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ABSTRACT:  
This article problematizes the formation of models of the educated subject in Colombia 
through an analysis of the curriculum and the governance of secondary education between 
1956 and 2015. The methodology employed consists of research and analysis of historical 
sources concerning the social ordering of the transmission of certain forms of knowledge and 
the silencing of others, as well as norms and practices of curricular governance aimed at 
shaping a particular social subject. Among the research findings, three educational series are 
identified: (1) the curricular plan and the formation of the administrative subject (1956–1970); 
(2) the systematization of the curriculum through educational technology for the production 
of the standardized and informatized subject (1978–2000); and (3) curriculum management 
for the production of the subject of excellence, entrepreneurship, and innovation (2002–2015). 
The article demonstrates how the secondary education curriculum in Colombia functions as a 
sophisticated social technology of knowledge and governance: of knowledge, insofar as it 
privileges and organizes the social transmission of specific forms of knowledge; and of 
governance, insofar as it shapes, guides, excludes, or resists the constitution of particular social 
subjects. 
KEYWORDS: Subject. Middle education. Curriculum. Government. Colombia. 
 

INTRODUCTION: THE CURRICULUM: SOCIAL ORDERING OF KNOWLEDGE 
AND GOVERNANCE OF THE SUBJECT. 

 
The formalizations of the secondary education curriculum in Colombia between 1956 and 
2015 raise problematizations that go beyond the description of theories, approaches, currents, 
or curricular paradigms (Giraldo et al., 2019). To interrogate this curriculum implies 
questioning not only the technical organization of study plans, but also the historical processes 
through which certain bodies of knowledge are selected, hierarchized, and legitimized as 
“valid” knowledge to be transmitted in school and society, while others are displaced, silenced, 
or excluded (Vásquez and Ochoa, 2022). From this perspective, the curriculum can be 
understood as an educational dispositif that participates in the formation, guidance, and social 
governance of the subject in Colombia, insofar as it delimits what is considered true, relevant, 
and formative in each historical moment. 
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From this approach, the study of the secondary education curriculum is not limited to 
identifying formalized theoretical regimes, but rather to analyzing how these result from 
relations of power and disputes among social, economic, and political instances involved in 
the definition of school knowledge. In this process, diverse actors converge—international 
agencies, the State, governments, financial entities, private and non-governmental 
organizations—whose orientations are appropriated, negotiated, resisted, or otherwise 
practiced by the school and by school subjects. Consequently, the curriculum should not be 
understood solely as prescription, but also as a field of tensions in which practices, resistances, 
and shifts of meaning are configured in everyday school life (Vásquez, Dueñas and Cuellar, 
2024). 
Within this framework, the article seeks to move beyond a technical understanding of the 
curriculum associated with the rational design of study plans (Bobbitt, 1918; Tyler, 1973), as 
well as beyond practical approaches that situate education in the relationship between subject 
and context (Schwab, 1970; Goodson, 1991). It also engages critically with critical and post-
critical perspectives that have problematized the curriculum as a site of epistemological, 
political, and cultural dispute (Apple, 1986; Giroux and McLaren, 1998; Popkewitz, 2010; 
Sacristán, 1994; De Alba, 1998; Díaz, 2003; Magendzo, 1986; Torres, 2017; Bolívar, 2008; 
Fernández, 2018). Nevertheless, the emphasis of the analysis is centered on understanding 
how, in the period 1956–2015, curricular selections operated as historical strategies for the 
production and transmission of social truth, defining models of knowledge aimed at forming 
socially valued subjects articulated to ideal projects of society. 
Based on the above, it becomes necessary to recognize how regimes of selection and ordering 
of curricular knowledge were configured in Colombian secondary education between 1956 
and 2015, and how these functioned as dispositifs for the formation and governance of the 
social subject. 
In line with the above, the objective of the study is to analyze the historical forms of ordering 
of the secondary education curriculum in Colombia between 1956 and 2015, identifying the 
legitimized knowledge, the rationalities that underpin its selection, and the strategies through 
which the social circulation of certain knowledge is privileged, transmitted, or silenced. In 
doing so, the aim is to recognize how regimes of curricular truth are imposed and how these 
are appropriated, implemented, or resisted within the framework of institutional and social 
disputes. 
 
THEORETICAL FRAMEWORK: CURRICULUM AS EDUCATIONAL POLICY AND 

SOCIAL PRODUCTION OF KNOWLEDGE 
 
The curriculum can be understood as an object of educational policy insofar as it organizes 
and formalizes the knowledge considered legitimate for its school and social transmission. 
From this perspective, the curriculum is not limited to a technical instrument of pedagogical 
planning nor to a neutral set of contents; rather, it is configured as a process of public 
regulation through which it is defined what knowledge should circulate socially, under what 
criteria of validity, and for what educational and social purposes (Van Zanten, 2011). In this 
sense, educational policy can be understood as the set of state and social actions oriented 
toward the public sphere, developed through processes of diagnosis, formulation, 
implementation, evaluation, and improvement plans for educational programs and projects. 



Cultura. International Journal of Philosophy of Culture and Axiology      21(12s)/2024 

 
 

504 
 

This understanding makes it possible to recognize that the curriculum is produced within a 
framework of institutional decisions that respond to social needs, conflicts, and disputes. In 
the tradition of public policy analysis, these decisions are not conceived as mere technical 
responses to previously defined problems, but as processes of social construction of the 
educational problem, where priorities are established, interests are negotiated, and agendas are 
shaped (Bowe et al., 1992; Lindblom, 1991). Thus, curriculum policy can be understood as a 
functional ordering of actions in the public sphere that seeks to intervene in the school and in 
society, defining criteria for the selection, hierarchization, and distribution of the social 
transmission of knowledge. 
Consequently, the curriculum is constituted as a social construction traversed by power 
relations, institutional disputes, and political, economic, and cultural interests that define which 
knowledge is considered necessary, valuable, or relevant to be taught. This social character of 
the curriculum becomes visible when analyzing the actors involved in its formulation and 
orientation. It is not only about state entities, but also about institutions and subjects that 
intervene directly or indirectly in the configuration of school contents: teachers, students, 
families, productive sectors, media, civil organizations, social movements, non-profit 
organizations, and international agencies. 
In the contemporary field of policy analysis, it is recognized that educational policy operates 
as a multiscalar process that involves diverse actors at different levels of influence, from the 
global to the school level. Within this framework, international organizations, national and 
regional governments, and private sectors influence the definition of priorities, standards, 
pedagogical approaches, and quality criteria, impacting curriculum organization and the ways 
in which schooling is oriented (Rizvi & Lingard, 2020; Ball, 2021). In this way, the curriculum 
becomes a site of meaning production and institutional regulation, rather than a simple 
administrative prescription: it is a space where not only contents are contested, but also models 
of society, definitions of citizenship, and ways of understanding the subject that the school is 
expected to form. 
 
Macro, meso, and micro curriculum: levels of production and incidence 
To understand the curriculum as educational policy and as the social production of knowledge, 
it is essential to recognize that its formulation and circulation do not occur at a single level, 
but through a multiscalar process involving international, state, and school-based instances. In 
this sense, the curriculum can be analyzed through macro-, meso-, and micro-curricular levels, 
which make it possible to observe how formalized knowledge is organized and contested, as 
well as the institutional strategies that guide its transmission. 
At the macro-curricular level, international orientations and discourses that influence national 
educational reforms are situated. At this level, the curriculum is associated with the 
formulation of educational policy as a public action oriented toward the collective, articulated 
with processes of diagnosis, planning, formulation, implementation, and evaluation (Van 
Zanten, 2011). Thus, the macro-curriculum includes the recommendations and guidelines of 
international agencies that, although they do not directly determine national policy, contribute 
to shaping agendas, priorities, and models of educational reform. From a policy analysis 
perspective, this allows recognition that educational policy is not a linear process, but a 
construction shaped by multiple instances and rationalities, in which social problems and their 
possible responses are defined (Bowe, 1992; Lindblom, 1991). 
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At the meso-curricular level, national and regional policies expressed through regulations, 
guidelines, frameworks, and standards are situated, through which the State produces and 
regulates the official curriculum. This level corresponds to the set of institutional actions that 
define contents, pedagogical approaches, quality criteria, and forms of evaluation, configuring 
an ordering of transmissible knowledge within the education system (Van Zanten, 2011). 
However, the meso-curriculum is not configured exclusively by the State, but is shaped by the 
participation and influence of multiple actors and institutions. As approaches in public policy 
analysis indicate, the formulation of the public sphere involves civil institutions, social 
organizations, private entities, community actors, and other subjects that influence the 
orientation and regulation of educational policy (Thoenig, 1997; Lascoumes and Le Galès, 
2009). In this sense, the meso-curriculum constitutes a space of contestation over the 
definition of the national curriculum, where state, social, and economic interests converge, as 
well as differentiated educational projects. 
At the micro-curricular level, situated school practices are found, in which the curriculum is 
enacted in the daily life of the educational institution. This level includes subject plans, lesson 
plans, pedagogical decisions, and the concrete dynamics of teaching, evaluation, and 
knowledge transmission. In the micro-curriculum, it becomes evident that the curriculum is 
not only a prescribed document, but a school practice in which subjects, institutions, and 
contexts intervene (Maroy and Dupriez, 2000; Mainardes, 2006). Therefore, the formalized 
curriculum can be appropriated, adapted, reinterpreted, resisted, or diverted by school actors, 
showing that curriculum policy is also produced in the realm of practice and not only in that 
of normative formulation. This understanding aligns with the analysis of educational policy as 
complex processes, in which public decisions are shaped through interactions, negotiations, 
and disputes among diverse actors within the school space. 
Thus, the macro–meso–micro distinction should not be interpreted as a linear hierarchy, but 
as a dynamic network of relationships among actors, discourses, and practices. Taken together, 
these levels make it possible to analyze how the order of schooled knowledge is historically 
constituted, as well as the institutional and social modalities through which the transmission 
of knowledge in secondary education is selected, organized, guided, and regulated. 
 
Curricular government: regimes of truth and formation of the social subject 
In addition to being an object of educational policy, the curriculum can be analyzed as a device 
of social government of the social form of knowledge and of the modes of conduct of subjects. 
From a Foucauldian perspective, government is not limited to the formal authority of the State 
nor to the juridical exercise of power; it refers to the set of strategies and tactics aimed at 
guiding conduct, regulating behavior, and producing subjectivities in specific social contexts 
(Foucault, 2002). In this sense, the curriculum becomes a privileged mechanism for the social 
production of particular subjects, insofar as it organizes curricula by prioritizing certain forms 
of knowledge, establishing those that are to be transmissible and teachable, and delimiting 
them as true, correct, valuable, and transmissible as social and school objects. 
In this sense, the government of the curriculum is not reduced to the administration of study 
plans or to the institutional management of knowledge. Rather, it is related to the social and 
historical conditions that allow certain forms of knowledge to be selected, formalized, and 
transmitted as school truths, while others are excluded, silenced, or displaced. This perspective 
makes it possible to understand the curriculum as a regime of socially regulated transmission 
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of knowledge, expressed in forms of disciplinary organization, by areas of knowledge, and in 
procedures of design, implementation, and evaluation supported by manuals, guidelines, plans, 
and institutional devices (Lundgren, 1992). Consequently, the curriculum can be understood 
as a historicized ordering of social truths, that is, as a component of the social device of 
knowledge transmission in which certain forms and structures of school knowledge are 
institutionalized, establishing hierarchies over what must be taught. 
This approach makes it possible to problematize the curriculum of secondary education in 
Colombia between 1956 and 2015 as a political and historical scenario where models of 
society, educational projects, and forms of constitution of social subjects are contested. 
Indeed, the curriculum is configured as a field of tensions among different theoretical and 
political perspectives: from technical traditions focused on the social and economic aims of 
schooling (Bobbit, 1918; Tyler, 1973), to practical approaches that situate education in the 
relationship between the subject and the transformation of their social contexts (Schwab, 
1970; Goodson, 1991), and critical and post-critical perspectives that question the curriculum 
as a space of cultural, political, and identity disputes (Apple, 1986; Giroux and McLaren, 1998; 
Sacristán, 1994; Díaz, 1995; De Alba, 1998; Popkewitz, 2010; Torres, 2017; Bolívar, 2008; 
Fernández, 2018). These disputes show that the curriculum is not a simple mechanism of 
pedagogical organization, that it is not only a plan, program, or school project, but a social 
device that defines which knowledge it legitimizes as transmissible and which models of 
subject and society are privileged. 
At the same time, by considering the curriculum as educational policy, it is recognized that its 
production involves a network of actions and decisions in which diverse instances and actors 
intervene. Curriculum policy is configured as part of a functional ordering of actions in the 
public sphere, oriented toward responding to social needs and conflicts through processes of 
formulation, implementation, and evaluation (Bowe, 1992; Lindblom, 1991). Within this 
framework of educational policy, the curriculum is linked to macro-, meso-, and micro-
curricular dynamics, in which international agencies, governments, private entities, and school 
actors converge, contesting the orientation, direction, and definition of schooled knowledge 
(Van Zanten, 2011; Maroy and Dupriez, 2000; Thoenig, 1997; Lascoumes and Le Galès, 2009; 
Mainardes, 2006). 
From this framework, the curriculum participates in the constitution of norms, conduct, and 
behaviors for the formation of the social subject, as it operates as a set of strategies of truth 
that seek to produce desirable models of citizenship, subject, culture, and society (Foucault, 
2002; Popkewitz, 2010). However, this process does not occur homogeneously. Between the 
official curriculum and everyday school experiences there is a considerable distance, since the 
formalized or prescribed curriculum encounters situated practices that may comply with it, 
resist it, divert it, or create another in its place in the daily life of the school. Consequently, 
curricular government is understood as a complex relationship between institutional strategies 
and school tactics: between the formal ordering of transmissible knowledge and the real 
practices through which the formation of the social subject is produced—or contested 
(Foucault, 2002; Sacristán, 1994; Popkewitz, 2010). 
In sum, understanding the curriculum as policy and curricular government implies analyzing 
the historical relationship between forms of knowledge transmission and educational policies 
for the formation of social subjects: in how school truths are constituted, in how they are 
institutionalized in epistemes (plans, programs, and projects), devices (international, 
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governmental, and school instances), and curricular practices (teaching experiences, school 
urgencies, community demands, among others), that is, how particular truths are articulated 
with modes of social conduct of subjects, aimed at forming a specific model of subject, without 
overlooking the resistances and deviations that emerge in everyday educational practice. 
 

METHODOLOGY 
 
This article was developed from a qualitative approach, through a documentary and historical–
interpretive research design, aimed at the critical analysis of the relationship between the 
secondary education curriculum in Colombia, governmentality (Foucault, 2006), and models 
of social subject formation, from secondary education in Colombia during the period 1956–
2015. It is based on the premise that curriculum policies and pedagogical discourses do not 
operate solely as technical or administrative frameworks, but as devices of government that 
produce forms of subjectivity, regulate school practices, and shape ways of formalizing the 
educational sphere, the ideal model of the social subject, and the expected formation of 
citizenship (Dean, 2020; Ball, 2021; Vásquez and Ochoa, 2022). 
In line with the contemporary field of educational policy analysis, policies are understood as 
situated processes and discourses, shaped by power relations, state rationalities, and disputes 
over the meaning of education (Rizvi and Lingard, 2020). For this reason, the methodology 
drew on tools from critical discourse analysis and policy analysis, considering that curricular 
and normative texts delimit problems, establish priorities, define institutional responsibilities, 
and legitimize specific forms of educational intervention (Gee, 2021). 
Design and documentary corpus: 
 
The corpus was constructed through intentional sampling and historical relevance, including 
official and academic documents representative of the period 1956–2015. Four types of 
sources were used: 
a) Colombian educational and curricular regulations, including decrees, laws, guidelines, and 
ministerial orientations that structure the governance of the curriculum at different stages of 
the education system. 
b) Technical and institutional documents, such as development plans, sectoral reports, and 
educational policy texts that define curricular priorities and approaches to citizenship 
education. 
c) Specialized academic production, focused on curricula, the history of education, educational 
policies, and subject formation. 
 
Analytical strategy: 
The documentary analysis was carried out at three complementary levels: 
a) Descriptive and temporal organization reading: the main moments of transformation of the 
curriculum and educational policy were identified, locating normative changes, dominant 
approaches, and institutional priorities by decade. 
b) Analytical and categorical reading: a thematic coding procedure was applied, guided by 
central categories of the study, such as: curriculum governance, educational policy rationalities, 
citizenship and social formation, competencies, quality and evaluation, school subject and 
pedagogical subjectivity, and technologies of institutional regulation. 
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These categories made it possible to identify continuities, ruptures, and shifts in the way the 
curriculum produces meanings about the social subject to be formed. 
c) Interpretive and critical reading: at this level, the findings were interpreted in light of the 
governmentality approach, understanding the curriculum as a technology of government that 
articulates pedagogical knowledge, institutional regulation, and the production of subjectivities 
(Dean, 2020; Ball, 2021). Likewise, the influence of global discourses on curriculum design 
was analyzed, especially within the framework of educational reforms associated with quality, 
standardization, and competencies (Rizvi and Lingard, 2020). 
 
Ethical considerations: 
Given that this is a documentary study based on public sources and academic texts, the 
research did not involve the collection of sensitive data or the direct participation of human 
subjects. Interpretive fidelity, rigorous citation, and acknowledgment of the institutional origin 
of the analyzed documents were maintained. 
 
RESULTS: CURRICULAR SERIES IN SECONDARY EDUCATION IN COLOMBIA 

 
It is important to problematize the historical ordering of curricular contents and the political 
actions of government that seek to shape, guide, render invisible, or differentiate the 
production of a particular social truth, based on the knowledge that is to be privileged and 
transmitted as truth, through the selection of theories, approaches, currents, and curricular 
perspectives—at times technical, at others critical, and at others post-critical (Sacristán et al., 
2010; Pinar, 2014; Tadeu da Silva, 1999). Likewise, it is relevant to problematize curricular 
government, that is, the strategies and tactics produced among institutions (Tello, 2013), forms 
of knowledge (Zuluaga, 1999), and disputes over the curriculum (Arroyo, 2011) and the 
formation of subjects, which, in their operation within the school setting, reveal the 
configuration of particular curricular experiences in secondary education in Colombia, while 
also showing the formation, constitution, or formative agonism of specific social subjects in 
the country. 
Beyond delimiting the analysis of curricular knowledge and its governmental actions from the 
perspectives of administrative planning (Martínez, 2012), technique (Martínez; Noguera and 
Castro, 2003), and management (Bedoya, 2018), the focus is on analyzing the social relations 
involved in the formation of specific types of subjects, the knowledge that shapes them, the 
modes of orientation, guidance, exclusion, or differentiation, and the characteristics and 
singularities of the processes of subject constitution through the secondary education 
curriculum in Colombia. 
Three series reveal the historical and social duration of curricular knowledge in secondary 
education in the country: (1) educational administration, which established the curriculum plan 
and the technical subject (1956–1970); (2) educational technology, which, through the 
sequencing of educational processes, sought the technification of education, as well as the 
formation of a transformative and consumer subject (1978–2000); and (3) curriculum 
management, which, through educational managerialism, proposes excellence and innovation 
as the model of the entrepreneurial social subject (2002–2015). 
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The Curriculum Plan and the Formation of the Development-Oriented Subject 
In the history of curriculum in Colombia, the year 1956 marks the period in which educational 
planning was formalized in the country. The “First Five-Year Education Plan” (Ministry of 
National Education, MEN, 1956) represented the emergence of the first educational policy, 
whose guiding principle and action was the planning of educational curricula. One year later, 
the “Sectoral Office of Educational Planning” was established (Decree 0206 of September 6, 
1957, MEN), followed by the creation of the National Planning Department (DNP) (Law 19 
of 1958), establishing educational planning as: “the necessary organization of comprehensive 
plans for monitoring and evaluating the Five-Year Plan, the coordination of international 
assistance and technical advisory support in education” (Decree 0206 of September 6, 1957, 
Art. 4, MEN). 
Planning was established as an object, purpose, and function of the Colombian State in pursuit 
of development. It became the renewed rationality that would organize education through the 
designation of its new function: the configuration of the school plan understood as that 
“school practice that carries out the elaborated curricular art of foresight, a technical rationality 
of organization, measurement, systematization, and evaluation of the school experience” 
(Coombs and Ruscoe, 1970, p. 17). As the backbone of the curriculum, planning became the 
foundation of a new positivity of knowledge and school action. It was established as a 
requirement for the new order of transmission of educational knowledge. From that moment 
on, the plan had to consider: “School Architecture and Statistics, Documentation and 
Information Centers, Psychotechnics and Vocational Guidance Centers, and four experts 
from international organizations or contracted by the Ministry of National Education, 
responsible for the internal functioning of the Planning Office” (Decree 0206 of September 
6, 1957, Arts. 3 and 4, MEN). 
The plan became the administrative means of governing the curriculum, shaping truth and 
subject, knowledge and social governance, all of which were to contribute to development, 
economic and social growth, and the formation of an effective and efficient education aligned 
with social objectives derived from planning for progress (Ministry of National Education, 
MEN, 1956). 
Among these initiatives were the “Colombian Educational Planning Guidelines,” developed 
by the Third German Mission (1965–1968), which defined two curricular administrative 
modalities: (1) planning as an effective means of educating students, and (2) the urgent 
development of study plans. In the first case, the curriculum is understood as a social plan, 
and education depends on the curriculum plan, which consists of defining study plans, 
objectives, content, methods, resources, evaluation, and timeframes. The plan, as curriculum, 
establishes direct relationships with the objectives and conditions necessary for the formation 
of the administered social subject. It prescribes teaching within a technical and administrative 
curriculum, a form of techno-economic truth subordinated to the achievement of goals 
through administrative planning processes, grounded in a practical, analytical, and empirical 
rationality that extends into society the relationship between education, society, and 
development (Martínez, Noguera, and Castro, 2003). 
This represents a renewed positivity of school and social procedures, now observable and 
measurable through the curriculum enacted as administration of plan, process, method, and 
goal. The curriculum, understood through planning, becomes both object and purpose of 
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economic and social growth, and therefore a model for forming the transformative subject of 
development. 
In the second case, the study plan represents the set of disciplines and school knowledge 
considered valuable for society and for the model of subject to be formed: “learning 
experiences are all those planned and directed by the school to attain its educational goals” 
(Tyler, 1986, p. 39). Planning practices become new forms of social truth: the fixation of 
educational content through the planning of objectives and procedures. The curriculum is 
defined as the “element composed of goals and objectives, methods for selecting and 
organizing content, patterns of learning and teaching, and a program of evaluation and 
outcomes” (Taba, 1974, p. 81). From then on, planning becomes model, conception, strategy, 
instrument, procedure, and social technique (Bobbit, 1919; Tyler, 1949). 
Planning redefines the ordering of knowledge and social truths as the “application of rational 
and systematic analysis to the process of social development, with the aim of making 
instruction more effective and efficient in responding to the objectives and needs of students 
and society” (Coombs and Ruscoe, 1970, p. 17). 
From the perspective of curriculum policy, planning embodies the administrative rationality 
of processes, subjects, and social outcomes. It transforms education into a scenario for the 
systematization of laws, rules, and norms that, oriented toward subjects, enable the progress 
and development of the country. It is the administrative and governmental rationality of the 
curriculum, aimed at fulfilling principles of political, economic, and social efficiency. These are 
the “forms of planning, organization, and instruments of social efficiency as organizational 
structures imposed by authorities to regulate behavior” (Hanneson, 1994, p. 5). They 
constitute forms of order and modalities of social action. 
It is within this framework that the curriculum plan acquires historical, political, economic, 
and social dimensions (Stenhouse, 1991; Sacristán, 1988), by limiting knowledge and 
experience to the positive order of administrative planning of curricular knowledge, as the 
emergence of a new truth that establishes planning as a form. This represents a new plausibility 
of social knowledge: that of foresight for a secure future, without underdevelopment or 
poverty, aligned with the aspiration to reach the developed world, in dialogue with 
international agencies, missions, and educational planning offices established in the country. 
These were national measures aimed at achieving a future social model: social planning as 
social governance of educational curricula, for the production of subjects of development and 
social transformation. 
Planning as a means of social governance was grounded in functionalist and pragmatic 
approaches, drawing on psychological, historical, sociological, and anthropological knowledge, 
which framed planning for development as the systemic engine of social, collective, and 
individual progress. In this context, three foreign missions arrived in Colombia, positioning 
planning as the solution to backwardness and underdevelopment: the Currie Mission (1950), 
the Lebret Mission (1958), and the German Mission (1965). These missions proposed the 
creation of planning offices for economic, social, and educational development (Aristizábal et 
al., 2008). 
By the late 1960s, the Symposium “Administration, a Fundamental Instrument for the Design, 
Implementation, and Evaluation of Social Development Plans” (Organization of American 
States, OAS, 1969) established that, based on the structure of administration and educational 
planning, the scientific, organizational, systematic, and social model would be consolidated. 
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The curriculum plan thus formed a governing triad: planning, curriculum, and the social 
subject for development. 
 
Curricular Technology and the Formation of the Cyber-Anthropic Subject 
Educational technology enabled the systematization of the curriculum and the establishment 
of a social model for the production of an informatized and massified subject, through 
processes and sequencing. Decree 088 of 1976, “by which the educational system is 
restructured and the Ministry of National Education is reorganized,” reformed the Colombian 
Educational System by establishing “diversified secondary education with the dual purpose of 
preparing students for higher education and for employment in technical and auxiliary 
professions” (Decree 088 of 1976, Art. 10). Curriculum organization thus became not only a 
matter of planning, but also of systematization and sequencing in secondary education for the 
construction of a social subject—academic and/or vocationally oriented high school 
graduates—referred to as “vocational secondary education” (MEN, Decree 1002 of 1984, 
which establishes the study plan for preschool, primary, secondary, and vocational secondary 
education). This modified Decree 088 of 1976 by establishing that “education is a systematic 
and formative process of the individual and society that must respond to scientific and 
technological advances” (Decree 088 of 1976, Art. 10). 
The systematization and technification of education brought about, beyond the study plan, 
new imperatives for social development: educational technology, whose purpose was “to 
accompany social and political evolution, as well as technical and economic development” 
(Faure et al., 1973, p. 28). From this perspective, “the curricular objective is to support the 
social effort to strengthen democracy, technology, science, and culture” (MEN, Decree 1419 
of 1978, which establishes basic norms and guidelines for curriculum administration in 
preschool and primary education). Supported by agreements with the United Nations 
Development Programme (UNDP) and UNESCO, a “systematized, technological, and 
improvement-oriented curriculum model” (1972) was formulated and disseminated through 
“workshops on curriculum systematization and ongoing teacher training” (MEN, 1975), 
seeking to expand the techno-educational apparatus in Colombia. 
This renewal of educational technology introduced new social delimitations, framed within the 
idea of “learning to be, for the education of the future” (Faure et al., 1973), as a means of 
producing a “complete human being; a cyber-anthropos” (Faure et al., 1973, p. 233). 
Education was no longer merely a resource for planning and curriculum in the service of 
development; it now involved “observing, experimenting, classifying, expressing, listening, 
exchanging, and engaging informational data through the training of the scientific method” 
(Faure et al., 1973, p. 235). The curriculum thus became a social machine of technification, 
grounded in the shift from “learning over teaching” (Faure et al., 1973, p. 205). The social 
technology of learning became the guiding systematic principle of needs, motivations, 
interrelations of practices and content, and the integration of media and technologies as 
vehicles of knowledge (Faure et al., 1973, p. 28). 
The curriculum aligned with information technologies as a systematized set of learning 
procedures. The curricular model became a social production machine for a cyber-anthropic 
subject. It was no longer only a plan for economic and political development, but an 
educational technology for the future—centered on acquiring technological, cybernetic, 
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communicational, and informational skills for a society that privileges technological 
knowledge and the formation of a systematized, informatized subject: a cyber-anthropos. 
The curriculum of educational technology aimed to totalize and massify learning through 
informational and communicational dissemination, responding to the “need for specialization 
to form efficient, practical, technological, and productive social subjects” (Vogliotti, 2004, p. 
2). It proposed the integration between human and machine as a systemic function of 
education and society. Educational technology, previously grounded in curriculum planning 
and administration, now incorporated computing and communication as key forms of 
knowledge in shaping the social subject—the cyber-anthropos. 
This discontinuity between curriculum planning for development and educational technology 
for the formation of a cyber-anthropic subject has been described as the “instrumentalization 
of education in the country” (Martínez, Noguera, and Castro, 2003; Ríos and Sáenz, 2010; 
Téllez, 2001). Beyond planning and administration, technology, computing, and 
communication emerged as curricular knowledge based on educational technology, where the 
subject becomes the result of anthropotechnics. This was materialized through the 
establishment of the National Institutes of Secondary Education (INEM) (Decree 1962 of 
1969, which established diversified secondary education), with a curriculum aimed at forming 
a socially and technologically oriented subject. 
Governing the curriculum to form a social subject through educational technology and cyber-
anthropic knowledge implies positioning science and technology at the center, guided by 
principles of efficiency and social effectiveness. This is achieved through forms of knowledge 
that draw on systems approaches, learning psychology, computing, communication, and 
ecology (Martínez, Noguera, and Castro, 2003). These disciplines established new guidelines 
for shaping the social subject, while learning technology became formalized as the new 
curricular positivity of seeing, thinking, imitating, and acting through evaluative feedback 
processes (Aristizábal et al., 2008). 
However, other forms of knowledge resisted educational technology and the cyber-anthropic 
model of the social subject. Teachers’ organizations, social movements, intellectuals, and social 
science researchers formed the Colombian Pedagogical Movement, a social mobilization that 
advocated for the construction of “a distinct curriculum, referred to as that of the educated 
Colombian individual” (Fecode, 1982). This movement emerged both as rejection and 
recovery: rejection of the technological instrumentalization of curriculum and education, and 
recovery through the renewal of pedagogy. 
This pedagogical renewal proposed curricula based on accumulated knowledge, Colombian 
cultural heritage, the appropriation of external knowledge, and the development of locally 
situated knowledge in interaction with cultural contexts. It aimed to form a Colombian social 
subject as a bearer of knowledge and cultural agent, capable of engaging in the epistemological 
re-signification of the nation (Rodríguez, 2002; Tamayo, 2006; Zuluaga, 1987), and as a social 
and collective actor who gives deeper meaning to citizenship and society. 
From this perspective, the Colombian Pedagogical Movement can be interpreted as a rupture 
against mechanisms of power consolidated through scientific and technological institutions 
and discourses, which tend to centralize the production of truth and the regulation of social 
practices. 
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Curricular Management and the Formation of the Entrepreneurial Subject 
Educational management reveals a new discontinuity in the contemporary history of the 
curriculum and its governance. It now involves more capillary forms of knowledge, oriented 
toward standards of individual performance, referring to quality, innovation, and excellence as 
expressions of the demands of a competitive society and the aspiration for individual 
fulfillment in relation to others. This becomes the ideal model that both individuals and social 
institutions establish as an incentive and benchmark for achieving the highest standards of 
innovation, quality, and excellence (Republic of Colombia, MEN, Law 115 of 1994). 
These are measurable forms of cognitive capital—the econometrics of the curriculum—based 
on evaluation according to national and international standards of conceptual, cognitive, 
formative, and social dimensions (Velasco, Gómez, and López, 2018). At the same time, they 
are reinforced through incentives such as national, regional, and individual educational awards 
(the National Teaching Award by Fundación Compartir; regional education awards; programs 
such as Ser Pilo Paga or Generación E, among others). Through stimulation and personal 
motivation, these mechanisms promote in individuals the transformation of their modes of 
subjectivation into valuable capital for a society that models itself on social entrepreneurship 
and education as a market good or credential, as UNESCO (2015) states in describing 
education as a “global common good.” Several developments highlight the relationship 
between curricular management and the production of the innovative and entrepreneurial 
social subject: 
From the domain of knowledge, a financial economy based on education as a service and 
source of income emerges, which—beyond labor and capital—focuses on analyzing and 
shaping individuals’ marginal desires and consumption values for intangible goods such as 
learning and education (Brunner, 2000; Coombs, 1985; Friedman, 2002; Hayek, 1997; Schultz, 
1968). 
Education and training become matters shaped by multilateral and financial institutions: the 
World Bank, Inter-American Development Bank, International Monetary Fund, Organization 
of American States, OECD, Organization of Ibero-American States, UNESCO, NGOs, 
among others. National civil organizations, business sectors, and foundations also participate, 
promoting cognitive capitalism through the generation of innovative and competitive 
knowledge for global and national economic growth. In Colombia, examples include 
Empresarios por la Educación, Todos por la Educación, and Fundación Compartir, which 
propose curricular management based on collective entrepreneurship and individual 
competitive initiatives. 
A complex network of relationships emerges between management and control of social and 
educational practices that encourage participation in competitive arenas, fostering individual 
satisfaction through access to the social privileges associated with achieving a comfortable and 
successful life. 
The management of social entrepreneurship among individuals results from the alignment of 
the Colombian curriculum with global, national, regional, and local contexts shaped by 
neoliberal policies over the past two decades of the twentieth century, generating both 
transformations and forms of resistance. 
Technoscientific management of the individual, understood as the active incorporation of 
information and communication technologies into secondary education (Orjuela, 2010). 
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In this way, management becomes an instrument for addressing national problems, serving as 
justification for efficiency and effectiveness in confronting poverty, inequality, and inequity 
(Torres, 2003). Development plans (2002, “Toward a Community State,” and 2006, 
“Community State: Development for All”) define national objectives, goals, and social actions 
through school management as a guarantee of high growth. The Colombian Development 
Plan “Toward a Community State” (2002–2006), under President Álvaro Uribe Vélez, 
emphasized education as part of social policy, particularly in the pursuit of equity through the 
primacy of security. The subsequent plan, “Community State: Development for All” (2006–
2010), integrated a community-based vision of society as a pillar of competitive management 
for national security (MEN, 2010, p. 14). 
 
Likewise, the General Education Law and Law 715 of 2001 strengthened school autonomy, 
transforming schools into managerial entities through an “Educational Revolution” (MEN, 
2002). This approach conceives educational governance as directive management, 
organization, and structuring of schools at primary and secondary levels, particularly in 
curricular management processes, aligned with the directives of international and transnational 
financial institutions such as the World Bank, IMF, WTO, and OECD (Ceid-Fecode, 2013). 
This new autonomy (MEN, 2015), by introducing school management as a means to “enhance 
educational processes in order to respond to international, national, regional, and local needs” 
(MEN, 2015), aligns with the Decennial Education Plan 1996–2005 (OECD, 2016) and 
sectoral plans that establish school autonomy as a mechanism of self-regulation. This is 
implemented through management tools such as the Synthetic Index of Educational Quality 
(ISCE) (MEN, Decree 1075 of 2015), transforming the curriculum into a value or tradable 
credential subject to measurement and performance categorization (ICFES, 2016), based on 
efficiency and effectiveness within evaluative markets recognized by MEN as indicators of 
quality management. 
This organizational shift toward management raises critical questions: Is it a guide for 
institutional improvement, or a device for self-regulation and control of the social subject? To 
what extent does management (planning, organization, execution, evaluation, and 
improvement; MEN, 1996) constitute a capillary form of intervention in which individuals 
govern themselves according to standards of competence and excellence measured by national 
and international assessments? Management introduces ruptures in subjectivity by extending 
life into the domain of enterprise and services, fostering self-demand for innovation and 
continuous improvement (MEN, 2008). The subject is expected to become a leader and 
manager of their own initiatives, promoting self-management of skills, competencies, and 
entrepreneurial capacities. 
At this point, it can be stated that planning, technology, and management—as orders and 
modalities of curricular knowledge—correspond to techniques for the formation and 
governance of the social subject: from administrative planning, to educational technology 
forming the cyber-anthropos, to curricular management shaping the entrepreneurial subject. 
In this sense, the curriculum operates as a sophisticated social technology of knowledge 
transmission, but also as a social machine that stimulates the production and constitution of 
subjects through themselves, guided by rationalities of governance that incentivize, evaluate, 
and reward, aiming to achieve “maximum effects at the lowest possible cost” (Foucault, 2002, 
p. 41). 
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The objective is not only to organize, but to govern—through planning, through the cyber-
anthropos, or through self-management—producing specific forms of the social subject. 
Governing the curriculum of secondary education thus involves not only guiding through 
plans or informational systems, but also encouraging self-conduct, expanding the 
consumption of society and education as goods or forms of social and individual value (Hayek, 
1997), offered within a financialized and consumer-oriented society. 
Across these series—curriculum as plan, as technology, and as management—it becomes 
evident that the transmission of curricular content, organized within grids of educational 
knowledge, is not limited to curricular theory, ideology, or societal self-representation. Rather, 
it is linked to practical interests, to ways of acting oriented by ends and means, shaped through 
continuous reflection and implementation of social technologies aimed at forming and 
governing subjects. These processes unfold through dynamics of obedience, resistance, or 
creation of political practices, through strategies and tactics of governance that shape specific 
models of the social subject, as well as their invisibilization or resistance. 
 
Considerations 
An analytical review has been conducted of the curricular orders of secondary education in 
Colombia, revealing the interplay in the organization of knowledge carried out by institutions, 
bodies of knowledge, and subjects, demonstrating how the discontinuous set of norms, rules, 
behaviors, and procedures of curricular governance not only impose social rules of truth but 
also aim to constitute models of the educated Colombian subject. 
The established forms of knowledge for the curriculum were brought into discussion, which 
implied an epistemic intervention that did not focus solely on formalized knowledge, but on 
the treatment of series and discontinuities—of their emergence, persistence, or social and 
historical silencing—in order to consider the incision they constitute, their irreducible 
emergence, and forms of appropriation, as well as how they are updated, arranged, function, 
dissolve, and transform into orders of knowledge and specific, modified truth through the 
experiences and practices of society and its subjects. 
These modifications refer to three discontinuities in the curricular knowledge of secondary 
education in Colombia: educational planning, educational technology, and school 
management. The aim was to show “how they transform and disguise themselves, how they 
contribute, ultimately, to making our current conditions of existence possible” (González, 
2010, p. 107). That is, to demonstrate how curricular governance, across these emergent series, 
orders knowledge, guides political actions, updates planning in one moment, educational 
technology in another, and curricular management in yet another. The order of knowledge is 
therefore also a modality of governance, an attempt to impose a collective truth, and the 
selection of procedures, behaviors, and norms for the formation of the Colombian social 
subject, at times the planner, at others the cyber-anthropo, and more recently the entrepreneur. 
Analyzing and describing the forms of social veracity of the curriculum—its functioning, 
procedures, ways of doing, techniques, and mechanisms of governance—implies not only 
attending to the formation and guidance of objects and subjects, but also paying greater 
attention to the how and the why, rather than the what; it requires focusing more on the 
pragmatics of actions than on metaphysics or purely theoretical conceptualization. 
By drawing on historical, empirical, critical, and political material to propose the interplay of 
curricular truth formations and the procedures for constructing the model of the social subject 
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in Colombia, this study advances political analytics of the present. It questions the interaction 
of curricular objects at international, national, regional, and local levels, presenting knowledge 
not merely as data or study plans, but as the result of relationships—outcomes of interactions 
among society, disciplines, and subjects—through which power is articulated with aspirations 
of domination or resistance. 
It is also important to clarify that the description of these three curricular discontinuities, as 
well as the governance of the social subject in Colombia, although grounded in historical 
particularities, may not correspond to a linear progression of development. Methodologically, 
the analysis proceeds in the opposite direction: it starts from the present to trace the historical 
and political specificities that mark these series, identifying their characteristics, continuities, 
or dispersions. The intention is to move away from official ways in which the social sciences 
and education have studied and analyzed the curriculum, and instead to critically locate the 
historical conditions that produce it and the relationships that shape the agonisms among 
history, society, politics, and the lived experience of subjects. 
The curriculum of secondary education in Colombia has been described as a sophisticated 
social technology of knowledge and governance: of knowledge, insofar as it privileges and 
organizes the social transmission of specific forms of knowledge; and of governance, insofar 
as it shapes, guides, excludes, or resists the constitution of particular social subjects. 
Another consideration is that the curriculum is not merely a study plan, a systematized 
sequencing, institutional management, an area plan, or a lesson plan. This implies that it cannot 
be reduced to the formalization of curricular practice; rather, it is delineated by the concrete 
relationship between education and lived experience in schools. It is what seems to conceal 
the knot of events, what covers long, resounding historical and social silences, what hides 
omissions and sophisticated formulations, what exists at the limits of the action of curriculum 
and subjects. It may instead correspond to what does not obey planning, educational 
technology, or management—what is undefined, what lies enclosed because it exists outside—
namely multiplicity, difference, and the simultaneous plurality of events, where knowledge is 
offered and dispersed.  
Here, the urgencies of each school day are pushed to the limits of the everyday: in situated 
practices where the transmission of knowledge is conditioned by vulnerable socio-economic 
contexts, territories, conflicts and violence, subjectivities, affective conditions, local narratives 
that resist, families, traditions, processes of unlearning, the recognition that not everything 
learned is useful in practice, that little enters the curriculum, the body, and the mind, shaped 
by caring or indifferent teachers, punishments, uncertainties, divisions rather than unity. In 
this sense, the curriculum is not merely teaching, educating, or transmitting knowledge, but 
problematizing knowledge. Perhaps, in this country, what is needed for life is not yet found in 
school; perhaps the curriculum scarcely enters the classroom—shaped instead by informal, 
multiple becomings molded by everyday urgencies. 
It may also be considered that the regimes of curricular ordering in secondary education in 
Colombia respond to the relationship between society and school through modalities that limit 
or associate the integration of knowledge, the separation of disciplines, and the inclusion—or 
exclusion—of subjects. Reflecting on this, one might question whether knowledge, and in this 
case curricular order, emerges from rupture: that the curriculum is not merely a concept but a 
precept of social ordering, a set of political strategies and tactics, and a mechanism for 
producing specific individuals and subjects. Through the curriculum as plan, technology, or 
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management, the country has traced a particular jurisdiction of power through which 
individuals are constituted as subjects insofar as power makes them its object. The curriculum 
thus becomes the backbone of social knowledge that orders learning to form individuals, 
producing them through rationalities and systematizations—outcomes of planning, 
sequencing, and the marketization of learning as self-enterprise. 
In simple terms, what is desired is a flexible education that incorporates a reflexive dimension, 
that promotes self-education—first, in a natural sense, by turning back, breaking with itself, 
and liberating; giving rise to an education that abandons being the result of an orthodoxy of 
rules, norms, and habits. Second, that it becomes a means of liberation, autonomy, and 
individual sovereignty, allowing what is within to be brought outward, to be extracted, rather 
than imposing forms of order and prescribed modes to be assumed. 
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