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Introduction

The late Twentieth Century and the early Twenty-first are marked by staggering changes in the world in several areas of human life: economic, technical-scientific, political and social, with remarkable repercussions in the field of ethics and moral. The main characteristic of the modern world is the discrepancy between the extraordinary scientific and technological development and the insufficient moral development of humanity. There is a lack of values in the world. The admirable technical-scientific competence of those who discovered nuclear energy is not in keeping with the ethical and moral competence of those who manufactured and unleashed the atomic bomb on Hiroshima and Nagasaki. The same can be said of the technical precision of those who tore down the World Trade Center Twin Towers, in New York, indifferent to the human suffering they were aware they would cause. The issue can be summarized with the hypothesis that, in human education, scientific and technological achievements take precedence over the learning and practice of values. The world has seen an era that Hobsbawn (1995) called the era of extremes, an era in which it experienced two great world wars, which have bequeathed us contemporary barbarism, exposing the brutalization of politics and theoretical irresponsibility and economic orthodoxy.

On the other hand, fortunately, this experience of conflicts and suffering has also generated an awareness of values in the world’s nations, to be introduced in the human way of getting along with others, in the form of the Universal Declaration of Human Rights, in 1948. Going back to Hobsbawn, it seems like the world has become aware of the warning given by this historian, for whom, for the future of mankind to be recognizable, it “cannot be by the extension of the past or the present.  If we try to construct the third millennium based on that, we will fail. And the price of failure, i.e. the alternative to the change in society, is darkness” (op.cit., p.562). Hence, this paper does not argue in favor of a defeatist attitude regarding education and the fate of humanity, for, as it records the efforts of nations in search of new ways to an ethics of compassion, love and solidarity, it also seeks to show the interpretation that the Brazilian educational system has had of the humanistic credo that inspires, nowadays, the basic education curricula in the country, thus summarized in the thought of Montserrat Moreno (1993, p. 35-36):

If culture and, consequently, teaching are the product of the predominant ideas throughout history, and if those ideas advance, it is natural that such advancement also reflect upon teaching. We cannot expect that the fields of knowledge that began with classical science – whose validity no-one doubts -  provide the knowledge of everything that men and women of the present times need to know, because we live in a society that claims for peace, equality of rights and opportunities for men and women, for the preservation and improvement of the environment, for a healthier life, for the development of affection and sexuality that will allow for the improvement of inter-personal relations; a society that needs to devise autonomous, critical personalities, capable of respecting the opinions of others and defending their own rights, at the same time. Those issues are not contemplated in the problems of classical science.

Values of the Brazilian legislation

In Brazil, the Constitutional Chart of 1988 made the values that constitute the ethics of the Brazilian nation explicit, among which, for the purpose of this text, we highlight diversity, equity and cultural identity.

According to Capanema (2006), in a conference prepared for a special session at the VIII Mid-Western Region Education Research Meeting – Anped, the Constitution seeks to respond to the impatience of the Brazilian society in view of the persistent, predominant social disparities:

Within this legal framework, it is necessary to fit the image of a nation with disposition and means to face its many contradictions between the democratic ideas and existing inequalities in society, between the principle of national unity and the legitimacy of the diversity of many heterogeneous ethnic groups and differentiated groups that speak the same language but don’t talk to each other.

The major law of Brazilian education, Law no. 9,934/96, the Law of Guidelines and Basics for National Education – LDB, sanctions the constitutional principles establishing a perspective for the development of a person, in order to develop values that will integrate the individual to society, based on the following principles, among others:

Art. 3 - Teaching will be based on the following principles:

I – equality of conditions of access and to remaining in school;

II – freedom to learn, teach, research and disseminate culture, thought, art and knowledge;

III – plurality of ideas and pedagogical concepts;

IV – respect for freedom and high regard for tolerance (Brazil, 1996).

The first effort for the operationalization of these principles ended in the development of the National Curriculum Guidelines and Parameters – DCN and PCN, for Basic Education, which innovates with the inclusion of Transversal Themes. What are transversal themes? What is their importance? It is the Ministry of Education - MEC that answers:

Those are themes geared towards the understanding and the construction of social reality and of the rights and responsibilities related to the personal and the collective life, and to the affirmation of the principle of political participation. This means that they should function, transversally, in the existing areas and/or subject matters. Based on the constitutional text, the PCNs have chosen principles according to which school education is oriented: dignity of the human being, equality of rights, participation and co-responsibility in social life. The teaching systems, being autonomous, may include themes that are deemed socially relevant for the community (Brazil, 2006).

Not being specific subjects, the transversal themes, as the name says, go through all the curriculum content and experiences. In agreement with the theme of the 2006 World Assembly, in this paper, the concepts of cultural identity, diversity and equity and the development of teachers are highlighted.

In a paper presented at the New Trends in Education for the Third Millennium Seminar, at the Federal University of Bahia, sponsored by the Brazilian Compared Education Society – SBEC, Câmara (1997) stresses that in the contemporary world, marked by globalization, society is structured by ethnic and cultural heterogeneity, which requires special attention due to its significant scope.

The process of democratization of access to school has made it the privileged site of cultural diversity. As a consequence, school faces the challenge of propitiating ethnic and cultural plurality by way of those pedagogical actions that actually reflect and promote such plurality. It is hard to know what has made up a “curriculum for cultural diversity”, for, as Barbosa (1996) says, it is still an issue open to discussion.

Dealing with cultural diversity is a controversial issue that has been discussed by theoreticians who argue for ways that are not consensus yet. However, several trends of thought have been presented by scholars on this theme, among which stand out the ideas of Hannoun (quoted by Barbosa, 1996, p.23). This author presents three of these trends: 1) Assimilationism, which defends the primacy of one of the cultures, reducing value from  or even eliminating all others, thus characterizing cultural unification. 2) Multiculturalism, whose objective is the maintenance of each group’s specific characteristics, and, from this perspective, school may bring about the reflection of cultural atomization and of a ghetto mosaic, triggering in the curriculum the lack of likely interactions among the specific contents of the different cultures. 3) Inter-culturalism, recognized as cultural pluralism, argues in favor of the statement that each culture is to be considered in its own identity and to be open to the others, in order to establish, as Hannoun says, inter-complementary relations. This means that any culture will be enriched by its contact with the others, changing it and developing connections that propitiate the construction of a new culture. According to several authors, although inter-culturalism presents quite positive aspects, this ongoing theoretical orientation is far from being consensual.

Other typologies are found in publications discussing cultural diversity, presenting similar points and some differences. Based on the aspects presented, we understand that school plays a significant role with regard to the development of an education towards globalization, taking into account the society’s and the student’s cultural and ethnic diversity.

That having been said, we highlight:

· The scientific and technological development predominant upon all other sectors of human existence does not do without the contribution of axiological aspects of education, stressing on the issues of equity, diversity and cultural identity.

· Special attention in the way of dealing with diversity is a requirement of ethnical and cultural heterogeneity, which structures contemporary society.

· Enrichment from the contact among different cultures should occur without loss of cultural identity, with the preservation of local cultural values and the establishment of complementary relations.

· For the “global citizen” to develop, it is necessary that the borders between countries be opened.

· The value of a personal, social and professional life results from the construction of a curriculum that contemplates, at the same time and with equal intensity, the critical-cognitive dimension and the affective dimension of sentiments and values, considering man as a whole and in all his stages (Câmara, 1997).

Equity is another value inserted in the Brazilian education concepts that curriculum cannot dispense with. Looking for the concept in the Novo Dicionário Aurélio da Língua Portuguesa (Portuguese Language New Aurélio Dictionary)(1986, p.675):

Equity means disposition to acknowledge the right of everyone equally. A set of unchanging principles of justice that introduce a criterion of moderation and equality to the judge, even if detrimental to the objective right. Feeling of justice averse to a judgmental criterion or rigorous, strictly legal treatment. Equality, rectitude, equanimity.

From the Dicionário Houaiss da Língua Portuguesa (Portuguese Language Houaiss Dictionary) (2001, p. 1183), equity:

Respect for equality of rights for everyone, independent of positive law, but of a feeling about what is considered fair, bearing in mind causes and intentions. Virtue of who or what (attitude, behavior, fact, etc.) expresses a sense of justice, impartiality, respect for equality of rights.

This principle is printed in the Constitution of the Federative Republic of Brazil (Brazil, 1988, p.5), article V, that provides on individual and collective rights and duties: “All are equal before the law, without distinction of any kind, Brazilians and foreign residents in the country being ensured inviolability of their right to life, to freedom, to equality, to security and to property”…

Theory and practice in teacher development
It is not difficult to establish a connection between these concepts and a curriculum’s key issue that will be capable of mixing the technological and the human, the proven and the innovative and the serious and the fun, multifaceted, therefore, indispensable in the development of the educator (Doll, quoted by Câmara, 2001).

For the teacher to contribute more effectively in the development of citizenship, Perrenoud (2000, p.143) points out five specific competencies, which must not only be learned but experienced daily at the school “here and now”:
Preventing violence at school and outside it.

Fighting against sexual, ethnic and social prejudice and discrimination.

Participating in the creation of common rules of life regarding discipline at school, sanctions and conduct appreciation.

Analyzing the pedagogical relations, authority and communication in class.

Developing the sense of responsibility, solidarity and sentiment.
Field research
To confront theory with practice in teacher development for basic education at the Federal District (Brazil), a qualitative, descriptive and exploratory research was carried out having case study as the methodology chosen. The subjects in the research were two higher education institutions: a private University and a private University Center. The procedures of the research included document analysis of the pedagogical project, course programs and transversal themes in education. Two different questionnaires were used with professors and students with the objective of detecting the approach employed in the teaching practice. Equity and diversity concepts appear in the theory and practice of Brazilian curricula as elements that should permeate the pedagogical work as a whole, under the name Transversal Themes.
Twenty students and two professors responded. The questionnaires addressed at professors sought to identify if they discuss transversal themes, as proposed in the pedagogical project and in the subject matter programs. Regarding the students, the questionnaire showed the extension of compatibility between their perceptions and those of their professors on the effectiveness of the learning of the values indicated in the research: cultural identity, equity and diversity.
Analyzing the results of the questionnaires addressed to the students in the Pedagogy Course of a University and a University Center at the Federal District, both private institutions
Interviewees profile

The questionnaires were used with students taking the Didactics course with the same professor. Most were female, 80% of the total. Most were also taking their first undergraduate course, 80%, too. A difference was perceived when the age bracket reached by the institutions was analyzed: the University attends to a larger number of academic students from 21 to 25 years of age, while the University Center attends to students over 30, in their majority, in the Pedagogy Course.
Themes developed in the Didactics course
Questioned on the themes worked by the subject, 90% of the students in both institutions pointed out the Lesson Plan stood out among the other themes. One hundred percent of the students that participated in the research pointed out that, in the University Center, Teaching Methodology and diversity were themes approached in Didactics. In both institutions the theme Cultural Identity was the theme indicated as the least approached in the course: 30% at the University and 70% at the University Center.
Hours allocated for participation in activities
On the topic hours allocated for participation in activities some factors must be considered: first, many students did not answer this item; second, 20% of the students that participated in the research at the University Center answered that 1 hour and 40 minutes was allocated for activities on the theme indicated. This refers to the daily time of each institution researched, which suggests that those students may have answered the question considering the daily time and not the total hours of the course, as had been asked. The result shows that for 30% of the University Center’s students the themes of diversity, equity and cultural identity are dealt with on an average of up to10 hours of the total in the subject of Didactics, while at the University this same rating showed that the themes are approached on an average of 50 to 60 hours of the total of the course’s hours.
Relations established in the classroom
To identify the aspects regarding interpersonal relations, the interviewees were asked what the student-student and professor-student relations were like.  The answers demonstrated that, as concerns the professor/student relations, the aspects of cooperation, participation and respect were fully acknowledged by the interviewees, the highest rates being at the University – 90%, and 70% at the University Center. The latter institution also reached the same level on the aspect of understanding. Thirty percent of the students that participated in the research indicated that, at the University researched, there is demonstration that the aspect of authority is perceptible in the professor-student relations.
As to the student-student relations, the aspects of cooperation and participation are perceived as predominant, with 89% of the markings. According to them, there is no relation based on authority in the student-student relations. Only 10% of the students pointed out rivalry as permeating the relations. At the University Center, 20% of the participants indicated that the student-student relations were permeated by individualism.

Known documents

Asked about the documents that the students became familiar with during the course, the students made it clear that, at the University, the Statute on the Child and the Adolescent and the National Education Curriculum Parameters for Basic Education were examined by 70% of the participants and there was no indication as to the National Education Plan on Human Rights. At the University Center, the document most often named was the National Education Curriculum Parameters for Basic Education, in 90% of the answers. The document National Curriculum Parameters for Indian Education was not named by any participant. In this latter institution, the documents: Statute of the Elderly, National Curriculum Parameters for Middle School and National Curriculum Parameters for Youth and Adult Education were pointed out by 10% of the participants.
Chart I – Documents studied by the students during the Didactics Course.

	Documents
	University
	University Center

	Universal Declaration of Human Rights
	3
	3

	Statute of the Child and Adolescent
	7
	5

	Statute of the Elderly
	3
	1

	National Curriculum Parameters for Middle School
	5
	1

	Curriculum Parameters for Youth and Adult Education
	4
	1

	National Curriculum Parameters for Special Education
	3
	4

	National Curriculum Parameters for Indian Education
	2
	zero

	National Curriculum Parameters for Child Education
	4
	5

	National Curriculum Parameters for Basic Education
	7
	9

	National Education Plan
	6
	4

	National Education Plan on Human Rights
	zero
	2


Source: Field research

The transversal themes in the research
Asked about which documents they knew, the participants revealed that, at the private University, the NCP for Basic Education and the Statute of the Child and Adolescent are the documents they are more familiar with, 70% of the respondents, while 20% stated they knew about the NCP for Indian Education. Surprisingly, it was perceived that none of the students interviewed indicated knowing about the National Education Plan on Human Rights. At the University Center, according to Chart 1, students highlighted the National Curriculum Plans for Basic Education on the top position, followed by the Statute of the Child and Adolescent and the National Curriculum Plans for Child Education.

Analyzing the results of the questionnaires used with the Didactics professors of the Pedagogy Course at a University and at a University Center in the Federal District, both private institutions
Profile of the interviewees

The professors interviewed have a degree and are post-graduates in pedagogy, (lato and strictu sensu), being Masters in Education, and one having a PhD degree in Education. As to their age bracket, both are over 50 years of age, with more than 30 years experience in teaching several subject matters.

The transversal themes in the research
Asked if they develop the themes of the research in their courses, one (at the University) answered she did, all, and the other (at the University Center) said she did not develop the equity theme in her practice.

With regard to the curriculum activities provided to the students in the development of the themes, they answered that the most commonly used techniques are the presentation of films and CD-R, as well as case studies, 20 weekly hours, approximately, being dedicated to the activities, and that they use 26% to 50% of the course time for their development.

The answers given regarding the relations established in the classroom concerning professor-student and student-student relations demonstrated there was an environment conducive to understanding, cooperation, freedom, respect and solidarity.
As to the documents examined for subsidy to the planning of the course, these were the answers:

Chart 2 – Documents used by the professors to subsidize course planning:

	Documents
	University
	University Center

	Universal Declaration of Human Rights
	Yes
	Yes

	Statute of the Child and Adolescent
	No
	No

	Statute of the Elderly
	No
	No

	National Curriculum Parameters for Middle School
	Yes
	No

	Curriculum Parameters for Youth and Adult Education
	No
	No

	National Curriculum Parameters for Special Education
	No
	No

	National Curriculum Parameters for Indian Education
	No
	No

	National Curriculum Parameters for Child Education
	Yes
	No

	National Curriculum Parameters for Basic Education
	Yes
	Yes

	National Education Plan
	Yes
	No

	National Education Plan on Human Rights
	No
	No


Source: Field research

Conclusions.
As regards the results obtained from the questionnaires answered by the two professors, some elements deserve consideration. As to the themes developed in the Didactics course, the students from both institutions highlighted the lesson plan, among the other themes, which seems quite positive, since it identifies a concern with the planning of what they want to develop. In general, the research supports the conclusion that both, in reference to  the concepts and the practices – cultural identity, equity and diversity – they do not seem sufficiently interested, resulting in a practice quite distant from what is defined in the documents analyzed.
Concerning the interpersonal relations, one of the pillars of the Dellors report – “learning to get along with”, the respondents from both institutions demonstrated a very positive atmosphere, justifying an expectation that respect, solidarity and cooperation are present in the teacher development culture. However, since the general lack of knowledge of the documents that offer theoretical aspects on the transversal themes – cultural identity, equity and diversity is practically a fact for all interviewed, it is regrettable that this gap exists in the teacher development courses in a society so lacking of values.
Having said that, we find it behooving to review the Didactics program to favor a balance between scientific and technological issues and the value aspects of education. As Pope John Paul II said, “we need humanism so that the horizons of science and faith do not seem to be in conflict”. (quoted by Câmara, 2003, p.6)
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