE) 

 

143. In upper secondary education the "no promotion" data is available. These data includes students 

who repeated or dropped out of the system (secondary or vocational schools)
67

. In 2013, 43% of students 

enrolled in upper secondary schools did not reach promotion; the proportion is roughly less (37%) 

between those enrolled in upper vocational schools (Figure 2.10). For secondary school (CES) non-

promotion is markedly elevated with increasing grades, even so, that six in ten of those enrolled in sixth 

grade do not promote (pass) the appropriate academic year.
68

 Note that new events can affect the 

academic trajectories produced in this last stage of compulsory education. Among others, the possibility 

of recurring certain subjects from the previous school year, or to go back a year due to change in 

orientation. 

 

Figure 2.10 No promotion (1) public upper secondary education (2) (3) by grade. In percentage, 

2013 

Degree Non promotion 

Total upper secondary –CES 43.2 

Fourth 34.0 

Fifth 40.3 

Sixth 55.4 

Total upper secondary –CETP 36.6 

(1) Non-promotion percentage includes repetition and dropout data in the CES, repetition and disengagement in the 

CETP. 

(2) The CES includes only daytime high schools with the 2006 Reformulation, using the system SECLI DOS 

version. 

(3)The CETP does not have information on non-promotion by grade. 

Source: Compiled from the CES Secondary School Monitoring and Statistics Department CETP 

 

 

                                                      
67

 It should be noted that the data is not integrated, so we cannot disentangle strict drop outs from students that pass from a CES to a CETP 

school.  
68

 Note that while in fourth and fifth grade students can be promoted with up to three not approved subjects, they must have passed all subjects to 

graduate from sixth grade. 
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Completion 
 

144. In terms of completion of the school cycle, problems begin in lower secondary, and deteriorate at 

upper secondary school level. The rate of completion at lower secondary education stands at 68%, if taken 

as a reference the population of 18-20 years of age (i.e., ranging from four to six years after the theoretical 

age to finish this school cycle). It can be seen that there is near to 15 percentage points difference, among 

those who culminate in ages near the theoretical finishing age (between 15 and 17 years of age), and those 

that finish "late" (between 18 and 20 years of age), due to repetition and high rate of overage, observed 

above. 

 

Figure 2.11 Completion of lower secondary education per year (1) according to selected age ranges. 

In percentages, years 2006 to 2013 

Age (range) 2006 2007 2008 2009 2010 2011 2012 2013 

15 a 17 52.0 51.2 52.3 52.2 50.2 51.3 51.9 53.3 

18 a 20 67.4 68.5 68.7 68.0 66.8 68.3 69.7 68.1 

Difference 15.4 17.3 16.4 15.8 16.6 17.0 17.8 14.8 

(1) Due to changes in the questionnaire of the CHS 2008, the information for the month of January is not taken into 

account.   

Source: Observatory of Education – DIEE of CODICEN, CHS - INE 

 

145. Meanwhile, the completion of upper secondary education is around 40%, considering the 

population of 21-23 (between four and six years after theoretical completion), does not change 

substantially when considering the next age range. It observed a slight increase between 2006 and 2013, 

only 4 percentage points on average. As noted in lower secondary education, a large percentage of young 

people complete the cycle with a significant lag (completion rate rises 11 percentage points between the 

ages of 18-20 and 21-23). 

 

Figure 2.12 Completion of upper secondary education per year (1) according to selected age ranges.  

In percentage, years 2006 to 2013 

Age (range) 2006 2007 2008 2009 2010 2011 2012 2013 

18 to 20 23.9 25.8 27.9 26.0 25.3 28.2 28.4 27.8 

21 to 23 35.4 34.8 36.1 35.2 35.8 39.9 38.3 39.0 

24 to 29 33.8 35.1 36.9 37.5 34.9 40.7 40.6 39.3 

(1)Due to changes in the questionnaire of the CHS 2008, the information for the month of January is not considered.  

Source: Observatory of Education – DIEE of CODICEN, CHS - INE. 

 

146. Likewise, there are also marked differences in the culmination of upper secondary school education 

(the mandatory maximum level), according the position of youth households in income distribution. In 

the first income quintile only 7.3% of those between 18 and 20 years of age finish compulsory education, 

while among those from households in the richest income quintile it stands at 64.6%. These results are the 

evidence of two things: a) a strong inequality in achieving the goal of universalisation in 14 years of 

school; b) that even in households in the upper part of the distribution, the completion rate of compulsory 

education is far from reaching the goal. The latter reveals the existence of problems in secondary 

education trajectories, which are not associated to difficulties related to attention to vulnerable 

populations. 

 

 

 



45 

 

Chart 2.6 Completion of upper secondary education population 18-20 years of age, by quintiles of 

household income. In percentage, years 2012 and 2013 

  
Source: CHS - INE 2012-2013 

 

147. According to data from the last two CHS (CHS -INE), the main reason that motivates early school 

leaving is lack of interest, for all age segments surveyed, although with age increase this reason decreases 

and new reasons emerge. For people between 24 and 29 years the lack of interest exerted almost as much 

influence as the intention to work or situations of pregnancy (own or partner) when deciding to opt out of 

secondary education (see Figure 2.8). In short, the main reason of dropping out of school would be more 

related to an inadequacy of the educational offer (at least in relation to the interests and expectations of 

young Uruguayans), than other "external" factors to the education system (such as a preference or the 

need for employment, for example). 

 

Chart 2.7 Reasons declared for non-completing secondary education (1) according to selected age 

ranges. In percentage, 2012 and 2013 
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(1) Students who initiated secondary school and dropped out. The sum of all responses for each age  

is greater than 100% because respondents could choose more than one option. 

Source: CHS of INE 2012-2013. 

 

Performance 

 
148. Uruguay has different types of standardised student achievement assessments, where only some of 

them reflect the achievements of the system. Among those using nationally representative samples it is 

possible to differentiate which were designed in the country, and which are not. Among the assessments-

developed in Uruguay, evaluations applied to primary students in sixth grade (in 1996, 1999, 2002, 2005, 

2009 and 2013), a census applied to lower secondary education third graders in (1999), and an assessment 

in the final year of upper secondary school (2002). International assessments where Uruguay participated 

are the Second and Third Regional Comparative and Explanatory Study (SERCE and TERCE, 

respectively) for primary education, and PISA (2003, 2006, 2009 and 2012), for secondary education. 

These two recent evaluations will be analysed in this report.
69

 

 

SERCE 
 

149. In 2006, the regional office of United Nations Educational, Scientific and Cultural Organization 

(UNESCO) and the Latin American Laboratory for Assessment of Educational Quality (LLECE) carried 

out the SERCE, through which it assessed performance in Language and Mathematics of students 

enrolled in third and sixth grade of primary school in 16 Latin American countries. In eight of these, 

Natural Sciences performances were also assessed in the sixth grade.
70  

 
150. The results of the SERCE Study in 2006 show that Uruguay is among the countries who averaged 

higher achievement among those surveyed (OREALC/UNESCO-LLECE, 2008). Nonetheless, behind the 

average some situations that deserve attention are evident. On the one hand, it is the country where there 

is a greater relationship between the socio-cultural context of schools and their students' performances 

(OREALC / UNESCO-LLECE, 2008; OREALC / UNESCO-LLECE, 2010; Duarte, Bos and Moreno 

2009), which accounts for a significant degree of inequality in the results. On the other hand, the 

proportion of students with poor performance is not to be disregarded and shows great differences 

according to the socio-cultural context of schools. 

 

151. The results from sixth grade in the reading test indicate that a tenth of students is not able to 

overcome the most basic level (Figure A.2.1 Annex I), while just over a quarter of the students shows a 

performance corresponding the highest test level (29.4%). These proportions vary significantly depending 

on the socio-cultural context of schools. The highest level of performance is achieved by a tenth of the 

schoolchildren in the most unfavourable quintile, while in schools within the most favourable quintile the 

proportion rises to almost 60% of students. 

 

152. The performances in mathematics show that only 5% of Uruguayan sixth graders do not succeed 

the level I of the mathematics test (Figure A.2.2 Annex I). At the other end, a third of Uruguayan sixth 

graders achieved performances that place them in the highest level of the assessment
71

. 

 

 

 

                                                      
69

 The last assessment of primary students in 6th grade, made in 2013, is not available to date. 
70

 In late 2013 the TERCE was made, however, their results are not available at the time of writing this report. 
71

 The results in more detail, for both sixth grade and third year can be found in INEED (2014). 
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PISA 
 

153. Currently in Uruguay, the only source of standardized, systematic, nationwide information on 

academic achievement in secondary school stems from the country's participation in PISA, performed by 

the OECD. According to the PISA results, the distribution of academic performance in mathematics, 

science and reading shows that the cohort of 15-year-olds in secondary education is divided almost in half 

among those with the "minimum" skills (level 2), defined by the program and those without them. In 

mathematics, 44% of these students achieved the minimum competencies, in reading 53%, and 54% in 

science. 

 

154. Meanwhile, about 7% of students properly resolve exercises involving higher levels of complexity 

and reflection, a characteristic of a high performance level (levels 4, 5 and 6), in mathematics, reading 

and science. In all areas, the proportion of students who fail to meet performance level 2 increased 

between 2003 and 2012, while the proportion of students with high performance declined
72

. In short, 

Uruguay failed to combine an increase in coverage with improved academic achievement in that period. 

 

Chart 2.8 Performance in mathematics, science and reading. In percentage, 2003, 2006 and 2012 

 
Source: Compiled data from PISA -OECD 

 

155. There is a gap of performances by location, favourable to Montevideo and the metropolitan area in 

regard to the rest of the country, although this gap is explained almost entirely by differences in the socio-

cultural school environment. In turn, the decline in average score in 2012 is given in the most populated 

towns, especially in Montevideo and the metropolitan area and in the departmental capitals. 

 

156. The decline in performance was accompanied by a slight decrease in inequality of educational 

outcomes. However, this decrease is mostly associated with the decreased test score of students with 

better performances. 
 

                                                      
72

 In the evaluation trend of scientific competence, comparability is possible from PISA 2006 edition. 
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157. Strong differences in performance depending on the socio-cultural school environment are a feature 

of the distribution of educational attainment in Uruguay, both in primary (as seen above) and secondary 

education. For example, while in 2012, 14% of students attending schools with a very favourable socio-

cultural environment fail to solve problems involving whole numbers, literally interpreting the results or 

extract information from a single source-characteristic of   level 2 in mathematical competence by PISA- 

this figure rises to 87% of students attending schools with very harsh environments. The chart below 

shows these results. 

 

Chart 2.9 Distribution of students according to their performance in PISA mathematics 

assessments by socio-cultural environments of the school. In percentage, 2003 and 2012 

 
Source: Compiled data from PISA- OECD  

 

2.7 Policy approaches to equity in education
73

 
 

158. Uruguay carries out a wide variety of public actions related to educational equity. On the one hand, 

there are proposals to move the compulsory formal education through alternative plan modalities or 

specific programs (Community classrooms, Pedagogical areas, Basic professional training), or in schools 

                                                      
73

 This section is based partly on INEED (2014, Chapters 3 and 4). 
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with a particular pedagogical approach (“Aprender” Schools –EAP-, ETC). Moreover, within the 

activities of formal education plans and common schools, there are interventions that seek to promote 

educational equity through various tools. 

 

159. In primary education there is a division between common and special education, the latter with 

the aim of attention to intellectual disabilities, behavioural problems, motor disabilities, hearing 

impairment and visual impairment. Among the modalities of educational intervention on special 

education there are inclusive classrooms within common schools (students with special needs such as 

visual impairment, motor, multiple challenges and hearing impaired which are included in the groups of 

regular education), support teachers in common schools, shared schooling or double schooling in 

common and special schools, special school regular attendance, internships in special schools and 

teachers teaching at homes when required.
74

 

 

160. The CEIP special education network is organized in geographic jurisdictions and under the orbit of 

the National Inspectorate of Special Education which depends on the Education-Technical Inspectorate 

(See ANEP organisation chart in Annex II). Schools are organised according to specialties.
75

 

 

161. Training in special education corresponds to a post-graduate teacher training specialisation. By 

2012, 65% of special education teaching staff had specific expertise or training. The pupil-teacher ratio in 

special schools declared by the authorities amounts to 12 children per teacher, existing variability of 

groups of 15 students up to 4 per teacher with an assistant (the latter for students with severe multi-

disability) (Da Rosa and Mas, 2014). 

 

162. Primary special education is the only generalised space
76

 of the national education system that is 

specifically designed to address these situations. Once primary school is completed there are no legal 

obstacles for students with disabilities to enrol in lower secondary and vocational schools or educational 

programs that allow them to be accredited (see section 2.7). Within this framework, students with special 

needs who complete primary education must be inserted in lower secondary school where the vast 

majority of these schools have no specific containment or integration for them (Miguez, 2014). 

 

163. Common primary education is divided into urban and rural schools. Herein the urban public 

modality has different types: common, full time, extended time, “Aprender”, and practice schools (EPR). 

EAP and ETC focus mainly on vulnerable population, although some full-time schools are also located in 

areas of medium or favourable context. 

 

164. Full time schools extended the teaching period of four hours, (public school time Figure) to seven 

and a half hours a day, in addition to implementing a new pedagogical model. Teachers went from 

working 20 hours to 40 hours in the school, and various educational workshops (art, music, physical 

education and / or English), were added. The program included a component of teacher training in the 

new teaching model. The ETC also extended the nutritional component of children for all of three meals a 

day (breakfast, lunch and snack). By 2013 there were 188 ETC, covering 13% of enrolment from 1st to 

6th grade in primary school. 

 

165. The Figure below presents unit cost estimates for an example of ETC and a common urban school 

(EUC) with 200 students, considering the typical requirements of these schools. The unit costs of the ETC 
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 Release no.1 Special Education http://www.ceip.edu.uy/educacion-especial-es/der-inclu-especial. 
75

 For example, schools for students with hearing disabilities are in double shift. In one of the shifts, the curriculum of Sign Language of 

Uruguay is included (LSU), and writing skills in the other shift. Also, for those with Spanish learning possibilities, the specific techniques of the 
speaking skill are included.  
76

 Among the special programs for secondary school, there is a proposal for hearing impairment or deaf students applied in secondary school, and 

another one that provides teacher training to support the blind or students with low vision. 



50 

 

are 73% higher than EUC and amount to about 75,000 pesos per student annually (the equivalent to about 

$ 3,500), compared with about 43,500 pesos per year ($ 2,000) in EUC.
77

 

 

Figure 2.13 ETC and EUC annual cost estimates on 200 students, 2014 

    ETC EUC 

  Concept Quantity 
Cost per 

unit (pesos  

2014) 
Total Quantity 

Cost per 

unit 
(pesos 

2014) 

Total 

Personal 

Services 

(1) 
 
 
 

Principal 1 837,109 837,109 1 605,288 605,288 

Secretary 1 768,198 768,198 1 413,858 413,858 

Teachers (Full time 40hs, 

common 20 hs.) 
8 768,198 6,145,585 8 413,858 3,310,867 

Physical training teacher (20 

hs.) 1 413,858 413,858 1 413,858 413,858 

 

Workshop teacher (15 hs.) 1 287,251 287,251 1 287,251 287,251 

English teacher (15 hs.) 1 287,251 287,251       

English teacher (20 hrs.) 1 413,858 413,858       

Service auxiliary 4 322,090 1,288,362 2 279,167 558,334 

Substitute teacher - - 1,464,498 - - 804,980 

Total personal services 18 4,097,815 11,905,971 14   6,394,437 

Expenses 

Feeding (2) 200 6,469 1,293,857 200 4,718 943,675 

Teacher payment 1 0 0 1 88,131 88,131 

Other expenses 200 7,732 1,546,500 200 5,060 1,011,930 

Total expenses 401 14,202 2,840,356 401   2,043,736 

Ceibal Plan (3) 200 1,283 256,617 200 1,283 256,617 

Total investment 

(maintenance) 
200 1,283 256,617 200   256,617 

  School total 619 4,113,299 15,002,944     8,694,791 

  Enrolment     200     200 

  Cost per student (4)     75,015     43,474 

1) Personal Services: salaries calculated at average grade 4; substitute teachers are estimated according to the 

percentage of execution in 2013-16%.  

(2) Food: calculated according to the traditional service (information provided by the Food Supply Unit). 

(3) Plan Ceibal: the cost was calculated considering the average dollar in July / 2014, with depreciation up to three 

years. 

(4) Cost per student: estimated as the ratio of total costs of the school including investments to the corresponding 

enrolment at each level 

Source: Compiled data from CODICEN 

 

166. Extended Time Schools (ETE) are an alternative to the ETC educational proposal, but they also 

seek to expand the teaching period as a way to achieve better learning levels and to develop other social 

and cultural aspects. The format is a 20 hour per week curricular schedule, to which 15 additional hours 

per week are added working with special teachers, and workshop leaders in aspects such as physical 
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 The exchange rate used is the interbank ticket 01.01.14, 21.51 pesos per dollar. 
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education, music, art or second languages.  In terms of nutrition, two meals per day (breakfast and lunch 

or snack) are included. Half of the teachers stay 40 hours in the school, and the remaining hours are 

covered by workshop teachers. This model is of relatively recent implementation, and was located in 

schools with excess capacity, where all attendees could be grouped, for children to attend ETC virtually 

without additional infrastructure. In 2013 there were 29 ETE covering 1.4% of enrolment from 1st 

through 6th grade. It is estimated that the recurring cost of these schools is 54% higher than EUC 

(Llambí, 2012). 

 

167. “Aprender” schools work with common teaching period (4 hours per day), and are located in 

vulnerable contexts. The teachers of these schools have paid hours for coordination and planning 

meetings. These are schools where the implementation of some programs is prioritized (i.e., community 

teachers, as detailed below). The salary cost per student exceeds 10% the common urban schools. In this 

case, the differences are not associated to instruction time, but to a higher teacher - student ratio and a 

slightly higher teacher salary. In 2013 there were 265 EAP covering 30% of enrolment from 1st through 

6th grade in primary school. 

 

168. Besides these school modalities, interventions are carried out to strengthen the existing plans 

through various support measures. The following briefly describes the main ones. 

 

169. Community Teachers Program (PMC). Overseen by the CEIP and monitored by the MIDES. It 

has been implemented since 2005 in primary schools selected by the Inspectorate, considering their socio-

cultural context (ANEP, 2012). Participating schools are all those ranked in quintiles 1 and 2 according to 

the socio-cultural context index prepared by the DIEE; and some other schools ranked in the third 

quintile. Each school is assigned 1 to 2 community teachers depending on enrolment. Teachers work with 

children with poor school performance, attendance problems, repetition or with integration problems, 

seeking to avoid lag and repetition. The number of children attending the program in each school is 

defined by the teachers, but a maximum of about 20 students per school per semester is set. In 2012, 

community teachers worked with 15,608 children, 5% of total enrolment. 

 

170. It is divided into four components, depending on the needs of each school diagnosed: literacy in 

homes (working with families), school acceleration, groups with families and educational integration 

(CEIP- MIDES, 2013). The first two have a more pedagogical and content teaching component, and the 

other two in building relations. With the families, they seek to work with tools to support the children´s 

homework. There is no cost data available, although the most important additional costs of this program 

are the community teacher hours (20 hours per week per teacher). 

 

171. Meals at School Program (PAE). Overseen by the CEIP and carried out since 1920. It aims to 

complement the food provided at home. To this end during the school year, it is provided on a daily basis, 

breakfast, lunch and / or snack (depending on the type and quintile school), in over 90% of public schools 

(ANEP, 2014: 54).
78

 In 2013, the beneficiaries were 70% of those attending primary school. PAE 

assistance is voluntary. 

 

172. The annual average cost (direct and indirect)
79

 per person amounts to 4,928 pesos annually, which 

corresponds to 27 pesos (U$ 1.2) per day on average
80 . This estimate considers all students who 

participated in the program in all its forms. In 2013, the beneficiaries were distributed among categories 

as follows: 

 

                                                      
78

 It continues operating during the summer, but in fewer schools, nucleating students by area.  
79

 Includes food (70%), services (26%), cleaning and fuel (4%). 
80

 Considering 180 days in the year, which is what was estimated by the program. The annual cost amounts to U$D 230, and per day cost 

amounts to U$D 1.25, according to exchange rate: January 1st, 2014. 
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Figure 2.14 PAE beneficiaries and costs by category, 2013 

 
Beneficiaries 

Daily direct cost per 

beneficiary 

(in pesos) 

Annual direct cost 

per beneficiary 

(in pesos) 

Lunch 107,975 46.0% 16.04 2,877 

Lunch and glass of 

milk 
16,946 7.0% 22.43 4,037 

Breakfast, Lunch, 

Tea, Dinner 
234 0.1% 64.04 11,527 

Glass of milk 66,565 28.0% 5.48 986 

Breakfast, Lunch, 

Tea 
42,406 18.0% 27.90 5,022 

Glass of milk 

(double) 
2,727 1.0% 10.98 1,976 

TOTAL 236,853       

Source: Compiled data from CEIP 

 

173. The average annual total cost per student in public primary education by 2013 is 52,866 pesos a 

year, so the average cost of PAE represents almost 10% of the total cost per student. 

 

174. Summer School Program (PEV) Became operational in 1996 and is under the charge of the 

CEIP. It aims at extending the teaching period and strengthening of schools without losing the holiday 

atmosphere. Schools request their participation in the program each year, and present the educational 

project to be developed by teachers of the school itself. The activities are carried out for 28 days in the 

summer. All schools have PAE. In addition, some carry out a component called "Experience of the First 

Cycle", in which a teacher works with 15 children in first and second grade to develop better learning in 

oral and written language. These students, depending on their progress, could eventually promote the year 

if they failed the academic year in December, depending on the teacher´s assessment. In total 29,707 

children participated in 2012, which represents almost 9% of its potential population (regular students 

from preschool and primary education). The PEV serves all the schools who request it, so its coverage is 

conditioned by the diffusion of the program. 

 

175. Teacher + Teacher Project. It is a CEIP program aimed at students in first and second grade in 

primary having poor school performance. It became operational in 2012. It seeks to improve students´ 

learning in oral and written language to reduce repetition, and also implement new ways of teaching. It 

uses two modalities: in some schools there is a time extension in which children work  with a teacher who 

coordinates their activities with the classroom teacher, and at other schools "pedagogical partners", are 

formed so that two teachers work together with the same group simultaneously, providing a more 

personalised attention to children with greater difficulties. 

 

176. Within the range of secondary education, in addition to general plans there are several plans for 

the overaged that, as discussed earlier, is significantly high in Uruguay.
81

 In lower secondary, there are 

also programs aimed at reinsertion of students who dropped out or never started secondary education 

(called community classrooms); and to prevent repetition (Tutorial Project). These are briefly described 

below. 

                                                      
81

 The following plans are for overage: a) 2009 Plan, aimed at students older than 21 years with health or work constraints or who have not 

completed lower secondary education. It is divided into semesters, and lasts for a year and a half. It is organized in three consecutive modules; b) 
Plan 2012, aimed at young people between 15 and 20 years with incomplete lower secondary education. It is divided into semesters and lasts for a 

year and a half, but the semesters (called praxis seminars), may be performed in the order that the student wishes; c) Plan 2013, aimed at students 

over 15 years with labour constraints. 
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177. Community Classroom Program (PAC). It was created in 2007 by the CES and the MIDES. It is 

intended for adolescents aged 12 to 17 who dropped out of lower secondary education without passing the 

first grade, and for those who never enrolled. This program is co-managed by a civilian social 

organization, and the CES. The NGO is responsible for promoting a physical space where classroom 

work will take place, as well as the educational team that will coordinate (coordinator, social workers, 

educators, workshops). The recruitment of subject teachers is performed by the CES. They work under 

three modalities: a) effective insertion in the first year of lower secondary (completion and accreditation), 

b) introduction of students to secondary school lifestyle c) accompanying the graduation from community 

classrooms. In 2012, the total beneficiaries of the PAC in its various modalities amounted to 2,026 

adolescents, representing 1.6% of all students enrolled in lower secondary education.  

 

178. Tutorial Project. It is managed by the CES and was designed in 2008 under the name Program for 

Promotion of Universalisation (PIU), in order to grant special support for public lower secondary schools 

with higher socio-educational difficulties, in order to improve student learning. Currently, the project is 

named "Schools with tutorials and PCP (Pedagogical Coordinator Teacher)". It is based on tutoring 

students with higher risk of repetition or drop out; and transfers resources to the schools for food, 

clothing, footwear and school supplies for students in the beneficiary institutions. Once the program is 

installed, schools select the students who will participate in tutorials (those with the highest risk of 

repetition), and of the funds for food, clothing and supplies (this may include all the students at the 

school). For the latter, each school receives an amount of funds depending on the number of students, and 

is distributed in the different areas mentioned. In 2014, it was decided that 110 secondary schools (43% of 

total lower secondary education –general-) participate in the project.
82

 In 2013, 25,150 students 

participated in the tutorials, 20% of those enrolled in the public lower secondary schools. The tutorials 

have more presence where the schools are larger (there are no tutorials installed in 20% of smaller schools 

in the rest of the country aside from Montevideo, see Figure 2.15). Furthermore, a greater proportion of 

students are tutored in Montevideo than in the rest of the country, which coincides with the fact that the 

incidence of repetition is higher in Montevideo. 

 

Figure 2.15 Students and tutorials, by school size (number of students) quintiles, 2013 

    Students Tutorials Student % 

Quintile 

Stud/ 

Total Mvd. 
Rest of the 

country 
Total Mvd. 

Rest of the 

country 
Total Mvd. 

Rest of the 

country School  

1 238 5,403   5,403 0   0 0%   0% 

2 473 12,427 2,135 10,292 1,051 504 547 8% 24% 5% 

3 737 20,414 4,754 15,660 4,006 1,867 2,139 20% 39% 14% 

4 1,038 30,860 7,538 23,322 7,584 2,620 4,964 25% 35% 21% 

5 1,438 45,239 20,763 24,476 12,509 6,593 5,916 28% 32% 24% 

Source: Compiled data from CES   
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 Source: Council Resolution (RC) 01/25/14 OFFICE No. 167/2014. The criterion followed when the project was implemented in 2008 was to 

include schools that had had the highest repetition rates in the last 10 years. Since 2013, by decision of the authorities of CES, the schools 
included in the program were those that had over 400 students where 25% or more were recurrent. In 2013 it was passed on to 102 secondary 

schools and to 110 schools in 2014. The CES also decided that depending on the school results inclusion in the program was mandatory, except in 

the case of schools submitting an alternative proposal. 
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179. As for the Tutorial Project 2013, cost data on expenditure for food, clothing and supplies, and 

teacher salaries costs were estimated
83

. The estimated cost per student tutoring is about U$ 100 per year, 

4% of the total cost per student of lower secondary education.
84

 

 

Figure 2.16 Total and per student costs. Tutorial Project, 2013 

Annual costs (pesos) 

Feeding 5,631,463 

Clothing and footwear 1,377,401 

School stationery 838,095 

Teacher estimated cost 54,093,295 

Students 

Total of tutored students 25,150 

Cost per student (pesos) 

Annual average cost per student 2,151 

Source: Compiled data from CES  

 

180. At upper secondary education level, a program that aims to increase permanence in the education 

system and improve performance is Educational Commitment. It is a multi-agency co-executed 

program
85

 which began operating in 2011. Student selection is done through the critical shortage MIDES 

index (2013). Selected students, their family and an educational tutor from the school sign an agreement 

based on educational performance and behaviour, to receive a scholarship of low amount, 8,000 pesos per 

year (U$D 372)⁷⁴ paid in four instalments. There are other students not receiving scholarship, they just 

sign the pledge to receive a differential attention from the school given their educational vulnerability 

rather than their economic situation. In addition, volunteer college students perform the "reference 

spaces", i.e. weekly open instances of participation and treatment of various subjects, which is open to all 

students in the school. In 2013, 5,304 students received scholarships from the CETP and CES (4% of 

enrolments in public upper secondary school). If the distribution of beneficiaries is analysed according to 

school size schools, a slightly higher proportion of beneficiaries are verified in larger schools in the rest of 

the country aside from Montevideo; and medium-sized schools in Montevideo (Figure 2.16). 

 

Figure 2.17 Students and Educational Commitment scholarships by school size (number of 

students) quintiles, 2013 

  Amount of students Amount of grants % students w/grants 

Quintile Total Mvd. Interior Total Mvd. Interior Total Mvd. Interior 

1 1,112 35 1,077 23 0 23 2% 0% 2% 

2 3,243 61 3,182 92 0 92 3% 0% 3% 

3 6,978 597 6,381 360 78 282 5% 13% 4% 

4 14,369 1,191 13,178 390 110 280 3% 9% 2% 

5 41,009 17,003 24,006 2,441 621 1,820 6% 4% 8% 

Source: Compiled data from CES  
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 The amount of weekly hours per month increased to 9,015. Each teacher is paid according to their grade category. For this estimate, we took 

the nominal salary of a grade 4 certified teacher, extended time modality, 20 hours a week of lower secondary, which is considered to be an 
approximation to the average. 
84

 Exchange rate applied from 1 January 2014 (21.5 pesos per dollar). 
85

 CODICEN, UDELAR,  MIDES, CFE, CES, CETP, INJU, MEC, INAU.  
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181. A program that aims to completion of primary, lower and upper secondary education is Uruguay 

Studies. It has been conducted since 2009, where also multiple agencies are involved
86

. It is aimed at over 

14 year olds, and its components are tutorials for the completion of primary, lower and upper secondary 

school, and grants scholarships for financial support. In primary, three Benefits and Contributions Basis 

(BPC)
87

 scholarships are awarded when a completion level exam is passed. In lower secondary education, 

eight payments of half a BPC are paid throughout the year. In upper secondary education there are two 

types of scholarships: one BPC by passing one subject to those with between one and four subjects to 

complete the level, and ten BPC to CETP students who are completing the vocational baccalaureate and 

need to move to other locations. There are also scholarships for teacher training courses. In 2013 8,791 

students were served in its various forms. 

 

182. There is also a scholarship program awarded directly to secondary education students in order to 

encourage continuity of studies. The MEC awards access grants to educational continuity
88

 of small 

amounts: 6,400 pesos per year (U$D 298) for lower secondary school and 8,000 pesos per year (U$D 

372)
89

 to upper secondary. This is distributed in four bimonthly payments. The Departmental Committees 

on Education are responsible for assigning the scholarships taking into account students´ marks and that 

he belongs to a family of low income not exceeding two BCP per member.
90

 Schools are a reference for 

the monitoring and support of applicants, and are responsible for reporting the class attendance of the 

beneficiary. Beneficiaries in 2013 reached 3,719 students, representing 1.2% of total enrolment in public 

secondary school.
91

 

 

183. Finally, another type of subsidy which aims to facilitate access to primary and secondary school is 

access to free public transport for children attending primary school (public or private); free bus tickets 

for public secondary school students and student ticket subsidy for private secondary school students
92

. 

For students in public lower secondary schools between 12 and 18 years of age and those of public upper 

secondary up to 20 years old, the program now fully funds the cost of 50 monthly bus fee tickets
93

. 

Transportation is also provided for rural schools. Some considerations on the evaluations of these 

programs are included in Section 3.4. 

 

Figure 2.18 Summary of educational programs: objectives, target population and components  

Program Objectives Aimed at Components 

PAE 
Learning and 

retention 
Primary students Meals at school 

PEV 

Learning and 

retention 
Primary students 

Extension of pedagogical time 

in summer 

Learning    
1st. and 2nd grade primary 

students 
"Primary school experience" 

Teacher +Teacher Learning 1st and 2nd grade primary "Pedagogical pairs" 
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 The MEC, CES, CETP, the Bank of the Republic of Uruguay (BROU), the National Development Corporation (CND), the MEF, the Office of 

Planning and Budget (OPP) and the Ministry of Labour and Social Security (MLSS) 
87

 As of 1 January 2014 the value of the BPC is 2,819 pesos, equivalent to $131, according to the exchange rate of that date 
88

 From 1986 
89

 2013 values. The monthly equivalent corresponds to 10.1% and 12.6% of the minimum national salary (SMN) on January 1st. 2013, 

respectively. Corresponds to U$D 330 and U$D 412 according to the exchange rate on that date. 
90

 To the 1st of January 2013, equals to 5,196 pesos per capita. As a reference it corresponds to a 65.6% of the minimum national salary in the 

same year. Equivalent to U$ 268 dollars, according to the exchange rate on that date. 
91

 Data from the ANEP Observatory: total:  311,258 students 
92

 The bus ticket cost is half of the regular ticket cost, for these students. 
93

 This benefit is also granted to full scholarship students in private education. 
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Primary and secondary students 

Tutorials 

Financial support grants 

Source: Compiled data from INEED (n.d.) 
 

2.8 Main challenges  
 

184. As was discussed in this chapter, Uruguay continues facing major problems of coverage, 

completion of cycles, quality and equity in educational outcomes. A crucial problem is the very low rate 

of completion of secondary education, -both lower and upper secondary-, that places Uruguay far below 

other countries in the Latin American region. While this situation is worse among the low-income 

population, it is not a problem solely focused on the vulnerable. In terms of student achievement, 

although the results of international tests such as PISA and SERCE placed Uruguay among the first in 

Latin America, the country shows a significant degree of inequality according to socioeconomic status, 

which strongly affects equal opportunities and mobility. Compared to other countries, Uruguay is among 

the most unequal: performances are most explained by socioeconomic and cultural differences of families 

and peer groups. Finally, Uruguay shows significant problems of internal efficiency, resulting in very 

high repetition rates in the regional and international comparison, especially in secondary education. 

Consequently, there is a high share of overage students in total enrolment. 

 

185. These problems are long lasting and have failed to be reversed, which reveals underlying 

difficulties that are in the structure of the Uruguayan education system. In what follows, some challenges 

in terms of the issues discussed in this chapter are summarised. 

 

Institutional structure 
 

186. One focus of debate in the Uruguayan education system refers to its institutional structure and the 

distribution of responsibilities for conducting education policies. A recurrent problem is the lack of 

specificity regarding who is responsible for defining educational policy and accountable for its 

implementation. The MEC has a secondary role in this issue, and even the CODICEN has no clear powers 

over the Education Councils, fact which greatly complicates the definition and coordinated 

implementation of policies. 

 

187. In this regard, the solutions proposed by the different political parties have some points of 

disagreement. The ruling party raises no substantial changes in the education government; neither 

concerning greater powers to CODICEN nor amending the autonomy of the Education Councils. The 

proposal aims to strengthen the CODICEN in its role as coordinator and articulator, and also give a 

greater leadership role to the MEC, but without any legal or regulatory modification. 

 

188. Instead, opposition parties proposed some changes in the roles of the different institutions in the 

education system, as well as in their integration. The proposals include giving greater powers to the 

CODICEN, so as to prioritise its role in strategic planning and political leadership of the education 

system. Also, more powers to the MEC were proposed, although in no case an amendment of the role of 

the MEC as a leader of the education system was raised.
94

 

 

                                                      
94

 It is worth noting that this would require amending the Constitution through a referendum. The greater powers to the MEC refer specifically to 

the administration of funds for school projects, or the regulation of specific teacher training. It was also proposed that the MEC should assume a 

leading role in driving the INEED, reducing the share of ANEP representatives on the steering committee.   
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189. The presence of teachers´ representatives in education government has also been a source of debate 

because it enables the introduction of corporate interests in conducting educational policy. Opposition 

parties have proposed to redefine the role of these counsellors (e.g., by allowing them to participate with 

voice but no vote). This proposal is strongly rejected by teachers' unions, even claiming that education 

councils should be mostly integrated by teachers´ representatives (FUM, 2014). Finally, other political 

actors have proposed eliminating the collegiate structure of the education institutions, in order to 

streamline management.
 95 

 

Decentralisation 
 

190. The centralization that characterizes the decision-making implies that schools have very little 

autonomy to allocate their resources and therefore, little margin for planning and management. Regarding 

this situation, some actors, mainly from the political system, installed in public discussion the need to 

give schools greater autonomy to manage resources and make decisions about the curriculum. While 

giving schools greater autonomy meets widespread acceptance, there is some disagreement as to which 

aspects should be decentralized. 

 

191. For example, at both the ruling party and the authorities of the education administration, proposals 

focus on giving schools greater autonomy to implement programs or contextualized institutional projects, 

therefore increasing financial transfers to schools for this purpose. This proposal is generally shared by 

the opposition parties, which have also proposed variants that seek to greater flexibility and adaptation of 

the curriculum to the socioeconomic context, including an that an optional part of the curriculum could be 

determined by each school. There are nevertheless differences of emphasis among political actors, since 

the proposals range from granting autonomy only in the definition and implementation of specific projects 

to provide greater opportunities for schools in the decisions on the overall curriculum. The assumption 

behind these proposals is that decentralization of curricular decisions would improve the quality and 

relevance of education programs and plans, since it would be based on more complete and accurate 

information about the needs of local actors. 

 

192. Other arguments in favour of greater school autonomy are related to improving management and 

reducing inefficiencies caused by the excessive centralization of decision making. Under this argument, 

some actors (particularly the opposition parties) propose to significantly increase financial resources to 

schools and transfer decisions regarding a variety of issues (e.g., purchasing materials, maintenance, 

infrastructure reforms or hiring additional staff), along with a subsequent accountability. 

 

193. Finally, other proposals go further and suggest that principals should be allowed to choose their 

teaching staff, which would imply a huge change in the way of assigning teachers to schools. This idea is 

strongly rejected by teacher unions, as would imply a significant limit on their current freedom of choice 

(see Chapter 4). 

 

194. It is noteworthy that a greater allocation of resources to be managed by schools is widely supported 

by school principals; however, current limitations in terms of their training in management and the limited 

availability of personnel in the management team are frequently pointed out. Indeed, giving more 

autonomy to schools would probably require increasing the school staff and changing the working 

conditions of teachers, including greater dedication and stability of the teaching body. Also, it would 

require a reformulation of the role of school leaders, a change in their training, developing new profiles, 

reviewing the way in which school leaders are recruited and assigned to schools, changing the monitoring 

and evaluation of leaders and teaching staff, and also modifying school leaders´ salaries, as they are 

                                                      
95

 See Annex III, proposal from Partido Independiente (PI) 
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currently lagged in the education wage structure and have practically no incentive schemes (these issues 

are expanded in Chapter 5). 

 

195. Furthermore, there is broad agreement on the need to decentralize decisions at the regional level. In 

this regard, the current government focuses on the regional campus model recently implemented by the 

CETP. The proposal states that at the regional level the subsystems should work in an "integrated" 

manner, but "keeping their specificity and their spaces", which ultimately is not a different structure from 

that which prevails at the central level (i.e., each Council would have its own regional structure and are 

required to coordinate with each other).
 96

 

 

196. The extent of the decentralization, i.e. what functions and powers are effectively delegated to the 

regional campus is not currently defined. For example, in the field of CETP, some authorities expressed 

the need to transfer decisions on a variety of issues (education provision, teacher supervision, 

infrastructure, teacher training, etc.). Within the CES however, the decentralization process focuses on the 

creation of Regional Inspections (in process), with responsibilities primarily in the area of supervision, 

although it is also claimed that they assume responsibilities in some aspects of administrative 

management that are currently resolved centrally. 

 

Curriculum y and learning objectives  
 

197. Uruguay faces at least two major challenges regarding curriculum and assessment. The first is to 

provide a clear specification of student learning objectives and graduation profiles at each education level, 

so progressive goals can be set and national assessments of student performance can be made, based on 

national standards.
97

  

 

198. The other major challenge is to establish an articulated curriculum in all levels of pre-tertiary 

education. In this regard, the operation of the Education Councils (autonomous and often with little 

coordination between them) does not promote articulated curriculums that facilitate the student track 

between primary and secondary education. As Uruguay still faces the challenge of achieving universal 

secondary education, educational policy should implement structures that facilitate the educational 

progress of students at these stages. 

 

199. Several proposals, backed by political and technical references of most parties propose some form 

of linkage of the three years of lower secondary education with primary education, so as to avoid an 

abrupt “jump” between these levels (e.g., development of a common curriculum framework for all basic 

education, or development of a unified curriculum framework until 14 years, modifying the structure by 

subjects in secondary education). It is worth noting that the government that recently took office is 

promoting a common curriculum framework for all levels between preschool and lower secondary. 

 

200. Some of these proposals suggest creating integrated schools covering primary and lower secondary 

education (“single-cycle” schools). These claims have generated resistances, especially from teachers. In 

particular, the Teachers Technical Assembly of secondary education has already expressed its opposition 

to the "single-cycle" between three and 14 years, arguing that a single cycle does not accompany the 

evolutionary process of students, as it does not potentiate estrangement from childhood to adolescence. 
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 See Annex III, proposal from FA. 
97

 It is worth noting that there is currently work being done regarding the definition of graduation profiles On June 2015 graduation profiles were 

established for 3rd and 6th grade of primary education.  
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201. Finally, in upper secondary education the main challenge for achieving universal coverage and 

completion is to modify its strong propaedeutic profile, by opening a wider range of student tracks, more 

flexibility in the curriculum, and greater mobility between the general and the vocational options, 

meanwhile developing a common graduation profile. 

 

Coverage expansion and educational offers  
 

202. Finally, a key challenge is to achieve universal coverage and completion of compulsory education. 

As already seen, the main deficit in these areas is in high school. A necessary condition to increase 

coverage is the provision of more educational offers, ie, more infrastructure, materials and teachers to 

serve the population who is currently outside the education system. For this purpose, it is necessary to 

define the mix of offers to promote, considering the participation of vocational and general education; and 

also the participation of privately managed-publicly funded education. 

 

203. About this, it is noteworthy that the opposition parties and other groups of society like the Catholic 

Church have raised proposals to boost privately managed- publicly financed schools, especially in 

secondary education. Some of them argue that this mechanism would allow exploiting available private 

infrastructure in order to meet the required increased coverage. Others support the view that private 

management results in better educational quality, mainly due to schools having more autonomy to 

manage their own resources. Different policy instruments have been suggested: from increasing tax 

exemptions to companies or institutions financing private schools
98

; to directly subsidize demand through 

vouchers, which is a mechanism currently applied under the CISEPI project. However, these mechanisms 

are strongly resisted by teachers, who argue primarily that a subsidy to private education is detrimental to 

public schools, and that students in private schools have similar educational outcomes than those in public 

schools when the sociocultural context is taken into account (FUM, 2014). 
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 See details in chapter 3. 
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3. Governance of resource use in schools 

 

3.1 Level of resources and policy concerns
99

 
 

204. In the last decade, Uruguay has significantly increased public resources devoted to education. In 

this framework, a debate in the country has come about regarding the level of resources destined to 

education, as well as the effectiveness and efficiency of resource allocation considering some of the 

educational results achieved. 

 

Public spending on education 
 

205. In Uruguay, the provision of public education is concentrated in the ANEP and the UDELAR 

(which was the sole institution to provide public university education until the recent creation of the 

UTEC). However, there are also other services and institutions that allocate public resources to the 

education sector. Such is the case of expenditure on education executed by the MEC, for the regulation 

function and the provision of certain educational services; expenses executed by the INAU regarding 

transfers to CAIF; expenditure implemented by the Ministry of Defence and Ministry of Interior in 

military and police education respectively; and funds from social programs devoted to public education in 

the MIDES´s framework, among others. In regard to "public education expenditure", all these resources 

are accounted for.  

 

206. In 2013, the total public expenditure on education amounted to 54,447 million pesos
100

 (the 

equivalent to U$D 2,530 MM),
101

 4.6% of GDP. The distribution by educational levels
102

 shows that 

preschool and early childhood and primary education concentrate most part of the resources, which is 

associated with student coverage above all other education levels. Next in importance are secondary 

school, tertiary education and lastly education without a level associated to it. The composition by level of 

public expenditure on education had not drastic changes in the last decade. The most notable is the 

decline in the participation of primary and tertiary education and an increase in the participation of 

preschool and early childhood and education without a level associated to it.
103
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 This chapter is partly based on INEED (2014), chapter 13. 
100

 For further details on the estimation methodology see INEED (2014) Appendix. 
101

 The exchange rate used is the interbank note 01/01/2014, 21.51 pesos per dollar. From this chapter onwards this exchange rate is used to 

express dollar values. 
102

  Adult education is distributed into the appropriate levels; the available data does not allow presenting the information separately. 
103

 The items without a specified educational level include: Science and Technology, The National Police Academy and Military non-tertiary 

education, INAU excluding CAIF, strengthening free bus fare from MTOP, educational program of the MIDES excluding PMC and PAC, and 

others education expenses associated with trainings and education for the disabled people. In this chapter, public expense on preprimary 
education is understood as education aimed at children under the age of 6. Within the expenditure aimed at secondary education, besides that 

from the CES everything that is under the CETP orbit is included, albeit education without educational continuity or tertiary education, due to the 

fact that its disaggregation was not possible. In INEED (2014), the disaggregation methodology can be consulted. 
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Chart 3.1 Distribution of public expenditure in education by level (1). Years 2004 to 2013 

 
(1) Secondary Education includes general secondary education (CES) and the professional vocational education 

(CETP). Not being possible to discriminate between CETP vocational secondary education and CETP tertiary 

education, spending at both levels is included in secondary education spending. Tertiary education is a minor part of 

total spending of CETP. 

Source: Compiled data from MEF 

 

207. Public spending on education has grown significantly: from 3.2% GDP in 2004 it increased to 4.6% 

GDP in 2013. Two sub-periods may be identified: one of remarkable growth between 2006 and 2009, 

when the government's goal of reaching 4.5% of GDP in public funding for education was established; 

and the other one that was relatively stable between 2009 and 2013.  

 

208. Public spending on education substantially increased its share of the central government´s public 

expenditure, rising from 18.7% in 2004 to 28.2% in 2013. 
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Chart 3.2 Public expenditure on education by level (1) as a percentage of GDP. Years 2004 to 2013 

 
(1) Secondary education includes general secondary education (CES) and professional vocational education (CETP). 

Not being possible to discriminate between CETP vocational secondary education and CETP tertiary education, 

spending at both levels is included in secondary education spending. Tertiary education is a minor part of total 

spending of CETP. 

Source: Compiled data from MEF and BCU 

 

Chart 3.3 Public expenditure on education by level (1) as a percentage of central government 

expenditure. Years 2004 to 2013 

 
(1) Secondary education includes general secondary education (CES) and vocational education (CETP). Not being 

possible to discriminate between CETP vocational secondary education and CETP tertiary education, spending at 

both levels is included in secondary education spending. Tertiary education is a minor part of total spending of 

CETP. 

 Source: Compiled data from MEF and BCU 
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209. In real terms, a significant increase in public spending on education between 2004 and 2013 at a 

rate of 10% average annual cumulative rate was also observed. Public spending on early education had 

the biggest increase in this period, and did so at an annual cumulative rate of 12%. Next in line comes 

secondary school with an annual cumulative rate of 9.7%, tertiary and primary education at 8.5% in both 

cases. 

 

Chart 3.4 Public expenditure on education by level (1) in millions of pesos (2). Years 2004 to 2013 

 
(1) Secondary education includes general secondary education (CES) and vocational education (CETP). Not being 

possible to discriminate between CETP vocational secondary education and CETP tertiary education, spending at 

both levels is included in secondary education spending. Tertiary education is a minor part of total spending of 

CETP. 

 (2) Constant Pesos 2013 

Source: Compiled data from MEF and INE 

 

210. Although public resources assigned to education have increased noticeably, in international 

comparison terms Uruguay shows a relatively low rate of public spending related to GDP. Up to 2010 the 

ratio of public education spending to GDP is still below Argentina, Brazil or Mexico; and well below the 

OECD average (see INEED, 2014). 

 

Private spending on education 
 

211. Private spending by households, non-profit institutions and companies,
104

 stood at 18,640 million 

pesos (U$D 867 MM), the equivalent to 1.6% of GDP in 2013. A moderate increase in the last decade, 

coinciding with strong economic expansion is observed. 

 

212. Considering curricular private expenditure, Secondary education concentrates most of the resources 

(in 2013, 38% of total private expenditure). The next most important private expenditure is in primary 

education (29%), tertiary education (19%) and finally, spending on preschool (13%). No noticeable 

changes have been observed in the composition of private expenditure by education level.
105

 

 

                                                      
104

 Includes donations of companies under Law No. 18,834. 
105

 For more information on the evolution of private education expenditure see INEED (2014). 
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Total expenditure on education 
 

213. A measurement of the relative effort of expenditure in education of the whole society is obtained 

by joining the estimations of public and private expenditure in education. Total spending on education, 

both public and private, amounted to 6.2% of GDP in 2013; in 2004 it was 4.5% (see Chart 3.5). In the 

same period, private funding from representing 30% passed to 24% of the total funding. The significance 

of private financing in Uruguay is similar to Argentina and Mexico, lower than Chile and higher than the 

OECD average (16.4%). 

 

Tax waiver associated with education 
 

214. In analysing the fiscal effort that the country makes toward education, besides the expenditure, it 

corresponds to consider tax waivers in favour of the sector. That is to say, taxes or contributions waived 

in favour of the development of (usually private) institutions that work in the education sector.
106

 The 

estimates taken by the General Tax Directorate (DGI), consider exemptions from VAT and Corporate 

Income Tax of Economic Activities (IRAE) that private educational institutions have (under Article 69 of 

the Constitution of the Republic of Uruguay).
107

 Also, exemptions to companies for donations to 

educational, research and health institutions
108

 are considered. On the other hand, the exemptions from 

employer’s contribution to social security in private education were also considered (retirement, 

healthcare, the difference paid on healthcare quota and tax on the salaries paid by the employer). This is 

also under Article 69 of the Constitution of the Republic (Social Insurance Bank, 2004).
109

 

 

215. The tax waiver to the education sector would have reached 4,883 million pesos (U$D 204 MM), in 

2013 the equivalent to 9% of public expenditure on education, 27% of private education spending and 7% 

of total education spending. In real terms, the tax waiver grew at an average annual rate of 5.3% between 

2005 and 2013. In terms of GDP, the fiscal waiver bound for education represented 0.43% in 2013. Most 

of the tax waiver directed to education corresponds to VAT exemptions for educational institutions that 

represent 57% of the total in 2013, followed by exemption from employer contributions to social security 

(25%), and then the IRAE exemption representing 14% of the total. Finally, the amount associated with 

exemptions for donations by Law N° 18,834 corresponds to no more than 3% of the total in all the years 

analysed.
110

 

 

216. Finally, the chart below shows the total resources aimed at education (public spending, tax waiver 

and private spending), related to GDP in the last decade. Considering all sources (the last complete data 

available), it is estimated that Uruguay allocated 6.6% of GDP to education in 2013. 

 

 

 

 

 

 

                                                      
106

  It should be noted that the estimate of the tax waiver does not imply that, if its application were forfeited, tax revenues would increase in the 

same amount. Families and private education institutions may change their behavior confronted to a change in legislation that would alter the tax 
or contribution exemptions. This would change the base tax and thus the final collection of taxes. 
107

  Art. 69: “The private educational and cultural institutions of the same nature, shall be exempt from national and municipal taxes as a subsidy 

for their services " 
108

 According to Articles 78 and 79 of Title 4 of the 1996 text, as amended by budget Law N° 18,834. 
109

 The pension payroll taxes for industry and commerce are currently at 7.5% of employee gross salary , the contribution for health is 5% plus 

the supplement of the health care fee, if applicable, and  workers  retaining fund  is 0.125%. 
110

 Having only aggregate information about this component of tax expenditure for the whole period of 2005-2013, it should be noted that the 

tax expenditure for education is slightly overestimated as it includes exemptions for donations to other activities. Nevertheless, most of the 

donations covered by this law are addressed to educational institutions. 
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Chart 3.5 Total expenditure on education as a percentage of GDP according to type of financing 

(1). Years 2005 to 2013 

 
(1) Private expenditure includes household expenditure, non-profit institutions and  

donations from companies protected by Law N° 18,834. The information is available on INEED (2014). 

Note: Tax waivers information is not available for years 2004. 

Source: Compiled data from ANEP, BCU, DGI, INE, MEC and MEF 
 

The distribution of ANEP pre-tertiary spending, according to levels and components  
 

217. The distribution by educational levels within the expenditure executed by ANEP shows that 

preschool and primary education accounts for 49% of resources, followed by secondary school education, 

with 31%. Vocational education accounts for 15% of the resources, and finally the remaining 4% goes to 

teacher training. In secondary school education, it is estimated that lower secondary education (general) 

concentrates a greater amount of resources in relation to upper secondary school (22% and 10% 

respectively), mainly because the first one has a greater coverage of students. 

 

218. In the last decade the share of professional vocational education has slightly increased at the 

expense of preschool, primary and secondary school, following enrolment evolution (see section 3.2). 

While variations in the weight of each subsystem in terms of allocated resources were mainly due to 

changes in enrolment, changes also occurred in the expenditures per student at each level. 
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Figure 3.1 Enrolment and distribution of expenditure executed by ANEP, by education level. In 

percentage 

  
Preschool 

and 

Primary 

Lower 

secondary 

education 

(general) 

Upper 

secondary 

education 

(general) 

Secondary  

Education 

Professional 

vocational 

education 

Training in 

education 
ANEP 

  Enrol. Exp. Enrol. Exp. Enrol. Exp. Enrol. Exp. Enrol. Exp. Enrol. Exp. Enrol. Exp. 

2004 55 52 17 n.d. 15 n.d. 33 33 9 12 3 4 100 100 

2005 56 52 17 22 15 10 32 32 9 12 3 4 100 100 

2006 55 52 17 23 15 10 32 33 10 12 3 4 100 100 

2007 56 51 18 22 14 11 31 33 10 12 3 4 100 100 

2008 55 51 19 22 14 10 32 33 10 12 3 4 100 100 

2009 54 49 19 23 14 10 33 34 10 13 3 4 100 100 

2010 54 49 19 23 14 10 33 33 10 13 3 4 100 100 

2011 53 49 19 23 14 10 34 33 10 13 3 4 100 100 

2012 52 49 19 22 15 10 34 32 12 14 3 4 100 100 

2013 51 49 19 22 15 10 33 31 13 15 3 4 100 100 

Source: Compiled data from MEF, MEC, ANEP and INE 

 

219. Professional vocational education has the highest expenditure per student (in 2013 amounts to 

66,123 pesos per student per year, equivalent to U$D 3,074). In preschool and primary education, 

resources per student amounted in 2013 to 54,359 pesos per year (U$D 2,527), and 52,438 pesos per year 

(U$D 2,438) per student, respectively. Finally, the lowest level of spending per student is present in 

secondary education (50,867 pesos per student per year, equivalent to U$D 2,364). In short, resources per 

student for professional vocational education exceed by 20% those destined for preschool and primary 

education, and 30% on secondary school students (see chart 3.6). 

 

220. In the case of secondary education, no disaggregated estimates are available between the lower 

secondary education (general) and upper secondary education (general). The following figure presents 

estimates of direct teacher´s salary cost per student in both cycles, and the sources of these differences
111

. 

The direct salary cost per student in both cycles is very similar (with just a slight bias in favour of upper 

secondary school), although there are differences in the cost of the components. Upper secondary school 

teachers have slightly higher wages, there are a higher percentage of certified teachers and the average 

number of students per group is lesser than lower secondary
112

. These aspects are slightly offset by 

increased instructional time in lower secondary. Although there is no detailed disaggregated information 

from the remaining resources, other teacher and support resources would be relatively more concentrated 

in the lower secondary.
113

 

 

 

 

 

 

 

                                                      
111

 To extend the construction’s methodology see INEED Annex (2014). 
112

 Another source of bias in favour of upper secondary education is the fact that the highest degree teachers tend to choose hours at this level. 

No information is available to estimate this difference. 
113

 There are more educational support programs aimed exclusively at lower secondary than upper secondary. The former are also larger in size. 

The description of these programs can be found in Chapter 2 of this report. 
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Figure 3.2 Direct teacher salary cost per student, per its determining factors, according to 

secondary education level (CES), 2013 

  
Monthly salary 

(1) 

 

% Certified  

teachers  

(2) 

Weekly hours 

per group 

 (3) 

Average 

students  per 

group  

(4) 

Annual 

salary cost 

per student 

(5) 

Lower secondary 

education (general) 
19.999 56,3 39 29 27,859 

Upper secondary 

education (general) 
20.417 67,1 35 26 27.895 

 Lower/upper 

secondary % 98,0 84,0 111,4 111,8 99,9 

(1) 2013 gross wages for grade 4, “effective teacher”, certified corresponding to each cycle. 

(2) Percentage of certified teachers in each level. 

(3) Theoretical number of weekly class hours within each cycle. In the lower secondary education (general) case, all 

grades have the same number of hours. An average was performed in upper secondary. The "class hour", usually 

consists of a 40 minute class. Some last 35 and 45 minutes. 

(4) Number of students in each cycle by group, on average. The upper secondary schools students are considered on 

its equivalent of “full time student”. See chapter 5 

(5) Includes all compensation received by teachers throughout the year (salary, leave, bonuses, etc.) and personnel 

and employers' social security contributions.  

Source: Compiled data from ANEP, MEC, MEF and INE  

 

221. In the last decade, a significant expenditure growth at all educational levels was observed. 

Spending on vocational education increased the most, 179% in real values from 2004 to 2013. The 

resources devoted to preschool, primary and secondary school grew at lower rates, but equally significant 

(124%, 97% and 100% respectively). Basically, the increase in spending aimed at each level can have two 

purposes: to increase coverage or increase the resources per student. The relative importance of each of 

these aspects in the evolution of expenditure on each level is analysed in what follows. 

 

Figure 3.3 Annual cumulative variation in real expenditure. ANEP by level. In percentage, years 

2004 to 2013 

  2004-2013 2005-2013 

  
Preschool and 

primary 

Professional 

vocational 

Secondary 

(general) 

Lower secondary 

(general) 

Upper secondary 

(general) 

Expenditure 8.2 12.1 8 9.2 8.5 

Total salary cost 8.9 11.5 8.8 9.2 8.7 

Amount of 

hours (1) 
3.3 5.8 3.2 3.5 3 

Real salary (2) 5.4 5.4 5.4 5.5 5.5 

Students -1.6 2.3 -0.6 0.4 -1 

Expenditure per 

student 
10 9.5 8.7 8.7 9.7 

Salary cost per 

student 
10.8 9 9.5 8.7 9.8 

Hours per 

student 
5.1 3.4 3.8 3.1 4.1 

(1)  Teacher and non-teacher hours. 

(2) Corresponds to the evolution of the Average Wage Index (IMS) of ANEP deflated by CPI. 
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Source: Compiled data from ANEP, MEF and INE  

 

222. Real public resources per student enrolment grew significantly between 2004 and 2013. They were 

practically doubled at all educational levels. In all, the component with the highest incidence was 

increased expenditure in human resources per student, mainly due to the increase in average real wages of 

teachers and non-teachers (5.4% cumulative per year). 

 

223. The other component of the growth of total expenditure in salary per student was the extension of 

the number of hours per pupil. In preschool and primary education the greatest growth of this component 

(5.1% cumulative per year), is verified. This growth was due, among other factors, to the expansion of 

schools with extended hours (full and extended time), to the decreased ratio of students per teacher 

(associated with demographic decline and repetition, extended physical education hours, support program 

extension (PMC, Ceibal teachers,
114

 among others.) It may also be noted that in preschool and primary 

education all increased expenditure was allocated to increase resources per student, since enrolment at 

that level fell. 

 

224. In general secondary education the entire increase in expenditure was allocated to increase 

resources per student, since the total enrolment fell slightly from 2004-2013. However, the hours or 

services per attended student expanded to a lower rate than that of pre and primary school (3.8% annual 

cumulative).  

 

225. As the CES does not disaggregate expenditure, since 2005 an estimate of expenditure breakdown 

was made between lower and upper secondary
115

. Between 2005 and 2013 further growth of global 

resources for lower secondary (9.2% annually), is observed in relation to upper secondary (8.5% 

annually). For lower secondary further expansion of the number of services (3.5% vs. 3% annual average) 

was estimated. However, this further expansion was destined to increase student coverage. However, in 

upper secondary school all the expansion resulted in an increase in expenditure per student. 

 

226. Meanwhile, the largest increase in real expenditure total aimed at professional vocational education 

was because this was used to finance net increases in student coverage, which did not happen in the other 

two major subsystems. Note that it is at this level that the largest expansion of the number of services 

(5.8% annual average) is recorded. However, considering the number of services per student, it is one of 

the lower expansions recorded, along with lower secondary (about 3.1% per year for the period 2005-

2013). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                      
114

 Refers to Plan Ceibal support teachers. Plan Ceibal is a program that gives one laptop per child, detailed in Chapter 4. 
115 

The disaggregation methodology can be found in the INEED Annex (2014). 
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Chart 3.6 Real annual expenditure per student (ANEP) by level (1). Years 2004 to 2013 

 
(1) Constant prices 2013 

Source: Compiled data from ANEP, MEF and INE 

 

227. The following graph shows the real expenditure average per student enrolled for the public (ANEP) 

and private
116

 system, solely considering expenditure in pre-tertiary education
117

. Expenditure per student 

from the private sector grew in the period, but less than the public sector, 4% vs. 11% annual cumulative 

rate. The spending per student gap between the public and private sectors declined. In 2006 average 

expenditure per student in the public sector amounted to 59% of the private sector, and in 2013 it stood at 

84%. Public expenditure per student as a percentage of GDP per capita increased from 11% in 2006 to 

15.8% in 2013, while the private sector was stable on 18.5%. 

 

Chart 3.7 Real public (ANEP) and private expenditure (1) per student. Years 2004 to 2013 

 

                                                      
116

 The estimates from previous years to 2006 for the entirety of private education are not included because data on kindergarten enrolment in 

the orbit of the MEC (private preschool education students) is not available. For the breakdowns of primary and secondary school the information 

is not available, so they have been estimated since 2004. 
117

 The construction of expenditure per student methodology can be found in the INEED (2014) Annex.   
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(1) Estimates for private schools from previous years to 2006 are not included due to lack of information on 

kindergarten enrolment in the orbit of the MEC (pre-school private tuition). In the case of ANEP, it considers 

expenditure aimed at preschool, primary, secondary school and professional vocational education (including the part 

of tertiary vocational education at CETP, due to inability to disaggregate). 

Source: Compiled data from ANEP, MEC, MEF and INE 

 

228. In analysing public and private spending per student by educational levels different situations can 

be found. The expenditure per student in public secondary school in 2004 represented 37% of the 

corresponding private secondary school. In 2012, the gap narrowed and came to represent 54%. 

Nevertheless, it is noted that at this level public expenditure per student accounts for just over half of 

what it is intended for the private sector. In the case of primary school it started from a less unequal 

situation, however the gap also decreased. In 2012, spending per student in public primary school 

amounted to represent 84% corresponding to private education. 

 

Figure 3.4 Public and private annual spending per student. Primary and secondary education (1). 

In pesos, at 2013 constant prices.  

Primary education 

 

2004 2005 2006 2007 2008 2009 2010 2011 2012 

Private 40,914 43,027 42,478 44,325 45,078 48,273 52,168 54,056 56,940 

Public 22,270 22,910 24,497 27,896 33,444 38,48 39,993 44,795 48,111 

Public/Private 54% 53% 58% 63% 74% 80% 77% 83% 84% 

Secondary education 

 

2004 2005 2006 2007 2008 2009 2010 2011 2012 

Private 67,667 71,540 73,734 74,893 77,525 82,442 87,482 90,061 95,663 

Public 25,206 26,737 28,495 32,726 38,973 46,290 46,408 49,810 51,960 

Public/Private 37% 37% 39% 44% 50% 56% 53% 55% 54% 

(1) Secondary education includes general secondary school (CES) and professional vocational education (CETP). 

Not being possible to discriminate between tertiary and vocational secondary education, expenditure destined at both 

levels is included. 

Source: Compiled data from ANEP, MEC, MEF and INE 

 

Chart 3.8 Public and private spending per student (1). Early Childhood and Preschool Education. 

Years 2004 to 2013. In pesos, at constant 2013 prices 
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 (1) The estimates from previous years to 2006 for private education are not included due to lack of information on 

enrolment in kindergarten in the orbit of the MEC (preschool private tuition). 

Source: Compiled data from ANEP, MEC, MEF and INE 

 

229. Albeit, the situation is reversed in preschool as public spending per student surpasses that of the 

private one, in the whole period, and this gap also increases. Expenditure per student in preschool and 

early childhood private education drops from approximately 80% of ANEP spending per student in 2006 

to be half in 2012. The noticeable difference between the public and private system at this level is linked 

to the diversity of offer that exists in the private sector in terms of preschool and early childhood 

education, which constitutes a diverse range of proposals, timetable and costs. In addition, the private 

offering includes all levels prior to primary school (preschool and early childhood education), while the 

ANEP has a proposal aimed at 3, 4 and 5 year olds (especially the last two), and more even in terms of 

class hours. 

 

230. If the comparison including the CAIF Plan is carried out, a different situation arises. This modality 

offers alternatives in services that could be considered more comparable to private education as to the 

ages of coverage, timetable and diversity of offer.
118

²¹ The gap between the cost per student for CAIF 

(which includes preschool and early childhood), and preschool and early childhood in private education, 

fluctuates between the 2007 -2012 period. These remain very close; and both are distant from the 

expenditure per student in ANEP, which is more closely related to the expenditure per primary student, 

due to the essence of their activity. 

 

Spending by context and region 
 

231. Although no information is available on expenditure per student in each region or department of 

Uruguay, resources are allocated centrally and basically depend on a budget defined at this level. There is 

no specific criterion to prioritize regions or localities. While departmental governments can contribute to 

finance some areas for education (e.g., through the provision of infrastructure), it is estimated that these 

amounts are minor in relation to total expenditure. 

 

232. Eventual differences in resources per student between regions could arise, for example, by 

differences in the allocation of special programs (linked to differences in socio-economic contexts 

between regions); or by differences in pupil-teacher ratios derived from regional population issues. 

 

233. Moreover, the allocation of resources according to socio-economic context differs in different 

educational levels. In primary school there is a differential allocation (compensatory), of teaching 

resources that can be displayed on key indicators of resources per student, such as the ratio of teachers per 

student (see chapter 5.3), the extension of class time or the presence of support teachers and social 

workers. 

 

234. The EUC (4 hours per day) are primarily in the three highest sociocultural quintile contexts, while 

EAP are located only in the first two quintiles, in the most unfavourable contexts. Meanwhile, ETC (7.5 

hours per day), are located throughout the distribution according to context, but in greater presence in the 

most unfavourable quintiles (INEED, 2014). As presented in Chapter 2.7, resources per pupil in ETC and 

EAP schools are 73% and 10%
119

 respectively, are higher than those in regular schools. This increased 

allocation of resources to these schools is an indicator of the progressive expenditure in primary school 

education. 

 

                                                      
118

 See Chapter 2 of this report. 
119

 In the case of EAP it refers to the cost of teacher salaries. 
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235. Moreover, the ratio of students per teacher is higher in more favourable contexts, indicating a 

progressive distribution of educational resources. In particular, the distribution of support teachers and 

social workers between schools has a progressive profile (INEED, 2014). As for the urban-rural 

distinction, it can be observed that the ratio of students per teacher is more than double in urban than in 

rural schools (Figure 3.5). 

 

236. Regarding the distribution of educational resources between public primary schools according to 

the teacher´s experience, from a regressive pattern in 2003 (less experienced teachers were located mostly 

in unfavourable contexts), it passed to a relatively neutral profile in 2013 (Figure 3.5). In turn, the 

percentage of teachers with less than five years’ experience is higher for urban schools in relation to rural 

schools. 

 

Figure 3.5 Teachers with four years or less seniority as a school teacher (1), and students per 

teacher, according to socio-cultural context (public schools). In percentage, years 2003 and 2013 

Quintile (2) 
Teachers with 4 years or less seniority Students per teacher 

2003 2013 2003 2013 

1 32.1 18.5 28.9 23.2 

2 29.1 18.2 28.8 22.5 

3 28.2 24 29 22.9 

4 22 20.8 28.8 22.7 

5 16.7 16.5 28.9 24.6 

Total urban 30.3 23.9 28.9 23.2 

Total rural  15.7 20.4 12 9.9 

National  24.2 19.6 26.9 21.5 

(1) Quantity of school teachers with four or less year’s seniority in teaching, over the total. 

(2) Quintiles of urban schools according to the index of socioeconomic status from the DIEE-CODICEN. 

Source: Compiled data from Portal of primary education monitoring - CODICEN 

 

237. Moreover, there is an indicator on physical resource allocation in public primary schools, arising 

from the opinion of principals in five aspects:  classroom capacity, seating, toilets, patio or recreation 

areas and dining space.
120

 The highest values of the indicator (rated as the most problematic situations by 

principals), are presented in schools in the lowest quintiles. However, between 2003 and 2013 the 

indicator improved in all contexts and the gap between the quintiles corresponding to more and less 

favourable contexts decreased
121

. 

 

238. In short, in public primary schools there is an allocation of teachers to the most critical 

sociocultural contexts, while the allocation of infrastructure resources seems to show a slightly regressive 

pattern. Comparing indicators between rural and city schools, the first have more teacher allocation, 

although, it stands out that rural teachers in these schools must work with students in multi-level groups.  

 

239. In the case of secondary education, within the public sector no major differences are perceived 

between public secondary and vocational schools as to the availability and quality of some resources 

surveyed by PISA (2012). As shown in the figure below, the quality of educational resources
122

 and its 

various components (laboratory equipment, textbooks, computers, Internet, educational software and 

                                                      
120

 Portal of primary education monitoring: http://www.anep.edu.uy/portalmonitor/servlet/portada 
121

 The difference between the index value in quintile 5 and quintile 1 goes from - 1.3 in 2003 to - 0.5 in 2013 (INEED, 2014, chapter 13). 
122

 The quality index of educational resources ("scmatedu") is derived from six items measuring school leader’s perception on the factors that 

could hinder teaching in the school. These factors are: scarcity or inadequacy of laboratory equipment, teaching materials, computers for 

instruction, internet connection, computer software for teaching, library materials. Higher values in indicators show better quality. 
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library material), no significant differences are perceived between public secondary and vocational 

schools. The same applies to the quality of the physical infrastructure
123

. However; two human resource 

indicators show a perception of major deficiencies in professional vocational schools. On the one hand, a 

greater shortage of teachers
124

 is perceived and secondly, a lower proportion of certified teachers (Figure 

3.6). 

 

240. The data from PISA (2012) also identifies how some of the resource indicators are distributed 

according to type of school and socioeconomic context 
125

 for secondary education. As shown in Figure 

A.3.4 from Annex I, the quality of educational resources and physical infrastructure is not perceived to be 

significantly different according to the socio-economic context of public general secondary schools. For 

the ratio of computers per student, a difference was observed in favour of the most unfavourable contexts 

in the expansion of Ceibal plan. As for teaching resources, no differences between the extreme contexts 

are observed; neither can it be seen in terms of teacher shortages, or in relation to the proportion of 

certified teachers. Within professional vocational schools, the indicator on the ratio of computers per 

student has the same behaviour than that in public general secondary schools, but the proportion of 

certified teachers is significantly higher in favourable contexts. The remaining indicators show no 

significant differences between the extreme contexts. 

 

241. Moreover, for general secondary education differences in the allocation of teaching resources can 

be identified per student according to some regions. The allocation of direct and indirect teachers per 

student is favourable to small localities (class size is larger in high schools of Montevideo and the 

departmental capitals outside Montevideo. In the same way, so does the ratio of students per indirect 

teachers; see section 5.3). However, the allocation of support programs (such as Tutorials or Education 

Commitment), tend to concentrate in larger localities (chart A.3.2 Annex I). 

 

242. In short, large differences are not perceived between public general secondary and professional 

vocational schools in the allocation of educational resources and infrastructure. Moreover, greater 

differences can be found in teaching resources, (higher qualifications and less shortage of teachers in 

public general secondary schools). There doesn´t seem to be a compensatory allocation of these resources 

in terms of the context, according to the perceptions of school leaders. As for differences by region, an 

increased allocation of teachers is found in public general secondary schools per student in small 

localities, but with a lower allocation of support programs in those same locations. 

 

  

                                                      
123

 The quality indicator of physical infrastructure ("scmatbui") is derived from three items measuring school principals´ perceptions on the 

factors that could hinder teaching in the school. These factors are: scarcity or inadequacy of land and school buildings, heating and lighting, 
instructional space (e.g., classrooms). All the elements were inverted to scale; the highest values of this index indicate better quality of physical 

infrastructure. Higher values of the indicator show better quality. 
124

 The teacher shortage index ("tcshort") is derived from four items measuring school leader’s perceptions on the factors that could hinder the 

teaching in the school. These factors are scarcity of: certified science teachers, mathematics teachers, language teachers; and certified teachers on 

other subjects. Greater indicator values show an increased scarcity according to school leader.  
125

 The explanation of the construction of the variable that identifies the type of school and environment, and comparable categories, can be 

found Chapter 7 in INEED (2014). 
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Figure 3.6 Means and mean differences for selected resources at public high schools and 

professional vocational schools, 2012 

Type of 

school 

The school lacks: Indicators 

Lab. 

Equipment 

Teaching 

material 
PC Internet Software 

Library 

material 

Quality of 

educational 

resources 

(2) 

PC 

ratio 

per 

student 

Quality of 

infrastructure 

(3) 

Teacher 

shortage 

(4) 

Amount 

of 

certified 

teachers 

Public 

secondary 

school 

(general) 

1.9 1.9 2.0 2.0 2.5 2.0 -0.1 0.3 -0.5 0.2 0.6 

(0.1) (0.1) (0.1) (0.1) (0.1) (0.1) (0.1) (0.0) (0.1) (0.1) (0.0) 

Professional 

Vocational 

schools 

1.7 2.3 1.8 2.3 2.2 2.1 -0.1 0.4 -0.6 0.6 0.5 

(0.2) (0.2) (0.2) (0.2) (0.3) (0.2) (0.2) (0.1) (0.2) (0.2) (0.0) 

Difference 

professional 

vocational 

schools-

public 

secondary 

school 

(general) 

-0.2 0.3 -0.3 0.3 -0.4 0.1 0.0 0.1 -0.1 0.44* -0.13* 

Standard errors in parentheses. 

(2) The quality index of educational resources ("scmatedu") is derived from six items measuring school leader’s 

perception on the factors that could hinder teaching in the school. These factors are: scarcity or inadequacy of 

laboratory equipment, teaching materials, computers for instruction, internet connection, computer software for 

teaching, library materials. Higher values in indicators show better quality. 

(3) The quality indicator of physical infrastructure ("scmatbui") is derived from three items measuring school 

principals´ perceptions on the factors that could hinder teaching in the school. These factors are: scarcity or 

inadequacy of land and school buildings, heating and lighting, instructional space (e.g., classrooms). All the 

elements were inverted to scale; the highest values of this index indicate better quality of physical infrastructure. 

Higher values of the indicator show better quality 

(4) The teacher shortage index ("tcshort") is derived from four items measuring school leader’s perceptions on the 

factors that could hinder the teaching in the school. These factors are scarcity of: certified science teachers, 

mathematics teachers, language teachers; and certified teachers on other subjects. Greater indicator values show an 

increased scarcity according to school leader 

* Significant difference at 95% confidence. 

Source: Compiled data from OECD PISA (2012). 

 

Financial crisis 
 

243. The 2008 international financial crisis had a very mild effect in the case of Uruguay
126

; therefore it 

did not result in a reduction of the budget or fiscal tightening unlike other countries. In the aftermath of 

the crisis there was even increased spending on education. 

 

3.2 Sources of revenue 
 

244. Figure 3.7 presents the distribution of resources in education corresponding to the year 2013 

according to the nature of the public or private agent in funding and provision. 76% of the total resources 

allocated to education are funded by the public sector, and the remainder is privately funded from 

                                                      
126

 Economic activity decreased only in the first quarter of 2009 (2.1%).  The economy resumed growth in the following quarters. 
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households, non-profit institutions and companies. The vast majority of public resources are implemented 

by public bodies (68% of the total, quadrant I), while 8% of the total correspond to public funds executed 

by the private sector (quadrant II). Within public financing there are resources directly allocated to the 

educational sector (quadrants I.a and II.a), and tax waiver corresponding to taxes or contributions, where 

the State does not collect taxes on behalf of the education sector
127

,³¹ whether by public (quadrants I.b), or 

private provision (quadrant II.b). Public direct expenditure executed by private institutions amounts to 

about 2% of total spending, and basically corresponds to transfers to CAIF. 

 

Figure 3.7 Total expenditure in education by type of financing and provision. In percentage, 2013 

 
(1) Only donations executed by Law Nº 18,834 are considered. 

(2) Household payments to private institutions consider expenditures in tuition fees in preschool primary, secondary 

and tertiary education institutions, and extra-curricular education. 

Source: Compiled data from MEF, INE, ANEP, MEC, DGI and Social Insurance Bank   

 

245. Moreover, almost all private funding is channelled through private institutions. An exception is the 

minimal funds expressed in quadrant III, corresponding to corporate donations intended for public 

educational institutions (0.01% of total expenditure on education). Private expenditure executed by the 

private sector accounts for almost 24% of total expenditure in education, and within the majority refers to 

expenditure by households. Donations from private companies to private institutions under the Act No. 

18,834 represent 0.03% of total spending (quadrant IV.a).
128

 It should be clarified that there are other 

donations from the business sector which is generally in terms of goods (equipment, PCs, etc.). They have 

not been accounted for here; this occurs mainly in vocational education, where the relation with the 

business sector is closer. 

 

246. It should be clarified that the main source of financing public expenditure comes from the national 

budget, allocated centrally. There is also some funding from provincial governments, associated with land 

                                                      
127

 Correspond to the tax waiver associated with Value Added Tax (VAT) and IRAE exemptions to the private education sector, and IRAE 

exemption for donations from private companies destined to education and health. It also includes estimates of the exemptions from employer 

contributions to social security in favour of private education institutions developed by the Social Security Bank. Note that estimation by the DGI 
assumes that the cost structure of firms would remain unchanged if there were no tax waivers, that is, the government would collect these 

amounts in the absence of such measures. 
128

 Corresponds to corporate donations under Law No. 18,834. 

public private

(I.a) Financing, 

public provision

67.7%

 (II.a) CAIF

1.96% 

 (I.b) Tax waiver, 

public provision

 0.05%

 (II.b) Tax waiver, 

private provision

 6.39%

(IV.a) Company 

donations to private 

institutions  (1)

0.03%

(IV.b) Household 

payments to private 

institutions  (2 )

23,82% 

67.80% 32.20% 100%

Provision
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public 76.14%
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(III)  Company 

donations to public 

institutions (1)

0.01%

´23.86%
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transfer or infrastructure for schools, specific support to projects, among others. This information is not 

available, although it presumably represents a very small fraction of the total resources allocated to the 

sector. 

 

247. Another source of financing the public education sector not accounted for in these quadrants, are 

the contributions of families through development commissions (Primary school or professional 

vocational school), parents associations (in secondary school, the APAL). No precise information on the 

amount of the contributions was available. These are optional; families do not have to pay tuition to send 

a student to a public school. According to respondents the amount of family contributions varies 

depending on the cycle, the type of facility, its geographical location, among others. The meetings are the 

responsibility of the management team of the school, so that family involvement is largely determined by 

the degree of management team engagement. In primary school contributions from households are more 

relevant, and decrease as the educational cycle progresses. In secondary school, contributions by families 

are quite less, with exceptions as in the case of some agrarian technical boarding schools. 

 

248. Finally, public schools can also be financed through product sales (production generated through 

the teaching process, especially relevant in technical and agrarian schools). These funds are recorded 

within the quadrant I.a. 

 

3.3 Planning of resource use 
 

Recent trends in the demand for different services within the education system 
 

249. In the last decade there have been significant changes in enrolment at almost all levels of education. 

The following summarizes the main changes in pre-tertiary levels. 

 

250. The net enrolment ratio in primary education has increased, in a context where the population of 

age for this level decreased. Enrolment in public primary schools of ANEP declined slightly, while the 

number of students enrolled in private education and CAIF centres increased (Figure A.3.1). Note that in 

the 3 years of age a coverage gaps persists, and slightly in four years old, so it still faces a major 

challenge to meet demand. 

 

251. Enrolment in public primary education showed a significant decrease (down 16% between 2003 

and 2013, which resulted in about 52,000 less students). The factors supporting this decline are a) falling 

population ages to attend primary school (see Chapter 1), b) an increase in demand towards the private 

sector (private enrolment grew 25% over the same period)
129

; c) reduced repetition at this level, resulting 

in less years to invest in the student to finish school.  All these factors led to a substantial change in the 

composition of enrolment in public primary education per grade. As shown in the graph below, to date the 

distribution of students by grade is relatively even; which differs substantially from what was observed in 

2003. 

 

 

 

 

 

 

 

 

 

                                                      
129

 This meant that private primary education absorbed 11,000 more students in the last decade. 
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Chart 3.9 Public primary education enrolments by grade. Years 2003 and 2013 

 
Source: Compiled data from CEIP 

 

252. Although public primary education is facing a declining demand due to the factors mentioned 

above, it has a challenge in demand for full-time and extended time modalities. Increasing the teaching 

period for the majority of students is a goal that the current authorities have proposed, but is shared by the 

entire political spectrum
130

. The modalities for full-time and extended time cover approximately 15% of 

the students at this level, and generally face a higher demand than they can meet currently. 

 

253. Enrolment in lower secondary education fell during the period of economic recovery after the crisis 

(2004-2005), reversed this decline from 2006 and had a strong push from 2008, coinciding with the 

implementation of the Equity Plan and implementation of Basic professional training 2007 in CETP 

(Chart 3.10). The growth in the last period was particularly led by increased enrolment of CETP offers; 

and also by an increase in demand towards the private sector. In public lower secondary education (in the 

CES orbit) a significant increase was observed in 2008-2009, but then enrolment shows stagnation and 

subsequent decline from 2012, due to the demographic dividend in ages to attend this level (Figure 

A.3.2). 
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 The extension of the ETC was one of the points agreed in the inter-party agreement on education May 11, 2010 signed by all political parties 

represented in Parliament. 
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Chart 3.10 Enrolments in lower and upper secondary education. Years 2000 to 2013 

 
Source: Compiled data from CES 

 

254. Upper secondary education enrolment has shown more strongly countercyclical pattern than lower 

secondary (Chart 3.10). In this case, the recovery started in 2009 and was less pronounced than lower 

secondary. Within this cycle a strong increase in enrolments was registered in the modalities offered by 

the CETP. 

 

255. The increase in demand toward vocational education has been restricted due to lack of resources, 

infrastructure, equipment and / or teachers. According to respondents, teacher shortages remain to be a 

major problem. The lack of infrastructure has been covered by prefabricated buildings, rapid construction 

workshops or use of premises on loan from departmental governments. There is however, an 

infrastructure deficit for the medium-term that imposes a significant resource challenge in the near future, 

for the entire secondary education. 

 

256. In short, the trends of the last decade show a decrease in demand for preschool and primary 

education related to the decline in fertility rates and an increase in demand towards lower secondary 

(especially towards vocational schools), due to the fact that a set of incentives or support to remain in the 

education system was implemented (see section 2.7). This introduces a pressure to transfer resources from 

the level of primary school toward lower secondary. However, the recent trend has been to redirect only 

partially some resources, and allocate the "excess" of resources in preschool and primary education to 

improve student care (via increased instructional time, the introduction of English in several schools, 

programs vulnerable support schools, etc.). In fact, instructional time in Uruguayan public primary 

education is low by international standards, which introduces pressure to increase the resources at this 

level, despite the demographic decline (see section 5.2). 

 

257. In practice, there has been a transfer of resources from the CEIP (with declining demand), to the 

CETP (with increased demand), but without a plan (see section 4.1). Moreover, while there is pressure to 

increase resources toward secondary education, where the greatest challenges of coverage, transit and 

completion exists. It is not so clear what the mix of offers between the general and professional vocational 

option is, in order to expand education to achieve a universal cycle. Finally, as discussed in section 2.6, in 

upper secondary there is an extremely high proportion of over age students, thus putting pressure on total 
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enrolment. An increase in resources aimed at reducing over aged students, would release in turn, 

resources to be destined to the universalisation of coverage (see section 4.5). 

 

258. With a view to medium-term, as stated in Chapter 1, demographic trends for Uruguay show a fall in 

the rate of school age dependency, therefore releasing resources to increase coverage in the levels that 

record deficit (in preschool and lower secondary), and / or to increase investment per student, for the 

same level of total expenditure. 

 

259. It is noteworthy that demographic trends are available
131

and used by the DIEE of CODICEN as 

inputs for planning infrastructure works, together with the Infrastructure Sector Directorate of CODICEN. 

 

Responsibilities for resource use 

 
260. The planning and resource allocation is performed centrally, on two levels. First, the CODICEN 

determines strategies to develop in each five year budget. These guidelines are presented to the Education 

Councils (CEIP, CES, CETP, and CFE) and based on this; each subsystem provides its objectives, 

guidelines for action and budgetary resources necessary for its compliance. This resource request is raised 

to CODICEN. The CODICEN must analyse the consistency, coherence of requested resources to 

objectives and defined guidelines, and finally the feasibility of resource availability to finance the 

proposed actions (Nollenberger, 2013). Based upon this, the CODICEN executes the distribution of 

resources to the Councils. This coordination between councils and the CODICEN is currently performed 

via council directors´ participation in CODICEN meetings.
132

 

 

261. The distribution of resources in each subsystem depends on the decisions of each Education 

Council. In turn, each council is organized into different division structures and departments responsible 

for the distribution and management of resources, often centrally. The figure below shows the division 

that is responsible for different aspects of resource use. 

 

Figure 3.8 Distribution of responsibilities for resource use 

Task Institution in charge 

Channelling resources to policy priorities CODICEN-  Sectorial Programming and Budget Directorate 

Distributing resources across the different 

levels of education administration 
CODICEN -  Sectorial Programming and Budget Directorate 

  CODICEN – Sectorial Economic-Financial Directorate 

Monitoring resource use across the system CEIP- Treasury Division  

  CES- Treasury Division  

  CETP- Finance and Accounting Program 

Managing the teaching workforce 

CODICEN- Sectorial Human Resources Directorate 

CEIP- Human Resources Division 

CES - Teaching Management and Support Directorate 

CETP- Human Resources Program 

Organising school leadership 
CEIP- Human Resources Division 

CES - Teaching Management and Support Directorate 

                                                      
131

 The INE regularly produces population projections by gender, age and region. 
132

 According to respondents, a greater coordination of work at directory level of each council was recently implemented (budget, IT, etc.). 
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CETP- Human Resources Program 

Maintaining the school system infrastructure 

CODICEN- Sectorial Infrastructure Directorate 

CEIP- Maintenance and Minor Construction Division and 

Departmental Inspectorate 

CES- Infrastructure Division 

CETP-  Architecture Division 

Setting up budgeting and accounting systems 

CODICEN-  Sectorial Programming and Budget Directorate 

CEIP- Treasury Division 

CES- Treasury Division 

CETP- Finance and Accounting Program 

Setting up relationships with contractors and 

vendors 

CODICEN- Sectorial Infrastructure Directorate 

CEIP- Maintenance and Minor Construction Division (teaching 

material) 

CEIP- Maintenance and Minor Construction Division (sanitary 

and minor repairs) 

Educational Centre (CEIP)* - School management (cleaning 

materials, spending and minor repairs, school trips) 

CES- Infrastructure Division (minor repairs) 

CETP - Architecture Division (minor repairs) 

Educational Centre (CETP and CES)- School management 

* Principals are obliged to have a sole proprietorship company in the name of the school to hire assistants (cleaning, 

cook). The school can also handle relations with food suppliers. 

Note: See ANEP organisation chart in Annex II 
Source: Compiled data 

 

262. Accountability in the use of resources is conducted annually by the Directorate Sector of Budget 

and Planning of CODICEN to parliament; although it is basically focused on the execution of budget 

guidelines assigned to the ANEP; and not in the relation of resource-results. The budgeting and 

accounting systems are within the faculties of each Council, and in fact vary between them.  

 

263. Regarding teacher management, it is also performed centrally, although in primary school 

departmental inspection has a strong influence on the distribution of teaching hours between schools and 

the allocation of targeted programs. The composition of the management team is set centrally, according 

to the enrolment and / or status of the institution (see Section 4.6-4.7). 

 

264. In terms of infrastructure, as mentioned previously the allocation of the infrastructure of large scale 

projects or new buildings depends on CODICEN, and specifically on the Sectorial Infrastructure 

Directorate (DSI). The CODICEN evaluates building needs depending on what each Education Councils 

proposes and then sets priorities.
133

 In recent years, the CODICEN is also responsible for the execution of 

"large" maintenance works. While the DSI sets the priorities based on the index of requirements and 

criticality of the construction, prepared by them, several respondents suggested that the criteria that 

establish the order of priority (see section 4.5) are unknown. 

 

265. Each council has in turn the availability for small repairs and maintenance, and for works of small 

and medium size. Within each subsystem, inspectors with the departments of architecture of the councils 

                                                      
133

 In turn, each Education Council evaluates the priorities set by the building committees of each department when the proposal is presented to 

the CODICEN. 
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determine the priorities according to school requests. In secondary education, the facility maintenance 

system is highly centralized, and any repairs must be presented to the area of architecture of the Council, 

setting priorities on a monthly basis.
134

 In the case of the preschool and primary education, the decisions 

are more decentralized, since the infrastructure items are allocated by department. Furthermore, 

departmental inspection is who evaluates requests from schools and establishes priorities. 

 

266. The purchase of educational materials and equipment and their allocation to schools is also 

performed centrally from each Education Council. 

 

Planning and assessing effectiveness and efficiency 
 

267. In regard to decision making in CODICEN and Education Councils very scarce information is 

provided. In general, research findings available for planning are not used, and there are no instruments 

specifically designed to assess the effectiveness and efficiency of resources. There are no management 

tools for linking resources to programs or results; neither do we have available information on resources 

allocated to each school. Ultimately, the authorities lack integrated information enabling them to ascertain 

in a timely and systematic way lower school level issues, such as the incidence of teacher or student 

absenteeism; the type of teaching and non-teaching staff; programs implemented, among others. 

 

268. However, there has been some progress in this regard, being in motion the process of implementing 

an information system that can simultaneously link budget data with data from the proctor´s office, so as 

to relate resources with programs, schools and students.
135

 

 

269. Finally, schools manage very limited resources, so it is not customary to formally share information 

on this matter. No benchmarking method has been implemented to help incorporate best practices in the 

use of resources. At all levels of education there are areas of principals meetings within the region. 

However, the usefulness of the meetings refers to sharing learning experiences or participation in joint 

workshops and information sessions (see section 5.5). 

 

 

3.4 Implementation of policies to improve the effectiveness of resource use 
 

270. According to Law No. 18,437, article 53, it is the ANEP who is committed to develop, implement 

and elaborate education policy at all compulsory levels incumbent upon it. However, in the process of 

developing and implementing these policies there are other actors involved. The "Coordinating 

Committee of the National System of Public Education"
136

, which works in the field of the MEC, 

coordinating and providing recommendations on educational policies, in addition to convene the National 

Congress of Education. It has extensive integration, including citizens in an area of discussion with an 

advisory and consultative character in matters relating to education policy. It must be convened in the first 

year of each government term.
137

 Another government agency with advisory and consultative faculties is 

the COMINE, comprising ANEP authorities, public university authorities, representatives of private 

education, workers, students, businessmen and NGO
138

, which constitute an area of discussion and 

                                                      
134

 For example, if a glass is broken it is necessary to request three quotes, opt for the best, and can only then change the glass or call and have it 

replaced in emergency. Everything is executed from the central level, although management of the broken glass is made from the school. 
135

 The project is led by the Director of Budget and Planning of ANEP. It is estimated that by the end of 2015 the process will have the objective 

information. 
136

 Integrated by the Minister of Education and Culture; the Director of Education and Culture; the Rector of the UDELAR; two members of the 

CDC;  the President of CODICEN; two members of the CODICEN; representatives of the new autonomous institutions that are created (Law No. 
18,437, art. 107). 
137

 Art. 44 and 45, Law No. 18,437 
138

 Composed by the directors of the Councils of the ANEP; the highest authority of the University  Institute of Education (when created); the 

President of the INAU; two representatives of  private preschool, secondary and vocational education, and a representative of  private 
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articulation of educational policies with other public policies. In the implementation stage of education 

policy the chairmen of the Education Councils have the leading role, in coordination with the CODICEN. 

 

271. Pilot experiences before implementing an educational policy is not a systematic practice, although 

there are some examples. One was the reform of the lower secondary cycle developed in the 1995- 2000 

government term (lower secondary education –general-, Plan 96), which started through pilot 

experiences, along with the implementation of monitoring between 1996 and 1998 (Mancebo, 2001). 

Anyway, although pilot experiments and evaluations were performed, they were not the ones who 

determined the continuation or modification of the proposal. For the 96 Plan, modification and expansion 

was strongly influenced by the differences and resistances by the ATD and teachers' unions (as in other 

cases as the Plan for Transformation of Upper Secondary Education- TEMS, 2003). For the 96 Plan these 

actors demanded participation in the process of policy design, questioned the concentration of decision-

making in the CODICEN, the speed of change was questioned, there was a clear difficulty visualizing 

and/or accepting the systems´ weakness in technical resources. There was also questioning of some of the 

content in the reform (Mancebo, 2001). 

 

272. Similarly program evaluation and monitoring is not installed or common for programs that support 

the formal system as discussed in section 2.7. The evaluation is a phase that is not included at the time of 

design. None of the programs have joint activity logs, monitoring and evaluation; and in no case 

evaluation, was proposed along with the program design. Some programs have monitoring mechanisms 

that were included in the design (e.g. PMC, PAC, Educational Commitment and Tutorials)
139

. It remains 

unclear that, when available, assessments are used as inputs for decision-making.
140

 

 

3.5 Main challenges 
 

273. Uruguay has markedly increased public spending on education in the last decade, resulting in an 

improved level of resources at all educational levels. While Uruguay has managed to meet and exceed the 

goal of assigning 4.5% of GDP to public education (goal set in 2005), the country’s total public spending 

on education still lags behind the OECD average and the Latin American region average as a percentage 

of GDP. Demands to continue increasing public spending in education continued and the new government 

recently set a goal of 6% of GDP for public spending on education. 

 

274. There are currently many pressures on public spending on education in Uruguay. First, Uruguay 

still faces considerable deficits in coverage, particularly in secondary education and early childhood 

education. An expansion of coverage will result in additional requirements of teaching resources, 

infrastructure and materials. Taking into account that spending per student as a percentage of per capita 

GDP is still below the OECD average and even below the level of some Latin American countries it does 

not seem desirable that the necessary resources to expand coverage come from declining current levels of 

resources per student. Secondly, although there has been some progress, Uruguay also lags behind other 

countries considering additional resource indicators (teaching hours, especially in primary school; and 

teachers’ relative wages, see Chapter 5).  

 

275. Beyond the pressures to increase public spending on education, there are huge challenges in terms 

of allocation of resources and efficiency. As noted earlier, recent and projected trends indicate a decline in 

                                                                                                                                                                           
universities; a representative of workers; a representative of workers in the education sector, two student representatives; a representative of 
employers; a representative of  NGO related to education (Law No. 18,437, art. 42). Arts. 44 and 45, Law No. 18,437. 
139

 The Tutorials Project is the only one with a monitoring system and an evaluation performed between 2008 and 2013. Educational 

Commitment and grants for access to continuity in education had evaluations requested by those in charge in that period, and PMC, PAC, and 

Tutorials include monitoring devices only. Moreover PMC, School Nutrition, Summer School Program, Free bus ticket and Uruguay Studies 
presented activity reports or more basic records. 
140

 Of the programs outlined in section 2.7, five evaluations focused on the implementation, and 3 on results. Of these, only one concerns a non-

experimental impact evaluation (Commitment Education). Available information does not allow cost effectiveness assessment.  
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demand for pre-school and primary education and an increase in demand for secondary education 

(although moderated by the demographic dividend). This introduces pressure to reallocate resources 

between the different subsystems. As noted, this reallocation is difficult to perform in a planned manner, 

due to the inertia of the distribution of resources between the Councils and the absence of a strategic 

global planning. 

 

276. Moreover, decisions about resource use in virtually every aspect are overly centralised in Councils, 

which significantly limits the actions of some institutions created for a purpose of "decentralisation", such 

as the CDEs. To the extent that the responsibility for resource management and the execution of funds is 

not effectively decentralised, regional structures do not have effective tools to operate effectively and 

efficiently. 

 

277. Finally, presumably there is considerable scope for increasing efficiency of resource use. A 

relevant example is the huge amount of resources for overage students, due to high repetition in 

secondary education. However, no cost-benefit evaluation of the mechanisms implemented to reduce 

repetition in the system have been performed (such as tutoring programs), nor there has been a cost-

outcome evaluation of the repetition itself. Similar considerations can be made for a wide variety of 

programs and plans implemented in the education system. 
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4. Resource distribution 
 

4.1 Distribution of resources between levels of the educational administration 

 
278. The distribution of resources managed by the ANEP is done entirely at central level, from the 

CODICEN or Education Councils; there are no transfers of resources for regional management. 

According to interviews, a decentralization mechanism is planned for the future in the case of 

professional vocational education only, where part of the resources is to be transferred to the regional 

campus. However, although the campuses have some relevant powers (see Chapter 2); they still lack 

autonomy in terms of resource management.  

 

279. The budget allocation within the ANEP is carried out according to criteria established by the 

CODICEN, and discussed with the Education Councils. In the last budget allocation, distribution was 

89.6% for the Councils, and 10.4% for CODICEN. 

 

280. The education budget is allocated through three types of items: wages, operating expenses and 

investments. The first two are run mostly by the Education Councils; while investments are mainly 

executed through the CODICEN (88%), although 12% is also executed through the Education Councils. 

The items that are transferred from the MEF to the ANEP are “fixed” into the three major categories. 

Nonetheless, the ANEP can transfer the resources under the category of "wages" to "expenses", and up to 

10% of "investments" to "expenses". Much of the investment implementation is channelled through the 

National Development Corporation (CND); through a mechanism by which the CODICEN transfers the 

funds to the CND, who is responsible for carrying out infrastructure works, agreed with the ANEP. This 

adds certain flexibility in the execution of investments, which in turn allows for transferring non- 

executed items under "wages" and "expenses" toward "investments". 

 

281. The budget allocation from the CODICEN to the Councils has a strong inertial component. This 

means that the CODICEN has difficulty in altering the historical share of the resources allocated to each 

subsystem agency. In general, the resources are allocated to each Council according to historical 

distribution, which creates difficulties in meeting some objectives and, in particular, to redirect resources 

toward new priorities. In practice, there is a reallocation of resources between Councils by "default". That 

is to say, Council resources with a "surplus" are transferred via CODICEN to those with "deficit". An 

example of this was the transfer of part of the resources of CEIP to the CETP in recent years, linked to the 

decline in enrolment in primary and higher enrolment in lower secondary vocational schools (see section 

3.3). Nonetheless, this reallocation is “ex-post” to the original allocation of the year, making it difficult 

for the CODICEN to establish “ex ante” a different historical prioritization. In addition, credit 

redistribution that is performed for a year is not usually taken as a permanent reassignment of funds. 

 

282. Within each subsystem, the Council decides the distribution of resources to schools. As noted 

earlier, the school principals´ have little or no power to assign / manage funds, both in relation to the 

recruitment of teachers and other staff, as the implementation and development of specific school 

programs, among others. The CODICEN also has the authority to allocate budget directly into some 

schools through targeted programs. 

 

283. As for monetary resources allocated outside the ANEP distribution mechanism, it is worth 

mentioning MIDES, which has resources for socio-educational tasks channelled through specific 

programs, which generally focus on vulnerable populations (see section 2.7). 
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4.2 Distribution of financial resources across resource types 

 
284. The performance data of ANEP are disaggregated into the three major categories (wages, operating 

expenses and investments) presented below. The information comes mainly from the ANEP budget 

balance sheets. 

 

285. From their distribution viewpoint, the enormous weight of salaries stands out. It represented around 

81% of total expenditure in 2013. The next largest category is operating costs (10%) that comprise 

materials, supplies and other expenses. Finally, spending on capital investment (infrastructure and 

educational equipment), accounts for a lesser part of the total expenditure, about 9% of the resources. In 

the last decade these percentages have changed slightly, with an increase in the share of wages at the 

expense of operating costs. 

 

286. The following chart shows the actual development of these items between 2004 and 2013
141

. 

Salaries constituted the largest expansion component, and increased 9.3% in real annual cumulative rate. 

Operating expenses increased more moderately, while investments in infrastructure and educational 

equipment increased significantly, reaching an annual cumulative rate growth of 6.5%. 

 

Chart 4.1 Index of real expenditure executed by ANEP according to items. Years 2004 to 2013 

 
(1) Deflated by CPI and ICC, base year 2004. 

Source: Compiled data from INE and MEF 

 

287. The expansion of the mass of real wages was mainly due to teachers and non-teacher wages growth 

(5.4% annual average). Notwithstanding, an expansion of services (3.7% annual average) was also 

verified, either to meet demands of a higher number of students, to increase the amount of services to all 

or some students, or to reduce the pupil-teacher ratio (see chart below). 

 

 

 

 

 

 

                                                      
141

 For the analysis of the actual development from category to category, salary components and functions are deflated by the CPI, and 

investment by the Construction Cost Index (ICC). 
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Chart 4.2 Index of real total salary cost, real salary and number of ANEP hours (1). Years 2004 to 

2013 

 
(1) Real salaries deflated by CPI, number of educational services or hours as salaries deflated by IMS  

ANEP and real salary of ANEP as IMS ANEP/CPI 

Source: Compiled data from INE and MEF 

 

4.3 Distribution of resources between levels and sectors of the school system 

 
288. The distribution of resources between different levels and sectors of the education system can be 

found in Chapter 3.1. 

 

4.4 Distribution of resources across individual schools 

 
289. Within the ANEP, the criteria for allocating resources between schools is basically determined by 

the estimated enrolment in preschool and primary education, and also by the modality of the school 

(common, full time, “Aprender”, etc.). According to the enrolment in each school the number of groups is 

established, and based on this, teachers are designated. The number of hours each teacher is given 

depends on the type of school (in common schools each teacher has 20 hours, and in ETC, 40 hours). The 

schools are also assigned hours of other teachers, such as support teachers or Ceibal plan teachers (see 

next section). Other staff hours are also assigned such as psychologists or social workers. The designation 

of such personnel is strongly linked to the analysis of departmental inspections, and it also includes the 

allocation of targeted educational programs. To the extent that the type of school and installation of 

support programs has generally followed a criterion related to the socio-economic context where the 

schools are located, the distribution of resources in preschool and primary education has a bias in favour 

of schools in the worst situation (see sections 2.7 and 3.1). 

 

290. In lower secondary education no assignment of teachers and other pedagogical issues are 

differentiated by socio-economic context; although some specific programs (e.g. tutorials, or educational 

commitment), are directed to schools with greater difficulties in performance. Though, there is no single 

criterion for granting additional funding through targeted programs, in general, they have had goals of 

improving achievements in more vulnerable population contexts. However, the resources from programs 

represent a reduced percentage of the total resources; the predominant criterion for allocating resources to 

schools is enrolment. 
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291. Specifically, in secondary education enrolment determines the number of groups in each 

educational cycle and orientation, which in turn determines the direct teaching hours that the school 

requires for different subjects. The designation of indirect teachers (proctor, Pedagogical Counsellor 

Teacher –POP-, Bibliographic Counsellor Teacher –POB-), is determined by a desirable ratio of teacher 

per group (a proctor for every three or four groups, a POP and a POB for every five groups 

approximately. In rural schools the allocation is lower; see section 5.3). 

  

292. In the case of the CETP, besides enrolment the diversity of courses and the amount and type of 

workshops offered for students are taken into account in determining the groups. 

 

293. In addition to assigning quotas to teaching hours and support programs, Education Councils 

centrally distribute material and equipment to schools. Within the CEIP, the allocation of material is held 

annually based on historical parameters weighted by number of students and school type. In principle, the 

schools belonging to the most unfavourable contexts (EAP mainly), are assigned more material. The 

criterion as to what materials should be purchased is decided by a commission with the participation of 

technical inspection and school leaders. The procedures are similar at CES and CETP. 

 

294. Finally, Education Councils distribute monetary transfers directly to schools to be managed by 

them. As already mentioned, these transfers are very small amounts, and are "ear-marked", for some 

operating expenses. Funds are occasionally assigned for minor investments which are also set. The 

expenditure implemented with these resources must be rendered to the councils by the school leader. 

 

295. The amount of these transfers varies according to the type of school, enrolment and/or socio-

economic context, and the particular characteristics of each subsystem. In the case of preschool and 

primary education it depends on the type of school according to the following figure: 

 

 Figure 4.1 Ear-marked monetary transfers in Preschool and Primary education 

Type of school Expenditure Frequency Type of expense 

ETC 

Feeding Monthly/Bimonthly Supplies for breakfast, lunch, snack 

Fuel/Gas Monthly/ Bimonthly Fuel/Gas 

Cleaning Monthly/ Bimonthly Cleaning supplies 

Auxiliaries Bimonthly Personal services 

EPR 
Cleaning & glass of milk Monthly Cleaning materials/supplies for glass of milk* 

Consumables Monthly Teaching material 

EAP 

School cafeteria & glass of milk Monthly Supplies for lunch and glass of milk 

Cleaning Bimonthly Cleaning supplies 

Minor repairs Bimonthly Supplies for repairs 

Auxiliaries Monthly  Personal services 

EUC Cleaning Bimonthly Cleaning supplies 

 * In the framework of the PAE. For more information see Section 2.7 

Source: Compiled data 
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296. In secondary education (general), the CES assigns schools a monthly "petty cash"
142

, which varies 

according to the category of the school
143

, to buy cleaning supplies and consumables. These funds are 

very low amounts and barely cover the minimum requirements for cleaning or minor repairs, leaving no 

margin for educational materials and even less for equipment. 

 

297. Finally, in professional vocational education, the amount of transfers is generally quite higher than 

what is allocated in secondary schools (general) and varies depending on the category of the school.
144

 It 

is distributed according to the following figure: 

  

Figure 4.2 Ear-marked monetary transfers in Professional Vocational Education 

Type of school Expense Frequency Type of expense 

Technical  
Petty cash

145
 At least 9 per year Cleaning supplies 

Consumables n/d Teaching material 

Agrarian 

Petty cash At least 7per year Minor repairs 

Boarding maintenance* Monthly Feeding 

Cleaning Annual Cleaning supplies 

Consumables Annual Teaching material to be used during the year 

Investment Annual Computer/DVD 

Trips Monthly School trips 

*Only in the case of boarding schools  

Source: Compiled data 

 

298. The allocation is made from the CETP, but it is intended to decentralise this management toward 

regional campus. As in the case of the CES and the CEIP, these funds are insufficient for expenditure on 

equipment. 

 

299. Finally, in the allocation of resources to the schools only in primary education is taken into account 

the attention to students with special needs. The allocation of resources to special primary schools is 

conducted in terms of the disability they cater to, since each one requires specific human and material 

resources (see section 2.7). 

 

Publicly-subsidised privately-managed schools 
 

300. The main educational proposal privately managed- publicly financed are the CAIF centres, focused 

on early childhood education and preschool. They are managed by NGO, which must have an enabled 

legal entity and have a facility according to Law No. 16,802 referring to Child Care of the MEC. To 

manage a CAIF, by means of a tender the NGO must present a proposal that is evaluated by a committee 

composed by the CAIF Plan representatives and the INAU directory. In the selection of the NGO, what is 

taken into consideration is: the accessibility to the venue of the local population, history of community 

                                                      
142

 For example, a secondary school of 800 students (3rd. category), is assigned 2,300 Uruguayan pesos per month (about U$D 107) on account 

of petty cash. A secondary school of 1,508 students (1st. category), is assigned $U 6,000 per month (about U$D 280). 
143

 Schools of secondary education are grouped into 4 categories according to enrolment as follows: 1st. category  of 1,501 or more students; 

2nd.category between 901 and 1,500 students; 3rd. category between 401 and 900 students; 4th category  400 or less students (Memo No. 2.353 / 98 

/ NV) 
144

 Technical and agrarian schools are grouped into categories according to the level of enrolment and courses; thus, identifying 4th, 3rd, 2nd and 

1st category. Colleges and vocational institutes are located in separate categories of a higher level than the previous ones mentioned. 
145

 For example, an upper vocational school receives an annual petty cash of $U 16,000 per month. (U$D740 approximately) 
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outreach work, work experience in socio-educational programs that include family and children under 

four years of age, history of agreements with INAU or other public bodies for the implementation of 

socio-educational programs, and experience in organization and management of human resources in 

similar activities. 

 

301. As mentioned in chapter 2, the CAIF includes preschool modalities (2 to 3 years of age), timely 

stimulation (0 to 1 year), and working with families in schools, at home and the community. The schools 

differ according to the modalities offered the amount of children served, and therefore in the requisite 

number of human and material resources, resulting in different types of agreements. 

 

302. The public sector finances 5.1 adjustable units (UR), the equivalent to 3,487 pesos (U$D 162), 

payable monthly per child. This is about 80% of the average expenditure per student in preschool by 

ANEP
146

. As for the distribution of these funds, an approximate ratio of 70% for salary expenses and 30% 

is set to cover miscellaneous expenses. Payments are performed by the INAU treasury. The CAIF Plan 

suggests the distribution of children and families served between modalities and the amount of 

groups/workshops to be created, but enables flexibility for ONG in this regard. The ONG should ensure a 

minimum number of weekly working hours by educators, according to the number of children and 

modalities through which the agreement between the ONG with INAU
147

 is made. It is a condition that 

the existence of hours of direct care and support hours are respected. 

 

303. Meanwhile, since 2013 a voucher system was also implemented targeted to families within the 

"Plan 7 zones", to send their children to private nurseries within areas of the Plan (see Chapter 2), now 

extended by CISEPI project. The amount of the monthly voucher corresponds to the nursery fee, with a 

cap according to the service hours and a maximum of 8,246 pesos for 8 hours. Transportation, annual 

starting materials, uniforms and trips, and enrolment fee is also covered.
148 

 
4.5 Distribution of school facilities and materials 
 

The school network 

 
304. There are no formally established principles guiding the size (number of students) or the 

geographical distribution of the school network, although there are some guidelines for the infrastructure 

organisation, especially new constructions. 

 

305. Urban primary schools have average sizes of 312 students. In contrast, rural schools are very small, 

covering 18 students on average. Note that rural schools are scattered throughout the countryside in areas 

of very low population density. By 2012, there were more rural than urban schools (1,131 rural schools 

with a total of 20,788 students vs. 934 urban schools with 291,820 students). Urban schools that do not 

work full time or extended time use the building infrastructure in two shifts (a set of groups attending four 

hours in the morning and another set groups attend the same number of hours in the afternoon). 

 

306. The ETC are on average smaller than other schools (217 students, see Figure A.4.2 Annex I). This 

was due to a specific policy to reduce the size of the new schools, under the assumption that it facilitates 

working conditions, management and adequate children learning development. Under this premise, a lot 

                                                      
146

 The transfer of resources is done by a percentage of children in daily care CAIF which varies according to the type of agreement made 

between the ONG and INAU. The percentage varies between 72% and 100% of children in daily attendance. 
147

 For example, for an agreement that establishes the attention of 39 children in preschool, and 45 for weekly care timely stimulation, a 

minimum of 110 hours work per week by a group of educators is set. 
148

 The maximum for vouchers of CISEPI project are as follows: $U 5,306 x 4 hours; $U 6,776 x 6hours; $U 8,246 x 8hours, $U 7,284 extra 

annual fee (materials, uniforms, trips); and $U 3,537 x registration fee. 
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of ETCs were built to accommodate an average of 200 students (8 classrooms for grades 1-6 in primary, 

and 4 and 5 of preschool; a rate of 25 students per class). 

 

307. In lower secondary education, the size of schools also varies by geographic location. In Secondary, 

the schools generally operate in two shifts (with morning and afternoon groups), where in some a night 

shift is added, primarily aimed at over age students. Those in Montevideo and the departmental capitals 

are larger than those in other areas of the country. The average size of schools located in departmental 

capitals is 1,052 students; against an average of 537 students at other sites (Figure A.4.1 Annex I). In 

vocational and professional education the schools have an average size of 539 students; and those located 

in Montevideo are much larger than those in the rest of the country (817 and 459 students on average 

respectively). 

 

308. In short, lower secondary schools are much less in quantity than primary schools, and concentrate a 

greater number of students, even in locations that are not departmental capitals. Secondary schools have 

at least 45-50 students (as in the case of some small localities in other parts of the country), while there 

are some rural primary schools with just one student. 

 

309. Indeed, rural schools remain open if there is at least one student attending, proving that there has 

not been a systematic school "closure" policy, even in these extreme situations. While other alternatives 

have been discussed for children of some of these very low density areas (such as providing transportation 

to nearby urban areas), this has not been formally implemented, among other factors because there is 

resistance to it.
149

¹° 

 

310. In urban schools demographic decline has resulted in a decrease of class size. Without reaching the 

ends of the ratios of rural schools, they have achieved much lower levels in reference to “desired” size (25 

students per group). Against this, the CEIP has chosen to merge groups in public schools in two shifts to 

transform them into schools full time or extended time, with minimal or zero additional infrastructure 

requirements. In short, the demographic decline has been used as an opportunity to expand instruction 

time to a part of the children attending public primary school. 

 

311. In secondary education there is no policy of school "closure" since, on the contrary, this level still 

faces coverage deficits. At this level there may be groups or course closures, especially in vocational 

education. In this case, whether a course remains effective or not is based on enrolment and dropout rates 

in the last three years or so. If the course is shut down, the resources are generally reallocated, creating a 

new proposal and offering new teaching hours in the same school. 

 

312. The evolution of the amount of primary and secondary schools can be seen in the figure below. 

Variations in primary schools totals are mainly associated with the merger of two public schools (working 

in the same building), to transform them into full-time schools or extended schools and mainly the 

creation of ETC. 

 

 

 

 

 

 

 

                                                      
149

 For example, many teachers say it is still necessary to undertake a further study of the topic; and that an eventual closure of rural schools 

threatens universal primary education, even with alternative transportation. Even in primary the formal criterion is that children should not be 

more than ten blocks away in order to attend school. 
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Figure 4.3 Public Primary and Secondary Schools 

  2005 2006 2007 2008 2009 2010 2011 2012 2013 

Total Professional Vocational 124 129 131 136 134 117 118 121 126 

Total Secondary (general) 264 268 268 275 278 282 282 289 295 

Total Primary 2,175 2,173 2,171 2,171 2,178 2,176 2,169 2,175 2,158 

EUC              384 366 329 

EPR             117 127 129 

ETC              157 170 188 

ETE                  29 

EAP              271 271 265 

Rural              1,131 1,131 n/d 

Other establishments primary             109 110 107 

 (1) Includes common, special, music schools and centres. 

Source: Compiled data from the observatory of ANEP and CEIP 

 

School facilities and materials 
 

313. In recent years, real resources for investment in education infrastructure have had a boost over the 

previous decade. In particular, it has strongly focused on investments in building maintenance, which was 

very low. Actual resources for maintenance investment nearly tripled in 2011 and 2012 with respect to the 

amount invested for this item between 2004 and 2010. Despite the reallocation of resources to 

maintenance, resources for building new educational spaces doubled in 2011-2012 compared to the 

average invested in 2004-2010 (see MEF, 2012). 

 

314. As mentioned earlier, the DSI, under the CODICEN, deals with large scale projects throughout the 

educational system of the ANEP (new buildings and major maintenance)
150

, while each of the architecture 

divisions of the Education Councils is responsible for smaller scale maintenance. The allocation of 

maintenance works is performed from a requirement and construction criticality index prepared by the 

DSI, from a survey of the conditions of school buildings throughout the system. Meanwhile, for defining 

the allocation of new educational spaces geo-referenced studies are carried out which combine 

information regarding offer, enrolment and regional population projections. From this onwards, the DSI 

prepares a list of works which is then compared with the requests presented by the councils to determine 

the final priorities of works for each provincial department. 

 

315. Besides infrastructure investment that is made from the DSI, there are two specific programs that 

allocate funds to investment in education: a) Support Program for Public Primary Education (PAEPU), 

which allocates funds specifically for infrastructure and equipment for ETC; b) Support Program for 

Secondary and Training in Education (PAEMFE), which allocates funds for infrastructure and equipment 

at secondary and teacher training level. The PAEPU is funded by the World Bank and has been 

responsible for almost all the investment of ETC from the mid-nineties to the present
151

. Since the mid-

nineties the PAEMFE has been funded by the Inter-American Development Bank (IADB). At the 

beginning it supported the creation of infrastructure for colleges and vocational schools in lower 

secondary (in the context of the lower secondary education –general- plan ´96 reform), and the 
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 In every department of the country there is a Building Commission which is represented by all the subsystems with a consulting architect. 

They are not efficient because they do not have powers for resource allocation. Finally, everything is centralized in the DSI 
151

 The program was previously named MECAEP (Improving the Quality of Primary Education) 
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construction of the Regional Centres for Teachers (CERP); but currently allocates funds to all secondary 

schools and IFD. 

 

316. With respect to the allocation and use of ICT, in Uruguay the “Ceibal Plan” stands out. Created in 

2007
152

, it is currently implemented by the Ceibal Centre, an autonomous organization with respect to the 

formal education system bodies. The main component of the Plan is the free distribution of laptops to 

students and teachers of public schools. It aims to "promote digital inclusion for greater and better access 

to education and culture."
153

 

 

317. In 2007 it began to be implemented in public primary schools in the rest of the country aside from 

the capital, and in Montevideo in 2009, in that year reaching the total coverage of children in primary 

schools. In 2010, it spread to public lower secondary schools. In 2013, a pilot distribution of tablets with 

educational content for teachers, preschool and first grade students in primary school began. 

 

318. Along with the delivery of computers the Plan provides connectivity to public schools. The Ceibal 

Centre also coordinates and develops a variety of plans and programs to support education policies for 

children and teenagers. It trains support teachers for the implementation of the plan (Ceibal teachers). It 

develops CREA (content management), and PAM platforms (platform with adaptive math exercises), the 

Ceibal Library, the Ceibal program in English (ESL classes through videoconferencing for students in 

fourth, fifth and sixth grade in primary school), and “Aprender Tod@s” Program (it promotes the creation 

and implementation of digital inclusion programs coordinated with school projects). 

 

319. The infrastructure and support offered by the Plan allows carrying forward online formative 

assessments nationwide. Since 2011 tests for Mathematics, Language and Science for primary school 

students from 3rd-6th grade are proposed, that teachers apply in their classrooms. In turn, the platform 

allows teachers to create their own tests. The results are processed automatically by the platform offering 

rapid diagnostic elements for work in the classroom. Since 2013 it is also available as a tool for lower 

secondary education. The activities and Ceibal proposals are all within the public orbit, although private 

schools can also access this program through an agreement. 

 

320. As for the evaluation and monitoring of the Ceibal Plan, it has an internal Department of 

Monitoring and Evaluation that monitors the plan and evaluates its immediate results, In turn, external 

evaluations of the Plan sought to approach it from different perspectives (Pérez Gomar and Ravela, 2012; 

Winocur and Sánchez, 2012; Rivoir et al., 2011; De Melo et al., 2013; Brum et al., 2011 and Acosta, 

2013). In general, studies find that laptops are used in schools, and that there is a positive evaluation of 

these technologies on families and the community. However, the uses that are given are not innovative. 

Also, the instrument is not used to its full potential, therefore does not have significant impact on 

learning. 

 

321. Recently, Fullan et al. (2013) examined the stages through which the plan transited from its origins 

to 2013 and made recommendations to move to a change in teaching and learning through the use of 

technology. In general terms, the study recommended strengthening school leadership, to develop 

teachers ‘professional skills besides improving their working conditions. 

 

322. In primary education the widespread introduction of ICT has facilitated the advancement in the use 

of videoconferencing for courses or meetings at a regional or national level. In addition, respondents 
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 Presidential Decree 144/007 
153

 Law No. 18,640. 
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admit that management teams have seen their task facilitated by the introduction of ICT. For example, 

with the implementation of the “GURI program”
154

 the task of school administration was facilitated. 

 

323. Through interviews with actors of secondary education (general), they confirmed the growing trend 

toward the incorporation of tools related to ICT
155

, but there is no assessment of its effective incorporation 

into the learning process, neither for other tools such as the use of video to supply teacher absences or 

other activities. In vocational education, respondents claim that the use of ICT is extended; however, it is 

difficult to incorporate the tool effectively into the learning process and in the classroom. 

 

324. With regard to textbook policy, in preschool and primary school textbooks are given for free. 

Nonetheless, the book does not belong to the student and must be returned to school at the end of the 

academic year. Until recent years the textbooks for first to sixth grade were purchased from a publisher, 

but recently the books for fifth and sixth grade began to be developed in the CEIP. 

 

325. In secondary education (general) free textbooks are not handed out, although all the schools have a 

library that can be accessed by students. There is no textbook policy, and the activities related to this 

aspect are frequently a result of individual efforts rather than institutional ones. An exception to this is the 

Ceibal digital library that has some secondary school books available
156

. The situation is similar in 

professional vocational education.  

 

326. Since 2011, the CODICEN has implemented an inclusion program called PROLEE
157

 with the 

objective to improve children and youth literacy levels, and to facilitate access to the knowledge of 

disciplines taught at different educational levels. Three interrelated guidelines are developed: materials 

for teachers, students and supportive materials for library use. The material for students was designed to 

be used as part of an autonomous work and with the idea of developing a growing interest in reading. In 

short, they function as a complement of the material with which they work in regular classes. 

 

4.6 - 4.7 Distribution of teacher resources and school leadership resources 
 

Description of the teaching body 
 

327. ANEP´s teaching workforce was composed by 42,335 teachers in 2012, where 45% were from 

preschool and primary education, 38% from lower secondary education and 17% from upper secondary 

education. Out of the total, 34% in Montevideo, and 68% were teachers working in the rest of the 

country
158

. These percentages vary by age group, concentrating a relatively higher proportion of older 

teachers in Montevideo. 

 

Figure 4.4 ANEP (public) teachers by age group according to region, 2007. 

  Total 18-24 25-29 30-34 35-39 40-44 45-49 50-54 55-59 60-64 65-69 70-74 No data 

Montevideo 13,962 527 1,728 1,850 1,750 1,984 1,861 1,945 1,208 418 150 22 519 

Other parts of the country 28,252 1,681 4,215 4,297 3,795 4,144 3,047 3,137 2,106 668 125 11 1,026 

No data 227 19 37 24 19 34 22 26 20 11 1 0 14 

Total  41,319 2,145 5,766 5,985 5,426 6,017 4,804 5,023 3,281 1,061 271 32 1,508 
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 Web system through which data is organised, therefore allowing the unified management of registry and information (GURI) for the CEIP. 
155

 In 2014 a working mode was implemented based on using Moodle platform, which requires that both the teacher and the student work from 

there. 
156

 http://bibliotecadigital.ceibal.edu.uy/ 
157

 http://www.uruguayeduca.edu.uy/repositorio/prolee/documento-base.html 
158

 2007 public teacher data census 
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 Source: Compiled data from the National Teacher Census 2007 – CODICEN (public school teachers) 

 

328. In aggregate terms, teachers are distributed relatively evenly throughout the age structure, with a 

slightly higher concentration in middle age (30 to 49 years of age where 54% of teachers are 

concentrated). Only 3% of teachers are of age 60 and over, which is linked to the retirement age (teachers 

retire before the rest of the staff). 

 

329. If the distribution is analysed by gender a predominantly feminized structure is observed. In 

aggregate terms, census data from 2007 indicate that 80% of teachers are female. But this situation is not 

homogeneous between the different subsystems. In primary education, the degree of feminization 

becomes more relevant (93%). In secondary school it is significantly lower, although female teachers 

continue to represent the majority (73%). In vocational education a more balanced distribution between 

males and females is observed; the latter represent 56% of the teaching workforce.  

 

Figure 4.3 ANEP teachers by subsystem according to gender. In percentage, 2007 

 
Source: Compiled data from National Teacher Census  2007 – CODICEN (public school teachers) 

 

330. As for teacher training, at primary school level all teachers are fully certified, which does not 

happen at secondary education. Historically, this level has been characterized by a strong presence of 

teachers who work without a teaching degree. According to 2007 Teacher Census (public school 

teachers), 59% of teachers were fully certified. Considering the amount of class hours in secondary 

school, in 2007, 61.3% classes were given by certified teachers; while the same figure stands at 60% in 

2012, showing a slowdown in the situation. In secondary education, the situation is different for the two 

cycles, since in upper secondary there is a higher concentration of certified teachers (67% in upper 

secondary vs. 54% in lower secondary education, see Figure 4.5). 

 

Figure 4.5 Teaching staff and teaching hours according to qualification – CES, 2012 

  Teachers Teaching hours 

  Total Certified Non-certified Total Certified Non-certified 

Lower secondary 

education 
15,940 8,680 7,260 229,002 128,659 100,343 

Upper secondary 

education 
7,175 4,819 2,356 89,185 63,085 26,100 

 Source: Compiled data from MEC Educational Statistical Yearbooks  
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331. Of all teachers without degrees, a little over half began teacher training studies but it was not 

completed, while the rest have no teacher training (ANEP, 2008). Also, a fourth completed other tertiary 

studies, and a similar percentage has other unfinished tertiary studies. 

 

332. According to PISA 2012, the percentage of certified teachers in secondary education is 57%. In 

international comparison Uruguay is below the OECD average and off all the other Latin American 

countries participating in PISA. In turn, Uruguayan private schools have a higher percentage of certified 

teachers (65%); and within public schools, high schools have a higher percentage of certified teachers 

than vocational schools (58% to 45%, respectively) (INEED, 2014). 

 

Chart 4.4 Certified teachers. Selected countries, in percentage, 2012 

 
Note: In the case of Costa Rica, Brazil, Mexico, Colombia and Chile it considers the  

percentage of teachers with university degrees. For other countries it is the number of 

certified teachers. In all cases the percentages arise from the perception of school principals. 

Source: Compiled data from OECD PISA  

 

333. There are differences in teacher training between Montevideo and the rest of the country, and also 

according to the socio-economic context of schools. In Montevideo, the percentage of certified teachers in 

secondary education reaches 62%, versus 53% in the rest of the country. When considering the 

socioeconomic context a higher percentage of certified teachers are observed in those schools in very 

favourable environments. Finally, a slight increase in teaching degree compared to the 2003 data, focused 

mainly on other parts of the country aside from Montevideo, and vocational schools is observed. 
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Figure 4.6 Certified teachers, by type of school. In percentage, years 2003 and 2012 

  Total  
Public 

schools 

Private 

secondary 

schools  

Public 

secondary 

schools 

(general) 

Public 

vocational 

schools 

Difference 

private-

public 

Difference 

professional 

vocational-

public 

secondary 

general 

2003 53% 51% 68% 54% 33% 18%* -21%* 

  (0.01) (0.02) (0.03) (0.02) (0.03)     

2012 57% 55% 65% 58% 45% 9%* -14%* 

  (0.01) (0.01) (0.03) (0.02) (0.03)     

 Note: Standard errors in parentheses. The percentages arise from the school principal’s perception. 

* Significant difference at 95%  

Source: Compiled data from OECD PISA  

 

Figure 4.7 Certified teachers by region. In percentage, years 2003 and 2012 

  Montevideo Rest of the country 
Difference Montevideo-Rest 

of the country 

2003 61% 46% 14%* 

  (0.02) (0.02)   

2012 62% 53% 9%* 

  (0.02) (0.02)   

 Note: Standard errors in parentheses. The percentages arise from school principal´s perception.  

* Significant difference at 95%  

Source: Compiled data from OECD PISA  

 

 Figure 4.8 Certified teachers by socioeconomic context. In percentage, years 2003 and 2012 

  
Very 

unfavourable 
Unfavourable Medium Favourable 

Very 

favourable 

Difference  

very 

favourable-

very 

unfavourable 

2003 38% 44% 53% 56% 69% 31%* 

  (0.04) (0.03) (0.02) (0.02) (0.06)   

2012 54% 50% 55% 67% 68% 14%* 

  (0.06) (0.02) (0.03) (0.03) (0.03)   

Note: Standard errors in parentheses. The percentages arise from the perception of school principals. 

* Significant difference at 95%  

Source: Compiled data from OECD PISA  

 

Teacher education and recruitment
159

 
 

334. Traditionally, Uruguay has offered three teacher training courses, each linked to one of the 

subsystems where public education is organized: teaching for preschool and primary, teaching for lower 
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 This section is based in part on INEED (2014, chapter 11) 
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and upper secondary and technical teachers for vocational schools
160

. In this sense, for historical reasons, 

teacher training reproduces the very fragmentation of the institutional structure of the ANEP. 

 

335. The teaching career is offered by the IFD in other parts of the country aside from Montevideo (with 

an office in each departmental capital and a few other cities), and Normal Institutes of Montevideo 

(IINN). The teaching career in secondary education (general) has been offered at the Institute of Teachers 

Artigas (IPA), since 1949. From the 60s it began to be offered in a semi-free mode in IFD (students take 

general subjects in the IFD, and their specific discipline at the IPA). Since 1997, it is also available in the 

CERP, located in Salto, Rivera, Florida, Colonia, Maldonado and Atlántida. The career for professional 

vocational studies is offered in the Normal Institute of Vocational Education (INET), located in 

Montevideo. 

 

336. As for professional development and the post- graduate studies for teachers, the institution 

specifically dedicated to in service teacher training is the Institute for Advanced and Higher Studies (IPES 

for the Spanish acronym). At the IPES, teaching, research, extension and cultural projection are 

performed. Teaching activities include continuous teacher training courses (refresher courses, 

development and training), and post graduate programs. Within the latter, there are diplomas, masters and 

specializations in subject issues (such as Geography and Physics) and in pedagogical and didactical 

matters. There are general courses for all teachers and also specific to certain types of schools (for 

example, specific courses for teachers and principals of full-time schools or for those who have trainee 

teachers) (MEC, 2013: 34). 

 

337. It was mentioned in many interviews that one of the problems with the IPES is that its offer is not 

very diversified.  One of the skills for which no training exists is to deal with student learning difficulties. 

In this regard, respondents agreed that there is a lack of training. In the nineties the Magisterial Superior 

Institute was closed down, where specific training was offered to work groups of students with learning 

difficulties. 

 

338. Another major problem is that there isn’t compensatory training specifically aimed at not certified 

teachers. Development courses are aimed at certified teachers. Not certified teachers can access to 

refresher or updating courses, but attendance depends entirely on personal initiative. 

 

339. Finally, there is the difference of training offer between Montevideo and other parts of the country, 

since training and development in general is carried out in Montevideo. In this regard it is noteworthy that 

vocational education has sought to decentralise training through courses implemented by the regional 

campus. These experiences are very recent and therefore not available for assessment. 

 

340. The following figures show the main curricula that have been in place since 1986 to the present; 

duration in years, the total workload throughout the whole career and the institutions that offer them. 
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 In 1989 a new career was incorporated, social educator, which originated in the training of civil servants of the then called INAME. Now it is 

part of the CFE teacher training course. 
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Figure 4.9 Curricula for Teaching at Primary schools 

Name Duration Total hours Institutions 

Plan 1986 4 years 3,857 IINN - IFD 

Plan 1992 (specialisation 

in Common and 

Preschool education) 

3 years 
3,936 (common) / 4,128 

(preschool) 
IINN - IFD 

Plan 1992 - 

Reformulation 2001 

(Common-Preschool) 

3 years 
3,931 (common) / 3,967 

(preschool) 
IINN - IFD 

Plan 2005 4 years 3,836 IINN - IFD 

Plan 2008 4 years 3,562 IINN - IFD 

Source: INEED, 2014 

 

Figure 4.10 Curricula for Teaching at Secondary schools  

Name Duration Total hours Institutions 

Plan 1986 4 years 3,654 IPA - IFD 

Plan 1997 3 years 4,200 
(*)

 CERP 

Plan 2003 3 years 4,200 
(*)

 CERP 

Plan 2005 4 years 4,500 CERP 

Plan 2008 4 years 3,943 All institutes 

(*) The CERP study plans establish class hours of sixty minutes, while the rest of the plans are made up of forty-five 

minutes class hours. As of the 2008 Plan, all class hours consist of forty-five minutes. The high workload of the 

three year career offered by the CERP is because the original proposal involved a system of full-time study for 

students and teachers. 

Note: There is also a form of semi- present teacher training, data is not discriminated on their enrolment and 

graduates. 

Source: INEED, 2014 

 

Figure 4.11 Curricula for Professional Vocational teachers 

Name Duration Total hours Institutions 

Plan 1986 4 years no data INET 

Plan 2008 4 years 3640 INET 

Source: INEED, 2014 

 

341. Since 2008 all teacher training modalities offers were gathered into a "single national teacher 

training system"
161

 that includes a common core curriculum for all courses. The document includes very 

specific graduation profiles for some careers, but not for others. It does not include an evaluation of the 

previous plans neither a proposal for the evaluation of the new implemented plan, and still maintains  as 

teacher training courses some careers that have virtually no enrolment or presence in the curriculum of 

secondary education
162

 (INEED, 2014). 

 

342. Since the Education Law 2008, all IFD should have become the University Institute of Education 

(IUDE), but for the moment remain under the control of the CFE, which is part of the ANEP. There is 
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 Single National Teacher Training System, 2008. ANEP-CFE. Approved by Act No. 63 Res No. 67 of October 18, 2007. Available on the 

Council of Vocational Education website: 

http://www.cfe.edu.uy/index.php/planes-y-programas/plan-nacional-integrado-de-fd-2008. 
162

 For example, subjects such as Astronomy and Italian. 
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agreement that the “Institute” format contained in the law is unsuitable for various reasons. Therefore, the 

creation of a National University of Education was encouraged
163

. 

 

343. In principle, the functioning of the university would be carried out with the infrastructure and 

budget of the CFE. The degrees that the entity would grant would rank as university graduates. Four 

degrees would be awarded to graduates: Teacher, professor, social educator and vocational teacher. The 

creation of this university would involve three dimensions: administrative (which would separate it from 

the ANEP), organic and academic. Regarding this last dimension, it would involve the creation of 

academic departments. 

 

344. Currently, the requirements to enter the teaching career refer basically to be graduated from upper 

secondary school, in all its modalities
164

. Only for teachers of English, Italian, Portuguese and musical 

training should qualifications be provided, or to take an entrance examination that is eliminatory.  

 

345. The chart below shows the behaviour of primary and secondary school teacher graduation in the 

last 20 years. It is estimated that current graduates from these careers are insufficient to meet the needs of 

replacement teachers in primary schools, and even more insufficient to advance in the process of teacher 

certification in secondary education. 

 

Chart 4.5 Teacher training graduates (1). Years 1995 to 2013 

 
(1) Teacher graduation includes IPA and CERP.  It excludes INET. 

Source: INEED (2014: 205) 

 

346. Indeed, it is estimated at around 4% to 5% the need for annual replacement of teachers to cover 

retirements and the creation of new jobs (either by creating new teaching functions, extending the 

expected enrolment in secondary education to universal coverage or expanding full-time modalities). 

Considering the total amount of teachers today, the system would require about 1,000 graduated primary 

school teachers and approximately the same amount for secondary school teachers. However, in 2012, 

                                                      
163 The proposed university has not been granted parliamentary approval yet. 
164 Diversified Baccalaureate, Technological baccalaureate or its legal equivalent. Or to possess a diploma or degree from the Military Academy, 

Naval School, Military Aviation School or National Police Academy. Also enter those who have completed full Pre-primary school teacher 

training course of the 1977 Plan to enter the Primary school teacher training course, Plan 2008.  

See http://www.anep.edu.uy/anep/index.php/transparencia-2#diecinueve Plan. 
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853 primary school teachers graduated (190 in Montevideo and 663 in other parts of the country), and 760 

secondary school teachers. That is to say, a lesser amount than considered necessary in either case. 

Meanwhile, certified secondary school teachers are verified almost exclusively in those parts of the 

country where there is a CERP; while teacher training in IFD has no significant impact on the supply of 

these teachers. 

 

347. The lack of certified teachers makes the extension of some policies in primary school difficult, such 

as ETC. Meanwhile, in secondary school there is a shortage of certified teachers (above 30%), and also a 

situation of incomplete student coverage, which adds pressure on teacher training. 

 

348. The problem to fill teaching positions with people trained for the profession does not lie primarily 

in that there are no potential candidates to pursue a teaching career, but that these fail to attend regularly, 

progress and complete their studies. According to a study published by the ANEP, out of 10 students who 

enrol in IFD, 4 leave during the first year of the career, almost all of them without passing any subject. 

The survey, conducted in February 2012, shows that out of 100 students enrolled in 2008, 37 never pass 

any course, 26 dropped out after passing some courses, 29 continued studying and only 8 got their degree 

(ANEP 2012: 124 ). 

 

349. The situation is more problematic in Montevideo than in the rest of the country. The CERP are the 

institutions that achieve greater continuity in studies and qualifying teachers. After four years, 38% of 

those enrolled continues to assist and 17% completed their studies. The IFD based in the countryside and 

offering mainly a primary education teaching degree, record 18% of students who continue to attend the 

teaching program, and 16% graduates. The IPA and INET have negligible levels of graduation (3% in the 

first case and 1% in the second). The worst situation is in the IINN of Montevideo, an institution in which 

only 11% of those enrolled continue to study four years later, and 1% graduated (ANEP, 2012: 127-128; 

figure 64b). 

 

350. Given the sustained fall in graduation in teacher training courses in recent years, the government 

decided to implement the Uruguay Study scholarship program for the completion of teacher training 

courses for primary and secondary, oriented at students close to graduation. In the first case, it focuses on 

students who are missing up to 10 subjects to receive their qualifications and, in the second case to those 

who still have 5 subjects to complete their studies. Since 2009, it was geared exclusively to primary 

school teachers, and in 2012 it was extended to secondary school teachers, providing scholarships to a 

total of 600 students, representing 3% of teacher training enrolment in that year
165

. Also for the case of 

primary school teachers the Julio Castro scholarship program was created in order to manage the 

downward trend in the teaching career. It consists of a scholarship for primary school teacher studies 

aimed at upper secondary qualified students with good schooling and teaching vocation. In 2014, 1,061 

scholarships (15% of teachers enrolment), were granted
166

. 

 

351. Furthermore, to encourage the completion of the teaching profession, both teachers and students 

suggest increasing the wage incentive for certified teachers (see section 5.3). 

 

352. Set out below is an indicator of how secondary school principals perceive the adequacy of teacher 

supply, according to PISA data
167

. Higher index values indicate that the principles perceive that there are 
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 The funds allocated for the scholarship is two BPCs per course ($U 5,638 to January 2014), 50% with the starting tutorial act, and 50% upon 

passing the examination. 
166

 The amount of the grant is 2 BPC monthly, 8 instalments for those to receive the scholarship for the 1st time, and 10 instalments to those 

renewing the scholarship.  
167

 School leaders are asked about the extent to which they think the education in their school is hampered by the lack of certified teachers and 

staff in key areas. This information is combined to create a composite Teacher shortage index, so that the index has a mean of 0 and a standard 

deviation of 1 for OECD countries. The Teacher shortage index (tcshort) derives from four items measuring perceptions of school heads on the 
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more problems in teaching due to teacher shortage. In international comparison Uruguay has an average 

value of the indicator above the average of OECD countries, but lower than Mexico, Chile, Peru and 

Colombia. 

 

Chart 4.6 Teacher shortage index. Selected Countries, 2012 

 
Note: The index is constructed from the perceptions of school heads. It derives from four items measuring 

principals´ perception on potential factors that hinder learning at schools. These factors are scarcity of: certified 

science teachers; certified teachers in mathematics; certified language teachers; and certified teachers of other 

subjects. Higher values indicate greater teacher shortage. 

Source: Compiled data from OECD PISA 

 

353. Within Uruguay, public schools present major problems in terms of teacher shortages than private 

ones. Notwithstanding, the problem of teacher shortages declined between 2003 and 2012 according to 

the opinion of school principals, particularly in public secondary schools (Figure 4.12) On the other hand, 

Montevideo has less teacher shortage problems compared to the rest of the country and the difficulty is 

greater for schools of  less favourable contexts. 

 

Figure 4.12 Teacher shortage index, by type of school. Years 2003 and 2012 

  
Country 

total 

Public 

schools 

Private 

secondary 

schools  

Secondary 

public 

schools 

(general) 

Public 

Vocational 

schools 

Difference private-

public schools 

Difference 

professional 

vocational schools - 

secondary public 

schools (general) 

2003 0.55 0.72 -0.50 0.72 0.71 -1.21* -0.01 

  (0.08) (0.08) (0.15) (0.10) (0.07)     

2012 0.35 0.46 -0.33 0.41 0.62 -0.79* 0.21 

  (0.07) (0.08) (0.14) (0.09) (0.17)     

Note: Standard errors in parentheses 

The Index is constructed from the perceptions of school principals. It derives from four items measuring perceptions 

of school principals on potential factors that hinder learning at schools. These factors are scarcity of: certified 

                                                                                                                                                                           
potential factors that hinder learning at the school. These factors are the scarcity of: certified science teachers; certified teachers in mathematics; 

certified language teachers; and certified teachers of other subjects. Greater values indicate an increased scarcity according to the school leader 
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science teachers; certified teachers in mathematics; certified language teachers; and certified teachers of other 

subjects. Higher values indicate greater teacher shortage. 

* Significant difference at 95%  

Source: Compiled data from OECD PISA  

 

Figure 4.13 Teacher shortage index by region. Years 2003 and 2012 

  Montevideo Rest of the country 
Difference Montevideo- 

Rest of the country 

2003 0.39 0.70 -0.31* 

  (0.14) (0.08)   

2012 0.13 0.50 -0.37* 

  (0.10) (0.11)   

 Note: Standard errors in parentheses 

The Index is constructed from the perceptions of school principals. It derives from four items measuring perceptions 

of school principals on potential factors that hinder learning at schools. These factors are scarcity of: certified 

science teachers; certified teachers in mathematics; certified language teachers; and certified teachers of other 

subjects. Higher values indicate greater teacher shortage. 

* Significant difference at 95%  

Source: Compiled data from OECD PISA  

 

Figure 4.14 Teacher shortage index, by socioeconomic context. Years 2003 and 2012 

  
Very 

unfavourable 
Unfavourable Medium Favourable 

Very 

favourable 

Difference 

very 

favourable-

very 

unfavourable 

2003 0.34 0.74 0.70 0.76 -0.52 -0.86* 

  (0.20) (0.11) (0.17) (0.13) (0.16)   

2012 1.04 0.53 0.28 0.39 -0.51 -1.55* 

  (0.51) (0.14) (0.11) (0.12) (0.12)   

Note: Standard errors in parentheses 

The Index is constructed from the perceptions of school principals. It derives from four items measuring perceptions 

of school principals on potential factors that hinder learning at schools. These factors are scarcity of: certified 

science teachers; certified teachers in mathematics; certified language teachers; and certified teachers of other 

subjects. Higher values indicate greater teacher shortage. 

* Significant difference at 95%  

Source: Compiled data from OECD PISA 

 

Allocation of teachers and principals to schools 
 

354. The allocation of teachers at public schools is done centrally in all the subsystems, and depends 

largely on the choice made by teachers themselves. The ordering of teachers is done through a composite 

index of several indicators: category, teaching aptitude, seniority in current category, and their seniority 

as a teacher (Labadie et al., 2006). Ultimately, the decision in what school to work in is the teacher´s. 

There is no intervention of the school principal as to the selection of personnel on site. Nor are there 

incentives for teachers who choose to work in unfavourable context schools, except for some minor 

incentives in primary education (see section 5.3). 
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355. In primary education teaching positions are ascribed to a school, and constitute around 20 weekly 

hours of dedication to a single group of students, if it is a EUC. Once the teacher chooses an effective 

position in a school, there are no transfers to another school unless requested by the teacher
168

. 
 

356. The situation in secondary education is more complex, since the teacher contract is based upon 

class hours and not according to positions
169

. The allocation of teachers to schools in the CES and CETP 

is performed by an annual election by department without differentiating by sociocultural context, or 

other criteria. Classroom hours are offered per subject, then by school and by shift. 

 

357. The choice of hours made by secondary school teachers are held every year. Every year, class 

hours are distributed between all teachers. The probability that a teacher can choose class hours in more 

than one school is higher the further down they are in the ranks. This creates several problems, from the 

low sense of belonging to a school, to the need to move from one place to another during the same school 

year, and the inability to participate in coordination meetings. According to the last census of teachers 

(2007), while the vast majority (79%) of primary teachers worked at a single school, only 34% and 36% 

of teachers in the CES and CETP worked in one school. In these cases most teachers worked in two or 

three schools. 

 

358. The annual election system of class hours generates that a significant number of teachers take 

office well into the year; and the absence of incentives for the concentration of hours in a same school 

does not encourage the formation of stable teams. Filgueira and Lamas (2005), point out some effects 

generated by these factors: the lack of institutional commitment, and scarce knowledge of colleagues and 

students; and the difficulty to build a plan or annual school project. Also, it causes less effectiveness in 

the creation of an area of "teaching coordination", as a way to promote a collective management in 

secondary school; and in some subjects no classes are held until mid-year because the positions are not 

provided in a timely manner. They also note that the system deepens inequalities because it concentrates 

the problems of teacher turnover in high schools that cater for a more vulnerable population, and 

implicitly defines a career for young teachers, who must start their career in the most difficult contexts 

and then, over the years, be able to transfer to other schools. 

 

359. From an administrative point of view the system requires many hours of management for the 

preparation of schedules, takeover of groups at schools, and an overload resulting from addressing the 

difficulties that are generated to start the academic year with the teacher team incomplete in some 

schools. This system, combined with the fact that teachers of CES and CETP teach a subject to several 

different groups, generates a variety of situations in regard to commitment in schools and teacher turnover 

every year. 

 

360. According to INEED (2014), many teachers evaluate this situation as problematic; however 

defending the freedom of choice as an inalienable right takes precedence.
170

 According to the perception 

of the interviewees, teachers in secondary education (general) emphasize that the election system provides 

them with guarantees in terms of hours, because it is done in a transparent manner and according to the 

scale score based on criteria that are known by all; available hours are made public and, according to the 

views of respondents, the process also provides sufficient guarantees. 

 

361. Nonetheless, the problems mentioned previously have led authorities to propose some changes at 

the level of secondary education, which have not materialized. One is the policy of teacher-position
171

; 

attempting to concentrate the working time of teachers in one secondary school, with a percentage of 

                                                      
168 

The effectiveness of the position is obtained through a contest. 
169 Exceptions are in the case of indirect teaching positions (principals, proctors, etc.); and teaching positions in CETP agrarian schools. 
170

 For more details see Filgueira and Lamas (2005) and INEED (2014), Chapter 12. 
171 

For example, in small secondary schools there is the possibility that a particular subject does not add up to 20 hours among all groups 
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hours devoted to teaching in the classroom, and another percentage devoted to planning, school projects, 

work with the families, among others. 

 

362. This policy could not be implemented, although the national budget allocated funds for that 

purpose (through the 2012 accountability).
172173

 The reasons for failure of implementation among others 

are: a) the high fragmentation of the curriculum of secondary education in different subjects (and that 

teachers are specialized in only one subject), entails that not necessarily in a single school class hours are 

enough to cover "full time" teacher hours. From the viewpoint of many teachers, they are far from the 

possibility of having more than one subject to teach.  b) the reallocation of teaching hours toward 

overtime outside the classroom could lead to greater difficulty filling all positions, given the problems of 

teacher shortage mentioned above; and c) it would restrict the entry of teachers with little workload (e.g. 

professionals that give 10 hours of a subject in a secondary school), an aspect that renders useful to cover 

all class hours, particularly in other parts of the country aside from Montevideo. The latter could be 

regulated, allowing time variable workloads.
174

 

 

363. Another proposal to amend the class hour election system was to set elections every two or three 

years; but that also had resistance from teachers unions, and was not furthered. Teachers argued that the 

fact of choosing every two or three years goes against freedom (and rights) of choice (since they are 

prevented from exercising their right to choose where to work, depending on where they were placed on 

the list, that is performed annually). 

 

364. As for leadership positions within the school, effective positions are designated through a 

competition. These positions can be accessed by teachers who are at least grade 4. Prior to occupying the 

position of principal a specific course must be taken that enables to compete. To access the course in 

preschool, primary and secondary it is necessary to be a certified teacher. In the case of CETP the 

requirements have been mixed. 

 

365. The proposal of the courses varies from year to year, according to respondents there have been 

important differences in quality. It has been suggested by some respondents that there is a certain lack of 

clarity in policy formation for leadership positions. In the field of CETP, it was mentioned that the 

courses should be more practical and more oriented toward management training, both administrative and 

pedagogical. 

 

366. In primary education effective principal positions are held until there is the express will of the 

person to leave or move (the transfer decision is personal – with the prior obligation to have been in office 

for at least two years). If the position is interim, it must be available on an annual basis, and should be 

taken again (by the same director or other). Interviewees agree that for such position, effectiveness is 

essential especially for working in vulnerable contexts, since it gives more stability to the school. 

 

367. In CES and the CETP the system is similar to that of primary school in the sense that an effective 

principal can be indefinitely in the same school unless expressing willingness to a change of school. 

Currently, there is a major lack in vocational education, no contests for principals have been held for ten 

years. Therefore, most principals are temporary. In turn, in secondary education it happens that there are 

vacant principal positions that are not filled according to contests, and therefore are filled by the highest 

seniority teacher of the school.  

 

                                                      
172 

According to the 2013 accountability presented by the MEF, 180 million pesos were granted for 2013 and 2014 to finance this policy. 
173 The position policy is applied in the 2009 and 2012 plans (over age secondary students); in which positions for 20 hours with a relatively 

attractive salary were offered. The positions are paid as Cycle 5, equivalent to Grade 4 in the teacher education career. 
174

 In the field of professional vocational education respondents expressed general agreement with the policy of teacher-position with variable 

load according to the subject. 
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368. The leadership team usually consists of a principal, one or more secretaries, and depending on the 

size of the school, also by one or more vice- principal. At the CES it is formed according to the category 

of the secondary school, based on student enrolment and number of shifts. A large school of more than 

1,500 students can have a management team consisting of a principal, two vice-principals and several 

secretaries; while a secondary school with fewer than 500 students has no vice- principal. In the CETP the 

management team is established according to the category of school (a major category a greater number 

of team members).  In no case does the principal choose the team who will work at the school. 

 

369. The salary is unsuitable for the position of principal. While there are incentives depending on the 

type of primary school, or shift or category of the secondary or vocational school, the position remains to 

be a profession that, according to those involved and according to the data of current wages is not paid 

according to the type of liability it entails. Nor are there any incentives to attract principals to schools of 

difficult contexts except in primary education, where compensation of the principal is somewhat higher in 

the ETC and EAP (see section 5.4). 

 

4.8 Distribution across specific student groups 
 

370. There are funds with multiple objectives that are distributed directly to families, including 

encouraging support for formal education. Specifically, the Family Allowances – Equity Plan (AFAM-

PE) is part of a comprehensive public policy. Families of children and young people under 18 who attend 

the formal education system whose homes are in a position of socioeconomic vulnerability (see Chapter 

1) are beneficiaries of a money transfer.  

 

371. The amount of this transfer increases with the number of children and the educational level they 

attend. The increase for each family is not proportional to the number of children, but equivalence scales 

apply. According to 2012 values, for a school-age child the monthly amount reaches 940 pesos (U$D 48); 

while for two children 1,425 pesos (U$D 73). In the case of children attending secondary education; the 

transfer by one amounts to 1,343 pesos (U$D 69) and for two, to 2,035 pesos (U$D 105).
175 

 

372. In turn, the CISEPI project delivers vouchers for the payment of private kindergartens and nurseries 

for children 3 years of age of families that are beneficiaries of the MIDES priority programmes (see 

chapter 2 and section 4.4). There are also scholarships for students within the Uruguay Study Programs, 

Educational Commitment and Access to Continuing Education aimed at specific groups of students, and 

seeks to encourage attendance and/or completion of cycles (see section 2.7). 

 

373. There is also support for specific populations that materialise in transfers in kind, like the PAE for 

preschool and primary education or clothing included in the Tutorial Project (see section 2.7). In these 

cases, these resources are distributed to students through schools and not directly to families. It is 

noteworthy that the PAE operates only in preschool and primary education, and not in secondary 

education, therefore the benefit disappears for the children and families supported by the feeding program 

once they advance in their studies.  

 

374. In preschool and primary education specific resources are allocated to children with special needs 

by offering the option of attending special schools for those with intellectual disabilities, behavioural 

problems, physically disabled, deaf and blind. However, the quota to attend these schools is limited and 

therefore other forms of integration are offered for these students in regular classrooms. Despite a few 

exceptions, in secondary school no specific resources or alternative teaching methods that address the 

integration of students with special needs are intended (see section 2.7). 

 

                                                      
175

 The value of the benefit is updated according to salary readjustments of civil servants. 
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375. According to respondents, in fact, children with special needs often attend common schools where 

not even a specific type of support (support teacher, etc.) is contemplated. Sometimes these tasks are 

undertaken by community teachers who have no specific training for dealing with special needs. In 

schools where there are special programs, these resources are used for the care of these children. 

 

376. In general there is agreement among teachers that no training is available to deal with special 

needs, mainly in secondary schools, where almost no additional resources are allocated. A secondary high 

where there is an interesting experience is Instituto Alfredo Vázquez Acevedo (IAVA) Secondary School, 

of diversified Baccalaureate, where an experience for deaf students in secondary was installed
176

. This 

experience takes place under the unity of Special Education Programs (PEE) of the CES
177

, and based on 

this it has provided courses, seminars and workshops for the entire school teaching staff, regardless 

whether they are working directly with these students or not (students with this disability represent 7%). 

There was financial support related to hourly payment to the Sign Language interpreters of Uruguay 

(LSU) working in the classroom, and coordination hours for teachers and proctors working with students. 

However, these funds have not been approved each year this program has been in effect (over ten). The 

secondary schools where action is taken to integrate students with special needs, in general do not receive 

additional resources to do so.
178

 

 

377. In short, there is no defined policy from the CODICEN in regard to integration of students with 

special needs, no funds or targeted programs intended neither is the teachers trained at institutional level 

for that purpose. Except CEIP's proposal, the experiences of working with students with special needs in 

general appear to be the consequence of individual initiative. 

 

4.9. Main challenges  
 

378. The following summarises the main challenges on topics referred in this chapter.  

 

The school network 
 

379. There are a number of challenges regarding the organization of the school network. On one hand, 

Uruguay faces decreasing demand for education due to the demographic decline that will mainly affect 

secondary education in the coming years. On the other, there are demand pressures resulting from the 

extension of coverage in the preschool and secondary levels, in order to fulfil the universal completion of 

compulsory education established by law. 

 

380. The challenges regarding infrastructure needs are dissimilar between educational cycles. In 

Primary, there has been a considerable reduction in school size and class size, mainly as a result of the 

demographic trends and the declining repetition rates, which have lowered the average number of years to 

complete the cycle (see chapter 2). This has resulted in some primary schools currently presenting class 

sizes well below the established reference (25 students per group). 

 

381. The reduced class size opens some opportunities, such as further extending full time schools by 

taking advantage of the release of spaces caused by the decrease in enrolment. This has been done by 

merging groups in two shifts’ common schools, converting them into ETC or ETE schools with minimal 
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 http://www.oei.es/inclusivamapfre/uruguay/InstitutoAlfredoVasquezAcevedo%28IAVA%29.pdf 
177

 These projects are not aimed specifically to address student learning difficulties, but to include the population who do not usually access the 

regular system or who have different types of conditioning. On this framework, the lower secondary school N° 32 of Montevideo also works with 
deaf students. 

(https://www.ces.edu.uy/ces/index.php?option=com_content&view=category&layout=blog&id=58) 
178

 One example mentioned by the principal of IAVA is the integration of students with Autism Spectrum Disorder (ASD). School management 

has urged all teachers to participate in the training (lectures given by Uruguayan Federation of autistic children, etc.), but is not supported with 

additional resources by the CES. 
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(or null) requirement of additional infrastructure (Llambí, 2012). These actions reveal a preference for 

extending instruction time at the expense of increasing the student- teacher ratio, although not beyond the 

reference standards. 

 

382. Transforming common schools in two shifts into ETC or ETE schools faces some resistance. On 

one hand, it is noteworthy that not all teachers express a preference for full-time work in the public sector, 

often because they also work in the private sector. Furthermore, not all families prefer to send their 

children to a full time school. Particularly, in the most favourable contexts, some families choose to send 

their children to common public schools (four hours daily) and hire additional activities (English, art and 

music workshops) in the private sector. 

 

383. Consolidation of rural schools is another issue in primary education, as currently there are about 

500 schools with fewer than 10 students. If school closures are carried out, the options considered are 

implementing boarding schools and / or implementing some form of transport to the nearest schools. 

However, there is no definition of the "minimum" number of students required to keep a school open, nor 

are there any precise definitions about the alternative mechanisms mentioned. 

 

384. By contrast, in secondary education the challenge is to increase the infrastructure and the number 

of schools in order to achieve universal coverage at a reasonable class size, as currently, average class 

size is close to the desirable standard (see Chapter 5). There is not an established "optimal" school size to 

guide the construction of new buildings. However, in recent years there has been a tendency to build 

smaller schools than the average (particularly for lower secondary buildings), arguing that smaller schools 

facilitate interpersonal relations among teachers, students, staff and families and allow developing 

student-centered teaching and learning processes. 

 

385. Another issue that has been raised is the relevance of separating lower and upper secondary schools 

in different buildings, as has been the trend in the two last decades. According to interviewees, the 

teaching staff in secondary education would support the idea of secondary schools that provide the 

complete level (1st to 6th grade), so as to stimulate the educational continuity of students. This would 

require rethinking the planning of the new infrastructure for secondary schools. 

 

386. In order to plan the provision of additional facilities in secondary education, there are two factors to 

be taken into account. One is the challenge of significantly reducing overage enrolment by reducing the 

high current repetition rates. The other is to take advantage of the demographic dividend that has 

currently reached secondary education and will extend up to 2025 (see Chapter 1). Estimates in Filardo 

and Mancebo (2013) indicate that financial needs associated with additional infrastructure and recurrent 

costs for reaching universal coverage in secondary education could be reduced by 35%, if there was a 

30% reduction in repetition rates
179

. However, an eventual release of spaces caused by demographic 

trends and reduced repetition could be also used to reduce class size. In short, the current situation, 

marked by the demographic dividend, the need to reduce the high repetition rates and the need for 

universal coverage require decisions regarding the new infrastructure policy in the short and medium 

term. 

 

Teacher training and supply of teachers 
 

387. With regard to teacher training, the need to reformulate the training model specifically including 

the reformulation of the current curriculum for teacher training. The review of training should not 

however be limited to initial studies, but should be conceptualized as part of a broader vision of 

professional development, including continuous in- service training.  
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 See chapter “Economic Challenges”, in Filardo and Mancebo (2013).  
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388. In this regard, proposals from the different political parties competing in the recent presidential 

election agree on some form of strengthening initial teacher education, although there are differences 

regarding the format. While some support the creation of the University of Education, the government 

that recently took office has announced that giving teacher education a university status is not a priority in 

this period. Nevertheless, there is basic agreement on the need to develop postgraduate teacher education 

and strengthen teacher professional development. Opposition parties also stress the need for training 

abroad (either through grants for initial training, postgraduate or continuing training). 

 

389. A major issue is how to address the shortage of teachers in a context of increasing demand, both to 

achieve increasing coverage in preschool and secondary education and to gradually replace the current 

amount of teachers without a qualification. To this end, in addition to reformulating the initial teacher 

education, some incentives to complete the teaching career should be implemented, by reviewing the 

current system of scholarships and by including the possibility that students in initial teacher education 

can teach classes as part of their training. It is worth noting that teachers in primary education oppose the 

possibility that students assume as classroom teachers, with the argument that there would be a reduction 

of educational quality (note that currently all primary teachers are certified). Finally, teachers´ salary must 

also be revised, as it works as a signal to students when choosing a tertiary career (this aspect is taken up 

in Chapter 5). 

Distribution of teachers to schools  
 

390. A focal point regarding the distribution of education resources refers to the allocation of teachers to 

schools. There is broad consensus that a system that provides teaching positions regularly and efficiently 

is required, as well as regarding non-teaching staff. In particular, there is a need to change the current 

system of annual election of teaching hours and the dedication of teachers at schools. 

 

391. In general, there is agreement on the need to promote full dedication of teachers at one school 

(teacher-position scheme), so as to facilitate coordination, training, working on a school project or 

communication with families, among other activities. With regard to the stability of teaching teams, the 

opposition parties have proposed some restrictions on the annual election of teaching hours, such as 

imposing an obligation of staying in the school for at least two or three years after the election, as well as 

establishing the right to maintain the hours in a school once that period has ended, with the condition of 

having the principal´s agreement.
180

    

 

392. As was noted earlier, both proposals (teacher-position and restrictions on the annual election of 

teaching hours) generate resistance among teachers unions. Also, the teacher position policy would put 

pressure on the already scarce supply of teachers. The possibility that teachers can concentrate all their 

hours in one school also faces the constraint imposed by the high fragmentation of the curriculum and 

specialization of teachers noted above. 

Distribution infrastructure resources, materials and ICT 
 

393. With regard to the distribution of infrastructure resources and materials, the main problems are 

related to the centralisation of decision making, which often causes extreme slowness and sometimes 

inadequate responses to local needs. The departmental or regional structures do not generally have 

effective powers to allocate these resources, but only to suggest or "raise" the needs at the central level. 

Greater decentralisation (or effective decentralisation) of the management of material and some 

infrastructure resources could improve the timing of responses and perform better matching of resources 

to local needs. However, for this to happen local management capabilities should be strengthened, and 
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 See Annex III, proposal from the PN. 
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clear rules of allocation should be established (an interesting example is the allocation of maintenance 

infrastructure according to the index of requirements and criticality of the construction of the DSI). 

 

394. With regard to the use of ICT, the key challenge that emerges from the interviews is that this tool is 

used effectively in the teaching process. For this, it is crucial to train teachers and school leaders, both 

through initial and in-service training, as well as improving their working conditions. Also, there is a need 

to strengthen school leaders in their pedagogical role so as to stimulate a coordinated an effective use of 

ICT in the school. 
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5. Resource utilisation 

 

5.1 Matching resources to individual student learning needs 

 
395. In some educational systems there is a practice of grouping students by ability or special needs, 

arguing that this practice creates a more homogeneous learning environment, therefore facilitating 

education. 

 

396. According to interviews with teachers and principals, in general students are not grouped based on 

ability, although there may be groupings based on special needs (one example is the grouping of deaf 

students in IAVA secondary school). In primary school, children with learning disabilities are integrated 

into regular groups, although with additional resources from specific programs (e.g. PMC), intended to 

provide more instructional time in selected groups and work with families. In secondary education, 

students with difficulties are integrated in regular groups and learning difficulties are addressed through 

specific projects that involve additional instructional time for students (e.g. tutorial projects
181

). 

 

397. Earlier in secondary education, students with specific learning difficulties could apply to the 

mechanism of "tolerance"
182

. The application of this mechanism was resolved at the central level, by the 

Integral Diagnostic Unit (UDI). Currently, school leaders must address the measures to be applied to a 

student with learning difficulties (which may include support measures in addition to applying the system 

of "tolerance"). This measure implies a greater autonomy of schools to decide on how to cater for students 

with difficulties; but the schools do not necessarily count on additional resources to do so. 

 

398. Finally, in vocational education, strategies to address these difficulties are rare. The CETP provides 

multidisciplinary teams (generally comprised of a social worker and a psychologist). However, access to 

these teams is not distributed equally among all CETP schools or between different regions. 

 

399. The strategies that are implemented to address student learning difficulties often rely on specific 

programs. Nonetheless, it is perceived by the teachers and principals that there is no clear policy from the 

Education Councils or from the CODICEN in this regard. As noted earlier, there are almost no impact 

evaluations of actions to prevent repetition or to meet learning difficulties through various programs. 

Neither is there an institutional policy of teacher training to address this type of problem. 

 

400. As for repetition, in primary education there was a considerable decrease in the last decade. As 

noted before, repetition was at very high levels in international comparison (see Chapter 2), especially in 

first grade. Some schools have begun to work with a project cycle of first and second grade, with the 

same teacher who "passes" on to the next grade with the students. However, these experiences are not 

widespread. In deciding whether or not a student recurs the teacher´s assessment is very important. 

 

401. As discussed in Chapter 2, in secondary education repetition is very high in international 

comparison. Nevertheless, from the teachers´ viewpoint there is not an excessive use of repetition as a 

tool. As seen, repetition in secondary occurs when the student has not passed 7 or more subjects by 

December, or 4 or more subjects were not approved by February
183

. For each subject to be passed this is 

strongly linked to the teachers´ assessment, although the final decision in terms of promotion and 
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 https://www.ces.edu.uy/ces/images/stories/2014/Marzo%2014/Instructivo_para_liceos_con_tutor%C3%ADas_y_PCP.pdf 
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 Also called exemption. When a student is determined “tolerance”, priority should be given to conceptual aspects, understanding and 

reasoning, and  also implement other forms of evaluation that allow to compensate their difficulties, taking into account their individual 

characteristics and strengths. On the other hand, it must grant whenever possible, and when the student requires, more time in the execution of 
tests and examinations (whether by monthly or annual evaluations) (Circular No. 2491 RC 15/10/02). To expand: 

http://www.ces.edu.uy/ces/index.php?option=com_content&view=article&id=2483 
183

 There is also a threshold of up to 25 absences in the year that is considered when the student is also underperforming. 
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repetition is taken in meetings between teachers and the principal. In upper secondary education, the 

option to retake subjects is possible. That is to say, the student can take subjects of fifth and sixth grade 

simultaneously as long as they do not have outstanding subjects from other years. In lower secondary-

vocational education, repetition is somewhat lower than in lower secondary-general, but is nonetheless 

placed at high levels, approximately at 20%. In this case also, teachers do not consider repetition to be 

common practice.  

 

402. Neither is there a protocol in place to prevent early dropping out of secondary education. Some 

schools seek to reverse the situation calling for families, but these are practices that rely heavily on the 

school principle.  

 

403. In terms of selection in different tracks, students have the first option to pursue lower secondary-

general education (taught by the CES); or vocational (taught by CETP and within this, the agrarian or 

technological option); or to attend the seventh, eighth and ninth grade in rural schools (CEIP field). This 

choice happens at the age of 12. Later, students can select the completion of upper secondary in the 

following options: general, technological or vocational training, at the age of 15 or 16. In the general 

option, in second grade of the baccalaureate, students must choose an orientation (humanistic, scientific, 

biological, and artistic); while in vocational baccalaureate, students choose the type of technological 

orientation (administration, computer science, chemistry, etc.). The track selection is made by the student; 

there is no selection based on criteria other than personal choice. 

 

5.2 Organisation of student learning time 

 

School calendar, instructional time and extracurricular activities 

 
404. Within the CEIP, the regulation sets a minimum value of 180 school days per year, which in 

practice can reach up to 187 days. According to the CEIP the average student in preschool and primary 

had a total of 834 hours per year, in 2007. Meanwhile, this figure rose to 848 hours in 2012, and to 862 

hours in 2013. This means the equivalent of about a week increase or more of classes in 2013 compared 

to 2007
184

. 

 

Figure 5.1 Average annual teaching time for students in Preschool, Special Education, and 1st to 

6th grade in Primary Public Education 

School Category 
Hours/day Days Hours year 

2007 2012 2013 2007 2012 2013 2007 2012 2013 

Urban (EUC+EAP+EPR+Special) 

without extended time  
4 4 4 180 180 180 720 720 720 

ETE   7 7   180 180   1,260 1,260 

Rural 5 5 5 180 180 180 900 900 900 

ETC 7.5 7.5 7.5 180 180 180 1,350 1,350 1,350 

Source: CEIP 

 

405. In all common public schools in the country the same curriculum applies, but there are some 

variations in format. EUC, EPR and EAP have a schedule of 4 hours a day (morning or afternoon) – 

including a 30 minute break. Extended-time schools have four regulatory hours, but also have additional 

hours for English, music and / or art workshops, resulting in a timetable of seven hours a day. Full-time 

                                                      
184

 This figure, calculated by the CEIP, in the first place arises from taking a minimum value of 180 school days,- although in practice the figure 

varies from 184 to 187 days- Secondly, by different enrolment for type of school that existed in 2007, 2012 and 2013, and thirdly, from the 

different classroom hours depending on the type of school. 
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schools are double shift (seven and a half hours daily); and rural schools meet a schedule of five hours a 

day (INEED, 2014). 

 

406. As for secondary education (general), the following figure shows the number of teaching hours 

1,140 for lower secondary, and 884 hours in upper secondary. 

 

 Figure 5.2 Teaching hours in secondary education, 2011 

  
Weeks (1) Days (2) Hours year (3) 

Lower secondary education  38 176 1,140 

Upper secondary education  34 158 884 

Notes: (1) The weeks of classes in the year are calculated according to the schedule of daytime lower secondary 

education Plan 2006 and daytime Baccalaureate Plan 2006 (see Annex V) 

(2) Theoretical school days (FUNDAPRO, 2013) 

(3) Teaching hours are calculated by multiplying the weeks of class by weekly theoretical class hours (30 hours in 

the lower secondary education and 26 in the upper secondary education). 

Source: Compiled data from ANEP and OECD 

 

407. In lower secondary education, the current plan provides a workload of 39 hours per week of 45 

minutes (equivalent to 30 clock hours). In upper secondary, the plan indicates a weekly workload of 34 

hours of 45 minutes, from Monday to Friday in shifts of 5 hours approximately (FUNDAPRO, 2013). 

 

408. The holiday period for students in both primary and lower secondary education is from mid-

December to early March, to which a two week vacation in July is added. Upper secondary education 

(general) ends courses earlier (usually in late October or early November), but has a regular period of 

examinations during November-December. For teachers, they have to meet certain administrative tasks 

before and after completion of the courses or, in the case of secondary education, evaluate exams. 

 

409. From the data gathered by PISA, it is possible to have some indication of how the activities are 

distributed between regular instruction, extracurricular activities and duties. As shown in the tables below, 

82% of schools offer additional Math classes than those offered in regular teaching. This percentage is 

slightly higher for public schools than in private ones. In turn, the schools that offer these classes are 

concentrated mainly in Montevideo and in the most favourable contexts. 

 

Figure 5.3 Schools offering mathematics classes in addition to those offered in the regular school 

hours by type of school. In percentage, 2012 
Country  

total 

Public  

schools 

Private  

secondary schools 

Public  

secondary schools 

Professional  

vocational schools 

82.20 82.48 80.66 85.83 69.56 

 Source: Compiled data from PISA-OECD  

 

Figure 5.4 Schools offering additional math classes at regular hours by region. In percentage, 2012 

Montevideo Rest of the country 

88.80 76.41 

 Source: Compiled data from PISA-OECD 
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Figure 5.5 Schools offering math classes in addition to those offered in regular school hours, by 

context. In percentage, 2012 

Very unfavourable Unfavourable Medium Favourable Very favourable 

70.29 80.98 82.48 83.38 88.09 

 Source: Compiled data from PISA-OECD 
 

410. These additional Math classes may have different objectives. As declared by school principals, 

46% of students are placed in schools where classes are designed solely to recover mathematical 

knowledge, while a similar percentage is at schools which seek to further enrich knowledge of the subject. 

 

Figure 5.6 Students in schools that offer additional Math classes whose principal reports the 

following purposes. In percentage, 2012 

Only mathematical 

enrichment 

Only recover 

mathematical 

knowledge 

Mathematical 

enrichment and 

knowledge 

No differentiation, depending on 

students prior performance 

0.9 46.3 46.5 6.4 

(0.0) (3.8) (3.8) (1.5) 

Note: standard errors in parenthesis. 

Source: Compiled data from PISA-OECD 
 

411. The index of extracurricular creative activities in schools sum the principals responses on whether 

schools offer bands, orchestra or choir; plays or musicals; art club or art activities. This index ranges from 

0 to 3. As shown in Figure 5.7 the index is higher for public secondary schools compared to vocational 

schools, but no significant differences are shown between public and private schools. The overall index 

for Uruguay is at 1.48, below the OECD average (1.81), and other Latin American countries participating 

in PISA, except Argentina and Brazil (OECD, 2013b). 

 

412. As proposed in the OECD PISA 2012 report, school systems where schools tend to offer as much 

creative extracurricular activities generally tend to do better in Math. In the case of Uruguay, even after 

taking into account the socioeconomic status and demographic profile of students and schools, the schools 

where more activities of this kind are offered tend to perform better in Mathematics (OECD, 2013b). 

 

Figure 5.7 Index of extracurricular creative activities in schools, 2012 

Country 

total 

Public 

schools 

Private 

secondary 

education  

Public 

secondary 

education 

(general) 

Public 

vocational 

schools 

Difference 

Private-

public 

Difference 

professional 

vocational- 

secondary (general) 

1.48 1.55 1.49 1.74 0.80 -0.07 -0.94* 

(0.07) (0.09) (0.18) (0.09) (0.21)     

Note: Standard errors in parentheses 

* Significant difference at 95%  

Source: Compiled data from PISA-OECD 

413. Moreover, the rate of extracurricular activities of Mathematics is the sum of the responses of the 

school leaders on whether schools offer: Math Club; mathematics competitions; club with a focus on 

computers and ICT; and other questions regarding the availability of additional Math. Again, this 

indicator shows higher values for public schools in regard to vocational schools, but no significant 

differences were observed between public and private schools. However, the index for Uruguay (1.76) 

lies well below the OECD average (2.36), and other Latin American countries except for Colombia 

(OECD, 2013b). 
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Figure 5.8 Index of extracurricular activities of Mathematics in schools, 2012 

Country 

total 

Public 

schools 

Private 

secondary 

education  

Public secondary 

education 

(general) 

Public vocational 

schools 

Difference 

Private-public 

Difference professional 

vocational- secondary 

(general) 

1.76 1.71 1.96 1.81 1.34 0.25 -0.47* 

(0.08) (0.09) (0.25) (0.10) (0.19)     

Note: Standard errors in parentheses 

* Significant difference at 95%  

Source: Compiled data from PISA-OECD 

 

414. As for the distribution of instructional time the following figure presents the average of minutes per 

week in Math, Language Arts and Science, indicating a slightly greater amount in Math and Science than 

Language. Moreover, students invest almost 5 hours per week devoted to homework. Finally, students 

spend approximately one hour per week working with a personal tutor or tutoring, or with a family 

member, the latter indicating an amount of invested time which is slightly higher. 

 

Figure 5.9 Instruction time within and outside the school, 2012 

Minutes per 

week in Math 

classes 

Minutes per 

week in 

Language 

classes 

Minutes per 

week in 

Science 

classes 

Minutes per 

week in 

homework 

Work with 

a tutor 

(paid or 

not) 

Private 

classes 

outside 

school 

Study with a 

parent or other 

family member 

155.8 137.9 152.5 282.2 63.2 65.8 81.0 

Source: Compiled data from PISA-OECD 

 

Actual instruction time: student and teacher absenteeism 
 

415. In regard to absenteeism, in PISA 2012 students are asked if they skipped class in the two weeks 

prior to tests. As shown in the figure below, the non-attendance rate is 24% for the whole country; being 

much higher in public schools versus private, and within public schools it is slightly higher in vocational 

schools. 

 

Figure 5.10 Students who reported having skipped some classes in the two weeks preceding the 

PISA test. In percentage, 2012 

Country 

total 

Public 

schools 

Private secondary 

education  

Public secondary 

education (general) 

Public vocational 

schools 

23.55 26.36 9.68 25.76 28.71 

Source: Compiled data from PISA-OECD 

 

416. Likewise, PISA reports that in Uruguay 59.3% of students were late to class at least once in the two 

weeks preceding the tests. This percentage is more than double of that reported by the OECD average 

(25%). 

 

Figure 5.11 Students who were late to class at least once in the two weeks preceding PISA. In 

percentage, 2012 

Country 

total 

Public 

schools 

Private secondary 

education  

Public secondary 

education (general) 

Public vocational 

schools 

59.3 60.3 54.5 61 57.5 
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Source: Compiled data from PISA-OECD  

 

417. On the other hand, principals respond on the extent to which the absences of students and teachers 

hinder the learning process. According to PISA results, student's absence is a significant learning problem 

in public schools, especially in vocational schools. Meanwhile, it is not displayed as a problem in the 

private sector. 

 

Figure 5.12 Students in schools where principals report that student absences hinder the learning 

process. In percentage, 2012 

Country 

total 

Public 

schools 

Private secondary 

education  

Public secondary 

education (general) 

Public vocational 

schools 

35.70 42.97 0.00 37.87 62.31 

Source: Compiled data from PISA-OECD 

 

418. Additionally, the absence of teachers is a highly important issue in public schools (similarly in 

secondary schools and vocational schools); while in private schools the incidence of teacher absenteeism 

as a problem is of much less significance. In public schools, only 26% of Uruguayan students attend 

schools where teacher absenteeism does not hinder the learning process, compared to 87% for the OECD 

average. 

 

Figure 5.13 Students in schools where principals report that teacher absenteeism does NOT affect 

learning. In percentage, 2012 

Country 

total 

Public 

schools 

Private secondary 

education  

Public secondary 

education (general) 

Public vocational 

schools 

35.06 26.35 78.49 27.15 23.23 

Source: Compiled data from PISA-OECD 

 

Changes in the organisation and instruction time  
 

419. The main reform that changed the school day began in the late eighties in the field of primary, 

when full-time schools were created. In 1989, seven full-time schools were experimentally approved. 

From the mid 90’s full-time schools spread and became permanent, taking greater momentum since 2000. 

 

420. In the field of secondary education (general), an experience of full time secondary schools began in 

2011 (at San Luis secondary school in the department of Canelones), serving an enrolment of 149 

students. In this modality, the students are at school for eight hours, and in addition to taking curricular 

subjects, it also has vocational orientation workshops, gardening, computing, robotics and sports training. 

In 2012, the experience was also extended to two secondary schools in other parts of the country
185

, but 

remains very limited.  

 

421. As for school days in the year, in early 2014 the Partido Colorado (PC) introduced a bill that 

establishes a minimum of 200 school days for both public and private schools, with the intention of 

expanding teaching time with more class hours per year.
186 

 

                                                      
185

 Rivera No. 4 secondary school in the department of Rivera, and Ismael Cortinas secondary school in the department of Flores. 
186

 See Annex III for proposals on education by political parties. 
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5.3 Allocation of teacher resources to students 
 

Class size and student teacher ratio 
 

422. Class size varies between cycles and type of school. In primary education, there was a considerable 

decrease in the ratio of students per class in the last decade, as a consequence of demographic change and 

decrease in repetition, reaching today to an average size of 24 students. As shown in the chart below, the 

decrease was more notable in schools in less favourable contexts; and the current average ratio is lower 

for the most disadvantaged schools. In turn, class size is smaller in first grade, while the greatest 

reductions in this indicator occurred in subsequent grades.
187 

 

Chart 5.1 Students per class by quintile of socioeconomic status, urban schools, 2012 

 
Source: Compiled data from the Portal of primary education monitoring 

 

Chart 5.2 Students per class for grade 1, and from 1st to 6th grade, urban schools, 2012 

 
Source: Compiled data from the Portal of primary education monitoring 

                                                      
187

 At primary school level, the ratio of students per classroom teacher is an indicator of average class size because there is generally one teacher 

in the class. 
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423. EAP are those with smaller class sizes, which is desirable given the difficulties associated to the 

context the students are in. Instead, EPR have larger class sizes, but they usually rely on trainee teachers 

to support classroom teaching. 

 

424. In secondary school, class size presents differences according to the cycle. As shown in the graph 

below (chart 5.3), the average class size of secondary schools which only have the lower secondary cycle 

is of around 30 students on average. However, in the case of upper secondary schools or schools that have 

both cycles, class size in departmental capitals and Montevideo tends to be higher than in other localities, 

of approximately 35 students. 

 

Chart 5.3 Average class sizes in different secondary education cycles, by region, 2013 

 
Source: Compiled data from the CES  

 

425. It is worth noting that some students in fifth and sixth grade in upper secondary school (general) do 

not take all the subjects (an alternative that the curriculum allows those grades). In fact, only about half of 

those enrolled in fifth and sixth grade are in a full- time regime, i.e., they take all the subjects. If the 

students in 5th and 6th are measured by the number of classes taken, the overall enrolment is the 

equivalent to 75% “full” students (see chart below). The ratio of students per class in upper secondary 

(general) in equivalent full time regime would mean 27 students per class (see Figure 3.2, Chapter 3). 

 

Chart 5.4 Distribution of students in 5th and 6th year of the of CES baccalaureate by subjects 

taken 

  
Source: Compiled data from CES 
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426. On the other hand, the student-teacher ratio is indicative of the allocation of teacher resources at 

each level, taking into account classroom, support and indirect teachers. For primary education, the ratio 

rises to 17 students per teacher, 19 in Montevideo and 16 in the rest of the country. 

 

427. For secondary education (general), the ratio rises to 8 students per teacher, which is well below 

average class sizes presented above (ranging between 23 and 35 students, depending on the cycle and 

location of the school). This considerable difference is due fundamentally to the fact that secondary 

teachers (unlike primary teachers), are usually not “full time”, i.e. their workload of hours are not in 

accordance with the total workload of the cycle in which classes are given. This is partly linked to the 

diversity of subjects in which secondary education is divided, the specialisation of teachers in a subject 

and how class time is allocated to each teacher. In the case of professional vocational education, the ratio 

is even lower than in general secondary, and rises to 4 in lower secondary, and to 3 in upper secondary 

education.  

 

428. According to micro data from the CHS conducted by the INE (CHS-INE, 2012), 40% of secondary 

school teachers worked less than 30 hours per week; and 16% less than 20 hours. If we adjust the ratios 

presented above by the distribution of teachers workload arising from the CHS so to approach a student-

teacher ratio "full", the figure for secondary education would reach 11 students per teacher; and for 

vocational education between 4 and 6 students per teacher in lower and upper secondary, respectively (see 

Figure 5.14). 

 

Figure 5.14 Ratio of students per teacher by level of education, 2013 

Students/Teachers Students per full time teachers 

Primary education 17 17 

Secondary education (general) 8 11 

Lower secondary education (vocational)  4 6 

Upper secondary education (vocational)  3 4 

Note 1: In the case of primary education the total of regular teachers and also positions of coordination and support 

for teachers is taken into account. For secondary education an estimate for lower and upper secondary education is 

carried out, considering all subject teachers, principals, secretaries, proctors, POP, POB and laboratory staff. For 

professional vocational education the calculation for lower and upper secondary education is disaggregated and the 

whole teaching staffs participating in each level is taken into account.  

Note 2: Students per full time teachers. For primary, the data has not been corrected because most teachers have 

teaching loads according to the workload of the cycle. For ETC a total load of 40 hours is considered (including 

class hours and coordination), and teachers are weighted according to the distribution of weekly working hours 

arising from the CHS-INE. 

Source: Compiled data from MEC and CHS-INE  

 

Organisation of teachers' work 
 

429. The statutory hours of teaching work include teaching in contact with students and the hours spent 

on tasks other than direct teaching. In the case of Uruguay, teachers spend almost all of their paid hours at 

school working in the classroom, being practically non-existent other paid hours associated with other 

educational activities (class preparation, planning, or participation in collective projects). An exception to 

this general criteria are paid coordination hours to teachers working in EAP, two hours per week of 

coordination in the case of ETC teachers
188

, and paid coordination hours in secondary (in the scope of 

CES as in the CETP), inasmuch as teaching hours (Figure A.5.1 Annex I). Within the CETP, agrarian 

                                                      
188

 In ETC the 40 allocated hours are distributed between 37:30 hours of direct teaching and 2:30 of coordination hours per week. 
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school teachers are an exception. They have positions composed of 50% of direct teaching hours and 50% 

for production activities. 

 

430. According to CETP respondents, coordination hours are not clearly organized. In many cases it is 

very difficult for teachers to attend. This is because teachers work in more than one school, therefore 

making it virtually impossible for the meetings to be fully attended
189

. Similar problems occur in the area 

of the CES. 

 

431. There is evidence that the work of teachers outside the classroom far exceeds the existing hours of 

coordination, both in primary and secondary. According to data from the CHS 2012, teachers spend a 

higher number of unpaid hours of work at home than workers in other occupations. It refers specifically to 

unpaid hours devoted to planning or correcting homework, among other tasks. On average, primary 

teachers work ten hours per week at home and secondary school teachers put in nine hours. Considering 

that average weekly working hours in teaching is at about 30; working hours at home would mean about 

25% of the total workload of teachers in primary and secondary. 

 

432. The professional development of teachers within regular working hours at schools can be 

implemented during coordination hours, depending largely on the guidelines made by the principal. 

Outside this area, attendance at development courses, updating or training depends on the personal 

initiative of teachers, generally taken at IPES. Interviewees agree that from the side of Education 

Councils, a policy should be instrumented regarding updating skills, which is currently non-existent. As 

for training requirements, as mentioned in Chapter 4, a pre-requisite for development courses is a 

teaching qualification. Meanwhile, training and refresher courses are aimed toward all teaching staff. 

 

Career structure and compensation 

 
433. The stages within the teaching career in the Uruguayan system are not associated to having greater 

responsibilities. The system is divided into 7 grades mainly accessed by seniority. Teachers are 

automatically promoted to the next grade every four years, implying a wage increase of about 8%. The 

upgrade does not necessarily imply assuming other duties than those of teachers in the previous grades. It 

does not mean that they must participate in training other teachers, or mentoring; neither are they 

responsible for management tasks and instructional leadership. This relates to the fact that the teaching 

activity (and compensation) is basically linked to classroom hours. 

 

434. In primary education there is a differential pay for coaching recent teacher graduates in EPR. 

However, this is exclusive to coaching teachers in this type of schools. It is not associated to a grade 

promotion in the teaching profession. To be a qualified coach, a prior course must be taken solely aimed 

at teachers in EPR. At all education levels, performance in areas other than direct teaching implies 

accessing other roles of indirect teaching, such as principal, inspector, POP/POB, etc.; these are accessed 

by a tender and are not directly associated with the different grades within the teaching career. 

 

435. In secondary education, grade 7 teachers (the highest in the career) who are engaged in direct 

teaching, concentrate their activity on teaching, not on contemplating other tasks like those previously 

mentioned. In practice, a substantial proportion of these teachers often take on a very broad workload 

(sometimes more than 50 hours per week of class), in the last years of their career. 

 

436. The percentage of salary increase from one grade to another is relatively small at the beginning of 

the career, but increases significantly toward higher levels. Currently, the passage from grade 1 to grade 4 

(i.e., after about 12 years of experience), implies a wage increase of 16.5% on average. Meanwhile, the 

                                                      
189

 An apparent exception is the Basic professional training offer, where coordination spaces named "integrated teaching spaces" were created, 

lasting two hours per week where the team meets and plans the week ahead. 
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passage from grade 4 to grade 7 (approximately another 12 years of experience), currently involves a 

wage increase of 42%. 

 

437. Additional compensation based on seniority, is a 20% payment of the basic salary after 25 years of 

service (Law No. 11,021). Also, all grade 7 teachers after serving 28 years of effective teaching receive a 

bonus of 5% on their earnings, which passes to 10% after 32 years in teaching. 

 

438. Beyond wage increase strongly based on seniority, there are few incentives or wage compensation. 

Existing premiums are basically presentism, qualifications and work in unfavourable environments. There 

are also differential payments for full time work, or for working in upper secondary education. No 

monetary incentives are based on performance, student outcomes or assessment of teachers´ skills. 

 

439. There is only an incentive to teaching in vulnerable contexts and that is for preschool and primary 

teachers. This incentive is a wage premium for teaching in schools classified as “Aprender”, if they 

participate in meetings that are held once a month (eight per year on average). For participating, teachers 

receive a fixed compensation starting at 2,024 pesos at current 2014 prices
190

, which in 2014 represented 

10% of the salary of a grade 1 teacher with 20 teaching hours, and 6% of the salary of a grade 7 teacher 

with 25 years seniority. This premium does not strictly represent an incentive since it refers to payment 

for working extra hours that do not correspond to direct teaching. However, it does represent a differential 

payment in respect to those teachers working in other types of schools, who do not receive any type of 

compensation for the hours invested in attending planning and coordination meetings
191

. Meanwhile, 

teachers in secondary and vocational education receive no additional compensation associated to their 

work in vulnerable contexts. 

 

440. On the other hand, there is an amount called the "balanced teaching unit"
192

, ¹² used primarily to 

compensate teachers with more than 20 hours workload, as well as other teacher categories, such as 

special education teachers, rural teacher and agriculture teachers under the purview of CETP. Depending 

on teacher category a percentage of the balanced teaching unit is added to the basic salary. For a full-time 

teacher, community teacher and Ceibal teacher, this percentage reaches 100%. In the case of teachers in 

special schools it amounts to 70%. In rural schools it is generally 30%, in rural boarding schools it is 

45%.  For only one teacher in a rural school it represents 50%, and for only one teacher in an “awkwardly 

located” rural school it adds to 60%. 

 

441. Regarding the incentive to presentism, it is awarded on a quarterly basis, and calculated based on 

the absences in each quarter. The maximum of this bonus is awarded in the case of having no non-

excused absences, but there are also bonuses to those with up to three unexcused absences. According to 

the provisions of the wage agreement between the ANEP and the Union Coordinator of Education in 

Uruguay (CSEU), since December 2010 the bonus is 15% of the salary for those with zero absence in a 

quarter, 10% with one absence, 5% with two absences, and 3% with three absences (INEED, 2014).
193

 

 

442. Another type of incentive is a 7.5% salary compensation for certified secondary teachers, which 

seeks to encourage the qualification of teachers at this level. However, it does not seem to be sufficiently 

attractive, given that in recent years there has not been an increase in the percentage of teachers with a 

degree. In the case of primary a degree is always required, so there is no such incentive. Instead, teachers 

                                                      
190

 The compensation in EAP is a one- time payment, and is independent of the teacher´s grade. This amount reaches $U 2,023.85 in 2014. Such 

schools before 2010 were named “critical sociocultural context”, and compensation until 2009 was 25.7% of the UDC (balanced teaching unit), 

in 1st. grade. 
191

 While in all schools there are two annual meetings and two annual ATD, teachers do not receive extra compensation for attending. 
192

 The UDC is located at $U 17,740 in 2014 for CEIP, which represents almost 100% of the salary of a grade 1 teacher, and is located at $U 

7,616 for CODICEN, CES, CETP and CFE, representing 43%  salary grade 1 lower secondary teacher , and 42% of an upper secondary teacher. 

 
193

 The percentages may result in minor changes from year to year. 
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who work with a group for more than 50% of the days of the month receive compensation for permanence 

in the classroom (or direct teaching) of 7.5%. 

 

443. In order to display the effect of the various incentives in the total salary, in the following graph we 

consider the case of a grade 4 teacher with a premium for direct teaching, presentism with zero absences, 

and working in a “Aprender” type of school. As can be seen, the nominal wage, which is mainly linked to 

seniority as a teacher, represents 76.1% of the total salary while offsets represent the remaining 23.9%.  

11.4% is due to presentism, 6.8% for teaching in EAP, and 5.7% for direct teaching.  

 

Chart 5.5 Salary of a grade 4 teacher with premium for direct teaching, presentism in an EAP. In 

percentage 

 
Source: Compiled data from the Statistics and Analysis Division of the ANEP Sectorial  

Programming and Budget Directorate 

 

Teacher salaries versus other professions 
 

444. Since the recovery from the 2002 economic crisis, teacher real salaries increased systematically 

over the average real wage growth in the economy. Between 2005 and 2013 the real wages of teachers in 

the public sector increased on average 5.4% annual cumulative, versus 4.3% average real wage growth. 

On the other hand, teacher salaries in the private sector grew below the average rate of the economy 

(3.4% annually). 
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Chart 5.6 Average real wage index (1) general and education sector. Years 1997 to 2013 

 
(1) Average real wage index: 2003 = 100. 

Source: Accountability 2013, MEF. 

 

445. While public teacher salaries have improved in recent years, it´s worth asking how it is positioned 

with respect to workers´ wages with similar characteristics in other professions or occupations. In INEED 

(2014), this analysis is performed at two points in time (2006 and 2012). Hourly earnings are compared in 

order to eliminate the differences from different time workloads between occupations. The comparison 

group are professional and technical workers
194

, which possess similar characteristics to those of teachers 

(socio demographic characteristics, educational and related to the type of employment). 

 

446. To refine the comparison between teachers and other professionals or technicians, an exact 

matching (Ñopo, 2004), is performed between those individuals who share some common features 

("common support"). Within observable characteristics, gender, age, level of education, if part-time 

worker, job formality, if they work in the public sector, if they reside in Montevideo and if they are wage 

earners are taken into consideration.  

 

447. The results indicate that on average, professionals and technicians have an hourly income of 28.8% 

and 21.8% higher than teachers in 2006 and 2012 respectively. When the analysis is performed by income 

deciles (Figure 5.7), there is a similar pattern in both years considered: in the lower deciles the situation is 

moderately more favourable to teachers. While in the higher deciles, it is largely favourable to other 

professionals and technicians. In short, early career teacher salaries are competitive with those of other 

professions of similar requirements; but become uncompetitive as the years go by. In INEED (2014) 

much of the income gap between teachers and non-teachers is explained by the different returns to 

education and to part- time work. 

 

                                                      
194

 The comparison group consists of the categories "professionals, scientists and intellectuals" (group 2 of the International Standard 

Classification of Occupations 2008), and "Technicians and associate professionals" (Group 3 of the International Standard Classification of 

Occupations 2008). 
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Chart 5.7 Adjusted income gap among teachers and other professionals or technicians, by income 

decile. In percentage, years 2006 and 2012 

 
Source: Compiled data from CHS, INE  

 

448. Two additional considerations may be taken into account in order to further refine the comparison. 

On the one hand, teachers have a higher workload outside the school (at home); and secondly, teachers 

have fewer working weeks than other professionals and technicians during the year. Both considerations 

affect the comparison of earnings, significantly raising the pay gap between teachers and non-teachers. 

Considering both, the gap in average hourly earnings is 43% higher for non-teachers (see INEED, 

2014).
195

 

 

449. Finally, it is worth mentioning that beyond the general increase in real wages for teachers since 

2008 to date, along with a prioritisation in the salary increase of some categories
196

, no other significant 

changes occurred in the structure of the teaching career or their working conditions. As already 

mentioned, some changes were proposed (particularly teacher-position in secondary education, see 

Chapter 4), but these were not implemented. 

 

Support staff in schools 
 

450. In primary education, there are several positions to support classroom teachers. One is the "support 

teacher". In 2013, the percentage of schools with permanent support teachers reached 32.6%, and has 

increased significantly since 2003 (22.3%). The distribution of support teachers in schools has a 

progressive profile, increasing as the schools´ socioeconomic context worsens (see Figure 5.15). 

 

                                                      
195

 Teachers have a period of two months paid vacation. Therefore, hourly wages are multiplied by 12/10. In the case of professional or technical 

workers a paid annual vacation month is assumed, so that revenues are multiplied by the ratio 12/11, and in the case of freelancers they do not 

have paid holidays (i.e. hourly income is assumed adjusted in this case are the same as the unadjusted). Thus prorated hourly earnings are a linear 
transformation of unadjusted hourly wages and a measure of relative income when taking into account their work period. 
196

 The wage increase was greater for teachers who receive the "balanced teaching unit" (mainly full-time teachers, teachers in rural and agrarian 

schools). Primary and lower secondary school teachers were also prioritised in relation to upper secondary education. 
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451. Moreover, the percentage of primary schools with the presence of a proctor teacher or vice-

principal and social worker has increased in the last decade. The percentage of schools with a proctor 

teacher or vice-principal is higher in the more favourable contexts
197

. In the case of social workers, their 

distribution is progressive, since the percentages are somewhat higher in schools corresponding to less 

favourable contexts (INEED, 2014). 

 

Figure 5.15 Urban primary public schools with permanent support teacher (1), proctor teacher or 

vice principal, and social worker (2) by quintiles of socio cultural context. In percentage, years 2003 

and 2013 

Quintile 

Presence of support 

teacher 

Proctor or vice 

principal 

Social 

Worker 

2003 2013 2003 2013 2003 2013 

1 30.2 41.2 56.0 75.3 18.8 21.0 

2 34.6 35.9 53.9 76.0 12.4 19.0 

3 22.3 33.1 44.5 64.0 9.5 10.4 

4 15.4 26.8 55.1 73.6 6.0 13.7 

5 9.3 26.1 66.3 81.3 2.1 12.2 

Difference subtracting Quintile 5 -Quintile 

1 
-20.9 -15.2 10.4 6.0 -16.7 -8.9 

Total 22.3 32.6 54.7 74.0 12.0 15.2 

(1) Number of schools with at least one support teacher, over the total of schools. 

(2) Number of urban common schools with a proctor teacher or vice principal and a social worker, over total 

schools. 

Source: Portal of primary education monitoring 

 

452. Finally, other support personnel present in primary schools are community teachers, Ceibal support 

teachers, and teachers from the program Teacher + Teacher. Community teachers work in schools and its 

neighbourhoods with children with poor school performance or with integration problems, and with their 

families, focusing on strengthening the learning process and/or relationships. They are focused on schools 

in less favourable contexts. The Ceibal support teachers collaborate in the expansion of the possible uses 

of Ceibal laptops for school educational proposals, coordinating their work with school leaders and 

teaching team. On the other hand, the support teacher within the Teacher + Teacher  program works 

closely in coordination with the classroom teacher in opposite shifts, extending educational time to 

children with the greatest difficulties, or in the classroom itself integrating classroom "teaching partners" 

with the classroom teacher, to achieve more personalised dedication to the children (see section 2.7). 

 

453. In secondary education (in the CES orbit) there are also teachers who support the activity of direct 

teaching. The POB has the primary responsibility of providing technical support to libraries and 

multimedia areas in the school. The POP is a teacher who acts as a coordinator between different 

institutional actors in order to enhance educational achievements. Their purpose is to seek to strengthen 

ties with families, local institutions and the community. They also work with tutors and in educational 

projects, especially in instances of coordination. Another teacher acting indirectly is the laboratory 

teacher assistant, who is responsible for the available materials and supervises that the laboratory is in 

appropriate conditions.  

 

 

454. The proctor meanwhile, plays a role of "referral" for the group, not being the teacher in charge of 

any particular subject. They undertake teaching duties and when suggested by the principal, they can 

                                                      
197

 The allocation of these resources is associated with the size of primary schools. 
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perform administrative tasks. They are assigned by secondary school and by shift. They cannot add class 

hours within the shift they serve as proctors. They are in charge of maintaining order and discipline of the 

student body, control the entry and exit of students in the establishment and breaks, among other tasks. 

They can also request the application of sanctions (disciplinary measures) where appropriate on behalf of 

the school. They are responsible for recording information regarding student absences, performance 

records, health, and family visits to the school. The proctors fill in free classes (in the case of teacher 

absence), and attend school meetings of the groups under their responsibility for providing information 

that will be required for comprehensive evaluation of the student. They communicate with the families 

regarding students´ absence, sanction or delivery of report card.
198

 

 

455. Regarding the allocation of indirect teachers POB, POP and the laboratory preparer, it is one per 6 

or 7 groups in secondary; the largest being allocated in Montevideo (one every 4 or 5 groups, 

approximately) (see Chart 5.8). 

 

Chart 5.8 Groups by indirect teacher (Lab. preparer, POB, POP), according to quintiles of school 

size, by region, 2013 

 
Source: Compiled data from CES  

 

456. The proctors are designated at a rate of one every four groups, approximately. Again in this case, 

there is a greater allocation in Montevideo. The lower allocation occurs in larger high schools of the 

departmental capitals in the country, where an average of five groups per proctor is assigned (see chart 

5.9) 
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 CES Bill No. 1625/79 
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Chart 5.9 Groups per proctor, according to quintiles of school size by region, 2013 

 
Source: Compiled data from CES  

 

457. However, when analysing the ratios of students per indirect teacher (both POB, POP or lab. 

preparers and proctors), localities within the country are those with fewer students per teacher, followed 

by Montevideo and thirdly by departmental capitals. 

 

Chart 5.10 Students by indirect teacher by region, 2013 

 
Source: Compiled data from CES   

 

458. Finally, in professional vocational education, support staff apart from proctors is not contemplated 

throughout the subsystem. At the departmental level, there are multidisciplinary teams with the objective 

of addressing different situations that generate learning problems in the classroom. But these teams are 

not always available to support teachers in their daily work. 
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5.4 Organisation of school leadership 
 

School leadership arrangements 
 

459. The assignment of the management team at schools (principals, vice- principals and secretaries) is 

related to the size of the school, as established by regulations. Most schools have a team of two or three 

members, but in the case of larger schools, they usually have three or more staff (see 4.6-4.7). For 

example, in secondary school it is shown that 30% (located in the two lower quintiles sorted by size), has 

no vice principal, while larger schools have even up to three vice principals (Figures A.5.3 and A.5.4 

Annex I). This is also related to the quantity of school shifts (and if it includes a night shift). 

 

460. The tasks assigned to the school management team are usually distributed between them. Only 

some tasks should be borne by the school leader such as rendering expenditure to the offices of Finance of 

the councils, assume the role of treasurer of the development commission, or chair coordination meetings.  

 

Organisation of school leaders' work 

 
461. The school leader´ time is distributed among three areas: pedagogical, organisational- 

administrative and communal.  The school management team must deal with varied administrative tasks 

(e.g., controlling primary vaccination card, managing paperwork with the Social Insurance Bank and the 

DGI, respond to many requests that are made from the Councils, render the monetary items, among many 

others), in addition to exercising the pedagogical leadership of the school. Generally, it has been noted 

that administrative tasks take up a lot of time, resulting in the time devoted to educational, pedagogical-

curricular, and community service is less than desirable. In short, there is a widespread perception that the 

team is generally insufficient to address all management tasks adequately. 

 

462. The professional development of principals is often not contemplated, beyond the guidelines given 

by the inspectorate. According to respondents, the work overload of everyday tasks prevents them from 

dedicating time specifically aimed at updating and developing skills. In general, no specific update 

courses are given for school heads, apart from some exceptions.
199

 

 

463. A recent initiative that sought to institutionally strengthen schools and their management teams is 

the “ProMejora” program
200

 led by CODICEN, and implemented in 10 primary, 15 secondary and 9 

professional vocational schools. The program was designed to promote improvement plans and strengthen 

schools in three dimensions: management, coexistence and learning. 

 

464. When inscription is opened for the program, schools wishing to participate should assemble a 

project. Based on that, inspections from the Education Councils choose the schools that will participate in 

the program. Once selected, there is a counsellor involved who advises throughout a year. Further training 

courses are conducted, and material costs and extra hours of teaching resources are allocated. 

 

465. Key actions include institutional self-evaluation that leads to an elaboration of an Improvement 

Plan with a goal to three years, and short and medium term plan. Monitoring of the actions to be carried 

out and a follow up with the schools is performed throughout the whole process.
201

 

 

                                                      
199

 For example, courses for ETC leaders. 
200

 See http://www3.anep.edu.uy/promejora/ 
201

 To date there is no evaluation of this program available to the public. In 2013, the DIEE gathered up the perception of stakeholders regarding 

management and coexistence in the participating schools for the purpose of having a baseline and makes a future follow-up.  



129 

 

 

Career structure and compensation 
 

466. Leadership positions have a separate hierarchical career structure than teachers, based on the size of 

the school and position (“school leader or vice principal”). The school leaders receive differential 

payments associated to the size of the school they are running. Primary schools are classified into three 

sections according to enrolment. The salary of a school leader in a level “A” school (of higher enrolment) 

is 5% higher than a level “B” school, and the latter is 5% higher than a level “C” school. There is also a 

difference in wages associated with the work of management in ETC, whose salary is 5% higher than in 

common schools, with the same level of enrolment. 

 

467. In secondary and professional vocational education there is another classification according to 

enrolment, which groups schools in four categories. The salary of management in these cases is greater in 

higher enrolment rates, with a 5% difference from one category to another. 

 

468. Regardless, the job of school leaders is less well paid than teaching work for the same amount of 

hours. For primary school, principals receive 78% to 86% of the salary of a full-time teacher in the 

highest grade, depending on the size of the school they manage. For secondary school, the gap in 

principals´ wages compared with a teacher working 40 hours is between 72% and 84% (INEED, 2014). 

 

469. The fact that the role of principal is less well paid than a teacher of the highest grade is a 

discouragement for taking the job, according to interviewees both in primary and secondary. It was even 

suggested that in secondary school due to this reason, a number of leadership positions are not covered by 

competing applicants; therefore, the position fell upon the senior teacher of the school. 

 

470. Besides this lack of incentive, the problem of teacher shortage itself, affecting all subsystems also 

prevails over staff for management positions, according to interviews. 

 

471. It should also be noted that principals receive no associated incentives to work in unfavourable 

contexts. Like teachers, they do not receive incentives associated with performance (neither based on 

school results nor on the basis of an assessment of their skills as principal). Neither are there any 

additional payments to teachers for taking on educational leadership activities at the school. 

 

472. There have been no recent changes in the structure of the career or on working conditions of 

principals. However, several of the proposals of political parties in the opposition (in the context of the 

recent national presidential elections) point out to changes in the role of the principal. The most 

outstanding for changes is the proposal by the Partido Nacional (PN), which raises the issue of granting 

greater autonomy including the ability to manage significant amounts of resources; further management 

training; change the way in which principals are selected by requiring fewer years of teaching as a pre-

requisite, and introducing a requirement to develop a plan for the school; and evaluate the results of the 

plan as a condition for reappointment. Finally, the proposal also includes giving principals the ability to 

choose teachers for their school (see section 5.8 and Annex III of proposals on education by political 

parties). From teacher unions´ viewpoint, they claim that the school leaders should have a more 

discretional role regarding the resources that are assigned monthly. 

 

5.5 Teaching and learning environment within school 

 

Organisation of learning, evaluation and school development 
 

473. As mentioned above, schools do not possess the autonomy to define the main aspects of the 

curriculum; which is defined at the central level (see Chapter 2). With respect to student evaluation, at 
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primary school level online formative assessment was recently implemented using the Ceibal platform. 

The format and content of the evaluation is defined centrally by the DIEE of CODICEN. It is not the 

purpose of the evaluation to assess the scope of standards and learning objectives at a national level, but is 

conceived as a tool for the teacher to judge student performance and implement on this basis, measures 

during the year. Teachers can use “liberated” test items to create their own tests in the Ceibal platform.
202

 

Areas assessed are Reading, Mathematics and Science, and also recently, an adaptive assessment of 

English. The final evaluation of the student is by the teacher and the principal. They basically take into 

account, formative online assessment and judgment by the teacher on student performance during the 

year. 

 

474. In the field of CETP and the CES, there is a “year passage regulation” but has no defined learning 

goals; and student assessment is basically determined by the teachers´ judgment, as was mentioned 

earlier. 

 

475. It is uncommon for there to be self-evaluation practices, or a teacher evaluation system within the 

school. Neither is it common practice to prepare a development plan in schools. With the exception of the 

schools participating in the “ProMejora” program, which should perform a self-assessment and develop a 

plan for improvement in some dimensions that the program covers, these activities are left to the initiative 

of the school leader and/or the school leadership. 

 

Well-being and outreach to the school community 
 

476. The promotion of appropriate learning environments beyond the classroom depends entirely on the 

initiative of the principal and/or the management team. In general, in preschool and primary and 

professional vocational education, it is common practice for schools to carry out activities where families 

are included. In primary, the schools organise workshops (crafts, sexual education, etc.), open classes 

where parents and neighbours can attend, or festivals, among others. CETP schools usually have 

exhibitions of work performed throughout the year, where the community can attend. All these activities 

must be approved by the respective Education Council. The principals agree that the lack of resources at 

their disposal usually restricts the ability to organise and carry out these activities. 

 

477. Regarding security policies,  there has recently been an increase in situations of violence and theft 

in schools, which has led to strengthening security through alarm systems or hiring patrol officers during 

certain times of day . 

 

Teacher collaboration and professional learning 
 

478. As for cooperation policies between teachers to facilitate the development of learning communities, 

it is worth mentioning that Uruguay is part of the Global Learning Network
203

, composed of 100 schools 

in the three subsystems analysed in this paper. As part of this network, the schools that participate often 

exchange innovative experiences. 

 

479. Beyond participation in this network, in primary, regular coordination meetings take place between 

the school heads within a department or locality; plus the inspector may suggest that two schools meet to 

share innovative experiences. Furthermore, the use of videoconferencing is expanding and one of its 

purposes is to facilitate the exchange of experiences and cooperation between teachers and schools. 
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 See http://www.anep.edu.uy/sea/?page_id=2654 
203

 See http://www.ceibal.edu.uy/art%C3%ADculo/noticias/institucionales/red-global-de-aprendizajes 
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480. In professional vocational education, it is not common practice to exchange experiences between 

schools. While there is consensus among interviewees to positively evaluate the regionalisation as a way 

to promote communication and exchange between schools, sharing experiences have been sporadic and 

by initiatives between schools. A similar situation occurs in secondary education in the orbit of the CES. 

 

5.6 Use of school facilities and materials 
 

481. School facilities are occasionally used for other purposes after regular hours of instruction. Some 

were mentioned above and include activities with parents (educational workshops, exhibitions, etc.) and 

community outreach (festivals, etc.). Some primary schools are also used for summer courses, under the 

PEV (see section 2.7). In secondary, part of the infrastructure is used for evening courses, aimed primarily 

at overage students. There are also some experiences, although limited, of using the infrastructure at 

weekends
204

. 

 

482. There are also specific experiences of schools that share infrastructure, in particular some facilities 

(gyms, open sports facilities, multipurpose rooms, which tend to be "borrowed" from one school to 

another). 

 

483. In the case of professional vocational education, respondents claim that the facilities are available 

to any state institution in need (provided they do not affect the normal operation of classes), and in 

schools in other parts of the country aside from Montevideo it is more frequent the use of facilities for 

community activities. 

 

484. The scope and use of ICT in education is addressed in section 4.5. 

 

5.7 Organisation of education governance 

 

Education administration arrangements 
 

485. The organisational structure of ANEP is defined by the organisation of each Council it is comprised 

of, which are illustrated on the set of charts presented in the Annex of ANEP organisation chart
205

. In 

general terms, within the organisational global structure there is an aspect composed of educational 

planning and statistics, another is the management of human resources and infrastructure, and a third is 

related to financial and budgetary aspects
206

. All educational administration is performed centrally in the 

various councils. There are no regional or local administrative structures, except for the regional campus 

of the CETP. 

 

486. A distinctive feature is that each council has its division or directorate that is responsible for each 

item (human resources, budget, infrastructure, educational planning). As a result, there are as many 

management teams on each topic as there are councils in ANEP. In the area of human resources, it should 

be pointed out that in some council there are separate divisions responsible for teaching and non-teaching 

resources. In the case of teaching resources, its management can be divided into several divisions or 

departments.²⁶ 
 

                                                      
204

 An example is the “More Schools” program, conducted by the CETP with the National Youth Institute (INJU). 
205 It should be mentioned that there are tasks and activities that are coordinated between divisions or departments from one council to another. 

The ANNEX organisation charts include only the dependencies, but not the coordination and horizontal relationship between management, 
divisions or departments. The purpose of these graphs is to give a notion of the structural components. 
206

 The Annex of ANEP organisation chart presents the structure of each Education Council with up to three levels below the council in order to 

not overload the display. 
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487. Another aspect to be pointed out is that the divisions and directorates of CODICEN do not have 

authority over the divisions that deal with the same matter in each Education Council. For example, the 

human resources management in CODICEN cannot implement an educational policy at the level of 

primary, secondary and professional vocational education without the prior consent of the Councils; and 

if so, it is generally a corresponding division of the Education Council which implements it. The 

Directorate of Educational Planning in CODICEN does not make decisions or recommendations on 

resource allocation in primary, secondary and professional vocational education. The same applies to the 

management of budget and finance. In the words of one of the respondent authorities, the autonomy of the 

education councils is of "total independence". 

 

488. The CODICEN coordinates statistics and evaluation of the entire body through a division of 

statistics and analysis for budget concerns, and the DIEE for educational matters. Nonetheless, as 

mentioned previously the Education Councils also have their own divisions or departments of statistical 

and/or educational evaluation, and the DIEE has no authority over them.
207

 

 

489. In short, the Education Councils have a key role in the design and implementation of policies and 

the definition of management procedures. The role of the CODICEN is that of a coordinator rather than 

leader of the system, and often must interact with several actors to implement a policy or procedure. This 

promotes within the ANEP excessive compartmentalisation, both in substantive and management 

functions. On the other hand, educational administration is centralised in Montevideo, concentrating the 

implementation of policies and management of resources. As a result, there is lack of flexibility and 

initiative at the departmental or local level, and this often generates slowness in solving problems. 

 

490. Educational administration staff in general has the character of a civil servant, in the form of 

budgeted (permanent contract) or hired (contracts for annual renewal, usually automatic). Their career is 

governed by the hierarchical scale regime for non-teaching staff in the public sector, which basically 

distinguishes six categories: A) Professional; B) Technical; C) Administrative; D) Specialised; E) Crafts; 

F) General services. The Text of Civil Servants establishes a category table of minimum and maximum 

grades and "pay categories", for officials in the ministries. Nevertheless, autonomous entities such as 

ANEP and UDELAR are not governed by this pay scale, but are structured based on the hierarchical scale 

with established minimum and maximum grades. 

 

491. As noted by Grafe (2001), a significant number of non-teaching staff lack the qualifications to 

perform the functions and duties in the office where they serve. There are also no efficient mechanisms to 

relocate non-teaching staff in services requiring more staff or that best fit their professional profile. In the 

last decade no substantive changes in the non-teaching career have been implemented that have 

substantially altered these findings. In particular, some interviewed authorities from Secondary education 

have indicated that there is administrative career stagnation so that the staff of the institution lacks 

sufficient qualifications to assume positions of leadership. 

 

Evaluation and assessment procedures 
 

492. In the Uruguayan education system there is no general framework under which schools, principals 

or teachers are evaluated. As mentioned above, teachers are evaluated by inspection and by school 

principal; while the principals are evaluated by inspectorate. 

 

493. In primary education each school is assigned an inspector who evaluates teachers and the principal. 

The inspector gives marks to the teachers from 1 to 100 points, and this must be approved by an annual 

meeting where the principal also participates, with a voice but no vote. Teachers receive an annual score 

                                                      
207

 CEIP: Office of Educational Statistics and Division of Research and Evaluation. CES: Educational Planning and Evaluation. CETP: Statistics 

office and Evaluation and research office. CFE: Planning and Evaluation Office. 
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that is a combination of three variables: seniority (up to 20 points), assiduity (up to 20 points) and the 

marks obtained. 

 

494. In general, teachers do not point out any great difficulties regarding the evaluation by inspectors, 

except for the control profile exercised by some, as opposed to the pedagogical orientation profile (note 

that inspectors should fulfil both functions). With respect to the assessments made by the principals, 

teachers consider that certain biases are produced due to the principals´ relationship with the teacher 

(INEED, 2014). 

 

495. Authorities and school leaders on the other hand, identify major gaps in the evaluation of teachers. 

They believe that the assessment involves much subjectivity, generating large inequities in the final 

assessment. Union leaders also point out to significant problems in the evaluation system, such as an 

excessive number of teachers per inspector. In general, inspectors spend a few hours on guidance during 

the first half of the semester; and the second half is devoted to evaluation. As a result, the inspector does 

not spend much time with the teacher, so it is argued that inspector's final grade is strongly influenced by 

the teachers ‘seniority
208

 (INEED, 2014). 

 

496. The CEIP has set the goal for the supervisor / teacher ratio to be less than 100 to ensure academic 

support and professional exchange; however this has not been yet implemented. 

 

497. In Secondary education, the General Inspectorate
209

 has an advisory role to the CES; they 

supervise, monitor and evaluate teachers and principals, besides taking the CES´s decision across the 

territory. The Institute and Secondary School Inspectorate supervise schools and qualify principals. These 

inspectors attend the secondary school at least four or five times a year, and work with the management 

team and the teaching staff in various subjects (such as macro skills or professional development of 

teachers). They perform pedagogical orientation functions, but also inspection and evaluation of school 

leaders. Every time one of these inspectors attends the school they must submit a report; since each 

inspector has about 20 schools under their supervision, they make around 100 reports per year. 

 

498. The final evaluation of the principal and vice principal is performed at the end of the year, the same 

as described in the case of primary education. It consists of the qualification given by the inspector (100 

points), seniority (20 points) and assistance (20 points). A score of less than 50 points is "observed", but 

for there to be consequences for the renewal of the principal or vice principal, such low rating should be 

repeated for two consecutive years. In such cases, the inspection may request the Council to non-renewal 

of his appointment and the council usually relies on a board of inspectors to make the final decision. In 

practice these cases occur very rarely. According to interviews, most principals are rated as "excellent". 

 

499. For its part, Subject Inspections have the function of guiding and evaluating the performance of 

teachers and to appoint each an assessment score which, along with the principals´ evaluation forms part 

of the teachers´ annual score that determines their position on the list for the election of classroom hours 

each year
210

. They are the only ones who can request the dismissal of a teacher and are usually based in 

Montevideo. Subject inspectors make visits to teachers in the classroom and qualify on the spot with a 

score rating report. Only in some schools do subject inspectors perform two visits: the first in terms of 

orientation and a second (in the second semester), based on evaluation and qualification. Low scores for 

teachers are solved in the same way as those described above for school leaders and vice principals. 
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 In practice, obtaining less than 81 points is to pass at the end of the list, with consequences for the choice of positions in schools. It is 

considered a good score to obtain more than 91 points 
209

 The General Inspection of Secondary Education (at CES) includes Technical Inspection (responsible for policy, regulation, grade passage, 

etc.), the Institutes and Secondary Schools Inspectorate and the Inspectorate of Subjects. 
210

 Secondary teachers choose their hours each year in schools (see chapter 4). 
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500. Several deficiencies were noted on the operation of the inspections in Secondary. Firstly, the small 

staff of subject inspectors in relation to the teaching staff (about 225 teachers per subject inspector). In 

practice, inspectors cannot visit all teachers, and some teachers even say they were never inspected in 

their career (INEED, 2014). However, subject inspectors have an extremely high incidence in the 

qualification of teachers, which is not consistent with the knowledge they may have of them. Moreover, 

the lack of the inspection report causes stagnation in the teachers´ score. The inspection authorities in 

Secondary recognize that they have difficulties to monitor all teachers in the country by subject 

inspectors. Secondly, there is little coordination between subject inspectors and inspectors of schools and 

institutes, although this is currently being improved. Thirdly, teachers indicate that, in general, there is no 

universal criterion for assigning scores, which determines the system generates situations of inequality. 

Finally, there are no mechanisms for accountability of inspectors. 

 

501. Also in secondary education, evaluation reports of the school leaders are perceived as less 

objective, depending a lot on the relationship the principal may have with the teacher. 

 

502. In the field of CETP, the technical inspection should evaluate all teachers annually. Teachers are 

also assessed by the school principal, who must make an annual report on each teacher on pedagogical 

aspects or attitude, punctuality and attendance. According to respondents, also in this area a major 

problem is verified in terms of ratio of teachers per inspector; making it impossible to comply with the 

evaluation of all teachers every year. 

 

503. The evaluation results have no direct consequences in terms of sanctions or rewards; neither in 

terms of training needs or additional support. They do have direct consequences on the ranking that the 

teacher occupies on the list for the annual election of teaching hours or positions. 

 

504. In terms of monitoring results at the national or departmental level, there are no defined graduation 

profiles or learning goals for each level therefore, there is no national regular monitoring of learning 

objectives. However, it is noteworthy that recently a work group was formed to define the profiles, and 

has produced a first document for lower secondary education (ANEP, 2013a).
211

 

 

505. The only national instrument that is currently applied on a regular basis in order to assess the 

achievement of certain competencies is the standardized test in the last grade of primary school (sixth 

grade), applied every three years on a representative sample of students at the national level
212

. Two 

international standardized tests (PISA and LLECE, see Chapter 2) are also applied regularly. 

 

506. Note that the last Education Law (2008) 
213

 provided for the creation of the INEED, to assess the 

quality of education in Uruguay in its preschool, primary and secondary levels. It became operational in 

2012, and among its objectives is to promote the production of knowledge about assessment processes, 

provide information about student learning and make suggestions for educational improvement. One of its 

main tasks is to develop a biannual report, the Uruguay Education Report. The first report was submitted 

in December 2014.
214

 

 

507. The INEED participated in activities related to student learning assessment. Among others, it 

provided technical support to the DIEE (ANEP)
215

 at: equalization of all national standardized tests 

conducted in sixth grade of primary school since 1996 (census 1996; sample 1999, 2002, 2005, 2009, 
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 See http://www.anep.edu.uy/anep/phocadownload/dspe/aportes_mb2014/libro%20emb140716.pdf 
212

 In some years the test to all sixth graders was applied. 
213

 Law No. 18,437, art. 113 
214

 http://ieeuy2014.ineed.edu.uy/ 
215

 It is the only division in ANEP that currently conducts evaluations that reflect student achievement at the system level. 
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2013); in supporting score calibration in Language, Mathematics and Science; and in the setting of 

breakpoints by level of performance. 

 

508. From 2015, INEED seeks to work on developing their own systems for evaluating educational 

achievements (from 3rd grade in primary to 3rd grade in secondary education) with three components: 

socio emotional skills; citizen knowledge; and cognitive skills aligned with the graduate profiles when 

they are completed. 

 

School support structures 
 

509. There are few structures supporting the work of schools. The main general support to all schools 

and subsystems is provided by the inspection described above. Also, from the DIEE of CODICEN 

support to schools is structured (mainly primary education) usually focused on the implementation of on 

line formative assessments and the usage of evaluations. Moreover, from the Ceibal program support and 

training to schools and teachers aimed at the use of different learning platforms are structured. There is no 

widespread counselling or services for improving the quality of education, beyond the role that inspection 

plays in guidance for teachers and school leaders. 

 

510. A structure to note is the Continuing Education Regional Units (UREP)
216

 in the field of 

professional vocational education. They are support units for pedagogical guidance for teachers, created 

under the CETP Five Year Plan 2010-2014. They include two dimensions: participation and 

professionalization. The UREP team visits schools, meets with teachers and accordingly sets a work plan. 

One of its goals is to develop strategic guidelines at local and regional level as part of the decentralization 

process undertaken by the CETP with the creation of Regional Campus. 

 

5.8 Main challenges  
 

511. The following summarises the main challenges on the issues discussed in this chapter.  

 

Role and functioning of inspectorates  
 

512. A review and modification of existing monitoring systems, guidance and evaluation of teachers is 

perceived necessary in all subsystems. This includes restructuring inspection services by adjusting the 

volume of staff and re adapting their tasks. The task of direct supervision to all teachers in the country by 

inspectors (a goal that is not accomplished, as pointed out earlier) could be replaced by new figures of 

educational guidance at schools or in a zonal basis, according the size of schools.  

 

513. For example, the Uruguay Education Report (INEED, 2014) suggests incorporating new 

institutional spaces for teachers (e.g. departments), with intermediate figures of responsibility that are part 

of the institutional management team and have some of the orientation functions for teachers that are 

currently done by inspectors. 

 

514. Some proposals that emerged in the recent presidential election campaign suggested replacing the 

current work of inspections by pedagogical-organizational audits. Each school would be evaluated in all 

aspects of its operation by a multidisciplinary team which then would present the results to the entire 

educational community, including families. An improvement plan should emerge from the assessment, 

which could be taken as a benchmark for future audits
217

. Other proposals aim to organise the supervision 
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 The project includes the creation of eight regional units across the country. Each unit is composed of four people with different backgrounds 

and who work directly with teachers in schools. see http://ureps.webnode.es/ 
217

 See Annex III. PN proposal.  
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and guidance transversely to all educational subsystems, through the creation of regional areas of 

guidance and supervision.
218

   

 

School leadership  
 

515. An initiative widely shared by various institutional and political actors refers to the strengthening 

school leadership (see National Education Plan 2010-2030-component ANEP), which is linked to the 

proposal to give greater autonomy in school management. Several proposals aim to strengthen the 

management capacities of school leaders, along with giving them more powers on the process of teacher 

evaluation. 

 

516. To this end, there is broad consensus on the need to provide a larger number of personnel to 

support administrative management at schools, along with generating instances of basic management 

training and develop support materials to assist school leaders in their tasks.  

 

517. An issue that cuts across all subsystems is the insufficient management training of school 

leadership. In short, it is necessary to design a project to strengthen the leadership and management 

capacities of principals. In INEED (2014) a number of aspects to reformulate or define arise, namely: a) 

formal revision of the rule that establishes the school leadership competence; b) a new description of the 

functions of school leaders and the position profile; c) revision of the mechanisms of selection and 

evaluation of principals; d) instances of specific training for planning and management; e) reassessment 

of principals’ salary as it lags behind other positions in the current pay scale.
219

  

 

Organisation of teachers’ work, teacher career and compensation and teacher professional 

development  
 

518. There is general agreement that teaching should be exercised, with some exceptions, on a full-time 

basis in one institution. This enables a deeper knowledge of students, collaborative work with other 

teachers, working on a school project and prevents absenteeism derived from assuming multiple 

commitments in multiple schools. In addition, a full time dedication should include the allocation of 

working hours to a set of extra-classroom activities, such as planning and evaluation, attention to students 

outside the classroom, attention to families, counselling other teachers, among many other possible tasks. 

There is also general agreement on the need to change the career structure, specifically the 

implementation of mechanisms for promotion less based on seniority and more based on other aspects 

such as training, performance or greater responsibilities (such as guidance of teachers or leadership roles).  

 

519. Both aspects (compensated dedication to extra -classroom tasks at schools and a career structure 

less based on seniority) are generally shared by teachers (see National Education Plan 2010-2030-

component ANEP), but they also claim that it must be accompanied by salary increases. In short, a 

possible way to continue increasing teacher salaries would be to link it with full dedication of teachers in 

schools (specifically remunerating additional extra classroom activities), along with modifying the 

incentive structure of the career (see INEED 2014: Chapter 11). The latter requires incorporating best 

practices of teacher evaluation. 
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 See Annex III. PC proposal. 
219

 Some proposals from the recent election campaign suggest changing requirements for selection, reducing the number of years of teaching and 

instead, requiring the development of a school plan that is then evaluated to confirm or not the principal in charge. See Annex III, PN proposal.   
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520. Linked to changes in the teacher career, there is the need for further professional development and 

in-service training in a variety of formats
220

.  The need to provide training for not certified teachers stands 

out, as well as to increase training in certain areas (second languages, technology, use of ICT in 

educational processes, evaluation, attention to students with special needs). 

 

Instruction time  
 

521. There is broad consensus that it is desirable to increase instruction time, especially in primary 

education, where teaching hours are relatively low in international comparison. The National Education 

Plan 2010-2030 emphasizes a positive assessment of the ETC program, and there is a fairly broad 

consensus on the extracurricular activities to be implemented in extra time (languages, technology 

training, recreational activities, individualized tutoring, and integration activities). All political parties 

included in their proposals the extension of the ETC program to more schools, and even extend this 

modality in lower secondary education. 

 

522. However, not every family would be demanding a full-time coverage in public education. In 

addition, the full-time program has been implemented in a variety of formats, and there are no 

assessments that identify the effectiveness of each format on educational outcomes. It should be also 

considered that the expansion of the full-time program requires a considerable increase in investment in 

infrastructure and recurrent expenditures, mainly teacher salaries. A continuation of this policy requires 

therefore optimizing existing resources, possibly increasing the ratio of students per class in schools 

where it is relatively low or at least below the "desirable" maximum established by authorities in primary 

education, so to minimize infrastructure requirements and additional teaching hours. 

 

523. Finally, another proposed way to increase teaching time is by modifying the school calendar up to 

at least 200 days of school at all educational levels.
221

   

 

Attention to students with learning difficulties or special needs  

 
524. There is consensus that teachers are poorly trained to deal with student learning difficulties, or 

working with students with special needs. In fact, interviewees repeatedly pointed out the need to 

incorporate this topic to both initial and in-service teacher training. Also, the shortage of multidisciplinary 

support teams to serve students with difficulties or at risk of repetition is frequently raised. In this regard 

the proposals of political parties were focused on expanding support systems for students (mentoring, 

support in extra time, zonal support teams, among others). 

 

Student learning assessment and the use of repetition  
 

525. An important issue is that the absence of clear definitions of learning objectives that students are 

expected to achieve results in promotion decisions being strongly dependent on the discretion of each 

teacher. Each teacher assesses a variety of aspects and assigns different weights to each in the final 

student score (INEED, 2014). This raises questions about the use of repetition. While teachers in general 

argue that repetition is not used excessively, it reaches very high rates in international comparison. 

 

526. In this regard, there is a need to revise the evaluation system and grade transition for secondary 

education, along with implementing the on line student assessment at this level. Regarding the 

                                                      
220

 For example, it has been proposed that in-service training is developed by public and private universities authorized by the MEC; that 

candidates can choose the institution to attend and that the MEC counts on a budget fund to pay for training. Also, a system of scholarships for 

training abroad has been proposed.    
221 See Annex III. PC proposal. 
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measurement of learning outcomes, it is essential to implement national tests at all levels so that system 

performance can be monitored. 
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6. Resource management 
 

6.1 Resource management and capacity building 
 

527. In regard to resource management, note first that in Uruguay virtually all management is 

centralized on the ANEP boards (schools have very little autonomy to manage resources). While almost 

all management is carried out centrally, a lack of tools for strategic planning, and a lack of an integrated 

information systems is verified. 

 

528. Beyond the documents submitted for the five-year budgets and the subsequent rendering of annual 

accounts, there are few instruments for medium-term programming of resources within the entire 

education system. An exception is the recently implemented information system for locating new 

infrastructure and better organization of the school network, managed by the DSI in coordination with the 

DIEE and the Planning and Budget Directorate, all in the field of CODICEN (see Chapter 4). In any case, 

there are sectorial plans or projects that are defined and implemented by each council, but without a view 

of the system as a whole. 

 

529. Regarding management tools, currently a variety of management systems for the same process 

coexist in educational administration. This is the result of the autonomy that each Education Council has 

to implement their own tools. Consequently, there is a lack of integration of basic management systems. 

 

530. As an example, the absence of an integrated educational information system enabling easy access 

to teachers labour history within the entire administration, or managing and accurately quantifying the 

total number of teachers and their functions across the ANEP, or even controlling wage settlements and 

accumulation of teaching hours in the various subsystems in an integrated manner.
222

 

 

531. The absence of integrated management systems that involve the entire administration prevents the 

generation of information for decision-making, which directly affects policy makers and middle 

management. 

 

532. Given this situation, the Directorate for Programming and Budget of the CODICEN has recently 

promoted actions to build an information system that allows developing a program-oriented budget, 

integrating all Council information systems enabling the information to be used as a tool for decision 

making. In this framework, through an agreement with the MEF, a consultancy was hired to analyse the 

process of the ANEP budget planning, and to develop an action plan for improving budget management. 

Secondly, an IT consultancy for the development of an information system that supports the program-

oriented budget was contracted (Roure, 2013). 

 

533. The second consultancy identified several weaknesses in the ANEP information systems, 

highlighting the multiplicity of systems implemented in each Council, and the diversity of suppliers and 

internal development teams of the different councils, which hinders the integration of information. Based 

on the diagnosis, an external information system to centralise, collect and process all the information from 

the various existing systems was proposed. This system is currently under development. The centralised 

system proposes to integrate information from accounting, budget, salaries and proctor´s office systems. 

Among other objectives, the system seeks to provide integrated information about students (that allows to 

know the history and curricular student performance throughout the ANEP education system, something 

that at present is not possible), and individualised information by school, so that the distribution of 

resources and results at this particular level can be monitored. The latter would allow for monitoring 

equity in the distribution of resources, which is currently difficult to perform. 
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 There is a common salaries system installed on CODICEN, CETP, CFE and CES but not in the CEIP. 
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534. As for the educational administration staff, there has been little training in methods and techniques 

for resource management at all levels (for management, middle management and operational staff; see 

Grafe, 2001). It should be mentioned that training activities of ANEP administrative staff were foreseen 

in the framework of the construction of the new integrated information system. However, the initiatives 

undertaken so far have been disorganised and very different between councils. 

 

535. At the level of school management, principals receive training when applying and competing for 

the position; as already mentioned they lack the necessary training for management. While there have 

been differences in the quality of the courses offered in the various subsystems, respondents agree that the 

issue of management training is insufficient for the task at hand.  

 

536. In professional vocational education the problem of inadequate management training is even more 

serious due to the requirements for the position of principal which does not always include previous 

management training courses. Also, principals entering the office by other means than competition (e.g., 

being the senior teacher in the school), do not necessarily take the course for principals. In short, the 

general opinion is that principals lack effective resource management training. 

 

537. The support received for the leading task after taking on the position is basically the one provided 

by inspection services, or the experiences they can share in the principals´ regional meetings or, in the 

case of vocational education, the counselling of the principal of the regional campus and refresher courses 

that have begun to be organised through the campus. Finally, the schools participating in the “ProMejora” 

program receive various types of assistance: an advising counsellor, training, and teaching hours assigned 

to the project (see section 5.4).  

 

538. In practice, principals have little autonomy to manage the resources allocated to the school. The 

principals do not manage the purchase of educational materials and do not really establish relations with 

suppliers, due to their limitations in the use of resources. 

 

6.2 Monitoring of resource use 
 

539. As already mentioned above, the budget allocation has a high inertial component, and there is no 

document that strategically aligns policy guidelines for the entire ANEP. The only way to identify 

CODICEN priorities regarding budget allocation are the five-year budget documents and accountabilities 

that are presented annually. 

 

540. However, neither of these documents has clearly defined objectives, actions, goals and results, 

which are also presented heterogeneously by the councils. Also, the budget ANEP presents in each 5 year 

term or render accountability to parliament is generally not approved in its entirety. In practice, the ANEP 

presents a much higher budget than the resources that are finally granted. The budget requests are not 

presented with a vision of the system as a whole or with hierarchy. Therefore, what occurs in practice is 

that it is not clearly established what actions will be implemented ultimately with the given resources. 

After budget approval, the ANEP does not follow clear procedures for the ranking of actions for the five 

year term budget allocation. All of this greatly complicates the assessment of goal achievement. 

 

541. Within the entire education system, control and monitoring of executed expenditure is performed 

by ANEP´s internal audit which reports to the CODICEN, but has jurisdiction over all the councils and 

programs operating within the ANEP. Among its tasks, it should monitor the use of resources, assess 

compliance with laws and regulations, analyse information systems to assess their reliability, and provide 

counselling to the ANEP to fulfil its objectives. Also, it can "propose corrective measures deemed 
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appropriate in order to achieve greater efficiency and effectiveness in the use of resources, both human 

and material".
223

 

 

542. ANEP’s internal audit has free access to all offices and warehouses of the institution, thus in theory 

it can examine individual schools. In practice, schools only manage limited funds which must be 

accounted for and submitted to each council. Consequently, the internal audit usually monitors 

headquarters, where all the educational administration is carried out. 

 

543. The ANEP is controlled externally by the Court of Auditors, which is the entity that holds the 

treasury of all public finances. The Court of Auditors performs preventive controls of expenses and 

payments, subsequent monitoring of accountabilities, control of administrative responsibility in financial 

and accounting tasks, management control of the directors of entities and Education Councils, and also 

"efficiency control", among others
224

. It may observe expenses or proceedings and impose administrative 

sanctions. 

 

544. In practice, the Court of Auditors continually performs expenditure interventions, procedures and 

observations on the (budgetary and financial) balances of all ANEP councils. Reports of observations are 

raised by the Court and analysed by the authorities and the finance offices   or the budget offices of the 

relevant council.  In practice, all the observations are not put on record, and it is not uncommon practice 

for the procedure or expense to be reiterated. 

 

545. Finally, both the internal ANEP audit and the Court of Auditors focus on economic transparency, 

and not on the responsibility of each staff member on educational outcomes. 

 

546. Neither of these agencies monitors specifically the equitable distribution of resources among 

student groups and regions. As noted above, ANEP current information systems prevent easy access to 

the level of expenditure per student in any disaggregation. Consequently, this remains difficult to monitor, 

at least until a new system is fully implemented. 

 

547. Neither is there a tradition of evaluating ANEP programs and policies, although there are some 

specific assessments (see section 3.4). In general, program evaluations are conducted by the DIEE within 

the ANEP, but this office does not have direct powers on programs implemented by the Education 

Councils. 

 

548. Finally, not all staff who manages resources is evaluated. In particular, the positions of trust (e.g., 

Directors of Sections), are not evaluated and are not even required to have a work plan. For other non-

teaching staff, a performance evaluation established in the non-teaching Statute of the ANEP is performed 

by the immediate supervisor. At present, the evaluation is not result-oriented and does not take into 

account management commitments, although there are intentions to move towards this goal. In recent 

years, performance evaluation began to have an impact on the career, since the score is taken into 

consideration for promotion contests. 

549. The evaluation of school principals also includes an item on resource management. Essentially, 

what is monitored is that the expenditures are within the statutory framework. There is no management 

assessment by means of results since in practice principals are not required to make strategic plans for the 

school, with the exception of those involved in the “ProMejora” program. 
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 http://www.anep.edu.uy/anep/index.php/auditoria-interna 
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 http://www.tcr.gub.uy/institucional_competencias.php 
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6.3 Transparency and reporting 
 

550. Instances where the ANEP must report resource use are accountabilities and budget execution 

balances presented annually to parliament. These documents report on the expenditure on major items and 

some disaggregated programs, but do not link them to targets or results, as previously noted. While the 

CODICEN Directorate for Programming and Budget has promoted actions to achieve a program oriented 

budget linked to results, so far the documents of accountability have not followed this logic. The 

description of implemented actions is not supported by evidence of their impact on educational outcomes 

(also taking into account that there is no national regular assessment for learning outcomes). Rather, in 

some cases, what is presented are some performance indicator trends (promotion, recurrence, enrolment 

rates), but without linking them to the actions taken. The accountability documents presented by ANEP to 

parliament can be found on public record.
225⁵ 

 
551. As for schools reporting on the use of the resources they manage, it is limited to presenting "petty 

cash" items. According to some authorities interviewed, controls are performed in order to ensure that the 

expenditure is carried out in accordance with regulations, but its relevance is not evaluated as part of any 

plan. Note that these funds are very low and they are generally assigned for maintaining hygiene in the 

school; they are not related to management plans. 

 

6.4 Incentives for the Effective use of resources 
 

552. The Uruguayan education system does not have implemented mechanisms to link the future 

allocation of school resources to past performance; either in terms of awards or compensation terms (e.g. 

allocating additional resources, conditional to an improvement plan). Nor either are there mechanisms to 

reward the authorities, schools or teaching workforce so as to increase their efficiency. 

 

6.5 Main Challenges 
 

553. Throughout this chapter the main resource management problems faced by the education 

administration are shown, and it became apparent that there are multiple difficulties as a result of 

inefficient resource management. 

 

554. There is a relevant critical point, which is the absence of authority of the divisions and directorates 

in the CODICEN regarding the divisions that are responsible for the same matters in each Education 

Council. This promotes excessive compartmentalisation within the ANEP both of the substantive and 

management functions. However, the current government has not proposed substantial changes in the 

roles, functions and structures of CODICEN and the Education Councils. 

 

555. Regarding management, it stands out the need to incorporate strategic planning into the functions 

of the management staff.  Also, there is a strong need to develop tools that provide information for 

decision-making and facilitate planning, monitoring and evaluation of targets and goals. Currently, the 

administration lacks information to monitor basic issues such as distribution of teachers, programs, or 

other non- teaching staff, among others. In order to carry this out it is essential to develop an integrated 

information system for all the councils, as the one which is currently in process.  

 

556. Another necessary aspect is to decentralise the decision-making process toward the directorates and 

divisions of the central structures, freeing the management body (the Councils), from the task of issuing 

resolutions on a wide variety of topics. The large administrative management workload of the councils 

                                                      
225 http://www.anep.edu.uy/anep/phocadownload/Presupuestosyrendiciones/RCBEP-

2013/RendiciondeCuentasyBalancedeEjecucionPresupuestal2013.pdf 

http://www.anep.edu.uy/anep/phocadownload/Presupuestosyrendiciones/RCBEP-2013/RendiciondeCuentasyBalancedeEjecucionPresupuestal2013.pdf
http://www.anep.edu.uy/anep/phocadownload/Presupuestosyrendiciones/RCBEP-2013/RendiciondeCuentasyBalancedeEjecucionPresupuestal2013.pdf
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leads to a time reduction they can dedicate to the discussion on essential issues of the educational task. 

Parallel to this, there is the need to strengthen professional development at management and middle-

management levels.  

 

557. Additionally, the need to strengthen internal audit mechanisms and horizontal accountability 

emerges. Internal audits should assess not only the regulatory compliance of the use of resources, but also 

the reach of defined goals. Moreover, an effective decentralisation process on decision-making toward 

regional levels and schools would require greater efforts in terms of “ex post” resource management 

control and the results achieved. 
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Chapter 2 

 
Figure A.2.1 Number of schools by type of offer. Preschool education, 2013   

Type of offer  Schools 

Total 2,192 

Public - Sub total  1,006 

Public kindergartens and nurseries  190 

Public urban primary school with kindergarten  675 

Public rural primary school with nursery teacher 104 

INAU day schools 37 

Private with public funding (CAIF) - Sub total 345 

Private - Sub total  841 

Private kindergartens (ANEP orbit) 56 

Private school with kindergarten classes (ANEP orbit)  345 

Private early childhood schools (MEC orbit) (1) 440 

(1) Includes Our Kids Project of the Municipality of Montevideo. 

Source: Compiled data from MEC Statistical Yearbooks and Bulletins of public and private education of 

the Educational Statistics Department of CEIP   

 

Figure A.2.2 Primary education schools by category, 2013 

Type of offer and school Schools 

Total  2,556 

Public – Total 2,143 

Urban –Total 952 

     Common    329 

     Practice 129 

    Full Time 188 

    Aprender 265 

    Extended Time 29 

    Preschool kindergarten 12 

Rural –Total 1,111 

    Common 1,105 

     Rural Internship 6 

Special 80 

Private – Total 413 

    Common 345 

     Special 68 

Source: Compiled data from MEC Statistical Yearbooks and Bulletins of public and private education of 

the Educational Statistics Department of CEIP 
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Figure A.2.3 Secondary education schools by category, 2013 

Type of offer  Schools 

Secondary Education – Total 1,163 

Lower Secondary Education – Total 663 

Public - Sub Total 486 

Secondary education (general) 255 

Professsional vocational education   138 

7th, 8th and 9th rural 61 

Community classrooms 25 

Pedagogical areas 7 

Private - sub Total 177 

Upper Secondary Education - Total 500 

Public - Sub Total 333 

Secondary education (general) 195 

Professsional vocational education   138 

Private - sub Total 167 

 (1) In the same high school lower and upper secondary courses can coexist. Concerning vocational 

education, offers from different levels can coexist in the same school also.  

Source: Compiled data from MEC Statistical Yearbooks 

 

Figure A.2.4 Pre-primary school enrolment by age and by type of offer 2013 

Type of offer  

Early childhood Preschool 

0 and 1 

year 
2 years Total 

3  

years 

4 

years 

5 

years 
Total 

Total 24,967 23,539 48,506 32,529 49,444 47,360 129,333 

Public - Sub total 527 643 1,170 8,353 35,266 37,272 80,891 

Public kindergartens and nurseries  0 102 102 7,729 13,738 12,386 33,853 

Public schools with kindergarten 

classes  
      106 21,359 24,886 46,351 

INAU day schools 527 541 1,068 518 169 0 687 

Private with public funding (CAIF) 

- Sub total (1) 
17,928 12,106 30,034 11,837 3,279 0 15,116 

Private - Sub total  6,512 10,790 17,302 12,339 10,899 10,088 33,326 

Private kindergarten (ANEP orbit) 807 1,262 2,069 1,267 1,074 745 3,086 

Private school with kindergarten 

classes (ANEP orbit) 
1,372 3,412 4,784 4,944 6,986 7,725 19,655 

Private early childhood schools 

(MEC orbit) (1) 
4,333 6,116 10,449 6,128 2,839 1,618 10,585 

(1) Children less than 2 years in CAIF go to school once a week with their parents (Timely Simulation). 

(2) Includes Our Kids Project of the Municipality of Montevideo. 

Source: Compiled data from MEC Statistical Yearbooks and Bulletins of public and private education of 

the Educational Statistics Department of CEIP 
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Figure A.2.5 Students in schools whose principal reported that the residence in a 

particular area is "always" considered for admission. Total and by type of school, in 

percentage, 2012 

Total Public school 
Secondary 

private school  

Secondary public 

school (general) 

Secondary public 

vocational school 

26.7 31.6 0.8 37.4 9.4 

(2.6) (3.1) (0.8) (3.6) (4.9) 

Note: standard error in parentheses 

* Significant difference at 95% 

Source: Compiled data from PISA-OECD 

 

Figure A.2.6 Students in schools whose principal reported whether "students' records of 

academic performance" and "recommendations of former schools" are considered for 

admission. Total and by type of school, in percentage 2012 

  
OECD 

Average 
Uruguay 

Public 

schools 

Secondary 

private 

school  

Secondary 

public school 

(general) 

Secondary 

public 

vocational 

school 

These two 

factors are 

"never" 

considered  

32.04 50.42 0.58 0.13 0.57 0.6 

  (0.04) (0.04) (0.08) (0.05) (0.09) 

At least one of 

these two 

factors is 

"sometimes"’ 

considered  

but neither 

factor is 

"always"’ 

considered 

24.75 22.12 0.21 0.29 0.21 0.2 

  (0.03) (0.04) (0.09) (0.04) (0.07) 

At least one of 

these two 

factors is 

"always" 

considered  

43.21 27.46 0.21 0.57 0.22 0.21 

  (0.03) (0.03) (0.11) (0.03) (0.09) 

 Note: standard error in parentheses 

* Significant difference at 95% 

Source: Compiled data from PISA-OECD 

 

Figure A.2.7 Students in schools where results are public. Total and by type of school, in 

percentage, 2012 

Total  Public schools 
Secondary 

private school  

Secondary public 

school (general) 

Secondary public 

vocational school 

0.1 0.12 0 0.13 0.08 

(0.02) (0.03)   (0.03) (0.04) 

Note: standard error in parentheses 

* Significant difference at 95% 

Source: Compiled data from PISA-OECD 
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Figure A.2.8 Net attendance rate (1) by age. Years 2006 to 2012 

    2006 2007 2008 2009 2010 2011 2012 

3 years 

Total 46 49 49 58 61 60 64 

Public 

schools/ 

CAIF 

27 26 27 n/d n/d 36 35 

Private 

schools 
19 24 22 n/d n/d 24 29 

4 years 

Total 76 79 81 87 86 86 89 

Public 

schools/ 

CAIF 

57 59 59 n/d n/d 55 60 

Private 

schools 
19 20 22 n/d n/d 24 23 

5 years 

Total 95 94 96 97 97 98 98 

Public 

schools/ 

CAIF 

79 77 76 n/d n/d 74 74 

Private 

schools 
16 17 20 n/d n/d 24 24 

 (1) Percentage of attendance in the age of reference related to the population of that age  

Source: Llambí, Mancebo and Zaffaroni (2014); based on the CHS, INE 

 

Figure A.2.9 Net attendance rate by age according to quintiles of household per capita 

income. Years 2006 to 2012 

    2006 2007 2008 2009 2010 2011 2012 

1st 

3 years 31 36 35 42 46 47 49 

4 years 67 70 76 82 82 82 84 

5 years 93 91 95 96 96 95 96 

2nd 

3 years 42 47 49 59 63 62 65 

4 years 75 83 78 84 83 86 89 

5 years 95 96 96 99 98 96 98 

3th 

3 years 55 64 60 68 74 70 78 

4 years 84 86 90 96 94 90 94 

5 years 99 99 100 98 99 97 100 

4th 

3 years 71 75 74 87 86 83 83 

4 years 92 93 94 96 98 94 99 

5 years 99 98 99 99 97 98 100 

5th 

3 years 87 86 85 96 98 78 93 

4 years 95 94 98 97 96 91 98 

5 years 99 98 99 99 97 98 100 

Total 

3 years 46 49 49 58 61 60 64 

4 years 76 79 81 87 86 86 89 

5 years 95 94 96 97 97 96 98 

 Source: Llambí, Mancebo and Zaffaroni (2014); based on the CHS, INE 
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Figure A.2.10 Net attendance rate (1) by department, 2012 

Department 

3 years 4 years 5 years 

Total 
Public 

schools/CAIF 

Private 

schools 
Total 

Public 

schools/CAIF 

Private 

schools 
Total 

Public 

schools/CAIF 

Private 

schools 

Montevideo 69 27 42 89 56 33 97 61 36 

Artigas 53 48 4 90 87 3 96 94 2 

Canelones 56 27 29 90 65 25 97 77 21 

Cerro Largo 65 62 3 77 71 6 99 81 17 

Colonia 67 39 28 91 75 16 100 90 10 

Durazno 86 51 35 83 75 8 93 67 26 

Flores 78 59 19 100 66 34 100 54 46 

Florida 69 62 7 91 80 11 100 89 11 

Lavalleja 56 29 27 95 91 4 100 85 15 

Maldonado 57 33 25 92 65 27 100 71 29 

Paysandú 72 55 16 98 73 24 97 79 18 

Río Negro 57 51 7 89 84 5 96 86 10 

Rivera 53 35 18 85 76 9 100 81 19 

Rocha 61 47 14 92 85 7 100 90 10 

Salto 65 45 20 90 72 18 98 83 15 

San José 48 27 21 79 66 13 97 92 5 

Soriano 65 50 15 100 91 9 99 80 19 

Tacuarembó 56 47 9 74 72 2 100 84 16 

Treinta y Tres 74 74 0 100 91 9 100 100 0 

Total 64 35 29 89 66 23 98 74 24 

(1) Percentage of attendance in the age of reference related to population of that age  

Source: Llambí, Mancebo and Zaffaroni (2014); based on the CHS, INE 
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Figure A.2.11 Net attendance rate by level. Urban region, by area. Years 2006 to 2013 

  2006 2007 2008 2009 2010 2011 2012 2013 

Primary education 95.3 95.2 94.8 95.2 95.4 94.1 95.3 95.1 

Montevideo 95.7 95.1 94.6 94.6 95.1 93.8 94.6 95.1 

Urban 

inland 
95.0 95.3 95.0 95.6 95.6 94.3 95.8 95.2 

Lower secondary 

education 
68.5 68.2 67.8 71.1 73.8 75 74.6 75.8 

Montevideo 69.0 69.1 66.1 70.5 72.7 76.5 72.2 74.1 

Urban 

inland 
68.2 67.6 69.0 71.6 74.5 74.1 76.0 77.1 

Upper secondary 

education (general) 
43.2 41.9 38.8 41.0 40.7 40.5 40.1 44.4 

Montevideo 45.5 44.1 40.5 41.8 41.3 41.3 40.7 45.3 

Urban inland 41.3 40.4 37.6 40.5 40.3 40.0 39.8 43.7 

Source: Prepared by the Division of Research, Evaluation and Statistics CODICEN. Data from the CHS, 

INE 

 

Figure A.2.12 Relation of overage by level. Urban region, by area. In percentage, years 

2006 to 2013 

  2006 2007 2008 2009 2010 2011 2012 2013 

Lower secondary 

education 
1.43 1.4 1.42 1.44 1.42 1.47 1.49 1.45 

Montevideo 1.46 1.43 1.47 1.48 1.45 1.51 1.55 1.45 

Urban inland 1.41 1.38 1.39 1.42 1.4 1.44 1.46 1.45 

Upper secondary 

education (general) 
1.66 1.62 1.63 1.62 1.58 1.62 1.61 1.62 

Montevideo 1.73 1.71 1.73 1.69 1.69 1.73 1.72 1.68 

Urabn inland 1.61 1.55 1.56 1.57 1.51 1.54 1.54 1.57 

Source: Compiled data from the Observatory of Education (DIEE) 

 

 

Figure A.2.13 Repetition in public lower secondary education (general), by grade. Years 

2000 to 2013 

Grade 2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

First 23.9 22.7 22.2 22.8 23.2 24.9 28.3 26.1 28.1 29.5 30.2 31.5 31.2 30.0 

Second 21.0 20.8 20.8 20.4 20.6 21.5 22.4 21.3 22.4 25.5 25.4 26.9 25.8 25.0 

Third 23.3 21.3 21.2 20.5 19.8 22.4 23.8 23.0 25.0 27.8 27.2 30.0 28.4 28.2 

 (a) Data are from day schools. They do not include 7th, 8th and 9th rural. 

Source: Compiled data from the Statistical Department of CES 
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Chart A.2.1 Sixth grade primary school students by level of performance in reading, by extreme quintiles of the socioeconomic index. Selected 

countries, in percentage, 2006  

 
Source: OREALC/UNESCO-LLECE (2006) 
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Chart A.2.2 Sixth grade primary school students by level of performance in mathematics, by extreme quintiles of the socioeconomic index. Selected 

countries, in percentage, 2006  

 
Source: OREALC/UNESCO-LLECE (2006)
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Map A.2.1 Schools by department and type of offer. Preschool education. In percentage, 

2013 

 

 
Source: INEED (2014), compiled data from MEC Statistical Yearbooks and Bulletins of public and 

private education of the Educational Statistics Department of CEIP  
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Map A.2.2 Primary education schools by department and type of offer. In percentage, 

2013 

 
Source: INEED (2014), compiled data from MEC Statistical Yearbooks and Bulletins of public and 

private education of the Educational Statistics Department of CEIP 
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Map A.2.3 Lower secondary schools by department and type of offer (1). In percentage, 

2013 

 
(1) Public offer includes: CES schools, rural CEIP schools with 7th, 8th and 9th, CETP vocational 

schools with lower secondary courses, Community Classrooms and schools with Pedagogical Areas.   

Source: INEED (2014), compiled data from MEC Statistical Yearbooks and Bulletins of public and 

private education of the Educational Statistics Department of CEIP 
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Map A.2.4 Upper secondary schools by department and type of offer. In percentage, 2013 

 
Source: INEED (2014), compiled data from MEC Statistical Yearbooks 
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Chapter 3 
 

Figure A.3.1 Preschool and primary enrolment by year, according to offer (ANEP and CAIF orbit). Years 2003 to 2013(1)
 

Type of offer  
Year 

2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Pre-primary Total    103,619     105,215     105,571     106,636     124,620     152,310     173,251     153,606     152,602     153,694     155,152  

Pre-primary public 

Subtotal       85,628       84,612       83,546       81,833       81,176       82,649       83,854       81,875       79,969       79,985       80,408  

Pre-primary private 

Subtotal       17,991       20,603       22,025       24,803       25,702       27,005       28,037       27,944       28,839       29,617       29,594  

CAIF Subtotal               17,742       42,656       61,360       43,787       43,794       44,092       45,150  

Primary Total     365,495     367,428     365,840     365,879     360,653     354,852     349,271     342,356     336,762     329,795     324,783  

Public Sub total     320,025     319,903     317,665     314,251     308,056     300,320     293,627     286,861     280,726     273,259     268,001  

Common    311,141     311,350     309,286     306,030     300,143     292,542     286,092     279,445     273,440     266,349     261,188  

   Urban Common    199,229     173,676     171,142     153,809     136,451     119,455     114,021     111,705     104,956       95,170       90,187  

   Aprender      47,064       46,410       46,821       58,252       74,734       87,582       86,538       83,772       82,740       80,289       77,268  

   Full time      18,700       20,469       20,844       21,994       21,834       23,924       25,748       25,660       28,778       30,238       32,957  

   Practice      27,927       52,101       52,207       50,681       46,524       41,658       40,604       40,279       39,518       41,185       41,157  

   Extended time                          2,239         3,559  

   Rural      16,959       17,471       17,143       20,204       19,589       19,051       18,454       17,253       16,665       16,464       15,348  

   JICI        1,262         1,223         1,129         1,090         1,011            872            727            776            783            764            712  

Special (2)        8,884         8,553         8,379         8,221         7,913         7,778         7,535         7,416         7,286         6,910         6,813  

Private Sub total       45,470       47,525       48,175       51,628       52,597       54,532       55,644       55,495       56,036       56,536       56,782  

Common      43,702       44,218       45,491       47,498       48,436       49,956       50,773       51,103       52,069       52,889       53,572  

Special        1,768         3,307         2,684         4,130         4,161         4,576         4,871         4,392         3,967         3,647         3,210  

(1) Includes preschool education and early childhood (ANEP orbit and CAIF).  

(2) Includes children from special schools and in special courses in common schools. 

Source: Compiled from MEC Statistical Yearbooks and Bulletins of public and private education of the Educational Statistics Department of CEIP 
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Figure A.3.2 Secondary education by type of offer. Years 2000 to 2013 

  2000 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Lower secondary education 

Total (1) 
152,595 157,389 162,660 163,079 161,515 158,130 159,515 160,367 171,502 177,018 178,176 182,175 181,444 182,087 

Lower secondary public 

education (general) 
115,154 120,226 125,367 127,162 123,869 120,487 121,195 120,960 127,681 130,013 130,073 130,978 127,593 124,749 

Lower secondary private 

education (general) 
22,100 21,876 21,221 19,984 20,505 20,256 21,155 21,460 24,117 25,396 25,371 25,440 25,694 26,452 

Community classrooms                         1,459 1,429 

Pedagogical areas                   373   700 974 1,017 

7th, 8th and 9th rural 641 1,037 1,498 1,771 1,869 1,797 1,818 1,784 2,028 1,991 1,934 1,966 1,916 1,812 

Lower secondary education 

(vocational) 
14,700 14,250 14,574 14,162 15,272 15,590 15,347 16,163 17,676 19,618 20,798 23,791 26,241 29,074 

Upper secondary education 

Total  
128,267 134,653 144,989 153,492 151,838 150,535 145,800 142,166 139,870 144,259 145,888 149,669 154,118 155,522 

Upper secondary public 

education (general) 
93,433 99,008 108,589 115,157 112,669 108,459 103,938 97,136 94,506 96,319 96,902 99,175 100,265 99,485 

Upper secondary prívate 

education (general) 
13,799 13,631 14,028 14,297 14,687 16,053 15,480 15,741 16,001 16,345 16,425 16,942 17,210 17,042 

Upper secondary education 

(vocational) 
21,035 22,014 22,372 24,038 24,482 26,023 26,382 29,289 29,363 31,595 32,561 33,552 36,643 38,995 

(1) Total does not include PAC or Pedagogical areas for which data is available only in recent years.  

Source: Compiled data from the Statistics Department of CES, Bulletins of public and private education of the Educational Statistics Department of CEIP and Statistics 

Department of CETP 
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Figure A.3.3 Real expenditure executed by ANEP (1) by levels. Years 2004 to 2013 

Level 
Year 

2004 2005 2006 2007 2008 2009 2010 2011 2012 2013 

Preschool   1,947    1,980    2,079    2,348      2,858      3,323      3,359      3,668      3,958      4,365  

Primary   7,124    7,278    7,698    8,594    10,044    11,299    11,472    12,575    13,147    14,054  

Lower 

secondary 

education 

(general) 

  

  3,952    4,274    4,650      5,696      6,944      6,949      7,438      7,744      7,975  

Upper 

secondary 

education 

(general) 

  

  1,852    1,892    2,284      2,645      3,107      2,991      3,346      3,455      3,524  

Professional 

vocational 

education  

  2,019    2,142    2,293    2,559      3,130      3,855      3,948      4,338      4,892      5,634  

(1) In millions of pesos of 2013, updated by CPI 

Source: Compiled data from MEF and INE 

 

Figure A.3.4 Indicators of educational resources in public secondary schools and 

professional vocational schools by socioeconomic context (1). Years 2003 and 2012 

Type of school and context 

Year and selected indicator 

2003 

Quality 

of the 

education

al 

resource 

Comput

er per 

student 

ratio 

Quality of 

infrastruct

ure 

Teach

er 

shorta

ge 

Percenta

ge of 

certified 

teachers 

Public secondary school (general), very 

unfavourable 

  

-1.52 0.04 -1.35 0.08 0.44 

(0.2) (0.0) (0.4) (0.3) (0.1) 

Public secondary school (general), 

unfavourable 

  

-1.05 0.06 -0.93 0.84 0.45 

(0.2) (0.0) (0.1) (0.2) (0.0) 

Public secondary school (general), average 

  

-1.37 0.06 -1.30 0.98 0.53 

(0.1) (0.0) (0.1) (0.2) (0.0) 

Public secondary school (general), 

favourable 

  

-1.21 0.03 -1.03 1.31 0.62 

(0.2) (0.0) (0.2) (0.1) (0.0) 

Public secondary school (general): difference 

favourable - very unfavourable 
0.31 -0.01 0.32 1.23* 0.174* 

Secondary school (vocational), very 

unfavourable 

  

-1.81 0.08 -1.32 1.07 0.26 

(0.1) (0.0) (0.2) (0.2) (0.0) 

Secondary school (vocational), unfavourable 

  

-1.41 0.05 -1.44 1.15 0.36 

(0.2) (0.0) (0.2) (0.2) (0.0) 

Secondary school (vocational), average 

  

-1.55 0.08 -1.03 0.84 0.34 

(0.2) (0.0) (0.2) (0.2) (0.1) 

Secondary school (vocational), favourable 

  

-1.72 0.09 -1.40 0.38 0.29 

(1.0) (0.0) (0.8) (0.5) (0.1) 
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Secondary school (vocational): difference 

favourable - very unfavourable 
0.08 0.01 -0.09 -0.69 0.03 

  2012 

Public secondary school (general), very 

unfavourable 

  

-0.65 0.42 -0.16 -0.36 0.70 

(0.6) (0.1) (0.5) (0.5) (0.1) 

Public secondary school (general), 

unfavourable 

  

-0.10 0.43 -0.51 0.45 0.54 

(0.2) (0.1) (0.2) (0.2) (0.0) 

Public secondary school (general), average 

  

0.10 0.31 -0.75 0.30 0.52 

(0.1) (0.0) (0.3) (0.2) (0.0) 

Public secondary school (general), 

favourable 

  

0.04 0.13 -0.01 0.31 0.71 

(0.1) (0.1) (0.2) (0.2) (0.0) 

Public secondary school (general): difference 

favourable - very unfavourable 
0.69 -0.295* 0.16 0.68 0.01 

Secondary school (vocational), very 

unfavourable 

  

-0.52 0.81 -0.52 0.83 0.29 

(0.3) (0.2) (0.3) (0.5) (0.0) 

Secondary school (vocational), unfavourable 

  

0.03 0.49 -0.76 0.88 0.46 

(0.2) (0.1) (0.3) (0.2) (0.0) 

Secondary school (vocational), average 

  

0.36 0.28 -0.48 0.37 0.53 

(0.3) (0.1) (0.5) (0.3) (0.1) 

Secondary school (vocational), favourable 

  

-0.73 0.13 -0.90 0.69 0.59 

(1.1) (0.0) (0.4) (0.7) (0.1) 

Secondary school (vocational): difference 

favourable - very unfavourable 
-0.21 -0.680* -0.38 -0.13 0.300* 

(1) Standard error in parentheses 

* Significant difference at 95% 

Source: Compiled data from PISA-OECD  
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Chart A.3.1 Donations of firms protected by Law No. 18,834, by destination 

 

2010 

 
 

2011 
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2012 

 
Source: Compiled data from MEF 

 

 

Chart A.3.2 Beneficiaries of Educational commitment and Tutorial project, by geographic 

location and percentage 

 

Educational commitment  
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Tutorial project  

 
Source: Compiled data from CES 

 

 

Chapter 4 

 

Chart A.4.1 School size (average, minimum, maximum number of students). Secondary 

schools (general), by type of locality 

  Average Maximum Minimum 

Montevideo 1,029 5,321 159 

Other departamental capitals 1,076 3,216 181 

Other localities 537 2,120 45 

Source: Compiled data from CES 

 

 

Chart A.4.2 School size (average, minimum, maximum number of students) in primary 

schools, by type of school 

  Average Maximum Minimum 

Common urban 308 894 9 

Aprender 348 1,008 19 

Full time 217 465 33 

Practice 377 728 118 

Rural 18 211 1 

Source: Compiled data from Primary education monitoring  
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Chapter 5 

 

Figure A.5.1 Coordination hours in secondary education (general) 

Coordination hours in secondary education (general) 

Teaching hours Coordination hours 

2 to 5 hrs 1 hr 

6 to 10 hrs 2 hrs 

11 to 15 hrs 3 hrs 

16 to 20 hrs 4 hrs 

 

Coordination hours in special teaching programs  

Program Coordination hours 

Community classroom 2hs per class 

Educational areas 2hs per shift 

Education in context of 

confinement 
2hs regardless teaching hours  

Experience with deaf students and 

hearing loss  

Sign-language interpreter 

Until 4hs depending on the assigned hours  

 

Coordination hours in experimental plans  

Experimental plan Coordination hours 

Plan 2009 2hs regardless teaching hours 

Curricular Model Over Age C.B. 

2012 
No coordination hours assigned  

Experimental Model Over Age 

C.B. (Proposed by the A.T.D. 

R.C. 77/10/12) 

1h by level and by subject 

Source: CES 

 
Figure A.5.2 Nominal wage of primary and secondary teachers (1) . Grades 1, 4 and 7. 

Years 2005 to 2014. In pesos, at 2013 constant prices 

Gr 2005 2006 2007 2008 2009 2010 2011 2012 2013 2014 

Primary education teacher 

   1    10,581    11,262    12,136    13,536    14,708    14,987    15,583    16,232    17,104    17,894  

   4    11,950    12,772    13,863    15,617    17,172    17,501    18,196    18,954    19,972    20,893  

   7    16,636    17,815    19,464    22,123    24,405    24,891    25,900    26,989    28,402    29,783  

 Lower Secondary education teacher   

   1    10,581    11,262    12,136    13,536    14,593    14,870    15,461    16,105    16,970    17,754  

   4    11,950    12,772    13,863    15,617    17,038    17,364    18,054    18,806    19,816    20,730  

   7    16,636    17,815    19,464    22,123    24,206    24,688    25,689    26,769    28,171    29,541  

 Upper secondary education teacher  

   1    11,339    12,064    12,888    14,191    15,126    15,432    15,762    16,319    17,260    18,053  

   4    12,648    13,574    14,616    16,165    17,547    17,902    18,290    18,952    20,034    20,954  

   7    17,423    18,778    20,367    22,742    24,781    25,296    25,871    26,843    28,324    29,693  

(1) Salaires expressed in constant prices of 2013. Correspond to certifiied, effective teachers, with 20 hours 

workload. Includes feeding consignment.  

(2) Grade 7 salary includes an aditional 20% for 20 years seniority.   
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Source: Compiled data from the Statistics  and  Analysis Área of the Sectorial Programming and Budget 

Directorate -CODICEN.  

 
Figure A.5.3 Size of schools’ management team staff, by school size in secondary education 

(general). In percentage, 2013 

  School management team staff   

Quintile of 

school size  
0 1 2 3 4 5 6   

1 2% 0.30% 17% 1%         

2     11% 9% 0.30%       

3       14% 4% 2%     

4       7% 6% 7%     

5       1% 3% 12% 4%   

  2% 0% 28% 31% 13% 22% 4% 100% 

Source: Compiled data from CES 

 

Figure 5.20 Distribution of vice-principals,  by school size in secondary education (general). 

In percentage, 2013 

  Number of Vice-principals   

Quintile of 

school size 
0 1 2 3   

1 18% 2%       

2 13% 7%       

3   14% 6%     

4   8% 11% 1%   

5   1% 14% 5%   

Total 31% 32% 31% 6% 100% 

Source: Compiled data from CES 
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Annex II. ANEP Organisation Chart 
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Note: CEIP and CFE organisation charts show the directorates with their secretariats and advisories, 

divisions and departments. CODICEN, CES and CETP organisation charts have each council with their 

secretariats and advisories, directorates (in CODICEN are Sectorial directorates) and divisions. On CETP 

flowchart are presented the divisions that directly depend on the council, the Educational Programs  and  

the Technical-Operational Support Programs. No crossover interaction or coordination issues are shown 

in the flowchars. Althouth they exist, the only purpouse of the flowcharts is to show the structure and its 

components.    

Source: Compiled data from CODICEN, CEIP, CETP, CFE and Mazzini, P. (coord.), Campanella, J., 

Corbo, G., Morales, P. Silva, M. (2014)  “Estructuras y procedimientos de gestión de la educación 

secundaria en Uruguay”study demanded by INEED. 
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Annex III: Political parties’ education proposals 

Parties with parliamentary representation by the 2009 elections:  Frente Amplio, 

Partido Nacional, Partido Colorado and Partido Independiente 
 

 

This annex presents a summary of the most important education proposals presented in the 2014 

elections, made by political parties with parliamentary representation by the 2009 elections.  

 

The sources of information were the political parties’ education proposals of their government 

programs: “Programatic basis for the third national government of the Frente Amplio 2015-

2020” (Bases Programáticas tercer gobierno nacional del Frente Amplio 2015-2020), “Country 

of opportunities” – Government Agenda of Partido Nacional, chapter 2 (Agenda de gobierno 

del Partido Nacional, capítulo 2), “Change commitment - the future Uruguay” Partido 

Colorado program 2015-2020, and “Transforming growth into human development, the way of  

Partido Independiente” (Transformar el crecimiento en desarrollo humano, el camino del 

Partido Independiente). 

 

Themes of analysis were established to organise the proposals presentation. These themes were 

proposed considering the most important public debate topics. Subthemes were also formulated 

within the themes of analysis, according to the proposals from the different political parties. 

Qualitative information was processed using the Atlas-Ti software.  

 

Not all parties propose specific policies for every themes or subthemes in their program 

proposals. The majority of the education proposals were included in this summary, although a 

very few were not included in the analysis because they did not adjust to the proposed themes. 

Finally, some proposals are related to many themes so they were included in all of them; in this 

way some proposals are repeated along this summary.  

 

Proposals from the political parties are presented basically as they are stated in the different 

sources of information.  

  

  



 

Annex IV. Interviewees, profession and position at the time of the interview  

 

Interviewee Profession Position  

Héctor Florit 
Primary education 

teacher 
General Director of the CEIP 

Celsa Puente 

Secondary 

education teacher 

– Inspector 

General Director of the CES 

Eduardo 

Davyt 

Agricultural 

Engineer 
General Director of the CETP 

Wilson Netto 
Secondary 

education teacher 
President of the CODICEN  

Héctor 

Bouzón 
Economist Sectorial Director of Programming and Budget - ANEP 

Cristina 

González 

Primary education 

teacher - Inspector 
Technical inspector of the CEIP 

Margarita 

Romero 

Secondary 

education teacher 

- Inspector 

General Inspector  of the CES 

Teresita Rey 

Primary education 

teacher – School 

principal 

Delegate of ATD primary education - Standing Committee 

Carlos Rivero 
Secondary 

education teacher 

Delegate of ATD secondary education (general) –Standing 

Committee  

Daniel Pollo 

Secondary 

education teacher 

- School leader  

Delegate of ATD professional vocational education - Standing 

Committee 

María 

Cristina 

Cataldo 

Primary education 

teacher - School 

principal 

Full time school – School principal 

Claudia 

Constantini 

Primary education 

teacher - School 

principal 

Practice school – School principal 

Lilian 

Miranda 

Primary education 

teacher - School 

principal 

Urban common school – School principal 

Alicia 

Guerrero 

Primary education 

teacher - School 

principal 

APRENDER school – School principal 

Margarita 

Rufino 

Secondary 

education teacher 

- School principal 

Lower secondary education school (general) – School principal 

Isabel 

Jaureguy 

Secondary 

education teacher 

- School principal 

Upper secondary education school (general) – School principal 

Óscar Sánchez 

Secondary 

education teacher 

- School principal  

Technical school (FPB/EMS/Secondary education –vocational-) 

– School principal 



Mario 

Albornoz 
School principal North Littoral Regional Campus of CETP –Principal 

Marcelo 

Cravea 

Agrarian senior 

professor - School 

principal 

Agrarian school (Agrarian lower secondary education –

vocational- in alternation/Upper secondary education –

professional-) – School leader 

Gerardo 

Borggio 
Technical teacher  

Technical school (Basic professional training/ Upper secondary 

education –professional /Secondary education -vocational-

/Tertiary Education –vocational-) – School leader 

Source: Compiled data 
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Institutions 
 

Regarding the Education Law  
 

Frente Amplio (FA) 

Agreement with the Law.  

 

Partido Nacional (PN) 

Partial revocation of the law in order to reduce the corporative interests on the government of 

education.  

 

The proposal includes (at least) the following issues: redefinition of the role of the counsellors 

of CODICEN and Education Councils that are elected by teachers, elimination of the 

requirement of 10 years of experience in public education to apply as a member of CODICEN 

or any Education Council; elimination of the compulsory call to National Education Congress 

(it will be optional); modification of the 63th. Article of the Education Law subsection “L”, 

moving the attribution of teaching certifications to the MEC. 

 

 

Partido Colorado (PC)  

Transformation and reformulation of the Law, with the objective of reducing the bureaucracy of 

the education system, getting a more flexible and decentralised structure.  

 

Change the government of education (ANEP) keeping the teachers representatives with voice 

and without vote.  

 

National plans and agreements 
 

FA  

Elaboration of a long term National Education Plan with wide social and political consensus, 

oriented to public education transformation and considering the following debate: aims and 

objectives of education; system coverage; teaching profession, desirable learnings: diversity, 

comprehensiveness, universality and democracy; continuous evaluation and social distribution 

of knowledge. The results of the National Education Congress will be an input to its discussion, 

elaboration and follow up.  

 

Elaboration of a national strategy to support learning. 

 

PN 

Implementation of the Commitment with the National Education Policy as a precondition when 

asking the Senate’s consent to the three political members of the CODICEN. The procedure 

would be as follows: a) the MEC elaborates a proposal where main lines and objectives of 

educational policy for the five years period are defined; b) that document is studied and 

approved by the Cabinet; c) a statement is compiled, which includes the public commitment of 

taking systematics decisions according with that policy; d) the signature and disclosure of that 

commitment should be taken by the Executive Branch as a political condition to propose a 

candidate to integrate the CODICEN, which would be taken into account by the Senate.  

 

PC 

Elaboration of a project with sustained agreement, which should lead to a National Plan of 

Education. To do this, a wide call of different stakeholders related to the education system 

would be accomplished.  
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Coordination 

 

FA  

Promotion of coordinated and cooperative public policies in order to take care of socioeconomic 

and cultural conditions, required for the development of the pedagogical mission of schools.  

 

Setting up of an educational protection network, by coordinating and linking existing support 

programs, institutionalising them and incorporating them to the National System of Public 

Education (e.g. Educational Commitment, Community Teachers, Educational Tracks). The aim 

is to create a National Strategy of Support and Learning.  

 

Deepening the interinstitutional coordination of the National System of Public Education.  

 

PC 

Creation of an “ecosystem” where industrial, research and development (I+D), and educational 

policies get together to reach national development. Develop integrated, contextualised and 

coordinated public policies between the different entities of the social field.  

 

Institutional organisation  

 

FA  

Strengthen the role of coordination and articulation of the CODICEN as an institution that 

promotes communication, interaction and articulation between the Education Councils.  

 

Make progress on the construction of regional campus integrating the different education 

subsystems. The Campus should also facilitate coordination with other cultural and social 

institutions in order to optimise resources. 

  

No changes regarding autonomy of the ANEP and the Education Councils.  

 

PN 

Reassignment of current power of the CODICEN and the Education Councils in order to 

simplify and accelerate management, improve coordination and strengthen the executive 

capacity of the administration, notwithstanding the subsequent supervision.  

 

Creation of intermediate levels of management, which operate in-between the national and 

departmental authorities. These involve the creation of regional subsystems of technical 

assistance, management monitoring and assessment of outcomes.  

 

Incorporation of the INEED to the MEC orbit (where it should function as a decentralised 

institution) and modify its directory, decreasing the weight of ANEP representatives.  

 

PC  

Creation of the Agency for Quality and Development of Education: Education should be 

thought integrally and from a systemic perspective, which allows to have comprehensive 

knowledge of the reality, and to plan future actions. 

  

Partido Independiente (PI)  

Assignment of main responsibilities of educational policy to national authorities, with 

consultation instances to the different actors of the education system.  
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Management improvement 

 

PN 

Reduction of bureaucracy, administrative simplification and delegation of decision making 

throughout the education system.  

 

PC 

Reduction of 50% of the public positions of trust or direct designation by 2015, and 

implementation of open calls for management positions in the Central Administration of 

Education. 

 

Strengthen and develop internal audits in every education institution, especially at a regional 

and central level.   

 

PI  

Rationalisation of the structure; as an example, replacing the several collegiate units by single 

positions; or having compulsory but not binding consultation procedures.  
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School management  
 

Local coordination  
 

FA  

Strong coordination with educational institutions, and creation of networks who integrate 

kindergarten, primary schools, secondary schools, formal and informal institutions (OSC) 

dealing with education, by reference areas. 

 

PN 

Elimination of the Integral Diagnosis Unit (Unidad de Diagnóstico Integral), under the 

CODICEN, and gradual creation of psycho pedagogical interdisciplinary cabinets to support 

students at two to six schools located in the same area. 

 

Implementation of support teachers in reading comprehension that would articulate with public 

libraries of the neighborhood, which would be properly equipped. Agreements with the regional 

governments would be made to provide funding. To the possible extent, the tutorials and the 

support program for reading comprehension would be performed in coordination with the PMC. 

 

PC 

Implementation of a coordinated work with schools and  the National Roads Security Unit, the 

National Drugs Board, Public Health Ministry, among others, to deal with topics that involve 

the whole community.  

 

School leadership 
 

FA 

Ensure the pedagogical activities of school leaders so as to support and mentor teachers in 

preschool and primary education.  

 

PN 

Strengthen school leaders capacities. A school with autonomy needs to have an authority with 

leadership capacity. It could be just one principal, a team or the teacher community as a whole. 

The most important thing is that the school has autonomy to make decisions. This requires 

transferring some of the responsibilities in decision making to schools, including the 

administration of significant amounts of resources. In order to do that, more training in 

management skills is needed.  

 

Changes in the rules of selection of school leaders, such as:  

- Deepen the training in management and leadership. Courses would be offered by a 

diversity of public and private institutions (including management schools).  

- Reduce the requisite of minimum years of teaching to be able to apply for a school 

leader position (current requisites are excessive in comparative terms). 

- Guarantee that effective school leaders remain at least 3 years in the same school and 2 

years for the non-effective school leaders. Implement the requirement of elaborating a 

school project as a condition for a assuming as a school leader. Together with the 

approval of the plan, authorities could provide funds for its execution.   

- Evaluate the school project outcomes as a condition to confirm the school leader in the 

position.  

- The school leader will be allowed to select the teaching staff through founded 

procedures.  

- These actions would be implemented gradually and respectfully for the acquired rights.   
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PC 

Strengthen and professionalise the school leadership. 

 

Formulation of recruitment policies to get the best teachers into the school leadership. 

Reestablish the contests to apply for an effective position as school leader within all levels of 

education. These teams will be strengthened and the actual situation of the school leader career 

will be studied.  

 

Implementation of a professional career profile for technical and education management support 

staff, and public promotion contests. This is the case of school administrative secretaries, whose 

role helps school leaders to carry out the pedagogical leadership.   

 

PI 

Strengthen the role of school leaders, and the management capacity of each school.  

 

School autonomy  

 

FA 

School projects: Schools would develop contextualized school projects. 

 

PN 

School projects: Schools should have their own identity and be able to make decisions regarding 

national objectives. The pedagogical identity of each institution would be built from 

contextualized flexible educational proposals, responding to students and community needs.   

 

Creation of budgetary funds administrated by the MEC, which could be applied by public 

schools.  

  

Increase of resources managed by schools for current spending, maintenance, investments and 

extra personnel recruitment, to be reported afterwards.   

 

PC 

School projects: Strengthen schools by enhancing school projects. The projects would increase 

powers of the educational community, creating local, regional and national networks. Extension 

of school projects with participation of the whole community, involving students, parents and 

teachers.   

 

Effective system decentralisation. Because of the regional and contextual diversity, it is 

important to give more autonomy to the educational communities.   

More powers and budget to be given to schools, so they can face their needs. In the same way, 

more autonomy in management of human resources and general decision making would be 

given to schools.  

 

Creation of optional learning instances that can be chosen by schools. They would be flexible 

and would consider the needs and characteristics of the different school contexts.  

 

PI 

Strengthen and give progressive autonomy on school management. These means: transfer of 

resources, decision making and responsibilities to each school and their local actors. Increase of 

resources to be transferred to each school, giving them more operational capacity instead of 

concentrating it at the central level. Each school must plan, manage and evaluate its own 

educational activities and the use of resources.  

 

The schools should be on charge of the maintenance and infrastructure reforms until a certain 
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amount, as a strategy to get over the deterioration of buildings, already known by the general 

public in the last years.  

 

School evaluation 

 

 PN 

Deep renovation of the inspectorate system, transforming the actual subject and school 

inspectorates into pedagogical and organizational audits, in charge of a multidisciplinary  team 

(teachers, management experts, educational architecture experts, and other specialists) that stay 

during several days at the school evaluating many aspects of its functioning (including meetings 

with students, parents and graduates).  

 

After that period, de audit team would give a feedback to the entire educational community 

(school leaders, teachers, non-teaching staff, parents), complemented by a self-evaluation 

exercise. These inputs should be considered for making an improvement plan that would be the 

reference for a future audit. The change from the old to the new inspectorate system will be 

gradual. 

 

Promotion of the creation of a National Accreditation Agency that approaches Uruguay to the 

best international practices agreed by the MERCOSUR (Mercado Común del Sur). The Agency 

must work with complete technical independence and offer volunteer accreditation programs for 

public and private institutions. These programs will include self-evaluation and external 

evaluation from expert partners who will follow previously established standards.  

 

PC 

Transform the inspectorates and create a new design for the supervision and orientation of 

schools and teachers. The proposed single education cycle will need coordination and common 

views, so Orientation and Supervision Regional Areas would be created. They would include all 

levels of education from a transversal point of view, and would be oriented to support the 

teaching staff. 

 

Decentralisation of the orientation and supervision of teachers and school leaders to the regional 

level.  

 

Creation of an information system that allows assessing, the distribution of resources to schools, 

and the evolution of learnings and acquired abilities at schools.  

 

Promotion of self-evaluation of schools and the different actors, promoting evaluation as an 

instrument for change and permanent learning.  

 

Community  

 

PN 

Creation of an ICT platform by Ceibal to give home support to the educational process. This 

platform would offer educational programs to parents, within the Responsible Paternity 

Program (Programa de Paternidad Responsable) background.   

 

PC 

Extension of school projects with participation of the community, involving students, parents 

and teachers.  

 

Generation of platforms to communicate with student´s families, by using ICT. It would allow 

students and their families to access to news and general information, as well as monitor the 

pedagogical evolution of students, by using the available computing tools.  
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Schools should encourage effective participation, getting the community involved, promoting 

“good practices” and integration. 

 

Digital or printed publications would be promoted, to encourage and strengthen the 

communication with families. They would address important issues like health prevention, 

environment, gender equality, healthy nutrition, road safety, no discrimination, human rights, 

values and principles, among others. 

 

School Participation Councils would be promoted.  

 

Public television service would be used to generate programs and activities with cultural and 

educational contents, getting the community and the families involved. National institutional/ 

advertising campaigns would be developed to promote national education, generating actions 

aimed to strengthen the national education and culture.  

   

Participation and integration of the families in child and youngsters educational process is very 

important, so it is necessary to promote their involvement during the school track. New 

integration programs must be implemented, as well as actions involving community teachers.  

 

Implementation of new information systems that allow students and their families to know 

about the different options they have in their future education track. 
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Curriculum 

 

Curriculum design 

 

FA 

Build a common curriculum which gives consistency to the teaching on the different subjects all 

along the educational levels, and that makes possible an adequate transition from primary to 

lower secondary school.   

 

PN 

Substitution of the curriculum design by contents, by a stepped pedagogical curriculum design, 

elaborated in terms of the acquisition of abilities and strategic contents. Strengthen the 

relationship between the curriculum design and the assessment that has been entrusted to the 

INEED (without implying that the assessment task is reduced to this point). 

 

In secondary education the curriculum would be organised in three rings of pedagogical 

relevance:  

- The first one will include the curriculum areas of first priority: language (it includes: 

Spanish and a second language), math and sciences. On each area, there will be compulsory 

courses and remedial courses for students that do not have satisfactory achievement. The 

goals to achieve on these courses will be adjusted according to international standards.  

- The second ring will be constituted by compulsory curriculum areas of high priority: 

computing, entrepreneurship skills, arts, principles and values, and civic education.  

- The third ring will include complementary curriculum areas of conditional access 

(literature, philosophy, art history, technology, advanced courses on science, and others). 

The students will be able to take these courses if they do not need remedial courses. The 

offer of these courses will vary from one school to another, according to the decisions taken 

by each school.    

 

A pilot program of full time schools with 9 years of education (6 years of Primary education, 

and 3 years of low Secondary education) would be executed Other innovations would be 

introduced on these schools, like coordinator teachers and reference subject teachers.  

 

A specific plan for the ETC would be established to increase their pedagogical innovation 

possibilities. It will be different to the program of EUC (this is its frame nowadays).    

 

English classes in all schools. 

 

PC 

Creation of a new comprehensive unified curriculum from four to fourteen years old during 

2015, starting on March, 2016. In this way,  the logic of an education separated by strongly 

differenced levels with subjects related to specific disciplines will be left behind.   

 

Fundamental Learning Spaces (Espacios de Aprendizaje Fundamental) would be implemented. 

They will include a new form of evaluation that accompanies students during the learning 

process, promoting an increased participation of students and their families. 

 

Transformation of the upper secondary education curriculum by introducing a strong technology 

component, and an academic credit system which may be transferable between different tracks. 

It would start in 2016 seeking to improve the coordination between the general and vocational 

education, that are historically and traditionally separated. The technological component would 

be included especially on the first years of education, and in all the education levels. The 

transferable academic credit system will promote the mobility between tracks and between 

education sub-systems.  
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Implementation of an education for young people for them to “learn to learn”, learning to live 

and work together and acquire entrepreneurship skills. 

 

Development of technology for teaching process. 

 

Educational offer  

 

FA 

Development of new pedagogical views, professional skills and educational proposals that give 

response to the new realities and cultural changes of the Uruguayan society.  

 

Promotion of the creation of an education proposal that integrates essential knowledge in civic, 

scientific and art education, problem solving, own strategies for knowledge building and the 

inclusion of different areas of knowledge. It will be specially considered an approach based on 

human rights, sexual education, recent history studies and language studies (English, 

Portuguese). Also, the inclusion of physical education in all schools, overcoming the challenge 

of teacher shortage and lack of adequate premises for its development.   

Development of small and medium size schools that guarantee interpersonal relationships 

between teachers, non-teaching staff, students and families, and help to develop educational 

strategies focused on students.      

 

PN 

 

Increase of the creation rate of ETC. The aim is to reach 500 ETC, with priority access for the 

most vulnerable population. The policy of creating full time kindergartens would continue. 

Progressive conversion of the existing extended time kindergartens and schools into ETC. 

 

Strengthening of the Primary Technology Centers (Centros de Tecnología de Educación 

Primaria) in each department, as a way to encourage the incorporation of technologies to 

pedagogical work. 

 

Expansion and strengthening of successful programs. Creation of the program Studying You 

Get Further (Estudiando se llega más lejos), which would offer internships to students who have 

completed upper secondary school before the age of twenty. The program would target the dual 

objective of creating incentives to complete secondary education, and guide the upper secondary 

school graduates that do not aspire to make tertiary studies to formal economic activities. 

 

PC 

Creation of a new upper secondary education offer (Baccalaureate) in Science and Technology, 

which will be associated with a system of scholarships for students who choose it and complete 

their studies, promoting educational continuity in this area. 

 

Implementation of new upper secondary schools in the whole country, improving the 

complementarity between existing subsystems (general and vocational education). 

 

Increase of instruction time through the implementation of more days and longer class hours, 

ensuring at least 200 school days. 

 

Extension of full time education to 60,000 children from critical contexts.  

 

Incorporation of 20,000 young people to full-time lower secondary schools, continuing the 

experience that includes, at present, only three schools. 

 

http://www.linguee.es/ingles-espanol/traduccion/professional+skills.html
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Development of rural secondary schools, giving priority to young people in remote or 

inaccessible areas, and transforming those schools into full time. 

 

Creation of full time schools of community management in vulnerable contexts. They would 

complement existing public offer in areas of critical context as part of the necessary 

coordination and strengthening the role of civil society. 

 

Promotion of physical education and sport, and development of a national policy on Second 

Language, comprehensive at all educational levels through present, semi present and distance 

training. In particular, foreign language centers would be spread across the country. 

 

PI 

There are private schools with excess capacity, who have repeatedly expressed their willingness 

and interest in receiving students who cannot access the public ones. Public funding should be 

allocated for this, with all the controls that apply to private schools. 

 

Preschool and early childhood education expansion  

 

FA 

Expansion of early childhood education of children up to three years. Beginning of schooling at 

three years, and ensure universal access at that age. 

 

PN 

Creation of new CAIF centers and others with similar functions, as much as necessary to 

achieve universal schooling for children of three and four years old. 

 

The policy of creating full time kindergartens would continue. Progressive conversion of the 

existing extended time kindergartens and schools into ETC. 

 

PC 

Creation of 150 CAIF to include children from zero to three years of age into formal education, 

universalising education at age three. 

 

Extension of coverage at age three in CEIP schools, with the purpose of increasing the current 

enrollment and achieve the goal of universalisation. 

 

Expansion of coverage of ETC for children of four and five years old of critical context. 

 

Student support 

 

FA 

Promotion of a policy of active support and learning, in order to reduce the dropout rates in all 

levels of education. This would be made by reviewing teaching practices and the role of 

principals and inspectorates that should propose, evaluate, manage and support. 

 

PN 

Within each level, a system of non-cumulative conditional promotion would be set. A 

mentoring system would be implemented for those who are promoted under these conditions.  

 

There would be after school remedial courses by tutor teachers, for students conditionally 

promoted and others that show significant levels of difficulty or lag.   

 

On ETC or ETE, the tutorials would be implemented during school hours, replacing other 

activities. These tutorials would be in small groups, and would be set when inclusive classroom 

practices are not enough.  
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Implementation of a support program for reading comprehension. It is intended to improve 

reading comprehension and generate reading habits, especially in the most disadvantaged 

schools. The reading comprehension support teachers would articulate with public libraries of 

the neighborhood, which would be equipped with suitable materials. Agreements with regional 

governments would be made to provide funding. To the possible extent, tutorials and the 

support program for reading comprehension would be performed in coordination with the PMC. 

 

Elimination of the Integral Diagnostic Unit (Unidad de Diagnóstico Integral), under the 

CODICEN, and gradual creation of interdisciplinary cabinets that support students with learning 

difficulties at two to six schools located in the same area. 

 

PC 

Development of a Customized Educational Success Program under the new curriculum 

proposal, that would give support to students during their basic educational track. 

Implementation of new forms of evaluation that accompany students during the learning 

process, promoting more participation of students and their families. 

 

Promotion and student accreditation  

 

FA 

Implementation of a national plan of accreditation of knowledge acquired by workers through 

their experience.  

 

PN 

Curricular reorganization of primary education and elimination of the "social pass". The six 

years of education would be organized in three groups of two years each. Within each group a 

system of non-cumulative conditional promotion and tutoring system for those who are 

promoted under these conditions would be implemented. Conditional promotion implies that the 

student would attend the next grade despite not having reached a sufficient level of achievement 

in the current grade. If the student promotes the following grade, he or she would also promote 

the previous one. This alternative would apply only for those students who have moderate 

learning difficulties. After a school year, there would be three groups of primary students: those 

who promote, those who conditionally promote and those who repeat. 

 

Conditional promotions would not be cumulative: if a student does not reach the sufficiency 

level of the grade to which he or she was conditionally promoted, he or she must repeat. 

Remedial classes would be held throughout the following year of the conditional promotion. 

 

Implementation of a national graduation exam for secondary education. It would be 

implemented in coordination with the INEED and tertiary education institutions. 

 

Students may submit to the exam with up to two not promoted subjects. If their score is 

satisfactory, they would be exempted from these subjects. Thus, there would be an incentive for 

students to study and do the exam under appropriate conditions. 

 

PC 

Creation of a new evaluation system and grade promotion for the entire secondary education. 

 

Improvement and development of a national accreditation system of knowledge through 

promotion and dissemination policies and agreements with public and private institutions. 
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Teachers 

 

Allocation of teachers to schools, teacher career and teachers working conditions 

 

FA 

Development of a teacher career based on more stable conditions and promotions through 

contests.  

 

Development of institutional procedures that facilitate planning, continuous training and 

permanent improvement in teaching. 

 

PN 

Modification of the teacher´s election system of class hours in general and vocational secondary 

education, which includes at least the following innovations: 

- The obligation to keep the chosen hour for at least two years; 

- The right to keep the hours chosen in a school, once the two-year period has concluded, 

whatever the hierarchical scale status of teachers, with the sole condition of having the 

agreement of the school leader; 

- Concentration of hours of coordination / correction / planning in the school where the teacher 

has most hours. 

- Progressive transformation into a system of teacher position. 

 

Creation of a program to develop training and teaching support tools, in coordination with 

Ceibal. 

 

PC 

Transformation of the teaching career considering assessment, assiduity and training, as the 

most important issues for promotion and professional development in addition to seniority. 

 

Creation of effective teacher positions on secondary schools, changing the current system of 

annual election of class hours that generates so much uncertainty, mistreatment and inequality 

between teachers. 

 

In order to promote teacher professionalisation, increasing salaries, together with better 

assessment practices is proposed.  

 

Reinforcement of the importance of the role of teachers by creating the teacher position at all 

schools in the country. 

 

PI 

Teachers working conditions must be improved by creating working teams, concentrating 

teaching hours at one school, and improving in service training. 

 

Modification of the system of allocation of teachers to schools and ensure that teachers stay for 

at least three years at the same school. 

 

Dignifying teachers means better salaries, better working conditions and also better requests and 

assessment. Redefinition of teacher contracts, to be negotiated with the unions, in which the 

government's proposal should be very clear. 

 

Salaries and teachers incentives  

 

FA 

Better teacher salaries. 
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Generation of specialisation proposals and contests for the positions of greater dedication and 

risk, with special incentives and especially considering previous experience. 

 

PN 

 

Development of a policy to imcrease teacher salaries, associated with improvements in terms of 

training and performance. Seniority would not be the main determinant of salaries. In advanced 

stages of this process, with the aim of encouraging teamwork, not only individual performance 

would be considered, but also team performance of the school where the teacher works. 

 

Creation of a program in the orbit of the MEC to fund 150 excellence scholarships for teachers, 

similar to the National System of Researchers. The scholarships would operate as a bonus and 

would not be taxed by the personal income tax. Beneficiaries would be selected through 

contests, and innovative pedagogical and institutional practices would be especially appreciated. 

In the case of secondary education, it would also feature as an advantage the fact of working in 

school with low dropout rates or whose dropout rate has reduced significantly in previous years. 

In return for the scholarship, the beneficiaries would develop support activities at schools, as 

well as mentoring new teachers. 

 

Mandate by law the discount of school hours not issued as a result of union strikes at all levels 

of education, except that formal and audited plans of recovery of lost hours were established. 

 

PC 

In order to promote teacher professionalisation, increasing salaries, together with better 

assessment practices is proposed. 

 

PI 

Improvement of salaries, relating them to other actions that ensure that the increase in salaries is 

translated into better quality of teaching and learning. 

 

Teacher Training 

 

FA 

Design of incentives for increasing enrollment in teacher training, in order to deal with the 

increasing demand of the National System of Public Education. 

 

Implement a postgraduate policy to promote quality of teaching practices that includes applied 

research and extension. 

 

Promote teacher professional development by increasing certification of teachers, implementing 

specific training proposals, strengthening initial training, and promoting updating and 

specialisation of qualified teachers. 

 

PN 

Development of a substitute law for the creation of the University of Education, to grant 

university status to teacher training and integrate the efforts made today in both public and 

private sector. Teacher training for all levels of education from preschool to upper secondary 

should have a university status.  

 

Creation of a program in the orbit of the MEC, called "XXI Century Teachers" aimed at 

renewing and strengthening teaching practice through training abroad of teachers and school 

administrators. The program would provide scholarships to upper secondary school graduates 

who want to become professionals in education. 
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Development of training, updating and specialisation courses for teachers, consistent with the 

requirements of each subsystem (e.g. specialisations in second language, use of ICT, evaluation, 

conflict resolution, students with special needs). Participation in courses would be held during 

working time. The final certificates would only be delivered after an evaluation. Training and 

specialisation activities may be held in the country or abroad. 

 

The development of entrepreneurship skills would be a curricular goal, and there would be 

courses in primary, secondary and in teacher training programs. The curriculum of these courses 

would be set in dialogue with the private sector and academic programs of universities. 

 

Modification and generalization of the system of sabbatical year for teacher professional 

development.  

 

Promotion of quality in teacher training, improvement of teaching conditions (including salary, 

but not only), and incorporation of people that today are not dedicated to teaching. While this 

actions are not executed, the Education Councils should recruit through transparent procedures 

up to a total of 200 teachers per year during the five years government period. They will form 

10 groups for participating in specialisation courses and master degrees in education. The 

courses would be taught by both public and private universities, from a common core. The 

institutions that give the courses would be selected through a public call organised by the MEC. 

The candidates may choose the institution in which they will study, and MEC would pay an 

annual fee for registered teachers.. Teachers who join the program would commit to continue 

working in education for a minimum of five years after obtaining the certification. The goal for 

five years: 700 teachers with master degree and 300 with specialisation degree. 

 

Development of a recruitment policy for new candidates for teaching at the secondary level, as a 

short term policy to address the shortage of qualified teachers, especially in some subjects and 

in some regions of the country. 

 

Cooperation agreements with private education institutions that teach English in Uruguay, as 

well as foreign organizations and governments. The purpose of these agreements is to have 

access to support materials and technological resources such as educational software.  

 

Also we will draw on the National Volunteer System to recruit teachers who, after proper 

training, would work in the class under the supervision of the teacher. This would reinforce 

classroom instruction at a moderate cost, since volunteers will not have a salary, although they 

would have social security contributions. 

 

PC 

Professionalisation of teachers, introducing several changes in their professional programs and 

careers. Modification of the teacher training study plan. It should address particularities of the 

different contexts where future teachers will work. It should also address teaching research 

skills, and should provide the background for academic production. Educational research on the 

subjects of the initial teaching training, regardless of specialisation, should be included. The 

plan should incorporate the cultural dimension together with the cognitive dimension; and 

should put emphasis on ICT and on second languages. 

 

Design of a new graduate profile and a plan for continuous teacher professional development. 

 

Creation of the University of Education. Professionalise the recruitment and selection of 

teaching staff for the new University of Education. 

 

Development of training programs for teachers of a second language and technology: it is 

important to establish these two transverse axes within the university curriculum: Technology 

training and English. 
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Extension of the offer of semi present training for secondary school teachers and 

implementation of this modality for the training of primary school teachers. Creation of  an 

Agro-pedagogical Center for training and updating of teachers. 

 

Implementation of a specialisation in Education for special needs, and development of a 

national policy for postgraduate training and teacher professional development. 

 

Implementation of international contests to attract international educational experts to the 

country and develop training programs for the University of Education. Provision of 

scholarships for international studies. 

  

Training and professionalization must be continuous. Implementation of a contest system and 

continuous teacher professional development. 

 

Incorporation and training of professional university graduates to teaching in secondary 

education. 

 

Teachers assessment  

 

PN 

Renew the inspectorate system (see “School evaluation” chapter) 

 

Development of a policy to increase teacher salaries, associated with improvements in terms of 

training and performance. In advanced stages of this process, with the aim of encouraging 

teamwork, not only individual performance would be considered, but also team performance of 

the school where the teacher works. 

 

PC 

Change of the system and concept of supervision and assessment of teachers and schools.  

The proposed single education cycle will need coordination and common views, so Orientation 

and Supervision Regional Areas would be created. They would involve all levels of education 

from a transversal point of view, and would be oriented to support the teaching staff. 

 

Transformation of inspectorates and creation of a new design of supervision and guidance of 

schools and teachers in general. 

 

A self-evaluation process on schools and the different actors would be promoted.  

 

Uruguay would be incorporated to TALIS from OECD. 

 

ATD 

 

PN 

Strengthening of the ATD as instruments for discussion of education issues. 

 

PC 

Strengthening of the ATDs as privileged places for discussion and technical contribution to the 

development of education policies to be carried forward, ensuring the participation of all the 

teaching staff in a plural way. Effective and fruitful participation will be encouraged, its 

management will be supported by the full implementation of the rules which determine their 

original roles. 
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Resources and macro-results  

 

Public spending and planning 

 

FA 

6% of GDP for public spending on education. 

 

PC 

Optimisation of public resource use and implementation of a budget oriented to results. On this 

particular, management areas of ANEP will be strengthened, since it must be prioritized the 

efficiency and effectiveness of the use of public resources, ensuring a subsequent accountability 

through the verification of the results that were established. 

 

Creation of an area of strategic planning in education institutions, internalising this management 

tool throughout the whole system.  

 

Infrastructure 

 

FA 

Strengthening of the construction plan to ensure the required physical infrastructure.  

 

PC 

Creation of an inter-institutional area for infrastructure coordination.  Implementation of an 

infrastructure resource allocation mechanism to regional institutions, for direct management up 

to an amount equivalent to that of international calls for infrastructure. 

 

PI 

Schools should be responsible for the maintenance and infrastructure reforms up to certain 

amount, as a strategy to overcome the infrastructure deterioration. 

 

Scholarships  

 

FA 

Creation of a national scholarship system, integrating the various existing mechanisms and 

study possible ways of funding it, based on progressiveness of the contributions.  

 

PN 

Creation of a program to detect and promote excellence, which would allow access to 

scholarships and study opportunities to students who have high academic performance, 

sustained over time. 

 

Creation of a program in the orbit of the MEC to fund 150 excellence scholarships for teachers, 

similar to the National System of Researchers. The scholarships would operate as a bonus and 

would not be taxed by the personal income tax. Beneficiaries would be selected through 

contests, and innovative pedagogical and institutional practices would be especially appreciated. 

In the case of secondary education, it would also feature as an advantage the fact of working in 

school with low dropout rates or whose dropout rate has reduced significantly in previous years. 

In return for the scholarship, the beneficiaries would develop support activities at schools, as 

well as mentoring new teachers. 

 

Implementation of scholarships to upper secondary school graduates who want to become 

professional teachers, in order to study abroad, under the "XXI Century Teachers" program (see 

Teacher Training chapter). 

 



19 
 

 

PC 

Implementation of a scholarship system to promote educational continuity associated to a new 

educational offer for upper secondary education in Science and Technology. 

  

Organise, expand and optimise the scholarship system, creating a national system to promote a 

national policy, decentralizing the decision-making and the grant of benefits, incorporating 

academic excellence awards, helping students in particular situations, and successful 

performance students in certain areas.  

 

Implementation of scholarships for international studies. 

 

National assessment and system results 

 

FA 

The evaluation of educational achievements at all levels must be made with predominance of 

the objectives and not only in relation to the results; it should be respectful for autonomies, and 

should pay attention to national and international parameters.  

 

Continuous assessment should be considered in the long-term national plan design. For its 

discussion, production and monitoring the contributions of the National Education Congress 

would be considered.  

 

PN 

INEED would be entrusted to develop new online forms of learning assessment considering the 

experiences made in recent years. The purpose is to have a system of mandatory tests that allow 

teachers and educational authorities to have a quick feedback of the results. The system could 

also be used to assess satisfaction of students, teachers and families. 

 

Mandate by law the permanent participation of Uruguay in PISA- OECD. Follow the required 

procedures of OECD to expand the sample size of students, in order to generate new and more 

detailed information about the distribution of learning deficits in the Uruguayan students. These 

results will be particularly useful when confronted with those from the INEED. 

 

Strengthening of the relation between the curriculum design and the performance assessment 

that has been entrusted to the INEED (without implying that the assessment task is reduced to 

this point). 

 

From the results of PISA 2015, increase by a third the students who are at level 2 of PISA in 

language, mathematics and science. 

 

PC 

Implementation of a new evaluation system in order to personalise the process of teaching and 

learning, considering the specific characteristics of students and their contexts. 

 

Extension of the online evaluation policy by using the technology incorporated in secondary 

education by Ceibal. This would deal with one of the problems of secondary education: the 

evaluation focused on the classroom, by the teacher himself, by his individual criteria, without 

any established learning objectives.  

 

From the results of PISA 2015, reduce the difference in performance between the students from 

the lowest and highest quintile of performance. 

 

Reduction of repetition in lower secondary school to 15% by 2020. For this, a number of 

programs and plans would be implemented. 
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Achievement of an upper secondary completion rate of at least 50% of students aged 18 to 20 

by 2020. 

 

Participation in new international assessment tests for primary and secondary students.  

 

Development of actions that go beyond the cognitive learning assessment, integrating socio 

emotional dimensions. 

  

Transparency and reporting 

 

FA 

Alignment of the conduction and management of ANEP with the educational objectives, 

reinforcing the principles of participation, transparency and accountability. 

 

PN 

Para la postulación a los fondos presupuestales para centros educativos públicos (véase en el 

apartado de Autonomía de los Centros), estos presentarían solicitudes con la forma de proyectos 

evaluables, y la continuidad del fondo (o la posibilidad de presentarse a nuevos fondos) estaría 

ligada a los resultados de la evaluación. 

 

Applications to the MEC funds for public schools (see School Autonomy chapter) would submit 

forms of assessable projects; the continuity of the fund (or the opportunity to introduce new 

funds) would be linked to the results of the evaluation. 

 

PC 

Generation of new and more efficient information and accountability systems. 

  

Creation of portals the use of educational platforms and systems that facilitate management in 

different areas should be promoted. 

 

Implementation of a system of educational information to identify and assess distribution of 

resources, and performance between students and schools.  

 

Promote the use of the available ICT facilities so families can monitor pedagogical evolution of 

students. 

 

PI 

For further increases in spending and investment in education, as well as salaries increase, two 

strict criteria are proposed: Any increase must be associated with a particular result, and its 

implementation must be conditioned by changes that have to be made, as new roles, new 

services, new forms of intervention. 

 



Annex V. ANEP Calendar 

 

CEIP Calendar 2014
1
 

March 10 – Beginning of Courses. 

June 30 to July 13 – Winter holidays. 

December 15 to 17 – End of class activities. 

December 18 and 19 – Managerial tasks. 

December 22 – Closing of scholar cycle. 

 

CES Calendar 2014 

Lower secondary education (general) day shift Plan 2006 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays 

December 13 – End of courses. 

 

Lower secondary education (general) evening shift and overage Plan 1996 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays 

November 21 – End of courses 

 

Lower secondary education (general) evening shift Plan 2009 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays 

November 28 – End of courses. 

 

Lower secondary education (general) Experimental Plan 2012 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays 

December 12 – End of courses. 

 

Lower secondary education (general) Experimental Plan 2013 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays. 

December 12 – End of courses. 

 

Upper secondary education (general) day shift Plan 2006 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays. 

November 15 – End of courses. 

 

Upper secondary education (general) evening shift and overage Plan 1994/Reformulation 

2009 

March 10 – Beginning of Courses. 

June 30 to July 12 – Winter holidays. 

November 15 – End of courses. 

                                                           
1
 http://www.anep.edu.uy/anep/index.php/505-codicen-calendario-lectivo-2014-de-la-anep 

 



 

Professional vocational education Calendar 2014 

March 10 – Beginning of Courses. 

Previous days – Preparatory activities. 

June 30 to July 12 – Winter holidays. 

Ending of annual day shift courses: 

December 13 – Lower secondary education (vocational). 

December 13 – Lower secondary education (vocational) in agrarian boarding schools 

November 15 – Secondary education (professional), Secondary education (vocational), Upper 

professional training, Upper secondary education (professional), Baccalaureate Figari, 

Technical courses of second level and Tertiary courses (several modalities). 

 


