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ABSTRACT - Teacher Without Teaching: school and teacher project for
special education (1996-2016). The aim of this article is to contribute to the
discussion on the project of public school and of teacher for Special Edu-
cation as proposed by Brazilian educational policies in the beginning of
the 21st century. Based on historical-dialectical materialism, we analyzed
national documents that represents the Special Education policy between
1996 and 2016. We found that the public-school project is anchored in the
assistance bias, with an increase in the private sector’s entry into its man-
agement. Special education in the current perspective reinforces the ser-
vice characteristic to be provided in regular schools, and the teacher, in this
context, is one resource used, among others. Such considerations corrobo-
rate the determinations of multilateral organizations for education.
Keywords: Special Education Teacher. School Social Function. Special Ed-
ucation Policy.

RESUMO - Professor Sem Ensino: projeto de escola e professor para edu-
cacao especial (1996-2016). O objetivo deste artigo é contribuir com o de-
bate do projeto de escola publica e de professor para a educacdo especial
proposto nas politicas educacionais no inicio do século XXI no Brasil. Com
base no materialismo histérico-dialético, analisamos documentos nacio-
nais representativos da politica de educacdo especial entre 1996 e 2016.
Constatamos que o projeto de escola publica estd ancorado no viés assis-
tencialista, com ampliacdo da entrada do setor privado em sua gestdo. A
educacdo especial na atual perspectiva refor¢a a caracteristica de servigo a
ser prestado nas escolas regulares, e o professor, nesse contexto, é mais um
recurso utilizado. Tais consideracoes corroboram com as determinacoes
das Organizacdes Multilaterais para a educacao.

Palavras-chave: Professor de Educacao Especial. Funcao Social da Escola.
Politica de Educacdo Especial.
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Introduction

With this article we aim to present the research on the Special
Education teacher' project as proposed within the scope of educational
policies to meet the Brazilian public school Project in the beginning of
the 21st century. To this end, based on historical dialectical material-
ism, we carried out analyzes of national documents with an emphasis
on the years 1996 to 2016.

The documents from the 1990s represent an ongoing Educational
Reform and its influence on the composition of the special Education
policy at the beginning of the 21st century, which is strongly charac-
terized by the inclusive perspective. The educational policy from an
inclusive perspective has been intensified in Brazil since 2008 with
the encouragement of enrollment of students with disabilities, Global
Development Disorders (GDD) and high skills/giftedness in regular
schools. The development of this analysis requires reflecting on the
public-school Project, necessary for the perpetuation of capital, with
an emphasis on basic Education, and, within, the Special Education
teacher project that is being required as part of this process. We con-
sider that such a study, having public basic Education as a focus, affirms
the class struggle as a fundamental element to understand the phenom-
enon studied and its relations with the Education offered to the working
class.

It is important to highlight that these relationships are not im-
mediate and linear, in view of the disputes surrounding the school and
teacher project. Understanding the determinations that imply this redi-
rection of the public school and the Special Education teacher is crucial
to analyze the current political project.

The theory seeks to explain the totality in the essence of the ob-
jects of investigation and, thus, assists in the understanding of reality.
Marx (1978, p. 130), assists us on the method of analysis by stating that
“The way of producing material life conditions the process of social, po-
litical and spiritual life in general. It is not the conscience of man that
determines his being, but, on the contrary, it is his social being that de-
termines his conscience”. Man as a social being produces conscious-
ness when relating to nature, however the relations of production are
extremely complex, when, for example, they clash with the material
productive forces of society.

We seek to reflect on the Special Education teacher project and
the meditations that involved it, based on the analysis of official docu-
ments that we consider to be representative of educational policy. We
agree with Evangelista (2010, p. 1) when stating: “I work with the idea
that such materials — coming from the State apparatus, from multilat-
eral organizations and from agencies and intellectuals that gravitate in
their orbit — express not Only guidelines for Education, but articulate
interests, design policies, produce social interventions”. Or, yet
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For, this reason, our interest in working with documents
is not in the text itself as a final object of explanation, but
as a unit of analysis that allows us to have access to the
discourse to understand politics. We do not take the text
as an absolute starting point, but as an object of interpre-
tation (Shiroma; Campos; Garcia; 2005, p. 439).

Thus, we reflect on: is the inclusive perspective in mainstream
schools being incorporated into the dismantling policies of public
schools as an integral part of the new training requirements for simple
work? To what extent does the project of a teacher for Special Education,
converted into an SEA teacher by the current policy from an inclusive
perspective, contribute to the consolidation of the public-school proj-
ect for the Capital? What are the mediations between a welfare school
model, with business management characteristics, and the need to re-
convert the special education teacher to the SEA model?

Special Education and the Public School in Educational
Policies

It is in the tangle of interests of the capital-labor relationship, in-
termediated by the State, that Special Education is found in an inclusive
perspective, within the disputes of conceptions that direct proposals
for this modality in Basic Education. The National Policy on Special Ed-
ucation from the perspective of inclusive education (Brasil, 2008a) reaf-
firms Brazil’s commitment to the precepts of Education for All (Unesco,
1990). This specific document redirects all enrollments of students from
special education at school age to regular education and establishes
this perspective through Decree 6.571 (Brasil, 2008b), which establishes
Specialized Educational Assistance (SEA) as a privileged strategy for
the education of subjects with disabilities, TGD and high skills/gifted-
ness in regular schools. Even with its revocation by Decree 7.611 (Brasil,
2011a), that resumes the possibility of public funding to specialized in-
stitutions, and the attempt to update? this policy in 2020, the perspec-
tive of all enrollments in regular schools remains in force.

The constitution of the public school in capitalist society repre-
sents the interests of capital for the training of the working class and,
depending on its interests of accumulation, it undergoes adaptations.
At the beginning of the 21st century in Brazil, this institution has been
characterized by its assistance turn (Evangelista; Leher, 2012) or as
Saviani (2013) states: it is being directed as a social assistance agency
through programs and focal projects aimed at social restraint or pov-
erty alleviation. Algebaile (2009, p. 25) calls this model of school a kind
of post for carrying out social actions, which overlap with access to sys-
tematized knowledge. The school for the sake of capital projects for the
working-class training for simple work, with the mastery of basic con-
tents, but above all it knows how to undertake in life, be flexible, proac-
tive, and innovative.
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Thinking about the school and how it is being articulated for the
maintenance of the current order, as, for example, with the idea of a
space for poverty alleviation and the offer of social programs condi-
tioned to it (Algebaile, 2009) makes us reflect on the teacher project
within the scope of their social relationships.

Educational political propositions are articulated and mediated
by Multilateral Organizations (MO). According to Dale (2004, p. 448),

The effective content of the message linked by interna-
tional organizations is based on models, categories, and
guidelines through which the world is universalized and,
at a given level, unified (even if this unity forms the basis
of subsequent conflicts). Thus, even symbolic conformity
assumes and reinforces the strength of models and cat-
egories.

These are policies linked to economic and political interests, in
which education and school are included. In other words, analyzing
the school and the teacher in the context of economic and social poli-
cies is fundamental for us to understand the special education teacher
project that is on the agenda. Bearing in mind that, as Garcia (2014, p.
103) points out, “Over the past two decades, economic crises have con-
tributed to consolidate the idea that it is necessary to build an inclusive
climate in society, of solidarity and social capital, that aggregates the
population”. The public school is one of the spaces in which this idea is
disseminated, and for this purpose, for example, teacher training poli-
cies are reformulated (Evangelista; Shiroma, 2007; Triches, 2010), as well
as assistance policies are implemented within school walls (Algebaile,
2009).

The school and the teacher are called to serve the interests of capi-
tal, be it of an economic nature (with training for simple work, for exam-
ple) or even of social restraint (with assistance programs and projects).
However, in the particularity of the school there are disputes about
projects and interests, just as teachers are historical and contradictory
subjects. Thus, as stated by Shiroma and Evangelista (2015, p. 109),

Teachers are not being fought because they are anachro-
nistic, but because they can refuse conversion, they can
announce the new, they can train children, youth, and
adults, in the fields and cities, who question the present
social order, who think historically and who architect the
future and the transition to another social order.

The interest in the school and in the teacher exposed in educa-
tional policies isintentional and itis part of a society project, at the same
time that teachers offer risks to the order of this system. Understanding
these particularities and singularities about the school is crucial for the
analysis of the special education teacher project in progress.

Special education policy in the inclusive perspective is part of a
society project that aims to transform schools into a part of the inclu-
sive education system, in which the concept of differences is not limited
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to disability, but is extended to other aspects such as race, belief, sex.
This project of society that uses the school as a privileged place of train-
ing for the changes underway in the productive process, transforms the
democratization of scientifically produced knowledge into something
irrelevant.

In this perspective, the special education teacher should not
teach content related to the areas of knowledge, but enable interaction,
creativity, and guide these students to live in this society and adapt to
the school through techniques and materials in the multifunctional
resource rooms. Such indication reflects special education as a field of
knowledge in view of the spontaneous character of a proposal that fo-
cuses on facilitating learning that does not require teaching.

The discourse for an education in favor of respect for differences
and for an inclusive education system exposes its contradiction when
special education students are inserted in this space, because, if there
is a direction towards the school’s objective as it no longer has the role
of transmitting historically produced knowledge for so-called ordi-
nary students, what is the purpose of the school for special education
students then? We ask: where will special education students relate to
school knowledge through the teaching and learning process?

In the analysis of the specific documentation, the change in con-
ception on special education is noticeable, which is sometimes substi-
tute for ordinary education, sometimes transposed into a specialized
service in regular schools, that is, although it has a fundamental com-
ponent in enabling access to the classroom, regular classroom, the em-
phasis of the special education policy is hitherto centered on the SEA.
In line with the change in conception on special education are the con-
ceptual changes that name this policy and, possibly, contribute to these
new perspectives.

Based on these discussions, we can say that special education is
part of a broader educational project and that it undergoes intervention
through State policies as a mediator of capital (Vaz, 2017).

Special Education Teacher in Educational Policies

Brazilian Educational policies from the 1990s are marked by Edu-
cational Reforms that went far beyond the production of documents,
but spread a conception linked to international interests, economic
development, and a new mode of production that Harvey (1998) called
flexible accumulation. Shiroma, Moraes and Evangelista (2002, p. 87)
state that

A national education policy is more comprehensive than
the proposed legislation on the organization of the area.
It is also carried out through educational planning and
financing of government programs that are informally
propagated by the media. It takes place, in addition to
these spaces, through the dissemination of its ideas
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through official and unofficial publications. The 1990s’
reform also involved and committed intellectuals into
specialized committees, curricular parameters analysis,
elaboration of references and opinions.

The educational reforms were intense in the 1990s, but they had
already been showing evidence in the mid-1970s and are expressions
of international directions for the regulation of world capital. As Melo
(2005, p. 71) points out that,

However, from the 1970s onwards, with the intensifica-
tion of the oil crisis, the collapse in the balance of pay-
ments of indebted countries and the risk of debt dilation
or even a moratorium, with a concomitant risk of insol-
vency in donor countries, a new type of international he-
gemonic conduction was necessary, in order to guarantee
again the survival of capitalism eternally in crisis.

Multilateral Organizations (MO), in this sense, subscribed the
norms for a new way of approaching for the dominant class towards the
working class. Education was considered key to the training of a dif-
ferent type of worker, but also as a space for ideologizing conservative
ideals.

The documents originating in the 1990s® influenced the construc-
tion of educational policies in Brazil and were fundamental for the in-
stallation of a new way of orienting the population with populist slo-
gans and a discourse about fighting inequality.

Garcia and Michels (2011, p. 106) state that

The 1990s, in Brazil, were characterized as a period of re-
forms, whether within the State in general or in the speci-
ficity of the area of education, considered in that context
as a privileged field for the maintenance of social rela-
tions. Such reforms affect all sectors of education, includ-
ing Special Education.

In this sense, the educational reform of the 1990s disseminated
the concept of inclusive education, which is related to a supposed idea
of an inclusive society. The discourse of school inclusion contributes
to the conception of the school as a space for solving social problems,
in which it is inserted in the theory of human capital, as well as in the
1970s, but with the most appealing discourse. In this conception, the
school is the fundamental space for solving the problems of society, in
this specific case, propelling the ideal of social inclusion.

Even with the updates added until 2016, the Law n. 9.394/1996,
known as National Educational Guidelines and Bases Law (LDBEN)
continues to affirm the integration model and the teacher with specific
training for specialized care. This law also aids students with disabili-
ties, global developmental disorders, and qualified discharge/gifted-
ness? preferably in regular education, that is, it allows the enrollment
of special education students in segregated institutions, thus reaffirm-
ing the continuum of services. The special education teacher, treated
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in this period as a specialized teacher, does not present major changes
from the one proposed in the 1970s and 1980s.

Based on the National Education Guidelines and Bases Law (LD-
BEN) (Brasil, 1996) documents were published at the beginning of the
21st century aiming to organize the field of Special Education in the
country. Opinion CNE/CEB 17, of June 3, 2001 (Brasil, 2001a) and Reso-
lution CNE/CEB 2, of September 11, 2001 (Brasil, 2001b), comprised the
National Guidelines for Special Education in Basic Education (Brasil,
2001c) and were in line with the prescriptions on this modality.

According to the Opinion, as well as Resolution CNE/CEB 2 (Bra-
sil, 2001b), which succeeds, the teachers who work with Special Educa-
tion students are: the trained teacher and the specialized teacher.

The specialized teacher is the special education teacher, one who
has a high school, college or Latu Sensu graduate degree specific on
special education. As it appears, the specialized teacher is responsible
for: supporting in the regular classroom, complement or supplement in
the resource rooms, or even substituting in special classes and schools
(Brasil, 2001b). It should be noted that the resource rooms provided in
this period are characterized by the attendance of specific disabilities.
Garcia (2004, p. 6) when analyzing the proposals of the National Guide-
lines for Special Education in Basic Education, points to some questions:

It was observed that the policy in question supports var-
ied models of care that can coexist in the education sys-
tems. Thus, it does not present a single national proposal
for special education, but a national policy that regulates
the coexistence of different projects. This plurality of
types of assistance in special education is justified by the
diversity of students, by their difficulties and differences.
However, would not plurality also mean unequal educa-
tional goals and results? Wouldn'’t the proposal, from the
beginning, be open to the possibility that students ‘with
special needs’ have a differentiated and unequal educa-
tion?

As we can see, until this historic moment, the proposal for special
education has not changed significantly since the creation of the Na-
tional Center for Special Education (CENESP), despite the differences
over the use of the term integration and inclusion. School inclusion,
presented here, is characterized by gradual, planned and continuous
inclusion (Brasil, 2001a).

During the presidency of Luiz Indcio Lula da Silva (2002-2010)
of the Workers’ Party (PT) and coalitions, the term inclusion gained
strength, accompanied by guidelines from Multilateral Organizations,
especially with the aim of breaking with the idea of gradual inclusion.
The speech was precisely the inclusion of all students of special educa-
tion in regular education, without exceptions, to combat, as they claim,
the retrograde view of attendance in segregated environments. How-
ever, as we have already noted, educational policies are in line with the
training needs for the worker required by the capital.
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The propaganda on school inclusion policy is affirmed as a para-
digm break proposing that the space in which special education stu-
dents should be is in the regular school and thinking about the other
spaces is to reaffirm exclusion. Students served by special education
are restricted to persons with disabilities (visual, hearing, physical and
intellectual), persons with Global Developmental Disorders (GDD) and
persons with high skills/giftedness. Students with specific functional
disorders are no longer part of the target audience.

The formulation of special education in regular school system is
Specialized Educational Assistance (SEA) as foreseen in the document,

Specialized Educational Assistance identifies, elaborates,
and organizes pedagogical and accessibility resources
that eliminate barriers to the full participation of stu-
dents, considering their specific needs. Activities devel-
oped in specialized educational services are different
from those carried out in the common classroom and are
not substitutes for schooling. This service complements
and/or supplements the training of students with a view
to autonomy and independence at school and outside of it
(Brasil, 2008a, p. 16).

The SEA is carried out through multifunctional resources rooms,
which has the characteristic of serving the entire target audience of spe-
cial education, unlike the resource rooms proposed in the 1990s. Work
in these rooms is done during the school shift and aims to complement
or supplement regular education. The replacement for regular educa-
tion is no longer provided in this documentation. Thus, the locus of ac-
tion of the special education teacher, here called as the SEA teacher, is
the multifunctional resource room.

Decree 6.571 (Brasil, 2008b) was published with the purpose to
ensure the implementation of the special education proposal in an in-
clusive perspective with the SEA in regular schools. However, this de-
cree was revoked by Decree 7.611 (Brasil, 2011a) which again considers
public financing for specialized institutions. This process occurred as
an expression of the disputes present in the field of special education
sent by those who defend segregated education as a space with more
possibilities to work on the specificities of students in this modality —
with large support of institutions, such as the Association of Parents
and Friends of the Exceptional (APFE), for example — and those who
defend the unrestricted school inclusion of this target audience. Ordi-
nance 243, of April 15, 2016 (Brasil, 2016a) was produced to legitimize
the existence of segregated institutions, as described:

It establishes the criteria for the functioning, evaluation
and supervision of public and private institutions that
provide educational assistance to students with disabili-
ties, global developmental disorders, and high skills/gift-
edness (Brasil, 2016).

A major expression of this dispute was the change in the special
education policy set out in Decree 10.502, of September 30, 2020, by Jair
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Messias Bolsonaro’s presidency (no party) and the strong pressure from
the population against this change, resulting in the suspension of the
decree by the Supreme Federal Court on December 18, 2020, alleging its
unconstitutionality.

In relation to teachers, the proposal continues to equate teachers
of special education and SEA teachers (Vaz, 2017), now also provided
in segregated institutions, according to Ordinance 243 (Brasil, 2016).
Thus, the subsequent documents to Decree 6.571 (Brasil, 2008b) con-
tinue to be in force. Opinion CNE/CEB 13, of June 3, 2009 (Brasil, 2009a)
and Resolution CNE/CEB 4, of October 2, 2009 (Brasil, 2009b) provide
guidelines for the implementation of SEA in regular schools and em-
phasize the teacher who works with special education students as an
SEA teacher. Such a teacher, as we have already mentioned, is foreseen
in the political proposal to act in the multifunctional resource rooms,
both in regular schools and in specialized institutions. His assign-
ments become complementary or supplementary to regular education
through adapted resources and materials.

However, as foreseen in Resolution 4 (Brasil, 2009b), there is a
range of assignments directed to this specific teacher that are not relat-
ed to attendance in the multifunctional resource rooms. Their assign-
ments are centered on characteristics of technical services or inclusion
management in regular schools. However, for Garcia (2013, p. 115),

The service model proposed by the policy makes the spe-
cial education teacher a multifunctional being, a name
attributed to resource rooms that serve all types of stu-
dents in the modality. Michels (2011) considers that in
view of the need to account for such a wide scope, which
contrasts with the restriction of training based on activi-
ties and resources, the SEA teacher becomes a manager
of learning resources. We believe that in this way the es-
sence of teaching action is lost.

The criticism guided by Garcia (2013) expresses the loss of the es-
sence of the teacher, as proposed by the policy, by privileging work based
on the techniques and management of the inclusion policy within the
school. This political proposal de-characterizes the teaching action of
that specific teacher, both due to the attributions and the training mod-
el. One way to implement this conception of technical teacher/manager
is the way of naming them. In the analyzed documentation, the indis-
tinction between the SEA teacher and the teacher of special education
is manifest. In other words, in addition to matching the proposal of this
specific teacher to the SEA teacher, it limits their performance outside
the regular classroom, that is, in the multifunctional resources room.
It is important to emphasize that, historically, this specific teacher has
been marked by training and performance based on the medical-ped-
agogical conception (Michels, 2004) and that work in the regular class-
room as a mediator of systematized knowledge has never been in the
horizon of educational policies.
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In order to shape the special education teacher to the desired pro-
file, one of the ways to convert him into an SEA teacher is the require-
ment of continuing education. Unlike specialized teachers, the SEA
teacher must have continued training in specific courses on Specialized
Educational Assistance offered by the federal government in partner-
ship with higher education institutions.

It should be noted that due to training, the SEA teacher is different
from the specialized teacher, with the first attending continuing edu-
cation as the main focus and the second having both initial and con-
tinuing education. However, the character of continuing education in
SEA has characteristics of initial training, in view of the fact that the
licensed teacher is repositioned to another role in the school environ-
ment. It is a faster and cheaper way to train teachers in the desired way
and reconvert it to the demands of the policy in question.

The policies of continuing education are an important element to
be highlighted, as they are part of the training project for teachers of ba-
sic education, including the teacher who works with students of special
education. According to Michels (2011, p. 81),

In relation to training, the World Bank (1995) points out
in-service (or continuing) training as the most effective
strategy to qualify teachers. ECLAC (1995), on the other
hand, indicates the distance modality as the most ap-
propriate. These two referrals together (in-service and
distance training) would be the most economically viable
for these agencies.

In addition to the discourse of education for all, there are eco-
nomic interests in education, both in cutting spending and in adapting
training for workers. Teacher training is one of the measures adopted
by educational policies to implement the school project and the soci-
ety project. As Evangelista (2001, p. 8) states, “[...] teacher education is a
‘worldwide’ issue. It is a twofold sense: the teacher threatens the State's
project by opposing it; and forward it if they are convinced of it”.

The term teacher reconversion used by Evangelista (2010) to dem-
onstrate the process of adapting the teacher to the educational project
through teacher training, is central to examining how the special edu-
cation teacher project is carried out.

Teacher reconversion through training takes place in at least two
aspects: 1) it modifies their attributions, that is, it has characteristics of
initial training; and 2) reconverts the teacher in the adherence, imple-
mentation, and dissemination of the policy, that is, it appeases the pos-
sible resistance to this model in schools. Shiroma (2011, p. 4) states that,

In this context, the search for new type of professionals,
flexible, capable of managing unforeseen, innovative,
proactive, and efficient, brought new demands to the
educational systems. The dilemma for capital is evident,
which depends on more qualified workers to gain com-
petitive advantages, but who do not question the status
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quo. This is also a dilemma for the capitalist state that
must train them.

The reconversion of the special education teacher into an SEA
teacher also meets the requirements of Capital by understanding that
anew type of teacher — who does not need to be an effective teacher —is
needed to assist in this new model of inclusive society in which it be-
comes necessary to adapt everyone to the labor market, which, in these
characteristics, caters to simple work or the informal, entrepreneurial
market. The proposal for special education in an inclusive perspective
is related to the educational reforms of basic education.

The effectuation of SEA in regular schools is also present in the
National Education Plan (NEP) (2014-2024), which foresees in its Goal 4
to increase the number of multifunctional resource rooms and to pro-
mote the training of teachers for the SEA. As well as in the Guidance
Manual of the Program for the Implementation of Multifunctional Re-
source Rooms (Brasil, 2010).

The SAE teacher, focus of the special education policy of 2008,
has their work focused on multifunctional resources rooms in regular
schools. Garcia (2013, p. 112) deepens the analysis by stating that

Reconverting teachers becomes a fundamental politi-
cal strategy to produce changes in the mentality of the
population, on a continuous basis, throughout life and in
the direction necessary to the interests of the hegemonic
societal project. With this, the reconversion takes on the
features of adjustments, training, recycling, moving away
from what could be called a solid theoretical background
for the exercise of the profession.

In this sense, the special education teacher is treated in the repre-
sentative texts of educational policy by using different terminologies in
order to articulate a new conception of the teacher.

The Teacher, the Educator, or the Education Professional
in Educational Policies

It becomes evident in the analysis of the selected documentation
that the concept of teacher is volatile, but intentional. As we have al-
ready discussed, in the documents prior to 2008 (Brasil, 2001a; Brasil,
2001b) the special education teacher was called specialized, and later
that teacher was replaced by the SEA teacher. Both are mentioned as
teachers, but, according to our understanding, they do not carry the
essence of being a teacher: teaching the systematized knowledge pro-
duced historically. As we have already noted, the shift of special educa-
tion from a teaching modality to a service in regular schools through
the SEA intensifies the characteristic of this teacher as a technician and
policy manager, or, as Michels questions (2011, p. 88), “[...] a manager of
specialized pedagogical resources”. Even so, it is foreseen in the Opin-
ion CNE/CEB 13 (Brasil, 2009a, p. 6) “V - teachers for the exercise of SEA
teaching”.
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In the political discourse, considering the need to convince and
adhere to the proposed policy, there is an intention that this teacher
takes a teaching role. The document Special Education in the perspec-
tive of school inclusion (Ropoli et. al, 2010, p. 19) demonstrates what it is
considered as the role of SEA teacher

Ordinary teachers and Special Education teachers need
to get involved so that their specific teaching objectives
are achieved, sharing interdisciplinary and collabora-
tive work. The work fronts of each teacher are different.
The teacher of the common classroom is assigned the
teaching of the areas of knowledge, and the SEA teacher
is responsible for complementing/supplementing the
student's training with specific knowledge and resources
that eliminate the barriers that prevent or limit their par-
ticipation with autonomy and independence in the regu-
lar classes of regular Education.

In this sense, the teacher referred to here is one who works with
resources and accessibility. The teacher proposed in the documents is
the multifunctional teacher (Vaz, 2017), since it absorbs all the attribu-
tions destined to him, while restricting their training to the instrumen-
tal model of SEA (Borowsky, 2010; Michels, 2011). At this point, we raise
the same question punctuated by Evangelista and Shiroma (2007) when
analyzing the National Curricular Guidelines for the Pedagogy Course
(Brasil, 2006),

[...] Simultaneously explain a restriction on the content of
teacher training, centered on a perspective of instrumen-
tal knowledge, and an extension of teaching functions in-
corporating, for example, management tasks and others
not linked to teaching (Evangelista, 2006). Here, the con-
cern with the efficiency and effectiveness of teaching work
is manifested, inserted in a rationalizing, technical, prag-
matic logic, which finds in the abstract defense of the use
of information and communication technologies its most
finished expression. It should be noted that Resolution
1/06 does not use the term teacher, but the idea of teaching
strongly appears. In other words, it establishes the prima-
cy of teaching as an action to the detriment of the teacher
as a subject (Evangelista; Shiroma, 2007, p. 536).

We observed the close correlation of teacher education policies
for teachers of basic education with those specific to teachers of special
education. This assumption, in our analysis, endorses the fact that the
practice based on the efficiency of the results stands out from the act of
teaching inherent to the teacher. In the case of documents that express
the policy, the term teacher does not highlight its action based on the
socialization of knowledge produced historically.

The term professional is anchored in the concept of professional-
ization, which, according to Shiroma and Evangelista (2011, p. 129) rep-
resents a euphemistic discourse that
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[...] Refers to the notions of competences, credentials, au-
thority legitimized by specific knowledge and autonomy
to exercise a profession, refers to the domain of specific
knowledge, proper to a field of activity that requires spe-
cific training at an accredited institution, preferably at a
higher level.

This term is configured as a strategy for adapting workers to the
demands of the labor market. With these positive speech premises, the
idea of teaching professionalization gains strength among the category
itself. Thus, teacher training policies, forms of hiring and remuneration
were justified to make them education professionals, stimulated and
qualified, but in the productivity logic of doing more with less (Cam-
pos, 2005; Shiroma; Evangelista, 2011). The discussion, then, about the
professional of special education involves understanding that the term
used is not only in its qualification, but in its adaptation to the system.
According to Shiroma and Evangelista (2004, p. 2) “The professional-
ization policy therefore needs to be discussed in a perspective that un-
derstands it as the result of various and perverse mechanisms of the
capitalist movement and not restricted to the ways of professionalizing
teachers”. And they reiterate,

According to our hypothesis, the policy of professionaliza-
tion of teachers and managers, along the lines that has been
implemented, aims not to increase the qualification of the
teaching staff, but rather to de-intellectualize them and,
thus, make them pragmatic, decreasing their capacity for
conscious intervention (Shiroma; Evangelista, 2004, p. 9).

In this sense, beyond the discussion on the term used, the special
education professional refers to the discussion on ways of adapting the
teacher to the public-school project. The special education profession-
al does not express a more qualified teacher, but a teacher profile that
adapts to the new demands of the proposed policy. Thus, the term pro-
fessional does not represent the conception of the teacher as a subject
who works with scientific knowledge at school, but one that enables the
training of students along the lines that the productive system requires,
with more efficiency and less cost. Michels, Shiroma and Evangelista
(2011, p. 28) point out:

Why, then, is the centrality of politics in the teacher? It is
certainly not to promote skills and competences in edu-
cation professionals, but — it seems — to train them with a
view to preparing new generations based on values that
perpetuate capitalist social relations.

The discussion presented around the educator seems to be cen-
tered on the subject's subjective issues regarding their work, while it
contributed to the acceptance of a teacher who is not a teacher, a teacher
who has in their attributions the use of techniques, resources, and pol-
icy management, but not the teaching of specifically school knowledge.

At the same time that the approach towards the education profes-
sional requires more qualification —in the productivity molds - the title
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of educator is relegated to this teacher, which covers their duties beyond
the classroom. This approach is remarkably similar to the discussion
of teacher deintellectualization based on teacher training policies (Shi-
roma, 2003) that contribute to the broadening of their function while
restricting them to pragmatic training (Evangelista; Triches, 2014).

Based on the reflections raised, we understand that the use of
the terms feacher, professional, and educator to designate special edu-
cation teachers does not represent profound differences regarding the
teacher project based on inclusive perspective policies. That is, for the
implementation of the school project for the 21st century, it is required
a teacher who, in essence, is not a teacher. However, it is worth men-
tioning that the concept of teacher disseminated in specific documents
of special education is the SEA teacher, which, as we see, has the same
characteristics as those for basic education teachers in Brazil, with the
processes of deintellectualization, teaching reconversion, intensifica-
tion, and precariousness of their work.

Some Considerations

The discourse on special education in an inclusive perspective
has been based on the policies of the 1990s, as we have seen, which is
related to the development of capitalist society. However, at different
times, the preceptors of the policy put themselves as antagonists to the
previous ones, as foreseen in the National Special Education Policy (Bra-
sil, 1994) in relation to Decree 72.425 (Brasil, 1973) that creates CENESP;
or the National Guidelines for Special Education in Basic Education (Bra-
sil, 2001c) regarding the national policy of 1994; or even The National
Policy on Special Education in the perspective of School Inclusion (Bra-
sil, 2008a) directed to the 2001 Guidelines. We can then analyze that:
1) the policy of special education in Brazil, throughout history, has not
presented structural changes in its conception, but shifts incorporated
according to the needs of capital accumulation; 2) the disputes present
in the elaboration of special education policies are strong to the point
of intending to elaborate them according to the interests of different
groups within the field (disputes over resources, for politicization of
the cause, for example); 3) it is part of the political discourse present
in the educational policy documents to place themselves as a moment
of overcoming the old/retrograde with the objective of convincing and
establishing consensus.

Education is treated as an investment for the development of the
country in all documents cited here. The theory of human capital and
the strong relationship with technicist pedagogy continue to influence
international and national educational policies, with great repercus-
sions on policies that target special education. The document Educa-
tion for Global Citizenship: preparing students for the challenges of the
21st century (Unesco, 2015, p. 2) endorses this perspective by stating that
“In this context, there is a growing interest in EGC [Education for Global
Citizenship], which signals a change in the role and purpose of educa-
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tion to build more just, peaceful, tolerant and inclusive societies”. Thus,
the teacher, together with the special education teacher, is part of the
strategy of consolidating an inclusive society, which includes the mar-
ket, entrepreneurs, and large corporations in the restoration of capital.

The conception of a supposed school inclusion cannot be discon-
nected from the public-school project that we are experiencing in the
21st century. Thinking about the humanitarian slogans that permeate
it does not exempt it from being intrinsically related to the proposals
referred to the public school for the perpetuation of capitalist society,
considering that it is incorporated in the current educational policies,
composing a range of actions that characterize the school as an social
assistance agency (Saviani, 2013).

The proposed assignments for the SEA teacher explain the con-
cept of special education in an inclusive perspective when they endorse
that teacher without the responsibility for teaching school knowledge to
the subjects of special education. Special education in the current per-
spective reinforces the characteristic of a service to be offered in regular
schools, which deepens the care issue, and the teacher, in this context,
is another resource used. If the public-school project is anchored in the
assistance bias, and with an increase of the private sector’s entry, it is
not contradictory to think of a teacher who does not school, but who
works with differences, who is adaptable to different contexts and situ-
ations, who seeks socialization of students.

Finally, the criticism is not based on being against school inclu-
sion in terms of inserting the subjects of special education in regular
school but seeing it in the relationships in which it is inserted, flee-
ing the traps of the romanticized vision that obscures such an object
through its totality, that is, the criticism is based on the public-school
project in which students with disabilities, TGD and high skills/gifted-
ness are taking part. If it is in the public school that these subjects will
potentially have access to knowledge, it is in this space that they must
be. The issue is to fight disputes for acting in the countercurrent pro-
posed by these educational policies.

For the inclusive perspective policy to beimplemented, the special
education teacher project is central. Wouldn’t a conception of a teacher
who works inside the regular classroom and go along with schooling
in basic education, in addition to accessibility and resources, not be a
more effective strategy for the schooling of special education students?
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Notes

1 We chose to use the expression Special Education teacher to facilitate the un-
derstanding of the project of the teacher who works or is being trained to work
with students targeting Special Education throughout history, especially after
2008 with the deepening of the inclusive perspective.
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2 Wehighlightthe word, in this case, because we understand educational policy
propositions as a process, which is being changed, but does not break with the
project of education and public school ruled for Brazil.

3 We can cite as examples the World Declaration on Education for All (Unesco,
1990) and the Salamanca Declaration on principles, policies, and practices in
the area of special educational needs (Unesco, 1994).

4 Target audience changed by Law 12.796, of April 4, 2013 (BRASIL, 2013).
5 On this subject see: Silva (2017).

References

ALGEBAILE, Eveline. Escola Ptblica e Pobreza no Brasil: a ampliacdo para me-
nos. Rio de Janeiro: Lamparina, Faperj, 2009.

BOROWSKY, Fabiola. Fundamentos Teéricos do Curso de Aperfeicoamento de
Professores para o Atendimento Educacional Especializado (2007): novos ref-
erenciais? 2010. 140 f. Dissertacao (Mestrado em Educacao) — Centro de Ciéncias
da Educacdo, Universidade Federal de Santa Catarina, Floriandpolis, 2010.

BRASIL. Ministério da Educacao. Decreto n° 72.425, de 3 de julho de 1973. Cria
o Centro Nacional de Educac¢do Especial (CENESP), e da outras providéncias.
Didrio Oficial da Unido, Brasilia, DF, 4 jul. 1973.

BRASIL. Ministério da Educacao. Politica Nacional de Educacao Especial. Bra-
silia, DF: MEC/SEESP, 1994.

BRASIL. Ministério da Educacao. Lei n° 9.394, de 20 de dezembro de 1996. Es-
tabelece as diretrizes e bases da educacao nacional. Didrio Oficial da Unido,
Brasilia, DF, 23 dez. 1996. P. 36.

BRASIL. Conselho Nacional de Educacdo. Conselho Nacional da Educacao. Ca-
mara de Educacdo Bésica. Parecer n° 17, de 3 de julho de 2001. Diretrizes Na-
cionais para a Educacao Especial na Educacdo Bésica. Didrio Oficial da Uniao,
Brasilia, DF, 17 ago. 2001a. Secdo 1. P. 46.

BRASIL. Ministério da Educagao. Conselho Nacional da Educagao. Camara de
Educacao Bésica. Resolucaon®2, de 11 de setembro de 2001. Institui as Diretriz-
es Nacionais para a Educacao Especial na Educacao Bésica. Didrio Oficial da
Uniao, Brasilia, DF, 14 set. 2001b. Secao 1. P. 39-40.

BRASIL. Ministério da Educacao. Secretdria de Educacao Especial. Diretrizes
Nacionais para a Educacdo Especial na Educac¢do Basica. Brasilia, DF: MEC;
SEESP, 2001c.

BRASIL. Conselho Nacional de Educacdo. Parecer CNE/CP n° 3/2006. Institui
Diretrizes Curriculares Nacionais para o Curso de Pedagogia. Brasilia: CNE, 21
fev. 2006.

BRASIL. Ministério da Educacao. Politica Nacional de Educacdo Especial na
Perspectiva Inclusiva. Brasilia, DF: MEC/SEESP, 2008a.

BRASIL. Ministério da Educacdo. Decreto n° 6.571, de 17 de setembro de 2008.
Dispde sobre o Atendimento Educacional Especializado, regulamenta o para-
grafo tnico do art. 60 da lei n° 9.394, de 20 de dezembro de 1996, e acrescenta
dispositivo ao Decreto n° 6.253, de 13 de novembro de 2007. Diario Oficial da
Uniao, Brasilia, DF, 18 set. 2008b.

BRASIL. Conselho Nacional de Educagdo. Parecer n° 13, de 3 de junho de 2009.
Diretrizes Operacionais para o atendimento educacional especializado na Edu-

16 Educagdo & Realidade, Porto Alegre, v. 46, n. 3, 116977, 2021.



Vaz

cacdo Bdsica, modalidade Educacao Especial. Didrio Oficial da Unido, Brasilia,
DF, 24 set. 2009a.

BRASIL. Ministério da Educacao. Conselho Nacional de Educacdo. Camara de
Educacao Basica. Resolugdo n° 4, de 2 de outubro de 2009. Institui Diretrizes
Operacionais para o Atendimento Educacional Especializado na Educacao
Bdsica, modalidade Educacgao Especial. Didrio Oficial da Educacdo, Brasilia,
DF, 5 out. 2009b. Secdo 1, p. 17.

BRASIL. Ministério da Educagdo. Manual de Orientacdo do Programa implan-
tacao de salas de recursos multifuncionais. Brasilia, DF: MEC/SEESP, 2010.

BRASIL. Ministério da Educacgdo. Decreto n° 7.611, de 17 de novembro de 2011.
Dispoe sobre a educacao especial, o atendimento educacional especializado e
dé outras providéncias. Didrio Oficial da Unido, Brasilia, DF, 18 nov. 2011a.

BRASIL. Ministério da Educacao. Nota técnica n° 62, de 8 de dezembro de 2011.
Orientacdes aos Sistemas de Ensino sobre o Decreto n° 7.611/2011. Brasilia, DF:
MEC/SECAD], 2011b.

BRASIL. Ministério da Educagdo. Lei n° 12.796, de 4 de abril de 2013. Altera a Lei
n.9.394, de 20 de dezembro de 1996, que estabelece diretrizes e bases da educa-
¢do nacional, para dispor sobre a formac¢do dos profissionais da educacdo e da
outras providéncias. Didrio Oficial da Unio, Brasilia, DF, 4 de abr. 2013.

BRASIL. Ministério da Educagdo. Plano Nacional de Educacao 2014-2024. Bra-
silia, DF: Camara dos Deputados, 2014.

BRASIL. Ministério da Educacao. Portaria n. 243, de 15 de abril de 2016. Estabel-
ece os critérios para o funcionamento, a avaliacdo e a supervisdo de institui¢oes
publicas e privadas que prestam atendimento educacional a alunos com defi-
ciéncia, transtornos globais do desenvolvimento e altas habilidades/superdota-
¢do. Didrio Oficial da Unido, Brasilia, DF, 18 abr. 2016.

BRASIL. Ministério da Educagdo. Decreto n° 10.502, de 30 de setembro de 2020.
Institui a Politica Nacional de Educacdo Especial: equitativa, inclusiva e com
aprendizado ao longo da vida. Didrio Oficial da Unido, Brasilia, DF, 30 set. 2020.

CAMPOS, Roselane de Fatima. ‘Fazer mais com Menos’ — gestao educacional na
perspectiva da CEPAL e da UNESCO. In: REUNIAO ANUAL DA ASSOCIACAO
NACIONAL DE POS-GRADUAGAO E PESQUISA EM EDUCAGAO, 28., 2005, Cax-
ambu. Anais... Caxambu: Anped, 2005.

DALE, Roger. Globalizagdo e Educagdo: demonstrando a existéncia de uma
‘Cultura Educacional Mundial comum’ ou localizando uma ‘Agenda Global-
mente Estruturada para a Educacao’?. Revista Educacgdo e Sociedade, Campi-
nas, CEDES, v. 25, n. 87, p. 423-460, 2004.

EVANGELISTA, Olinda. Politicas educacionais, privatiza¢ao e formacao do pro-
fessor no Brasil. In: LIMA, Antonio B. de; VIRIATO, Edaguimar O. (Org.). Politica
educacional e qualificacdo docente. Cascavel/PR: Assoeste, 2001. P. 13-30.
EVANGELISTA, Olinda. Curso de Pedagogia: hegemonia da docéncia. Projeto
de pesquisa —2006-2007. EED/CED/UFSC, Floriandpolis, 2006.

EVANGELISTA, Olinda; SHIROMA, Eneida Oto. Professor: protagonista e obs-
tadculo da reforma. Educacdo e Pesquisa, Sdo Paulo, v. 33, n. 3, p. 531-541, set./
dez. 2007.

EVANGELISTA, Olinda. Politica de Formacao Docente no Governo Lula (2002-
2010). In: SEMINARIO INTERNACIONAL RED ESTRADO, 8.,2010, Lima. Anais...
Lima/Peru: Universidad de Ciencias y Humanidades, 2010. P. 1-14.

Educacdo & Realidade, Porto Alegre, v. 46, n. 3, 116977, 2021. 17



Teacher Without Teaching

EVANGELISTA, Olinda; LEHER, Roberto. Todos pela Educacao e o Epis6dio Cos-
tin no MEC: a pedagogia do capital em acao na politica educacional brasileira.
Trabalho Necessdrio, Rio de Janeiro, ano 10, n. 15, 2012.

EVANGELISTA, Olinda; TRICHES, Jocemara. Professor: a profissao que pode
mudar um pafis? In: EVANGELISTA, Olinda (Org.). O Que Revelam os Slogans na
Politica Educacional. Araraquara: Junqueira & Marin, 2014. P. 47-82.

GARCIA, Rosalba Maria Cardoso. Discursos Politicos sobre Inclusdo: questoes
para as politicas publicas de educacdo especial no Brasil. In: 27a REUNIAO
ANUAL DA ASSOCIACAO NACIONAL DE PESQUISA E POS-GRADUACAO EM
EDUCAGCAO, 27., 2004, Caxambu. Anais... Caxambu, 2004. CD-Rom. P. 1-14.

GARCIA, Rosalba Maria Cardoso. Politica de Educacao Especial na Perspectiva
Inclusiva e a Formagdo Docente no Brasil. Revista Brasileira de Educacdo, Sao
Paulo, v. 18, p. 101-119, 2013.

GARCIA, Rosalba Maria Cardoso. Para Além da ‘Inclusdo” critica as politi-
cas educacionais contemporaneas. In: EVANGELISTA, Olinda (Org.). O Que
Revelam os Slogans na Politica Educacional. Araraquara: Junqueira & Marin,
2014. P. 101-140.

GARCIA, Rosalba Maria Cardoso; MICHELS, Maria Helena. A Politica de Educa-
¢do Especial no Brasil (1991-2011): uma andlise da producado do GT15 - educacao
especial da ANPED. Revista Brasileira de Educacgao Especial, Marilia, SP, v. 17,
edicao especial, p. 105-124, maio/ago. 2011.

HARVEY, David. A Condicao P6s-Moderna. 7. ed. Sao Paulo: Edi¢oes Loyola, 1998.

MARX, Karl. Para a Critica da Economia Politica. In: MARX, Karl. Os Pensadores.
Traducao de José Carlos Bruni et al. 2. ed. Sdo Paulo: Abril Cultural, 1978. P. 103-132.

MELO, Adriana Almeida Sales de. Os Organismos Internacionais na Conducao
de um Novo Bloco Histérico. In: NEVES, Maria Wanderley (Org.). A Nova Peda-
gogia da Hegemonia: estratégias do capital para educar o consenso. Sdo Paulo:
Xama, 2005.

MICHELS, Maria Helena. A Formacao de Professores de Educacao Especial na
UFSC (1998-2001): ambiguidades estruturais e a reiteracdo do modelo médico-
psicolégico. 2004. 169 f. Tese (Doutorado em Educacgao) — Faculdade de Educa-
¢do, Pontificia Universidade Catélica de Sao Paulo, Sdo Paulo, 2004.

MICHELS, Maria Helena. O Instrumental, o Generalista e a Formacao a Dis-
tancia: estratégias para a reconversao docente. In: BAPTISTA, Cldudio Roberto;
CAIADO, Katia Regina Moreno; JESUS, Denise Meyrelles de. Professores e Edu-
cacao Especial: formacao em foco. Porto Alegre: Mediacgao, 2011. P. 79-90.

MICHELS, Maria Helena; SHIROMA, Eneida Oto; EVANGELISTA, Olinda.
Quatro Teses Sobre a Politica de Formacao de Professores. In: GENTIL, Heloisa
Salles; MICHELS, Maria Helena (Org.). Praticas Pedagégicas: politica, curriculo
e espaco escolar. 1. ed. Araraquara: Junqueira&marin, 2011. P. 10-28.

ROPOLI, Edilene Aparecida et al. A Educagdo Especial na Perspectiva da In-
clusdao Escolar: a escola comum inclusiva. Brasilia, DF: MEC/SEESP, 2010.
(Colecdo A Educacgao Especial na Perspectiva da Inclusdo Escolar, 1 vol).
SAVIANI, Dermeval. Pedagogia Histérico-Critica: primeiras aproximacdes. 11.
ed. Campinas: Autores Associados, 2013.

SHIROMA, Eneida Oto. Politica de Profissionalizacdo: aprimoramento ou
desintelectualizacdo do professor? Revista Intermeio, Campo Grande, v. 9, n.
17, p. 64-83, 2003.

18 Educagdo & Realidade, Porto Alegre, v. 46, n. 3, 116977, 2021.



Vaz

SHIROMA, Eneida Oto. A Formacao do Professor-Gestor nas Politicas de Profis-
sionalizagado. Revista e-Curriculum, Sao Paulo, v. 7, n. 2, p. 1-20, ago. 2011.

SHIROMA, Eneida Oto; MORAES, Maria Célia Marcondes de; EVANGELISTA,
Olinda. Politica Educacional. 2. ed. Rio de Janeiro: DP&A, 2002.

SHIROMA, Eneida Oto; CAMPOS, Roselane Fatima; GARCIA, Rosalba Maria
Cardoso. Decifrar textos para Compreender a Politica: subsidios teérico-met-
odolégicos para andlise de documentos. Perspectiva, Florianépolis, v. 23, n. 2,
p. 427-446, jul./dez. 2005.

SHIROMA, Eneida Oto; EVANGELISTA, Olinda. A Colonizacdao da Utopia nos
Discursos Sobre Profissionalizacdo Docente. Perspectiva, Florianépolis, v. 22,
n. 2, p. 525-545, 2004.

SHIROMA, Eneida Oto; EVANGELISTA, Olinda. Avaliacao e Responsabilizacdo
pelos Resultados: atualizagdes nas formas de gestdo de professores. Perspec-
tiva (UFSC), v. 29, p. 127-160, 2011.

SHIROMA, Eneida Oto; EVANGELSITA, Olinda. Forma¢do Humana ou Producao
de Resultados? trabalho docente na encruzilhada. Revista Contemporanea de
Educacdo, Rio de Janeiro, v. 10, n. 20, jul./dez. 2015.

SILVA, Joao Henrique da. Federacao Nacional das APAEs no Brasil, Hegemonia
e Propostas Educacionais (1990-2015). 2017. 362 f. Tese (Doutorado em Educa-
¢ao Especial) - Centro de Educacéao e Ciéncias Humanas, Universidade Federal
de Sao Carlos, Sao Carlos, 2017

TRICHES, Jocemara. Organismos Multilaterais e Curso de Pedagogia: a con-
strucao de um consenso em torno da formacado de professores. 2010. 272 f. Dis-
sertacdo (Mestrado em Educacao) — Centro de Ciéncias da Educacao, Universi-
dade Federal de Santa Catarina, Florianépolis, 2010.

UNESCO. Declaracao Mundial sobre Educacao para Todos: satisfacao das ne-
cessidades bdsicas de aprendizagem. Goten: UNESCO, 1990.

UNESCO. Declaragdo de Salamanca: sobre principios, politicas e praticasna drea
das necessidades educativas especiais. Salamanca, 1994. Disponivel em: <http://
portal.mec.gov.br/seesp/arquivos/pdf/salamanca.pdf>. Acesso em: 10 set. 2011.
UNESCO. Educacgéo para a Cidadania Global: preparando alunos para os desa-
fios do século XXI. Brasilia: UNESCO, 2015.

VAZ, Kamille. O Projeto de Professor para a Educacao Especial: demandas do
capital para a escola publica no século XXI. 2017. Tese (Doutorado em Educa-
¢do) — Universidade Federal de Santa Catarina, Centro de Ciéncias de Educacao,
Programa de P6s-Graduacao em Educacao, Florianépolis, 2017.

Kamille Vaz is an Adjunct Professor at the Faculty of Education (FAE) at the
Federal University of Minas Gerais (UFMG). PhD in Education at the Fed-
eral University of Santa Catarina (UFSC). Member of the Study Group on
Special Education (GEEP/UFSC) and Study and Research Group on Special
Education and School Law (GEPEEDE/UFMG).

ORCID: https://orcid.org/0000-0003-2277-929X

E-mail: kamillevaz@gmail.com

Editor-in-charge: Carla Vasques

Educacdo & Realidade, Porto Alegre, v. 46, n. 3, 116977, 2021. 19



Teacher Without Teaching

This is an open-access article distributed under the terms of the Creative
Commons Attribution License 4.0 International. Available at: <http://cre-
ativecommons.org/licenses/by/4.0>.

20 Educagdo & Realidade, Porto Alegre, v. 46, n. 3, 116977, 2021.



