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ABSTRACT

BLACK ORGANIZATIONS' DEMANDS FOR THE INCLUSION
OF AFRO-BRAZILIAN ISSUES IN THE SCHOOL
CURRICULUM: THE DYNAMICS OF THE MOVEMENT
FOR CURRICULUM CHANGE IN BELO HORIZONTE, BRAZIL,
IN THE EARLY 1990s.

By

Silvani dos Santos Valentim

This study will be useful both for those interested in curriculum
reform and in the civil rights of minority groups. Data include interviews
with leaders of the Black community involved in the debates for
curriculum change in Belo Horizonte in the early 1990s; analysis of the
main local newspaper in 1990; analysis of two documents written by the
State and Municipal Boards of Education regarding literacy in Minas
Gerais and Belo Horizonte. The experience of school curriculum reform
and implementation in the United States since the 1950s, with the
struggles for school desegregation and the Civil Rights movement, as well
as beginning experiences of multiculturalism in schools in the late 1960s
will provide a theoretical and political framework. It seems that the
lessons learned by the Black leaders from the first round of curriculum
reform in the early 1990s led them to reconsider more structural and
concrete changes seen in current educational projects in Belo Horizonte.
Whether or not this leads to fuller and more equitable participation by

Afro-Brazilians in the educational scene in Brazil remains to be seen.
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INTRODUCTION

Thousands of Black children and adolescents go to school
in order to accomplish the civil right of becoming educated.
The process of humiliation and exclusion that these
children and adolescents are submitted to during their
schooling process would make anybody concerned. Black
organizations critically evaluate this process and came up
with the conclusion: It is definitely not, as usually affirmed,
a problem of Blacks. It constitutes a serious problem of the
Brazilian socie’cy.1

The school curriculum has been identified as one area in which the
dominant culture and unequal social relations have been able to reproduce
themselves in contemporary capitalist societies. Through oppressive and
hegemonic ideologies, Apple (1990) asserts, the school curriculum
reproduces and legitimates social and racial inequalities. By the same
token however, those relations of domination are also seen as having
counter-movements that challenge the mechanisms created and used to
perpetuate inequalities of race, class, and gender in education. The social
dynamics of such counter-movements in a city called Belo Horizonte,
Brazil, constitute the empirical base for this study. Within the movement

for curriculum reform and racial justice in the Brazilian society, as well in

1 Annals of the conference Educacio ¢ Discriminacdo dos Negros. Instituto de Recursos Humanos
Jodo Pinheiro. Belo Horizonte. Junho 27-30, 1987.
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the United States, there are similar arguments for including issues of
concern to African-descent people in the public school curriculum. These
arguments suggest that production of knowledge in school can be
reconfigured toward less traumatic leaming experiences for Black

children and other minorities in any multiracial society.

This study to achieve such inclusive goals constitutes an attempt to
summarize the movement for curriculum reform in Belo Horizonte,
Brazil, in the early 1990s. It looks at the experiences, opinions and
struggles of a significant sector of the Brazilian society that has been
destitute of its civil nights as a result of economic oppression and
institutionalized racism. At the same time, this study is part of a wider
body of research which describes how social inequalities are experienced
in the Brazilian society. For example, research on neighborhood
associations and the fight for working class members access to public
schools (Moullin, 1991) has raised questions about social inequalities
across classes to the Brazilian government since the 1960s. The main
contribution of this study will be the treatment of race as a fundamental
category for understanding Brazilian educational inequities.
Unfortunately, race is treated as an epiphenomenon in much Brazilian
educational research. This study will bring issues of race to the center by
asking: (1) How Black leaders for civil rights in Brazil suggested revising
the school curriculum? (2) During the curriculum reform movement, were
relations established between microlevel Black leaders and the Municipal
Board of Education (the macrolevel educational office in charge of
curriculum discussions and alterations at the local level)? (3)What

previous knowledge did Black leaders have about school reorganization
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and curriculum implementation strategies? (4) What demands for
inclusion of Black issues were central to the school curniculum alteration
platform? (5) Were knowledge and assumptions about multiculturalism

and Afrocentricism built into the curriculum reform proposal?

These questions emerge from previous inquiries on education and
the social sciences in Brazil, which provide a way of understanding how
to combat racial and social inequalities faced by non-Whites and the
poor. Prior educational and sociological research studies of contemporary
Brazilian society have asked questions about the racial dynamics that
pervade classroom relations, families, and school curriculum. These

questions include:

° Why are Whites twice as successful in school as African-
Brazilians, even when African-Brazilians have social backgrounds similar
to those of Whites? (Hasenbalg & Silva, 1990).

° Do Black and White families in multiracial societies envision
schools differently, even if they come from similar socioeconomic
backgrounds? (Rama, 1989; Rosemberg, 1991a).

e Why do African-Brazilian families tend to enroll their children in
school later than White families, even when both racial groups have a
parallel social background? (Barbosa, 1983; Rosemberg, 1991b).

e Do African-Brazilian families tend to live in neighborhoods with
precarious resources and services such as education even when their
social and economic backgrounds would allow them to live in better
conditions? (Rosemberg, 1991; Rosemberg & Pinto 1988).

e How do African-Brazilian children and adolescents in many situations
manage to succeed as street merchants and caretakers of their families
when they have to deal with complex mathematical concepts, if they have
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dropped out because of their schooling failure? Where do they get their
education? (Carraher et al., 1991). For an excellent assessment of this
question in the USA, see Delpit (1992).

e Which cultures, knowledge, and values are found in the core
curriculum of inner-city schools in Brazil? Are there high numbers of
dropouts? (Gongalves, 1986, Silva, 1993; Valentim, 1989).

Apple (1990) suggests that to understand such questions, we must
examine social movements for curriculum reform and try to ascertain why
"progressive social movements which aim at certain kinds of school
reforms such as community participation and control of institutions are
often less successful than their proponents would like them to be"(p. 65).
In other words we must ask questions leading to the understanding of the
roots of social and racial inequalities in contemporary societies and how
reform proponents implement actions for social and racial equity within

these societies.

This study, a description of and reflection upon a movement for
curriculum reform in Belo Horizonte, Brazil, in the early 1990s,
constitutes an attempt to learn from the experience of those Black men
and women community leaders who struggled to transform public schools
and recreate the meaning of schooling. In the process of refusing to be
seen as politically powerless and consumers of extraneous knowledge
(the knowledge considered superior and predominant in the school
curriculum) they took racial justice in their own hands. Those African-
Brazilian leaders made sense of that process for school-curriculum
change by bringing the lived experiences of the Black community to the
"busy" agenda of school administrators.



The purpose of this study is to analyze the dynamics present in
Black organizations' demands for the inclusion of African-Brazilian issues
in the school curriculum in Belo Horizonte, Brazil, in the 1990s. This
study will highlight the opinions and lived experiences of a group of
African-Brazilian leaders, all of them educators (meaning holding a
teaching certificate or/and because of their involvement in consciousness
raising projects about education), in their struggle to overcome
educational inequities resulting from Brazilian educational policies. This
study will be useful both for those interested in curriculum reform and in

the civil rights of minority groups.

Several resources will inform this study. Data include interviews
with leaders of the Black community involved in the debates for
curriculum change in Belo Horizonte in the early 1990; analyses of the
main local newspaper in 1990; assessment of the official curriculum and
programs of Belo Horizonte Municipal Board of Education in the 1990s,
and the curriculum and programs presently in place; analysis of two
documents written by the State and Municipal Boards of Education
regarding literacy in Minas Gerais and Belo Horizonte. A significant
theme is the extent to which African-Brazilian issues are included in the
school curriculum. The experience of school curriculum reform and
implementation in the United States since the 1950s, with the struggles
for school desegregation and the Civil Rights movement, as well as
beginning experiences of multiculturalism in schools during the 1960s
will provide a theoretical and political framework. The intent of this
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framing is to draw out similar patterns in educational reform with respect

to social inequalities in Brazil and the United States.

Belo Horizonte, the capital of the State of Minas Gerais, was
chosen as the setting for this research because of its national and regional
importance in the articulation of initiatives for educational reform. An
important organization of Black leaders discussing and demanding school
curriculum change started in Belo Horizonte. Following the mobilization
of Blacks in S3o Paulo and in other states during the 1980s, the National
Conference on Education and Discrimination Against Blacks organized in
Belo Horizonte in 1987 was a catalyst for the movement for curriculum
reform in the 1990s.

By the end of the dictatorship period in Brazil (1964-1978), Blacks
were ready to take a stand against racial inequities. This study will
attempt to reveal how in the early 1990s in Belo Horizonte, the Black
community struggled to bring about racial justice in the public educational
system. This study will also attempt to understand educational and social
policies at the micro-level and how these micro-level experiences
influenced or failed to influence local and governmental educational

decisions.

The contribution from this narrative to educational theory rests in
the purpose, motives, and historical context that placed together those
leaders of the Black community, as a group, demanding curriculum

change in a specific city and historical time. The main ambition of this
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study is to bring forward their beliefs and their struggle to overcome

racial and social injustice in Brazil.



CHAPTER 1

CHANGING SCHOOL CURRICULUM TO ADDRESS RACIAL
INEQUALITIES
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1. Background

In terms of basic public instruction in Brazil there is one point of
agreement: it is considered an troubled educational system. The
educational system in Brazil ranks among the top of the most problematic

educational systems in developing countries.

World Bank reports (from 1990 to 1994), the Human Development
Index (from the same period) published by the United Nations, and
documents published by the UNESCO and UNICEF on basic education
and literacy, clearly indicate the incompetence of the Brazilian
government in the field of education. Freitag (1994) says "Brazil is
highlighted in 1990, according to UNESCO, as a nation with one of the
highest levels of illiteracy in the contemporary world, 18.7%. In Latin
America, Brazil would only present a better result if compared with Haiti
(47%), Guatemala (45%), El Salvador (27%), Honduras (27%), and
Bolivia (22%)" (p. 122).

It is important to note, however, that in Brazil the level of illiteracy
is decreasing: 40% in 1960; 34% in 1970; 25% in 1980; 18.7% in 1990,
14.2% (estimation to the year 2000). However, if one takes 4 years of
completed schooling as the average period to consider somebody as
basically able to write and read, instead of 19% of illiterates according to
Brazilian Institute of Geography and Statistics (IBGE), that number
jumps to 43.5% in 1987. The incongruity in the percentage of illiterates
for the same years is due to the different conceptions of literacy. The

IBGE considers as literate those able to write and read a simple letter.
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10

For educators and specialists in literacy and oral language, literate are
those who have completed at least 4 years of schooling and are able to

produce written work based on elementary skills such as spelling.

Klein and Ribeiro (1991) analyzed the Educational Census of the
Ministry of Education and determined that the lack of promotion from
one grade to another, rather than entrance into the basic school system,
was the central problem regarding literacy. Problems endogenous to the
public school system in Brazil, according to these authors, deserve careful

attention and intervention in order to improve educational outcomes.

Common explanations for why the public educational system in
Brazil is so poor are endless. There are those who blame the inertia of
boards of education in supervising the school organization, in order to
ensure equity in the distribution of services. There are those who would
argue that the main problem rests in the school organizational system,
seen as performing roles of selection and socialization which are
incapable of going beyond limits imposed by unequal structures in
society. Others would blame the state itself, because of its incompetence
in responding to the demands of local citizens. Other concerns abound:
the inadequacy of the curriculum; a weak teacher preparation program;
the lack of interest in education in general because of the economic costs
of such endeavors; the irresponsibility and limitations of parents and other
caregivers in providing the necessary home environment for school
learners to continue the learning process started in school; the absence of
bridges between schools and families. Further, institutional racism is alive

and active in the school system permeating instructional materials, the
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school curriculum, and instructor practices in the classroom. Finally,
teachers lack preparation to deal with children and adolescents from
racial and cultural backgrounds that are quite different from the racial and
cultural backgrounds found in the mainstream society.

In a system that is riddled with inadequacies and problems, the
circumstances for Black youth are much worse. In some cases the
arguments against the Brazilian educational system and its pedagogic
practice overlap. The educational outcomes for Blacks prove that Blacks
are disadvantaged, even when the income of both groups is parallel.
According to Becker (1990) -- a leading researcher on literacy in Brazil --
the Brazilian school system has failed Blacks and working class children
in terms of teaching them how to read and write. The prevailing system
denotes a lack of commitment of the government. A significant number of
Black leaders, Black scholars and researchers on education (African-
Brazilian or not) believe that on the top of the incompetence and lack of
interest in teaching Black children and others from the working class,
there is an eurocentric standpoint and stereotypes from White

supremacists which aim to hold Black children back in public schools.

These contemporary educational problems have their roots in the
Brazilian educational history, from the Colonial period to the
establishment of Republican ideals in the early twentieth century. There
was rampant genocide of indigenous people. The Portuguese colonizers
of Brazil paid little or no attention to the education of the "settlers" from
non-noble families. The Africans brought in as slaves were prohibited any

kind of literacy. This situation is in contrast to the experience of European
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countries and nations like the United States, colonized by British Empire.
In those countries, the Protestant religion is believed to have played a
fundamental role in establishing literacy among Whites, even from non-
noble families. On the other hand, many believed that Blacks had no soul,
intelligence, or religion. Worshipers needed to be able to read the Bible
(Haguette, 1990). Brazil, colonized by Roman Catholics, had a different
relation with "sacred words": somebody would read and interpret the
bible to those who needed salvation. This meant there was no necessity
for systematic education for Whites of non-noble ascendance. Printing
was completely prohibited in Brazil until the first decade of the nineteenth
century when the Portuguese Crown moved to Rio de Janeiro, fleeing

from the French army.

Looking from contemporary perspectives, it seems quite difficult to
understand such a religious influence in the acculturation and domination
of the so called "new world." The result in the Brazilian case was a late
and precarious organization of the public education system. According to
Freitag:

The first educational policy promoted by the Brazilian state
started in the twentieth century, one century after the
independence of Brazil from Portugal in 1822. Meanwhile
countries of Spanish colonization had universities created by the

Spanish Crown and Vatican, half a century after the Columbus
discovery [sic] of the Americans. (1994, p. 126)

Most of today's 150 million Brazilians are descendants of native
Brazilians, Africans, and a minority of Asians, Middle Eastemn,

Portuguese and other Europeans. In the last 100 years, waves of
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immigrants came from Italy, Spain, Germany, Lebanon, Syria, and Japan.
These latter groups, who received incentives from the Brazilian
government interested in "whitening" the population, came to work in the
southern coffee plantations, in the factories in the industrial center of Sdo
Paulo, in small farms around this same city, and in the southemn states:
Parana, Santa Catarina, and Rio Grande do Sul. The Middle Easten
immigrants set up small shops, and some became major merchants. What
is observed in Brazil today is that those cultural groups who share a
common whiteness of skin color (with the exception of some Middle
Easterners and Japanese) have been economically and socially successful,
compared to African-Brazilians who arrived about 400 years before them.
In addition to their social and economic status, those cultural groups
sharing a similar whiteness were elevated to models of beauty,
intelligence, and the "better" culture, as if it were possible to talk in terms
of "better" cultures.

For Black people in Brazil, access to education, jobs, and housing is
a fundamental right of being a citizen. Yet citizenship has always been
problematic in Brazilian discourses. At the end of the 19th century when
Brazil became a Republic (November 15, 1889), the liberal discourse of
equality of opportunities left out former slaves. The end of the slavery
period (May 13,1888) and the Proclamation of Republic came almost at
the same time. However the abysmal inequalities to which former slaves

and their descendants were subject, as occurred to other Black peoples in
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the Diasporal, constitute a neglect of their experience, humanness, and

political civil rights.

By the middle of the 20th century, after the Second World War,
Blacks were promoted to "second class citizens." By the dawn of the
1970s, Blacks believed that their children might find better jobs if they
had better education in a country that was rapidly becoming modemn and
industrialized. The educational reform of 1971 and 1982 (laws 5692/71
and 7044/82) changed the length and content of school curriculum,
emphasizing its professional/vocational orientation. Since 1971, the
number of years for the basic period of schooling shifted from 9 to 8.
Also the Admission Exam, usually taken in the fifth grade, was
suppressed. These changes were implemented because Black and
working class families were better able (because of economic growth) to
send their children to school. Enrollments were growing fast. However,
quantity and quality were seen as two divorced issues. What Blacks and
working class families had hoped in terms of educational opportunities
did not come completely true since the occupational structure, social
mobility mechanisms, school organization, and institutional racism kept
their children falling behind in school and in the workplace.

In the context of this educational history it is important to bring

forward an aspect that has been overlooked by many educational

lecording to Harris (1994, April) "historically the term Diaspora has been applied most frequently
to the Jewish dispersion, in recent years it has become common in studies of African, Chinese,
Indian, and a host of other communities outside their homeland.... In Africa the basic problems
stems from decisions made by Europeans at the Berlin conference of 1884-1885, which essentially
set the boundaries of most African States."
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researchers, namely, the issue of racial inequalities in Brazil and its
different facets. There is a mainstream belief in Brazil that race and skin
color do not make difference, fulfilling the French liberal presuppositions
grounded in lLiberty, equality, and fratemnity. This mainstream belief has
created and reinforced racial inequalities all over Brazil. Skidmore (1990,
p. 2) points to the discourse of some racial democrats such as Vianna
Moog who affirmed that "the high-test, most significant and most edifying
aspect of our culture is racial brotherhood." Senator Petrénio Portela
affirmed in 1977: "In Brazil, access to society depends upon individual
effort, intellectual ability, and merit .... We have all inherited common
attributes, and what we are building -- socially, economically and
politically — proves the correctness of our rejection of the myths of racial
supeniority." Those racial democrats would blame the economic and
social disadvantages in Brazilian society on the past. However, the
unequal educational opportunities for Blacks in Brazil has its roots in
occupational structures, social mobility mechanisms, and institutional
racism. The hierarchy of social benefits which characterizes Brazil social
history is rooted in colonial experiences of domination that are still alive

in modern forms of neo-colonialism.

Progressive Brazilian educators, sociologists, anthropologists and
other scholars in the social sciences and education became conscious of
the need to address racial inequalities within Brazilian society as a
fundamental vehicle for understanding the Brazilian racial dynamics. The
first publications critical of claims for racial democracy were developed
in 1950 sponsored by UNESCO. S3o Paulo (Southeast) and Bahia
(Northeast), constituted the main geographical base for these anti-racial
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democracy studies. Gilberto Freyre, one of the most arduous defenders of
racial democracy and Portuguese colonialism in Brazil and in Africa, was
put under severe scrutiny. His classic book Casa Grande e Senzala (The
Master and the Slaves) was seen as portraying a fake harmony between
Whites and Blacks in Brazil. After World War II the interest in Brazilian
racial relations increased and other sociological studies critiquing the
ideology of racial democracy were presented. Thales de Azevedo, Roger
Bastide, Florestan Fernandes, Octavio Ianni, Fernando Henrique Cardoso
(the current president of Brazil), and their collaborators were the most
important researchers addressing issues of "whitening ideology"” in Brazil
in the 1950s, 1960s, and 1970s. Their work had just one crucial
limitation: the treatment of race as a epiphenomenon. They did not see
race as a significant category by itself. They believed the equalization of
social inequalities would bring racial justice. In Florestan Fernandes' two
classic volumes: Integra¢do do Negro na Sociedade de Classes (published
in 1973) race remained a dilemma that might be solved only with the
advancement of social and economic relations within Brazilian society.
Fernandes and his colleagues had created the new paradigm for the
understanding of racial inequality in Brazil. However, according to
Winant:
their tendency to see the persistence of racial inequality as a
manifestation of supposedly more fundamental class antagonism
(reductionism) resulted in an inability to see race as
theoretically flexible, as opposed to an a priori, category. In
writing about racial dynamics the revisionists tended to ignore

the changing sociohistorical meaning of race in Brazil (1994, p.
135).
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In 1979, the sociologist Carlos Hasenbalg published Discriminagio
¢ Desigualdades Raciais no Brasil Contempordneo. He deepened and
advanced Florestan Fernandes' accounts of racial relations in Brazil. One
important contribution of Hansenbalg's approach was his analysis of the
forms and manifestations of the whitening ideology and racial democracy.
Based on qualitative and quantitative data, he showed a range of racist
practices and assumptions which condemned African descendants in
Brazil to disadvantages in terms of housing, health, jobs, and education
(Hansenbalg, 1979). The last factor, education, became the focus for a
series of investigations on educational inequalities in Brazil. Equally
important has been the contribution of Nelson do Valle Silva. He
presented statistical evidence based on economic data that substantiate
racial inequality in education (Silva, 1985). Both authors, Silva and
Hasenbalg, seem convinced of the necessity in disrupting the racial order
in Brazil. This differs from the generation of researchers on racial
inequalities in Brazil publishing in the 1940s, 1950s, 1960s, 1970s, and
1980s, who did not take race as a fundamental category itself to the
understanding of the Brazilian society. The big challenge was, therefore,
how to develop a strategy for disruption.

1.1. Proposals for Curriculum Change in Brazil

It has been affirmed by Rama (1989), Hasenbalg and Silva (1990),
Rosemberg (1991), and Klein and Ribeiro (1991), that one important way
of intervening in racial inequalities in education is to target the
endogenous problems manifested in school: the school curriculum was

the target of this work.
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In discussing the issue of curriculum, as well its importance to the
improvement of school outcomes and the build up of racial justice in
education in Brazil, it is important to analyze how racial justice in
education has been approached by professionals in the Brazilian school

system, researchers on education, and Black organizations.

After the end of the dictatorship period in Brazil (1964-1978),
democratization and reorganization of social movements became a reality
all over Brazil and spawned a number of Black organizations. Black
organizations constituted the beginning of demands for a better school
curriculum. Educational researchers, experts, and professionals, whether
they belonged to the Black movement or not, participated in the
transformation of those demands into proposals for the evaluation and
modification of the curricular texts and schoolbooks. Texts in use were
seen as filled with sexism and racism -- particularly in the ways they
depicted Blacks, women, and native Brazilians. (See Silva, 1988). The
existing school curriculum was seen as reinforcing racial discrimination in

Brazilian society.

Several key events and initiatives led to the movement for
curriculum change in Belo Honizonte. In the middle 1980s, the Carlos
Chagas Foundation investigated the conditions of the African-Brazilian
community living in the state of Sdo Paulo. In 1985, the "First National
Meeting about the Reality of Blacks and Education" was held in Porto
Alegre (South of Brazil). In 1986, the African-Brazilian Community
Participation and Development Council based in S3o Paulo, together with

the Carlos Chagas Foundation, organized a national conference to discuss
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the issue of "Black People and Education." The sixth and seventh
meetings of the "Northern and Northeastern African-Brazilians" was held
in Aracaju in 1986, and Recife 1988, respectively. These meetings
discussed the issue of discrimination and education. In 1987, the School
of Education of the Federal University of Minas Gerais, and the Jodo
Pinheiro Human Resources Institute, organized a national conference to
discuss "Education and Discrimination against Blacks" Also, in Belo
Horizonte, a project called "Racism in Schools" was conducted by a
group of researchers. Finally, in 1990, the "Commission for the
Elimination of Racism in the Municipal Schools of Belo Horizonte" was
created. Later this commission came to be called "Citizenship and Afro-

Brazilian Culture in Municipal Schools in Belo Horizonte."

Proposals for curriculum change in elementary and secondary
schools included the teaching of Black history and culture within the
context of an African-Brazilian culture. The curriculum would not only
include the contours of the African-Brazilian culture but be written in
such a way to allow African-Brazilian students to develop self-esteem
and self-identity. A further change in teacher education was to shift from
the transmission of knowledge to production of knowledge in classroom.
The inclusion of this perspective in teacher preparation programs would
enable a fostering of cultural and racial respect in the classroom. Minority
students would be empowered through the development of self-esteem

arising knowledge of their social, cultural and racial backgrounds.

An anti-racist curriculum was seen by those involved in racial

justice in education as having these characteristics:
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1- Eliminate low teacher expectations of students from racial "minority"
backgrounds.

2- Avoid ignoring students and begin taking students' experiences
seriously in classrooms

3- Eliminate the perception of cultural deprivation. Cultural deprivation
arguments have been used to suggest that children from racial "minority"
backgrounds have intellectual limitations due to familial problems and/or

the cultural environment.

The production of knowledge through education would recognize
the richness and contradictions of culture, race, gender and religion. This
would be a change from the practice of emphasizing only the transmission
of school subjects, based on the belief that all children must receive the

same "superior body of formal knowledge."

A common view emerged from all of these events, initiatives, and
process described above: Brazil is essentially a multiethnic and
multiracial society, marked by a racial dynamic considered adverse for
the fostering of Black children's identity. Winant, in discussing the fact of

Blackness in Brazil asserts:

Perhaps nowhere else in the world it is more difficult to achieve
a clear understanding of who one is according to the prevailing
system of social categorization. Perhaps in no other country it is
as arduous to assess the significance of race in everyday life, to
take race into account in one's negotiation of survival, not to
mentions in one's quest for happiness or prosperity. In no other
country is the salience of race so uncertain, so disguised in its
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quotidian manifestation, so explicitly denied and implicitly
upheld (1994, p. 154).

Brazil has the largest Black population outside of Africa. Only
Nigeria in West Africa, with its approximately 120 million people,
exceeds the Brazilian Black population. Brazil, the giant of South
America, with its 150 million inhabitants in which Blacks constitute
approximately 60% of the population, has earned the attention of OAS
(Organization of the American States), UNICEF(United Nations Children

Found), and other international organizations.

Racial discrimination in the United States since the 1950s has
brought about the urgent necessity of curriculum change in school
settings. Since the 1980s, educational debates on class, race, and gender
(not just "curriculum reform") were seen as more precise ways of
understanding and combating inequalities in education. In Brazil as well
as in Latin America, however, race has had less attention in an
understanding of contemporary social inequalities. The Brazilian Institute
of Geography and Statistics (IBGE) report of 1994, shows that Whites
earn more than twice as much as Blacks, and women's pay is 57 % less
than the wage received by men. Fourteen percent of children aged 10 and
13 are working (there is no breakdown by color), although in one of
Brazil's poor northern states, that figure reaches nearly 30 percent.
Sixteen percent of Brazilian workers either never went to school or
dropped out before completing the first grade. The Brazilian monthly
minimum wage in March 1995 was estimated in $70.00 (seventy dollars).
This minimum wage constituted approximately 10% of the total income

necessary to handle the basic necessities of a family with 3 members.
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The category of race plays an important role in this discussion due
to the fact that non-Whites are disadvantaged from the time they enter
school. Table 1, translated from Hasenbalg and Silva (1990, p.8),
illustrates this pattern. Among seven-year-olds (the obligatory age for
starting the first grade in the public school system), there is a high
proportion of children who have never officially been to school: around
40% of Whites and 55% of Blacks and pardos.3 From this particular age
to the end of the obligatory period of schooling (fourteen year olds), what
one can observe is the rapid absorption of Whites into schools. It reaches
around 95% by the age of eleven. Among Blacks and Pardos, the
percentage of those who have never gone to school after age 11, is about

three times larger than for Whites.

3 Pardo is used in the Census to categorize those who consider themselves neither whites, nor
Blacks. In telling the Census Taker their color in 1980, they ranged from classifying themselves
from "chocolate to the "color of the night" or the "color of the sin". The Census of 1980 ended up
with more than one hundred different colors used by non-Whites. Under this category "pardo”, the
Census organized everybody who would be considered, or considered themselves, neither Whites,
nor Blacks. It is important to say that for the Black movement, Pardos are considered Blacks. This is
why the category "African- Brazilian" has been preferred rather than Blacks.
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TABLE 1:

TIR PERCENTAGR OF TEOOR WEO REVER WENY O

SCUOCL(7- 34 YRARS OLD), ACCORDING TO ASE AFND COLOR

DRAZIL, 1903

COLOR

AGR WHITES DLACIKS rampose
4 393 54,8 55,7
14,8 35,7 338
9 9.5 24,3 23,6
10 6.8 20,7 20,3
11 54 145 14,9
12 6,0 17.9 16,2
13 48 15,1 140
14 5.0 15,5 13,9
15219 49 15,3 14,9
20224 47 14,5 13,6

SOURCE: BRASIL NATIONAL NOUSENOLD SANMPLE SURVEY(19S3)

Fewer Blacks enroll in the first grade at the obligatory age of seven than
Whites, even when students’ social and economic backgrounds are
comparable. A great number of Blacks will not complete the obligatory
schooling period (8 years) (see Rosemberg, 1991; Hasenbalg & Silva,
1990). According to these authors, even among students who stay in school
for 8 years or more, there often is a lack of advancement. Many are
retained in the same grade for two, three, or more years. Black children
tend to leave school with fewer grade levels completed compared to

White children.

In Brazil, the roots of this educational configuration appear to come -
from the Whites' desire for maintaining power at the expense of the larger
population. The government's discourse speaks in behalf of social change,

but its actions in fact have excluded major sectors of the society.
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In contemporary discourses on inequality, discrimination has been
historically disguised, because in my view it is ideologically necessary for
those in power to show that poorer social classes failed because they did
not make enough personal effort to go beyond the limitations of gender,
race and social origin. Kozol (1991) says that those discourses and
policies are something that "resembles equity but never reaches it. They
are close enough to equity to silence criticism, by approximating justice,

but far enough from equity to guarantee the benefits enjoyed by privilege"
(p.175).

It is important to note that the process of curriculum reform in
Brazil has a double face in which one side appears "official." The
Ministry of Education, the Federal Council of Education, Municipal and
State Boards of Education in the 27 United States of Brazil (including the
Federal District, Brasilia, -- the capital of Brazil), school administrators
and school commissions are charged with democratically implementing
educational laws and curriculum adaptations in local contexts. Usually
this process is done with the advice of professors from prestigious federal
universities such as the Federal University of Minas Gerais. The second
side of curriculum reform, however, is that important segments of the
Brazilian society (such as African-Brazilian groups) do not identify with
the concept of education and resultant decisions that come from the

official sectors.

To give a clear example of this problem, we need only look at

results following the State of Minas Gerais Congress of Education in
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1982. The conception of knowledge present in the project did not match

the expectations of minority' sectors and their allies.

The school should provide to everybody who has access to
school, without discrimination, the wuniversal knowledge,
namely, the knowledge historically accumulated, necessary to
the education of its citizens. All instruction presented by the
state must have the best quality, independent of social class
pertinence... In this sense, this universal characteristic is not a
pure extension of the educational opportunities, but requires the
acceptance of all. Respecting their values, answering to their
necessities, allowing the development by them of their cultural
and linguistic local universe, articulating their universe with the
universal knowledge. [italics mine] (Cunha, 1991, p. 174)

The key problem is that the concept of "universal knowledge" is
denounced by African-Brazilians and other sectors of the Brazilian
society because it is seen as excluding their culture, values, and history. It
is also denounced by other sectors of the Brazilian society such as
working class, women, and other non-White groups. Even when there is
specific attention to social inequalities, issues for African-Brazilians are
overlooked. For example, one intention of 1987 curricular reformers was
to "change the eurocentric emphasis to an approach that would privilege
Brazil and Latin America" (Cunha, 1991, p. 207). The problem is that
Europe colonized Brazil and other countries in Latin America, and the
hegemonic vision in those countries was and is still Eurocentric. This
curricular proposal ended up privileging European frameworks and the
ideology of official groups that had and still have their backs to Latin
America and their eyes tumed toward Europe and its supposed "superior

civilized history."
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The wurgent necessity of addressing racial inequalities and
curriculum in Brazil can be justified and demanded as a simple matter of
racial justice. It gets complicated and challenging when one comes to
realize that racial justice is not easily achievable, especially in societies
like Brazil where profound social inequalities tend to create deeper racial

injustices and vice-versa. According to Wignaraja

The UNDP's Human Development Report of 1990 characterizes
Brazil as a high GNP-per-capita country with modest human
development and little equity... Brazil represents the cruder type
of capitalism transformation, which has resulted in a massive
polarization of the people and a very deep debt crisis, having
been incorporated into a global system without any safeguards in
terms of the equity of internal structural changes. (1993, p. 14)

Clearly a case has been made for the need for curriculum reform in
Brazil. This study will look at one such reform movement in some depth,
through interviews with leaders of the Black community in Belo
Honzonte, an analysis of Belo Horizonte's main newspaper and
documents about education published by the Municipal Board of
Education, and my own personal reflections as an Afro-Brazilian. Before
discussing the methodology used to carry out this project, it seems
worthwhile to locate the Brazilian educational "problem" in the context of
the United States' experience. The idea is to give readers some
background to understand better some assumptions regarding school
curriculum that we might expect Black leaders in Belo Horizonte to hold,
given that many educational ideas originating in Europe and North

America are introduced to Brazil where they remain implanted.
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1.2. The United States of America Context

The demographic social fabric of the United States makes it the most
diverse society in the world. The US population has changed from
approximately 90% European 200 years ago to approximately 50%
European, nowadays. People of African descent represent approximately
20%, and people of Central and South American and Caribbean descent
also represent approximately 20%. Peoples of Asian origin have grown

to approximately 8% (Gordon, 1992).

In the United States there is a strong debate and a huge number of
publications regarding the representation and assessment of different
cultural groups in the school curriculum, and how these multiple
representations can contribute to the development of intellectual
competence and racial justice in education, and in society. However,
what has been observed is that the democratization of school
opportunities, and the assessment of different cultures through the school
curriculum have not resulted in equal opportunity for students to
accomplish their goals, or in the celebrating of multiple ethnic heritage, or
in learning from the collective experiences of different groups. Instead,
“there has been a subtle but systematic insistence on the examination and
celebration of a particular and single American heritage, namely,
European” (Gordon 1992, p. 235).

It 1s Eisner (1985) who points to the fact that "the analysis of
society as a basis for the formulation of curriculum content and goals is

not as modern as one might believe"(p.78). In the United States, this issue
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goes back to the school survey movement of 1910, whose methods were
described in 1928. What gives new nuances to the discussion of
curriculum change is, indeed, the changing social and historical context,
as well as the role played by the agents involved. The shifting in the
question: "what knowledge is of most worth" to "whose knowledge is of
most worth" as posed by Apple (1990, p. vii), gives us an important tool -
- perhaps the main tool -- for analyzing the movement for curriculum
change in Belo Horizonte in the early 1990s. It seems that those involved
in that movement, even though not experts in curriculum, understood the
problem. It is in the curriculum that the fostering of students' knowledge
takes place and where the problem of who controls knowledge is posed.
Apple asserts that:

as Gramsci argued, the control of the knowledge preserving and
producing sectors of a society is a critical factor in enhancing the
ideological dominance of one group of people or one class over
less powerful groups of peoples or classes. In this regard, the
role of the school in selecting, preserving, and passing on
conceptions of competence, ideological norms and values (and
often only certain social groups' 'knowledge") -- all of which are
embedded within both the overt and the hidden curricula in
schools -- is of no small moment. (1990, p. 57)

In this sense the notion of knowledge as a social construction is
enhanced by a better understanding of where this knowledge comes from,
whom it benefits, and why. It is fundamental to have a sense of different
approaches to school curriculum in order to better understand the
Brazilian educational context in which the movement for curriculum

change took place. According to Eisner (1985, p. 62), there are five
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concepts of curriculum, interlocked and all important to the understanding

of the purpose and content of the school curriculum, namely:

(1) development of cognitive processes. In this view, the major
functions of the school are (a) to help children learn how to learn
and (b) to provide them with the opportunities to use and
strengthen the variety of intellectual faculties that they possess....
(2) Academic rationalism one of the oldest and most basic
orientations to curriculum goals and content. This orientation
argues that the major function of the school is to foster the
intellectual growth of the student in those subject matters most
worthy of study.... (3) A third orientation to curriculum is one
that emphasizes the primacy of personal meaning and the
school's responsibility to develop programs that make such
meaning possible. The curriculum is to emerge out of the
sympathetic interaction of teachers and students within a process
called teacher-pupil planning.... (4) Social adaptation and social
reconstruction is one that derives its aims and contents from an
analysis of the society the school is designed to serve.... (5)
Curriculum as technology conceives curriculum planning as
being essentially a technical undertaking, a question of relating
means to ends once the ends have been formulated.

This lengthy quotation gives us a good idea about varying concepts
of school curriculum. What remains to be understood is how discussions
of multiculturalism, multiethnicity and Afrocentrism challenge and are

challenged by those notions of curriculum.

The objective of this study -- an analysis of the dynamics present in
Black organizations' demands for the inclusion of African Brazilian issues
in school curriculum -- requires an examination of conceptualizations of
multiculturalism, multiethnicity and Afrocentrism along with their

contradictions, value, and crtiques. The following paragraphs also



(|

p ST




30

provide background on the history and social context of the struggle for
civil rights of African descent people in the United States.

1.3. Multicultural Approaches

In the United States, the assessment, development and application
of concepts such as Afrocentrism and multiculturalism have generated
enormous debates throughout the country. Mass media and educational
institutions have started a strong debate on the social and educational
implications of the multiculturalism and Afrocentrism approach to US
society. As a result, many critiques have arisen against their underlying

assumptions and theoretical viewpoints.

The theory and practice of multiculturalism in education emerged in
the United States in the late 1960s. The historical context that created the
concept of multiculturalism deserves some attention. According to
McCarthy (1991, p. 38) "Multiculturalism is, therefore, a product of a
particular historical conjecture of relations among the state, contending
racial minorities and majority groups, and policy intellectuals in the
United States, at a time when the discourse over school had become
increasingly racialized." Multiculturalism is a political and educational
project that carries, according to McCarthy (1991), contradictory and

problematic solutions to racial inequality in education.

Multicultural approaches have antecedents in the Civil Rights'
Movement. In 1954, in one of the most important decisions of that period,
the US Supreme Court decision number 347/483 ended officially the
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regime of segregated schools. Specially this was an important Civil

Rights victory for Blacks. Brown v. Board of Education of Topeka,
Kansas, in addition to overturning Plessy v. Ferguson of 1896 that
established the separate but equal doctrine, was the starting point for a

series of initiatives demanding structural changes in the educational

system.

Whites, especially in the South, decided to block the Supreme
Court's decision of 1954. Many White organized groups, were
determined to resist any change in racial and social relations in the United
States. The desegregation of schools was a very slow process. The
opposition to the desegregation of public school was strong. Especially in
the South, White and Black students were racially separated by classes
or/and Black students were not allowed in extracurricular activities. In
some schools, Black staffs were assigned to inferior positions and Whites
with less preparation were assigned to superior positions (Franklin &
Moss Jr., 1988).

In despite of that, Blacks and other racial groups also in the struggle
for civil rights: Whites, Latinos, Caribbeans, and Asians, held the belief
that the school desegregation would be able to bring racial justice,
especially in education. Their dream did not come true. Blacks witnessed
the assassination of their leaders, from Malcom X (1965) to Martin
Luther King Jr. (1968), as well numerous other Civil Right organizers.
White supremacist groups and individuals kept in place their effort to
block the Civil Rights movement. White mothers organized

demonstrations against school desegregation, and White construction
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workers were radically opposed to the employment of Black journeymen
and apprentices. Black leaders in the US must have felt what one Black
leader in Belo Horizonte recently said: Nds estamos por nossa conta [we
are on our ownJ]. Some Blacks in the US radicalized their organizations
and adopted nationalist ideals. As Franklin and Moss Jr. describe:

Even before his death Martin Luther King had been criticized by
militant, action-oriented blacks who insisted that whites would
not respond to black demands on the basis of Christian charity,
good will, or even peaceful demonstrations. Some also felt that
whites would never concede complete equality to blacks. In
1967 the Black Power Conference in Newark, New Jersey,
called for the 'partitioning of the United States into two separate
independent nations, one to be a homeland for white and the
other to be a homeland for black Americans'. meanwhile, a
group of young California militants led by Huey P. Newton and
Bobby Seale organized the Black Panther Party for Self-
Defense; and Eldridge Cleaver, its most articulate spokesman,
declared that the choice before the country was 'total liberty for
black people or total destruction of America'. (1988, p. 459)

It was the time when Blacks came to understand that Whites were
not about giving away their White supremacist assumptions, racist
practices, and White privilege. Educational policy makers and liberal
intellectuals had to shift from an assimilationist approach in which Blacks
and other minorities were relegated to second-class citizenship
(McCarthy, 1991), to a discourse based on plurality and cultural
diversity.

There is contemporary conceptual and political disagreement, in the
United States, regarding multiculturalism. There are a number of scholars

who see multiculturalism, as well as multiethnicity, as aiming to
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"explode" racial ideptity. Those arguing against multiculturalism judge
this as evading Black racial consciousness and the non-identification with
Africa in pursuit of a raceless society. Multiculturalism as a paradigm
sometimes fails to recognize that the existence of racism relates to the
possession and exercise of political and economic control and authority.
It also 1s less often seen as related to forms of resistance to the power of

dominant social groups.

One interesting finding is that the leaders interviewed did not seem
to have a set of established ideas on multiculturalism and Afrocentrism,
nor access to literature about such issues. All of them saw those ideas as
concepts being put in practice in the United States. This does not imply
ignorance, but suggests that these leaders developed their ideas about
racial justice in education from a different perspective. For instance, an

interviewee asserted:

Multiculturalism leads me to the notion of globalization of
economy. It probably works in countries that have a fragmented
racial identity. Because you dilute the authentic cultural
expression of peoples. It does not mean that all cultures do not
have their pluralities. It does not mean that culture does not
have pluralities that are in the essence of culture. If for
instance, I hold the assumption that Africa is my reference and
matrix, although I have never been to Africa, I carry with me
the heritage and ancestrality as I'm able to see it
Multiculturalism affirms and neglects my presence in the world.
(Severino)

This Black leader is calling attention to the possible contradictions that
discourses on pluralism can bring, and how they can be used to hide

conflicts, racism and inequalities. The implications of multiculturalism
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and Afrocentrism for the Brazilian educational arena; therefore, deserve

further discussion.

The word "multiculturalism,” according to Wurzel (1988), has two
meanings. One simply refers to the fact that human existence is inherently
and universally multicultural, even though historically, humankind hasn't
recognized this given fact. The second definition is based upon a
perspective which assumes that people act within the context of
multicultural society and that the key to multiculturalism is awareness.
Wurzel defines multiculturalism in education not only as an instructional

product but as

a continuous process involving (1) reflection, learning and the
development of cultural self-awareness, (2) the acceptance of
conflict for its educational potential, (3) the willingness to learn
about one's own cultural reality from interaction with others, (4)
the improvement of communication with people from other
cultures, and (5) the recognition of the universality of
multiculturalism. (p. 3)

According to La Belle and Ward (1993), multiethnic and multiracial
societies should make efforts to ensure equity and justice for individuals
whose minority backgrounds, physical features, economic status, and
goals differ from dominant groups. The authors approach multiculturalism
as a tool for understanding the world order that goes toward more
globalization in economics and politics.

For the Chicago Cultural Studies Group (1992)

Multiculturalism has produced if anything an even greater rush

for utopian thinking than 'cultural studies’. For its adherents,
multiculturalism increasingly stands for a desire to rethink
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canons in the humanities - to rethink both their boundaries and
their function. It also stands for a desire to find the cultural and
political norms appropriate to more heterogeneous societies
within and across nations, including norms for the production
and transmission of knowledge. Multiculturalism as a social
movement gets critical purchase because it intrinsically
challenges established norms, and can link together identity
struggles with a common rhetoric of difference and resistance.

(. 531)

In his most recent book, Introduction to Multicultural Education,
Banks (1994) reaffirms the aims of multicultural education: (1) to help

students understand their home and community cultures, and at the same
time helping students to get free from their cultural boundaries; (2) create
and maintain a civic community that works for common good, helping
students to acquire the knowledge, attitudes, and skills they will need to
participate in civic action to make society more equitable and just; (3) and
understand multicultural education is as an education for freedom. Those
three main objectives of multicultural education might be considered too
apolitical. Issues of social class hierarchy, and race as a social
construction seem not to be the target of multicultural education, as
presented by Banks. Educational changes for this author can be better
articulated within the concept of multiethnicity.

Multiethnic education is concemed with modifying the total
educational environment so that it is more reflective of the ethnic
diversity within American society. This includes not only the
study of ethnic cultures and experiences, but making institutional
changes within the school setting so that students from diverse
ethnic groups have equal educational opportunities. (Banks,
1979, p. 23)
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Little doubt remains that almost all contemporary societies are
multiethnic (J. Banks,1979). There is no less doubt that they will continue
to be in the future. That observation, however, is only a starting point for
analysis, because the strength of ethnic attachment can also widely
diversify societies. On the one hand, modernization, with its double-sided
sword, diminishes attachment to culture and ancestrality. On the other
hand, culturally and ancestrally defined groups persist; they may even be
intensified by forces released by modemnization. Some consider
ethnic/cultural and racial identities the most powerful and deep form of
manifesting the sense of belonging to a nation (Anderson, 1991; Trouillot,
1990). The United States, since the 1950s, has witnessed significant
movements for curriculum reform based on racial and ethnic
compositions of its population. For example, according to Harris (1992):
"Africentrism proposes that people of African descendent or cultural
orientation center their view and evaluation of the world within their
historical and ontological framework" (p.306). It is important to notice
that Afrocentrism does not imply what ethnocentrism and Eurocentrism

imply: one race, nation, or culture as superior.

Africentrism or Afrocentrism is the belief in the centrality of
Africans in postmodern history. It is our [African's people]
history, our mythology, our creative motif, and our ethos
exemplifying our collective. Africentrism is only superficially
related to color; it is more accurately a philosophical outlook
determined by history." (Asante, 1988, cited in Harris, 1992,
p.305)

Within the discussion of Africentrism, according to Banks (1992)

The Africentric conception emerged from the field of Black
psychology... Two major elements of this context were the
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ascendance, to an unprecedented status of attention, of the
political and economic interests of the African Diaspora; and the
unprecedented demise of what one Black philosopher [ Cornel
West], has described as the dead, impotent rhetoric of declining
and decaying civilization -- that is, postmodern thought in the
west. (p. 263)

In discussing race and curriculum in the United States, McCarthy
(1991) prowvides a critical overview of approaches to school curriculum
from their ideological and political standpoints. What follows are three
contemporary approaches for implementing multicultural education in the
United States' schools, as categorized by McCarthy (1991), namely,
cultural understanding, cultural competence, and cultural emancipation.

According to McCarthy, cultural understanding in multicultural
education emphasizes the acceptance of cultural differences in the
classroom and in the school curriculum. It is expected that educational
programs, based on the cultural understanding approach, will contribute
toward the elimination of prejudice. It is important to understand that the
emphasis on cultural understanding goes beyond the development of
communication skills and respect for ethnic differences. It also
emphasizes the possibility of eliminating stereotypes related to race and

gender.

The cultural understanding model aims for the improvement of
communication among the diverse ethnic groups present in the school
system. It is based upon the notion of relativism in which ethnic groups
are supposed to have some common interests among them "a formal

parity with each other," according to McCarthy. School curriculum based
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on this model would have individuals noticing that they are different but
the same (since we are all human beings). American school critics have
raised concerns about attitudinal changes through cultural understanding
programs. According to McCarthy:

Writers such as Pettigrew (1974), Garcia (1974) and Gibson (1984) point
to tendency of proponents of cultural understanding models to
overemphasize the difference among ethnic groups, neglecting the
differences within any one group. They also draw attention to the
unintended effect of stereotyping which results from multicultural
approaches that treat ethnic groups as ‘'monolithic entities possessing
uniform, discernible traits' .... For instance Garcia contends that advocates
of cultural understanding models tend to discuss Chicano culture as if it
were a set of values and customs possessed by all who are categorized as
Chicanos or Mexican Americans ... This fallacy serves to create the new
stereotype which is found in the completion of the statement, Mexican
children are ....(1991, p. 46)

The cultural understanding standpoint tends to emphasize the
promotion of racial harmony and a tolerance for social and ethnic
differences. There is a "prejudiceless goal" in the cultural understanding
approach, as it is found in Banks (1979) contributions to the
understanding of the goals of multiculturalism. But, the great issue is how
to go beyond racial harmony and tolerance, and become able to challenge

institutional racism.
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Cultural competence is based on bilingual / bicultural skills and
pluralist values. The language and identity of different ethnic groups who
live in the United States are the main focus of multiculturalism as a
cultural competence. Bicultural and bilingual programs within the cultural
competence framework represent a direct challenge to the prominence of
Anglo and other European values in the school curriculum. McCarthy
(1991) calls attention to the fact that "attempts to teach minority students
how to cross over the language and culture of mainstream America also
commit these students to a trajectory that leads toward incorporation and
assimilation" (p. 50). Some educators have built a different model to
implement multicultural education. In searching for educational policies
and pedagogic practices capable of boosting racial justice in education,
models of cultural emancipation and social reconstruction were brought

forward.

The cultural emancipation model has particular significance to this
study. In this approach, ethnicity and racial issues are at the center.
Minority under-achievement in the classroom is not seen not as a cultural
deficit, but related to the suppression of minority cultures in the school
curriculum. Models of cultural emancipation and social reconstruction
hold some basic assumptions in terms of the way concepts of race are

created by school dynamics.

a) There is a fundamental mismatch between the school
curriculum and the life experience and cultural backgrounds of
American minority youth... b) This mismatch exists because
schools privilege white middle-class values while simultaneously
suppressing the culture of minority youth ... ¢) Thus, schools
play a critical role in the production of differential educational
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opportunities and life chances for minority and majority youth.
d) Educators should help to redress this pattern of inequality by
embarking upon multicultural curricular reform that would
provide equality of opportunity for academic success for
minority students. (MacCarthy, 1991, p. 52)

The cultural emancipation approach to multicultural education
would suggest curriculum reform based on structural changes for social
and economic changes in society. Educators involved in the cultural
emancipation approach believe that cultural and social change can occur
in education if there is a shift in the school cumiculum. If Blacks, Latinos
and other minorities students can have their history, culture and social
values addressed as dependent vanables to their schooling process, and
not as extraneous beliefs that just appear in the school curriculum as an
appendage, society will change. This approach, though, for McCarthy has

not gone far enough.

As Troyna and Williams (1986) have pointed out, attempts at the
reorganization of the school curriculum to include more
historically and culturally sensitive materials on minorities have
not significantly affected the unequal relations that exist between
blacks and whites in school and in society (...) By focusing on
sensitivity training and on individual difference, multicultural
proponents typically skirt the very problem which multicultural
education seeks to address: WHITE RACISM. (1991, p. 54)

Those authors and many others, have called attention to the societal limits
of multicultural education, as well its ability and power to promote

significative change in minority students' schooling.

The United Stated is a good example of a social formation where

minority ethnic (social and cultural characteristics) and racial (inherited
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traces) groups have been excluded from the mainstream society. They do
not fit the patterns created by this society. The "others" or the
"minorities" are current terms used to name those people of color. These
"extraneous" people in its majority are from the working class. According
to Zeichner, in the United States

students of color comprise about 30 percent of public school
students, are the majority in 25 of the nation's 50 largest school
districts, and are the majority in some states like New Mexico,
Texas, and California. In the 20 largest school districts, students
of color comprise over 70 percent of the total school enrollment.
(1993, p. 3)

In this scenario, most teachers are White, female, and monolingual who
would prefer to teach in White middle class neighborhoods, if given a
choice. This configuration will not soon change since minorities are less
represented in the educational field, and graduate schools admit low
percentages of minorities into their programs. Frierson Jr. (1990, p. 12)
asserts that "since 1975, the number and percentage of Black recipients of
doctorates in education have declined, decreasing from 9.2% in 1975 to
only 7.0% in 1986, 691 African Americans received a doctorate in
education in 1976, as compared with only 421 in 1986." This lack of
representation of African-Americans is noticed also in important forums
of discussion as in the American Educational Research Association in
which among its 15,888 members, it is estimated that about 570 (less than
4%) are African American. It seems that the task professors have on their
hands is their own preparation as well as teachers, to be able to interact

with students who are culturally and racially different from them.
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Meanwhile, we are left with some haunting questions: (1) If we
change (expand) the curriculum in order to include the standpoint of
"minorities," is there a guarantee that this curriculum will not still carry
different knowledge and expectations for children belonging to different
social classes? (2) Is it possible to take for granted that the school
commitment to social justice would bring about racial justice? (3) Should
equity in education assume that schools must consider themselves to be
the redemptor of the poor? (4) How much does teacher education
confront gender, class and race issues? (5) Are families' abilities to
interact with school being included in the movement for curriculum
change? (6) Can schools overcome demographic, economic, social and

political realities simply by expanding the curriculum?

These questions will be added to my initial ones in analyzing the
data. This study;: BLACK ORGANIZATIONS' DEMANDS FOR THE
INCLUSION OF AFRICAN-DESCENT ISSUES IN THE SCHOOL
CURRICULUM IN BELO HORIZONTE, BRAZIL IN THE EARLY 1990s,
strives to reveal grass-roots organizations' attempts to implement changes
in the municipal school's curriculum, to address racial inequities. It will
speak to the creation of Black organizations' protests against a fake and
folkloric racial democracy that has for centuries eroded any possibility of
racial justice. Though I am not able to generalize to other groups and
countries, perhaps the experiences of the Black leaders in Belo Horizonte
will be useful to other educational researchers and all those interested in
the development of curricula for social and racial justice. The
methodology used to carry on this study will be described in the

following section.
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CHAPTER 11

METHODOLOGY
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2. Method.

As I begin this section on method, it is important to review the
focus of this study. My specific interest is less on the results of the
curriculum movement in Brazil and more on the process. I want to bring
to light the process of organization, and what it meant to those actors
involved in that historical moment I have called when Black folks try to

take racial justice in their own hands.

To select an appropriate method for this study, I completed an
independent study on the methodological approaches to the study of
racial inequalities in education in the United States. I reviewed ERIC
(Educational Research Data Base Information Center) at the Michigan
State University Library, where 133 titles and abstracts were found under
the combination "Racial and Research Methodology”, 61 using
quantitative approaches and 72 using qualitative ones. The descriptors
were: cultural differences, racism, racial inequality, gender,
multiculturalism, social class, ethnicity, diversity, race and ethnicity of
investigators, affirmative action, cross cultural-studies, ethnocentrism,
racial-bias, sex-bias, statistical-bias, feminism, stereotypes, cultural
pluralism, anti-Semitism, cultural differences, racism, and racial
inequality. My review revealed that as the number of minority researchers
increased, the number of studies attending to racism and prejudice has
also nisen. This does not mean that the number of African Americans
researchers has substantially increased. What is noticeable is the increase
of researchers from other minority groups: women, Latinos, Caribbeans,

Asians, and homosexuals. I also discovered there is great diversity in the
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defining the word "racism." This diversity has led to the development of
new theories or reinterpretations of those theories. Thus, there was a
greater sophistication of both theoretical development and empirical
investigations of those theories. Many qualitative studies focus on
prejudice and discrimination, how prejudice is leamed, class prejudice,
racism and self-esteem, the impact of social contact among diverse
groups, multiculturalism, the nature of social experiences, and the role of

schools.

From reviewing studies on racism, as well studying meta-theory
approaches that, according to Worsley (1984, p. 4), are "set against and
lodged in history, focused on the theories and categories that have been
used by others, both by actors in the world of everyday life and by
specialists in theorizing, to make sense of what is happening to them", I
determined that I could best achieve the purpose of my study (1) through
a tnangulated qualitative approach which includes both structured and
open-ended interviews; (2) a document analysis of both historic and
enacted documents; and (3) my own experiences as an Afro-Brazilian
educator in Belo Horizonte. To collect the data (1) I used structured
interviews with Black leaders in Belo Horizonte, followed by open-ended
conversation;, (2) I reviewed relevant documents; (3) I recalled and
presented my personal experiences. It made possible some understanding
of how these nine leaders of the Black community organized and
evaluated the movement for curriculum change in 1990, and what they

envisioned in terms of school curriculum for the future.
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2.1. Doing Qualitative Research

Most qualitative research aims to capture participants' experiences
as accurately as possible, understanding how participants think and
develop the perspectives that they hold. In other words, qualitative
research strives to give insight to the meaning people give to their
experiences. This assumption is very important because the lived
experiences of leaders of the Black community involved in the demand
for school curriculum reform was an important feature of this study. The
research was conducted from the middle of January of 1995 to until the
end of March of the same year. Visiting schools to see if any change
could be observed in the school curriculum would be an interesting follow
up; however it was not accomplished because of the length of time
designated to this study and goals of this master's thesis inquiry. Most of
the time was employed in the process of doing, transcribing, and
analyzing the interviews. The researcher's familiarity with Belo Horizonte
(see section 2.4), facilitated mobilization and contacts with the

interviewees.

According to Bogdan & Biklen (1982), there are five key points that
should be observed in doing qualitative research: (1) The researcher is the
key instrument. This assumption constitutes an acknowledgment that the
research design, data collection, and analysis can be influenced by the
researcher. The qualitative researcher should be aware of this fact and
prepared to account for personal assumptions and biases in order to
understand an event from the participants' points of view. While

researchers can sometimes delegate the analysis of their data, qualitative
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researchers cannot, because interpretation is the essence of qualitative
analysis. (2) Qualitative research is descriptive. In qualitative research,
numbers are used primarily to support narrative descriptions of events
and behaviors. The understandings that have been generated from a
specific study should be reported in quotations and descriptions of
behavior. (3) the qualitative researcher is concerned with process.
Focusing on the process can generate an understanding of how the
outcomes occurs.(4) Data are analyzed inductively. Theory is developed
and adjusted as the data are collected. The qualitative researcher strives
to understand the process of interpretation by which new definitions
become part of a human group's set of stable meanings. (5) Meaning is of
essential concemn. The qualitative researcher is interested in

understanding how participants think and develop their perspectives.

2.2. Open-ended Interviews

Some authors describe interviewing as the most important data
collection technique in qualitative studies. According to Glesne and
Peshkin (1992, p. 92), "structured means you have specified questions
you know you want to ask; open means you are prepared to follow

unexpected leads that arise in the course of your interviewing."

From a phenomenological standpoint, the way to understand the
demands of Black leaders in Belo Horizonte was to try to uncover their
lived experience of education. The main focus was less centered in how

they organized their political platform and more concerned with the
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nature or essence of their personal experience in organizing the

movement. As Van Manen asserts:

phenomenological human science is the study of lived or
existential meanings ... Phenomenology differs from other
disciplines in that it does not aim to explicate meanings specific
to particular cultures (ethnography), to certain social groups
(sociology), to historical periods (history), to mental types
(psychology), or to an individual's person life history
(biography). Rather, phenomenology attempts to explicate the
meanings as we live them in our everyday existence, or life
lifeworld .... Phenomenology research is a search for the fullness
of living, for the ways a woman possibly can experience the
world as a woman, for what it is to be a woman. (1990, p. 4;5)

Open to alternative constructions of reality and to the many possible
explanations of this same reality, phenomenology intends to grasp the
meaning of everyday experience. Practice within phenomenological
framework is an antecedent for theory. Theory comes later as result of
lived experience. "Theory does not control praxis, the theory of any
science of education comes always later. Theory can only make room for
itself once praxis has settled"(Van Manen 1990, p. 15). Lived experience
is assumed as socially constructed, and more complex than the written
outcomes of a report or description. The experiences of nine leaders from

different groups constituted the major focus for this analysis.

In order to understand how these leaders of Black organizations
conducted and evaluated the movement for curriculum change in 1990,
and what they envisioned in terms of school curriculum and racial justice
for the future, the following questions were used as framework and

guideline to organize the interviews:
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(1) How did Black leaders for civil rights in Brazil suggest revising the
school curriculum? (2) During the curriculum reform movement, were
relations established between leaders and the Municipal Board of
Education (the educational office in charge of curriculum discussions and
alterations at the local level)? (3) What previous knowledge did Black
leaders have about school reorganization and curriculum implementation
strategies? (4) What demands for inclusion of Black issues were central
to the school curriculum alteration platform? (5) Were knowledge and
assumptions about multiculturalism and Afrocentricism built into the
curriculum reform proposal? These were the main points embedded into
a total of twenty specific structured questions which emerged as the
second level. A third layer of questions emerged from further open
conversation. They enriched and added new information to the earlier
questions. The first two levels of questions - the big idea, and the 20
structured questions constituted the main tool. The open conversation was
also an important instrument to get information about the processes that
brought together a group of leaders of the Black community demanding

school curriculum change.

Most of the interviews took place in various Black organization's
conference rooms. Two of them took place in the interviewee's house at
their request. The structured questions were ordered according to a
logical sequence. Part I: profile of interview, her/his personal experience
and opinions about schooling, Afro-Brazilians issues, and curriculum
(questions 1 to 4). Part II: what motivated and mobilized the Black
leaders to organize the Municipal Commission Against Racism (questions

5 to 8). Part III: the internal process of discussion and preparation of the
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platform for school curriculum change in Belo Horizonte (questions 9 to
13). Part IV: evaluation of the process (questions 14 to 20). Most of the
time, however, questions were not asked in exactly this sequence. Also,
some interviewees spent more time on one question than on another. For
instance those who had children spent more time on question number 1
than those who had none. The structured questions as well the ones added

as the interviews unfolded (level 3) can be found in appendix A of this
paper.

The interviews were conducted with representatives of three
different Black organizations in Belo Horizonte. Information about these
Black organizations is given in chapter IV. The interviewees were those
who coordinated the process for curriculum change, wrote documents,
and attended meetings with the Municipal Board of Education. Each
organization was allowed two representatives to the joint Commission
imtially called "Commission Against Racism in Belo Horizonte' Public
Schools," and later "Citizenship and Afro-Brazilian Culture in Belo
Horizonte' Municipal Schools." During the interviews it was evident that
all these representatives were educators. The coordinator of each
organization was also interviewed in order to provide important

information on the internal processes in his/her organization.

In order to select and contact the leaders, I gained access to the first
document written by this commission, which provided the names and
phone numbers of the members of "Citizenship and Afro-Brazilian
Culture in Belo Horizonte' Municipal Schools." After reading the

document I called and made appointments with those who were available,
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expecting that she/he would be interested. Before the interview sessions, I
mailed a translated abstract of my master's thesis proposal, as well as a
consent form approved by the University Committee on Research
Involving Human Subjects at Michigan State University. These two texts

gave to them a better idea of my objectives and intentions.

The interviews took an average of approximately 2 hours and 30
min. Beforehand interviewees were told about the requirements for the
interview and the possible necessity of a follow up of approximately 1
hr. The estimate of time for the first interview came from a pilot interview
protocol with two Afro-Brazilian volunteers (one male, one female) also
interested in issues of education and racial relations within the Brazilian
society. In the interval between the first and second interviews, I
conducted research into the daily newspaper "Estado de Minas" and
analyzed data from the first session. This was an important step because
the information from both sources, newspapers and interviews enriched
each other. For instance, I found no information in the newspapers that
school children in Belo Horizonte were sent to specific schools and/or to

specific classroom because of their race.

In conducting the interviews, issues of intersubjectivity were
present. The path chosen in doing the interviews was that in which
researcher and researched met and developed a relationship marked by
the intention of going beyond data collection. Indeed, the intention was to
interpret a social experience, striving to understand the complexity of

feelings, social values, and beliefs. According to Van Manen:
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In the human sciences, objectivity and subjectivity are not
mutually exclusive categories. Both find their meaning and
significance in the oriented (i.e., personal) relation that the
researcher establishes with the "object" of his or her inquiry.
Thus, objectivity means that the researchers remains true to the
object. The researcher becomes in a sense a guardian and a
defender of the true nature of the object. He or she wants to
show it, describe it, interpret it while remaining faithful to it --
aware that one is easily mislead, side-tracked, or enchanted by
extraneous elements. Subjectivity means that one needs to be as
perceptive, insightful, and discerning as one can be in order to
show or disclose the object in its full richness and its greatest
depth. Subjectivity means that we are strong in our orientation to
the object of study in a unique and personal way -- while
avoiding the danger of becoming arbitrary, self-indulgent, or of
getting captivated and cammed away by our unreflected
preconceptions. (1990, p. 20)

None contacted refused to be interviewed. It was quite the
opposite. All of them showed interest in talking about the process of
organizing the demands for cumriculum change and in evaluating the
outcomes of the that process. They seemed to be happy because I (an
Afro-Brazilian female and educator) was also interested in understanding
and theorizing about their experiences. Due to the lack of research on
racial issues in Brazil, they hoped to make an important contribution to
the understanding of racial relations in Brazil and the diffusion of this
same understanding overseas. Earlier, as an undergraduate majoring in
Pedagogy at the School of Education of the Federal University of Minas
Gerais, as well as a member of the Interdisciplinary Group of African
Brazilian Studies at this same university, I got to know their proposal for
curriculum change. My previous knowledge helped establish the rapport

necessary for the construction of a trustful relation during the interviews.
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According to Glesne and Peshkin (1992, p. 94) "Rapport is a distance-
reducing, anxiety-quieting, trust-building mechanism that primarily serves
the interest of the researcher ... Rapport encourage informants to talk
about their own culture." Although not sufficient for the success of the
interaction between interviewer and interviewee, rapport is seen as an
important foundation. Rapport should not be confused with friendship as

Glesne and Peshkin also underscored:

friendship means mutual linking and affection and imply a sense
of intimacy and mutual bonding. We trust our friends; even
more, we like them and will do things for them that we would
not do for others ... A relationship characterized by rapport is
marked by confidence and trust, but not necessarily by liking;
fnendship invariably is. (1992, p. 94)

The interviews were recorded after asking if the interviewees would
feel comfortable with the procedure. The first interviewee told me she
would not like to have the interview recorded. Her request was promptly
respected. I tried to be as natural as I could, taking handwritten notes
during the whole interview, while at the same time, trying to focus on the
respondent's talk. It was very difficult to focus on the interviewee's talk
because I was writing. I did my best, trying to capture all the words. By
the end of the interview I read to the interviewee what I had written to
make sure I had gotten all the information as verbatim as possible. At the
second session the respondent allowed me to make a recording. Because
the earlier session was the first time in her life she had been interviewed,
she had not felt comfortable.
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The other interviewees did not have any problems with tape
recording. A microcassette tape recorder and a separate external
microphone were used. An earphone allowed me to listen to the
interviews when riding in a bus or doing another activity. The
microcassette auto stop and light blinking mechanisms avoided the risk of
keep going with the interview when the tape was already full or due to
power failure the microcassette was not working. Even with an AC
adapter to plug in the electrical outlet, extra batteries and cassettes were
always at hand to avoid any u<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>