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Abstract 

This article is the result of two research projects: the first carried out from 2011-2015, in a Project 

entitled “Curricular Policies for Basic Education Proposed by the Brazilian State and its 

Reverberation in Pedagogical Practice”, and the second, in progress since 2016, named “Curricular 

Justice in the 21st Century, the Policies and the Subjects of the Curriculum”. Both have guided Basic 

Education in Brazil, in different regions and public-school networks. The following text, of a 

theoretical nature, is supported by the empirical data resulting from insertion in these networks. On 

the assumption that school curriculums are territories of political dispute, the article affirms the 

urgency of valuing Brazilian public schools. It is understood that the school curriculum is 

fundamental to the pursuit of justice, to reduce inequality, and respect diversity. The importance of 

the subjects of the collectively constructed curricular practice and the conception of the curriculum 

itself are also reviewed. Finally, the work presents curricular justice as a continual process, a 

curriculum construction based on significant and historic democratic experiences of 

education/curriculum, that seeks to treat all subjects of the school with dignity, and that may in turn 

become another action of resistance against current hegemonic curriculum proposals. 
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Resumo 

Este artigo é resultado de duas pesquisas: a primeira, realizada entre 2011-2015, em projeto 

denominado “Políticas curriculares para a educação básica propostas pelo Estado brasileiro e sua 

ressonância na prática pedagógica”, e a segunda, em andamento desde 2016, denominada “A justiça 

curricular no século XXI, as políticas e os sujeitos do currículo”. Ambas pautaram a Educação 

Básica no Brasil em diferentes regiões e redes escolares públicas. Este texto, de caráter teórico, 

subsidia-se dos dados empíricos resultantes da inserção nas redes. A partir do pressuposto de que os 

currículos escolares são territórios de disputas políticas, afirma-se a urgência na valorização da 

escola pública brasileira. Entende-se que o currículo escolar é fundamental na busca da justiça como 

superação das desigualdades e respeito às diversidades. Retoma-se, também, a importância dos 

sujeitos na prática curricular construída coletivamente e na própria conceituação de currículo. Por 

fim, este trabalho apresenta a justiça curricular como um processo contínuo, uma construção de 

currículo baseada em experiências históricas democráticas e significativas de educação/currículo, 

que visa dignificar todos os sujeitos da escola, e que pode vir a tornar-se mais uma ação de 

resistência às atuais propostas hegemônicas de currículo.  

Palavras-chave: Currículo; Justiça curricular; Políticas educacionais; Escola pública brasileira. 
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Introduction 

 

Although access to education has been widened in Brazil, especially since the second 

half of the 20th Century, the school curriculum in its most recent hegemonic formats has not 

permitted access to the full right to education of “social quality”.1 

School curriculums are territories of political dispute where what is at stake is the 

education one wishes to construct for the children, youths and adults of a given society. These 

disputes have not always been waged on legitimate grounds, or even in good faith, and can 

produce humanely devastating curricular processes that, instead of promoting respect for 

diversity and the reduction of inequality, impede school subjects from emancipating 

themselves, and keeping them from their rights, such as having an experience of constructing 

dignified conditions in school life. 

Increasingly in the 21st Century, the curriculum has become a nuclear theme in policies 

of knowledge of the capitalist world, becoming definitively an arena of dispute between 

forces of unequal power. It is considered a significant element in the struggle for economic 

and political supremacy (Chizzotti; Ponce, 2012). Results are gauged in external evaluations 

of educational systems, that respond to the economic interests of the International Monetary 

Fund (IMF) and the Organization for Economic Cooperation and Development (OECD) that 

guide the Program for International Student Evaluation (PISA). Demands for an organic 

connection between school activities and content on the one hand, and social practices, 

including activities directed towards the market economy, on the other, have created pressure 

for the school curriculum to produce immediate results aligned with the objectives of the 

neoliberal capitalist economy. This scenario has required urgent reflections from the area of 

curriculum. 

Policies and management of knowledge have been paced on the agenda of contemporary 

States through demands for an economic policy that has its decision-making center outside 

the nations themselves. These demands are made by groups holding large amounts of capital. 

In different nations, the interests of these groups come into conflict (larger or smaller) with 

the culture and the historical and social organization of each country. International 

mechanisms seek to guarantee that nations find a way to respond to these demands in such a 

way that they do not deviate from the founding objectives of the reigning neoliberal 

economic-policies that direct the actions, emanating from these powers. 

National States and Governments guide their discussions on public education policies 

under strain from these forces, which incessantly seek to impose education that is market 

orientated and, principally, social containment through the school system. They propose 

policies that are already conditioned by international proposals for school evaluation with 

criteria that are previously defined and based on abilities and competencies that ignore the 

demands imposed by the context and the life of the population. 

In this framework, nations do not have autonomy; they are submitted to processes of 

financialization of the economy (Dowbor, 2017) even though room for actions of a more 

republican or national character would be possible. In Brazil, during the first years of the 21st 

Century, there were advances of this nature2 which were tried and quickly interrupted by a 
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political-judicial-mediatic coup (Jinkings; Doria; Cleto, 2016) that has since placed at risk, 

on a daily basis, all the democratic advances experienced by the country that were the result 

of the pact of democratization consubstantiated in the 1988 Brazilian Constitution. The 

educational reforms proposed by the new coup government are in conflict with the directions 

that the national policies had been taking until that moment.  

It is possible to affirm that the binomial of external evaluations and curriculum policies 

– present since the aforementioned coup – continue to create, without any obstacles of a 

democratic nature, a culture that redefines the roles of teachers and school administrators, in 

the name of a “quality” education that is dictated by the criteria of the same binomial. The 

reverberations of these curricular policies (hegemonic in the country) in the pedagogical 

practices of the day-to-day running of schools are devastating in relation to the subjects of 

the curriculum, especially in relation to teachers and students. 

In this country, there is also a significant part of the mainstream media that is committed 

to this model, which is set on the task of molding common sense to adhere to it by way of 

narratives directed to the same intent. In parallel, there is a population of school workers, not 

sufficiently organized, to make themselves heard with regard to their educational wishes, the 

same way that families and the students themselves cannot make themselves heard. Debates 

about the direction of Brazilian schools have not included the pulse of the needs of the day-

to-day life of the school, the voice of the subjects and debate about the role of scholastic 

education. 

 
Educational policies: the prioritization of the “curriculum” 

 

Within the ambit of the research carried out between 2011-2015, in a project named, 

“Curricular Policies for Basic Education Proposed by the Brazilian State and its 

Reverberation in Pedagogical Practice”, the identification of curricular proposals that were 

in force at that time was sought; the analysis of the principle tendencies of curricular policies 

in Basic Education; and the identification of the reverberation of the curricular policies for 

scholastic pedagogical practices. Having completed the phenomenological objectives, it is 

possible to verify that the emphases given to policies for Basic Education generate curricular 

proposals that do not make it possible for students and educators to have access to their rights 

(Ponce; Rosa, 2014). “Teacher proof” curricular practices were institutionalized (Apple, 

1989), and the impact for students was the negation of their possibilities as subjects of rights. 

What could be observed was a process of curricular violence. 

 [...] curricular violence consists of various ways in which the elements and processes 

that constitute the school curriculum – its practices and political intentions, the values it 

disseminates (declared or not), its conception of practical learning (declared or not), the 

content it selects, its way of organizing time, its way of organizing space, its methodologies, 

its processes of evaluation, the teacher/student relationship etc. – deny the subjects of 

scholastic education the possibility to reproduce and develop their lives in a dignified human 

manner, within their community. (Giovedi, 2016, p. 92-93). 
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Without denying the advances that were made at the beginning of the 21st Century in 

Brazil, expressed through the search for universalization, through affirmative policies and 

the promotion of equality, through the insertion of mandatory elements in the curriculum 

such as the history and culture of afro-descendant and indigenous people,  it was verified that 

the marks of the political economy globally adopted and incorporated by the Brazilian State 

formed the model of the school curriculum and marked in a significant way the school and 

the results it was capable of producing, creating impediments so that democratic advances 

would be ineffective. The contradiction between these advances and the neoliberal logic of 

the administration of the Brazilian State were stretched to the limit. 

In this process, the “school curriculum”, as it was understood in the document, the Base 

Nacional Comum Curricular (BNCC – Common National Base Curriculum),3 for objectives 

beyond those of the interests of emancipatory scholastic education, was prioritized in the 

agendas of the Brazilian education policies and hasty decisions were made in detriment to 

more urgent demands, such as the improvement of conditions for public education to promote 

service with equitable quality, and the training and the work conditions for Brazilian teachers. 

The rush for the hasty and non-democratic finalization of the homologation of the BNCC4 

reveals that the battle is great. Behind the logic of the “production and implementation of 

curriculum”5, that is averse to “collective construction”, in the same way it is averse to the 

origin of the demand for a common base for Brazilian scholastic education, two sizable 

interests are involved: the commercial interests of business groups whose enterprises include 

scholastic education; and interests related to social containment through the school system, 

supporting the perpetuation of inequality. 

In the proposals of these educational policies, together with the prioritization of the 

BNCC which was driven by the false idea that it was indispensable to take these measures to 

develop the country and put Brazil side-by-side with other nations, the public school system, 

its teachers and students, have been forgotten and/or taken as objects of constant slander. 

They are viewed with suspicion and doubts are raised about them. Expressions like “There’s 

no way with them!”; “Brazilian teachers are badly trained!”; Public schools are like that”; 

“The students are aggressive and violent”; “Teachers are threatened and don’t know how to 

deal with the students”, are circulated in the mainstream press and naturalized through the 

propagation of a true campaign to discredit the public school system. 

 It is a social construction that is sustained by a strong projection of communication that 

serves private interest groups, in large part funded through international capital, that arise in 

this context as “saviors of public education”. It directs public opinion to support the idea that 

schools can’t take care of themselves or self-regulate themselves to make their contribution 

to society. The discredit that is constructed is useful to justify the necessity that schools be 

directed from outside, be privatized, be instructed, and finally, be divided up amongst the 

owners of great wealth (Freitas, 2011). Without having the conditions to sustain themselves, 

the schools themselves may come to feel that they are “saved” by this cruel process of loss 

of autonomy and social quality.  

In relation to teachers, once socially prominent figures, there is an attempt to transform 

their role into a faded social presence, slowly and gradually obscured through public policies 
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of neglect and through media constructions. The subjects closest to the curriculum, those that 

should be the true dynamic and daily builders of knowledge – teachers and students – are 

placed at the mercy of a system that works to transform them into “employees”6 of the 

curricular proposal. 

To act in a contra-hegemonic direction against this devastating process is to take school 

life as an experience of construction of dignity, that configures promissory identities and 

develops capacities and abilities that, in fact, build meaning in relation to human life. 

Educators and supporters of democracy have the task of taking school life into their 

hands. Past and present history of Brazilian education contains precious experiences that 

should be reviewed. Various initiatives in this direction contribute to combat this true 

avalanche of rubbish that has been dumped on Brazilian public-school education.  

Public policies for scholastic education are in dispute and the discussion about Brazilian 

public schools, the review of their republican objectives and the collation of their democratic 

principles of origin, must urgently be held with those who have directed the hegemonic 

curricular proposals and who are a long way from being republican or democratic. 

With the same urgency, it is necessary to study what has already been produced in the 

area of curriculum and understand the democratic possibilities7 of the school curriculum, 

focusing on the understanding of justice as overcoming oppressive inequality. 

 
Two “models” of education in question 

 

Through conducting the last two research projects (2011-2015 and 2016 onwards), it is 

possible to observe that, within school networks and Brazilian schools, there are various 

conceptions of “education” within educational culture and practice. Two of these, especially 

at the beginning of the 21st Century, are in dispute. The traditional republican conception 

that, in a certain way is envisaged by Brazilian school educators; and a neoliberal conception, 

that is being imposed and is taking root in the culture of the school. To recognize the presence 

of these two conceptions, to identify them in their pedagogical ideals and practices, is a 

precursor to better understand the scholastic reality in Brazil today. 

The right of all people to a quality school education has been proclaimed by different 

organizations: sometimes political parties, and sometimes not; sometimes democratic, and 

sometimes not; sometimes well intentioned in relation to overcoming inequality and 

respecting diversity, and sometimes not. 

 “The right of all people to quality education” is an expression that contains diffuse 

concepts, including the words “all” and “quality”. It generates the most diverse school 

practices and curriculum proposals (none of them neutral!). It is presented as a widely 

accepted discourse and, notwithstanding its contradictions, expresses an important 

achievement. In this sense, it is necessary to comprehend the intentionalities present in the 

different ways of understanding the expression, to widen these achievements.  

Within the ambit of the discourse, it is conceded almost unanimously that scholastic 

education is a right to be guaranteed by the State for all citizens, that the school curriculum 

should be proposed and evaluated in a way that guarantees the “quality” of the education that 
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is offered, that the proposal and the supervision of the curriculum, as with the administration 

of education, is within the competency of the State, and that, under certain conditions, is also 

delegable.  

Within these assumptions, the two traditions of scholastic education are supported: a 

centralized system financed and regulated by the State and a decentralized one that, although 

supervised by the State, involves an organization that depends on private initiatives. 

The two aforementioned traditions correspond to two models: the republican and the 

liberal. 

According to international tendencies, Brazil, from a tradition more closely connected 

to the French school model, has been permeable to models of liberal extraction, which can 

be observed through its public education policies, generating the superimposition of two 

traditions that do not always meet in their ideals and their curricular proposals. We have 

today a hybrid model that needs to be understood in its contradictory proposals and practices. 

(Chizzotti; Ponce, 2012, p. 30).  

The ideal of the proposal of the republican model8 presupposes a centralized system, 

financed and regulated by the State; it heralds a public, universal, free, lay school, founded 

on democratic policies; it defends the formation of citizenship; as a curriculum proposal it 

implies sequenced programs, control, scholastic evaluation and certification and, as a 

fundamental concern, the development and consolidation of National States. In this model, 

the State, which has a character of provider, should offer scholastic education for all. The 

systems arise through the search for national units and, as a goal, aim for the development of 

a common culture by way of cohesion of the nation. Its ideal harbors equal opportunities, 

offered through school and work places, and equal political rights for socially unequal 

citizens. School administration is bureaucratic and is organized on a national scale. We can 

observe that, in the republican model, there is a presumption of inequality, and the equality 

that is defended is one of opportunities, which takes meritocracy as the criterion of quality. 

The second model, from the liberal tradition9 presupposes a decentralized system of 

scholastic education, supervised and evaluated by the State (Chizzoti; Ponce, 2012). It is 

organized through private initiatives; it is left to “private parties” (individuals or associations) 

to organize and provide scholastic education. From an argumentative point of view, it is 

based on the defense of the criterion of “free choice” for parents and students. Instead of the 

State providing, the State is a “buyer” of services offered by the market. In the neoliberal 

model of the liberal tradition, the State acquires educational services and passes them on 

(vouchers), and evaluative models with ranking favor the free choice of the consumer of 

education. It establishes public-private partnerships in different formats. The formation of a 

Brazilian education semi-market occurs (Costa; Koslinski, 2011). Business procedures are 

installed, technicized and supported through technology, networks and schools, with 

administration and bureaucratized evaluation on an international scale. We can note that, with 

this second model, the problem of social inequality becomes deeper. 

 

 

Table 1 – Education Systems based on republican and liberal models 
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Republican model Liberal model 

Centralized system, financed and regulated by 

the State. 

 

Fundamental ideas: public, universal, free and 

lay, based on democratic policies. 

 

Development of political citizenship. 

 

Importance of the Curriculum for the 

development of National States (sequenced 

curricular programs, control, scholastic 

evaluation and certification). 

 

Historic references: France, Germany, Holland. 

 

State provider: offers scholastic education.  

 

The systems arise through the search for 

national unity: common culture as a form of 

national cohesion. 

 

Citizen of the National State. 

 

Equal opportunities (school / work place). 

 

Equal rights for citizens who are socially 

unequal. 

 

Bureaucratized school administration. 

 

National scale 

 

There is a presumption of inequality and the 

equality that is defended is one of opportunities, 

that take meritocracy as a criterion of quality.  

Decentralized system. 

 

Supervised, and evaluation of the system by the 

State. 

 

Fundamental ideas: composed through the 

“criterion of free choice” of parents and 

students. 

 

Organized through private initiative. 

 

Left to “private parties” (individuals or 

associations) to organize and provide scholastic 

education. 

 

Historic references: USA and England 

 

The State is a “buyer” of services offered in the 

market. 

 

The State acquires educational services and 

passes them on (vouchers). 

 

Models of evaluation like rankings to favor the 

“free choice” of the consumer of education. 

 

Formed by the educational Market through 

public-private partnerships. 

 

Business processes in networks and schools. 

 

Bureaucratized management administration. 

 

International scale. 

 

There is a presumption of inequality and 

inequality tends to deepen rapidly. Takes 

meritocracy as a principle and criterion of 

quality. 

Source: Author, 2018. 

 

In both the first and the second model, there is an unquestionable presumption of 

inequality, and meritocracy is a criterion of quality. 

It can also be observed that, historically, the administration of the curriculum as a 

“common national base” has occurred and has been developed through a process in which 

two hybrid versions of the models have come to exist in Brazilian schools, and this has 
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happened in the post military dictatorship period since the country has started to became a 

democracy (from the 1980’s onwards). 

The legal mechanisms of privatization have been established since then. We can observe 

especially the dates of Brazilian legislation that guides the mechanisms that permit and 

induce privatization of Brazilian public education: Emenda Constitucional Nº 19/1998 

(Brasil, 1988); Decreto Federal Nº 3100/1999 (Brasil, 1999a) e Lei Federal Nº 9.790/1999 

(Brasil, 1999a) (Organização da Sociedade Civil em Interesse Público - OSCIP); Lei de 

Responsabilidade Fiscal – Lei Complementar Nº 101/2000 (Brasil, 2000); e Lei Nº 

11.079/2004 – Lei da Parceria Público Privado – PPP (Brasil, 2004). 

It can also be observed, that in the last two decades of the 20th Century, the 1988 

Brazilian Constitution (Brasil, 1988) became a landmark in the process of democratization 

of the society. Article 3 assures the “Fundamental objectives of the Federal Republic of 

Brazil: I – build a free and just society based on solidarity; II guarantee national development; 

III – eradicate poverty and marginalization and reduce social and regional inequality […]” 

(Brasil, 1988, p. 3). Article 5 proclaims that “All are equal before the law, without any nature 

of distinction, guaranteeing Brazilians and foreigners resident in the Country the inviolable 

right to life, liberty, equality, security and property […]” (Brasil, 1988, p. 5) And Article 6, 

in text added through Constitutional Amendment No. 90, 15th September, 2015, affirms that: 

“Education, health, food, work, housing, transport, leisure, security, social security, maternal 

and infant protection, assistance for those in need of help are social rights, in the form of this 

Constitution” (Brasil, 2015, p. 1). 

The democratic advances were born in a cradle lined with the two mutually hybridized 

models that remained in disagreement (not always visible to the subjects of the school), at 

the same moment when the processes of privatization of the public school system found open 

doors through legislation. Between these two models, there is disharmony, conflict and 

accommodation. Between them there is also agreement in relation to social inequality, that 

is presumed, and meritocracy, that is taken as a principle and a method of legitimate 

evaluation and acceptance. Besides the agreements and disagreements in relation to the two 

questions just mentioned, there is the great contradiction and the struggle to be faced: those 

who propose educational policies and curricular proposals that take inequality as an 

unsolvable part of societies, and those who propose to overcome the inequalities, which will 

involve a third model.  

In Brazil, at the beginning of the 21st Century, beginning with the first government of 

Luís Inácio Lula da Silva, the liberal model, in its neoliberal strand, deepened its roots in 

Brazilian schools at the same time that the democratic picture was broadened in response to 

the demands of organized civil society, which was revealed through the policies of inclusion; 

through the curriculum proposals of cultural affirmation (afro-descendent and indigenous); 

through policies of affirmation that placed diversity as a new and important element in the 

curriculum; through the widening of the universalization of schools; and even, through the 

widening of mandatory schooling to 13 years duration (from 4 to 17 years), through the 

Constitutional Amendment (Emenda Constituticional – EC) No. 59, of 11th November, 

200910, that came into force in 2016.  
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At that moment, Basic Education faced contradictory demands. On one side, it was 

required to prepare individuals with abilities determined by globalized competition, and, on 

the other side, to prepare citizens for collective and diverse living experiences, and for social 

cohesion. The state and municipal teaching networks were strained by proposals and 

demands and conflicts, that required clarifications, options and prepositive actions. They 

demanded research work and studies that could support illuminating analyses and that 

contained the voices of the subjects of the schools. 

The republican model, throughout its short history, had been improving through the 

democratizing pressures of civil society. Notwithstanding, at the end of the second decade of 

the 21st Century, it has become suffocated by the neoliberal model that seeks to reduce the 

space for the State and of everything that is public, to broaden the private sector in Brazilian 

education, which adds to the degradation of the value of work to facilitate the profits of 

international and national-internationalized financial capital with blind confidence in the 

principles of the market, creating unacceptable conditions for all workers – including those 

in education. Through undervaluing educators and public schools, through denying fair work 

conditions to all workers in education, at the very least, this model commits the unintelligent 

misconception of believing that scholastic education is disconnected to the development of a 

nation. 

Faced with two diverse models, faced with a Coup in 2016 that removed from power a 

popular and democratic government, notwithstanding its problems, and faced with the 

conviction that an emancipatory education is possible and desirable; the option is to go 

beyond the two models in the direction of a third model of education that, without disrespect 

to successful initiatives, moves forward and responds to demands that are socializing, 

egalitarian, cooperative, democratic, and up-to-date in their reading of the world; that seek 

to overcome inequality and fight for the consideration of diversity. It is in this sense that we 

propose the search for curricular justice as a constant ongoing process of collective practice 

of democratic curriculum construction, which is cooperative, and supported by up-to-date 

scientific knowledge from the area of Education and other related areas. 

 

Curriculum and subjects of the curriculum 
 

On a day-to-day basis, curriculum has been used as a common synonym for the program 

outline of a determined level of learning, school or pedagogical proposal. “The curriculum 

of blue school contains x subjects”. “The Middle School curriculum must take into account 

a,b and c, however, it takes into account d, g and h”. This common use of the term that occurs 

in non-specialized dialogues, in propaganda that targets client-parents and client-students, 

needs to be rectified. 

There is an accumulation of sufficient systemized knowledge from the area to overcome 

this misconceived use. Through this use, we take away from the curriculum its noble 

character of incompleteness, which gives it free space and possibilities, without reducing it 

to fixed meanings.  
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The curriculum is a social pedagogical practice that always manifests itself in two 

inseparable aspects: as formal systematic planning, and as social and subjective life 

experience. It is only possible to consider it as a synthesis of these two aspects11. It has to do 

with a complex social practice that involves social-historical construction; ideological 

dispute; spaces of power; cultural choices; and the exercise of identities. 

As formal systematic planning, it implies at least three guiding elements, equally 

inseparable: the repertory of systematized and historically and socially validated knowledge; 

public policies and legislation; and the cultural-historical characteristics of the institution that 

puts it into practice. As subjective and social life experience, it is an action that is 

semantically closer to the implicit meaning that comes from the Latin vocabulary from which 

it originates: curriculum is a rout of learning12. 

In both instances the manifestation of curriculum expresses a concern with subjective-

social-political-cultural human construction. Every curriculum implies a social project, a 

human project, a cultural project. The questions that guide curriculum proposals are: What 

society is desired in the near and the distant future? What people are desirable in this society? 

How can they be brought up? With what ethical values? What knowledge is necessary to live 

(with dignity) in this world and also to construct a possible new world?    

Different social projects demand different types of education. To educate for democracy, 

to respect others, is totally different than to educate for meritocracy, for competition. To 

educate for the work market is not the same as to educate for work. The curriculum is a 

complex social practice with multiple determinations and expressions, that are never neutral, 

and that serve specific intentions, whether they are explicit or not. 

It is in this context that the curriculum is raised for discussion and proposal, as something 

that is co-responsible for the construction of social justice, understanding this as an endeavor 

to overcome inequality and to consider diversity and individuality. 

Because of its efficient and utilitarian character, the area of curriculum has evolved to 

support critical thought, which has revealed it to have these intentionalities and understood 

it in regard to the possibilities it has to drive for equality (social, political and human), and 

to fight for the right to education and cultural diversity. The broadening of the theoretical 

debate in the area of curriculum and in curricular practice itself has demonstrated the extent 

to which 21st Century society reveals and hides presumptions and intentions with regard to 

education, making even more urgent advances in reflection about curricular theories and 

practices. (Chizzotti; Ponce, 2012, p. 34). 

In regard to the two inseparable aspects that the curriculum presents – formal systematic 

planning and subjective and social life experience – , we have to consider the importance of 

naïve subjects. Their participation in the two aspects must be as broad as possible. In this 

sense, the subjects of the curriculum are many, considered broadly in its two manifestations. 

We emphasize, but not exclusively, the subjects who are closest to curricular practice 

through their relevance to the process: the teachers and the students and, together with them, 

the school administration. It is worth highlighting the school curriculum in practice. The 

entire process of care with subjects is fundamental to the development of the curriculum, 
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starting with the working conditions of teachers and administrators, their training, and 

continuing with the quality of life of the children, adolescents and young people.  

To teach/learn and to learn/teach, to reproduce/produce knowledge/teaching/learning, to 

create the curriculum, it is necessary to have good personal conditions, and logically, a life 

that can be lived with dignity. To the extent that these conditions do not exist, the first step 

is to create possibilities in the curriculum itself so that the subjects that are most effected can 

become aware that these conditions are inalienable rights13 of all people and, therefore of 

them themselves. 

The construction and the development of a curriculum require responses to the following 

questions: Curriculum for what? Curriculum for whom? Curriculum in favor of whom? 

 
Curriculum and social justice: curricular justice  

 

The school curriculum can assume a central role in the discussion about the pursuit of 

social justice through education. Justice can and should be a daily pursuit in all possible ways, 

and one of these that has significant potential, is the school. 

Studies about curriculum are necessary. Those that relate to social justice are opportune 

and urgent. Redistributive justice (Rawls, 2000), a concept on which the idea of 

universalization of school access is supported, has shown itself to be insufficient. It is not 

enough to understand “equal opportunities” as access to a place in schools, as it often has 

been. 

One of the important foundations for redistributive justice is the necessity of the 

redistribution of social wealth for all. In the case of scholastic education, social wealth is 

expressed, according to this rational, as widely distributed school services. In this conception 

the distribution does not raise the question of the quality of the education that is distributed, 

or the curriculum that is “adopted”.  

According to Connell (1995, p. 28), “[...] we need to go beyond the concept of 

redistributive justice, in the direction of a concept of effective justice in the selection and 

organization of knowledge in the curriculum”, to which we may add the necessary care with 

the subjects, and an organization and a scholastic proposal that contemplates constructive 

relationships between equally democratic identities.  

There are three dimensions to curricular justice to be constructed/pursued on a daily 

basis: that of knowledge understood as a strategy for the production of a dignified existence 

(Severino, 2001, p. 40); that of care with all the subjects of the curriculum, to make viable 

access to the full right of education with social quality, that involves the affirmation of rights; 

and that of the democratic cooperative school experience, to consolidate humanitarian values 

and create a culture of democratic debate and respect for others. It is, therefore, up to the 

school, to cultivate a culture of participation and development. 

Curricular justice does not only anticipate access to schools and class-rooms. The 

educatee can be excluded from their rights and denied justice in relation to emancipatory 

knowledge, to fairly remunerated future work, to adequate sustenance, etc., even occupying 

a seat in school. Curricular justice anticipates successful continued attendance of the educatee 
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in school and in life, and by curriculum, understands the entire process of teaching-learning-

co-existence-care in the construction of significant knowledge for life, that can be 

appropriated in a subjective manner by the educatee through the process, allowing them to 

understand the world and themselves in acritical and reflective way. (Ponce; Neri, 2017, p. 

1223). 

Curricular justice is a continual process. For this reason: curricular justice and not just 

curriculum. It is justice in the process of construction through one of the instruments that 

help in the pursuit of justice: the school curriculum, which has the potential to construct 

justice, as much as injustice, through its actions. A curriculum can and should choose its 

direction. It is possible and desirable to bring together many other social, cultural, political 

and even economic means to understand the chosen direction. 

Curriculum justice is a collective construction based on significant historic experiences 

of education/curriculum, that look to dignify all school subjects in the present and the future, 

beyond the school walls. The consideration of the three dimensions is a condition to promote 

a productive experience of the curriculum that emancipates its subjects, amplifies its horizons 

and promotes happiness. 

Happiness is what we feel when we perceive the broadening of our reality, that is, of our 

internal strength and our capacity to act. As a broadening of our thoughts and our actions, 

happiness is a path to individual and political autonomy. Sadness is what we feel when we 

perceive the reduction of our reality, of our capacity to act, the widening of our impotence 

and the loss of autonomy. Sadness is a path to individual and political servitude, hatred and 

reciprocal fear being one of its most customary forms (Chauí, 2002, p. 56). 

The democratic state of law, through its public policies, as with the school and each 

subject, will have a role in this collective work of educating human beings better prepared 

for the world and for the construction of a more humanized and collective life.  

Referring to the results of research realized through the Núcleo de Estudos da Violência 

(Group for the Studies of Violence) from the University of São Paulo, in relation to the 

different forms of violence in the day-to-day life of the school, from small conflict to extreme 

cases, Cubas (2007, p. 37) affirms that these “demonstrate that the school is not providing 

students with ideas about otherness, democratic space and dialogue” when it adopts its most 

usual curriculums. In the same document, Cardia (20017, p. 13) affirms: “The school has 

changed (in the last 50 years) into one of the most important agents in the process of the 

socialization of children and adolescents”. It is, therefore, a fundamental locus for the 

exercise of living together democratically, which should not be thought of as separate from 

the school curriculum. To teach/learn to live together democratically is a necessity and an 

obligation (also) of the school, articulated through the construction of necessary knowledge 

and meanings for life. 

In the beginning of the 21s Century, curricular justice, as a proposal to think, to construct, 

to collectively build the curriculum, trusting in school subjects and taking into account 

historical democratic and emancipatory experiences, besides the development of the school 

community, is also an action of resistance against the movements of “elaboration” of 

curriculums outside school with the proposal of posterior “implantation” of these, such as 
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has been done through the proposal of the BNCC. In this way, the study of successful 

experiences of democratic scholastic education and confidence in the subjects of education, 

that have been so battered in recent times, is the foundation to realize this achievable 

intention.  

To confront the forces of thamos that threaten school life and the curriculum in its 

vitality, and open space for the kingdom of eros in school networks, allowing a vigorous 

pulse of school life, that is promissory and dignified for children, adolescents, youths and 

adults that are whole and fulfilled, are daily obligations for all those who value human life in 

its fullest meaning. 

 

 

 

 

Notes 

 
1. “Social quality implies providing scholastic education with standards of excellence and adaptability to the interests of 

the majority of the population. This objective demands pressure from society and from each individual to be reached, 

considering the difficulties imposed by the current conjecture. According to this perspective, these are the fundamental 

values to be elaborated: solidarity, justice, honesty, autonomy, freedom, citizenship. These values imply the 

development of moral consciousness and as well as a way to act following ethical standards. Education with social 

quality implies, as a consequence, social inclusion, through which all Brazilians can become apt to question and 

problematize decision making, looking for possible and necessary collective actions of each individual in the 

community where they live and work. To include means to allow access and successful continued attendance in 

schools, it means generating education democratically, incorporating society in the definition of priorities of social 

policies, and especially education.  

2. Between 2003 and 2025, Brazil experienced a surprising period of social inclusion. Millions of jobs were created, there 

was a policy of valuing the minimum wage, and inclusive social programs – including the prized Bolsa Família 

(“Family Support”, financial support for low income families). By producing inclusion of millions of people, the 

country was taken off the United Nation’s World Food Programme Hunger Map and was considered, by international 

organizations, an example of successful policies in the combat of inequality and in the programs of social inclusion 

and the creation of jobs and income (Rego; Pinzani, 2014). 

3. Source: <http://basenacionalcomum.mec.gov.br/a-base>. Access: 17 Jul. 2018. 

4. Source: <http://basenacionalcomum.mec.gov.br/a-base>. Access: 17 Jul. 2018. 

5. The text of the BNCC itself proclaims this logic, by presuming that within it (BNCC) it is established what the student 

must learn in each step of Basic Education. In this form, it is presented for implantation. 

6. There is an inversion of values: instead of thinking of the curriculum as something that is practiced to function for the 

subjects, one advocates that the subjects function for the proposal, that they become “employees” (“functionários” in 

Portuguese) of the pre-determined model. The objective of the curriculum stops being about the education of human 

beings. These become merely a means to an end. “The problem is that people don’t function. The verb to function and 

the substantive function are applied very badly to human beings […], all this represents an abdication of the true human 

dimension, in favor of reification, or “thingfication”, if you prefer, of men and women” (Ribeiro, 2014, p. 14-15). 

Human beings are and the radical educative process is an exercise of being in its broader and better extension.  

7. Results of a democracy of “high intensity”, that are in constant tension with capitalism, and that even go against 

representative democracy (of “low intensity”), that became hegemonic in the 20th Century and need to be overcome  

(Santos, 2016). 

8. Suggestion for Reading table 1. Observe that it contains two columns and can be read horizontally or vertically. 

9. Idem. 

10. According to the text of EC  Nº 59/2009, of the Federal Constitution, Art. 208, subsection I, comes into force in the 

following manner: “The States duty in relation to education will be made effective through the guarantee of: mandatory 

and free basic education form 4 (four) to 17 (seventeen) years of age, also ensuring the free offering for all those who 
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did not have access during the correct age […]” (Brasil, 2009, p. 8). And the Federal Constitution of 1988, Art. 208, 

subsection I, states: “Access to free mandatory learning is a subjective public right” (Brasil, 1988, p. 139).   

11. Collectively constructed document from the teaching body in the program of Education: Curriculum at the Pontifícia 

Universidade Católica of São Paulo (PUCSP), called Subsidies for curricular reformulation of the Education Program:  

Curriculum, of 2007 (not published). 

12. “[...] the term curriculum is derived from the latin word curriculum (who’s root is the same as cursus and currere)” 

(Gimeno Sacristán, 2013, p. 16). 

13. Hence the importance of Education in Human Rights in school curriculums, especially in Basic Education. 
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