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ABSTRACT

In the present paper, we analyze one of the aspects of the projected 
educational policy – the Diretrizes Curriculares Nacionais para a formação 
Inicial de Professores para a Educação Básica [National Curriculum 
Guidelines for the Initial Teachers Training for Basic Education] approved 
in 2019 by the Conselho Nacional de Educação (CNE) [National Education 
Council] – arguing how it directs education to ethnic-racial relations, taking 
History degrees as a parameter. Since the proposed guidelines do not cancel 
out the educational policy of an affirmative character, it is relevant to put 
into perspective how the design thought for the initial teacher training 
promotes teaching knowledge that enables the teacher to face racism and 
its consequences. We maintain that the recently approved guidelines by the 
CNE lead to a restrictive formation concerning Education for Ethnic-Racial 
Relations because they restrict the space of teaching autonomy and the 
contact with the necessary knowledge to face racism and its consequences 
in the school space. Also, the guidelines deepen recurring deficiencies in 

1 The article presents partial data of the research in progress named History teacher training: 
an analysis of the degree courses in public universities (2002-2019), developed at the Universidade 
Federal do Pará. Translated by the authors.
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history teacher training courses, thus creating little room for discussing topics 
such as Difference, Diversity, Multiculturalism, Inclusion, etc.

Keywords: Teacher Training. Teaching of History. Ethnic-Racial 
Relationships. Curriculum. 

RESUMO

No presente artigo, analisamos um dos aspectos da política educacional 
projetada – as Diretrizes Curriculares Nacionais para a formação 
Inicial de Professores para a Educação Básica aprovadas em 2019, pelo 
Conselho Nacional de Educação (CNE) – problematizando o modo pelo 
qual ela encaminha a educação para a as relações étnico-raciais, tendo 
como parâmetro as licenciaturas em História. Uma vez que as diretrizes 
propostas não anulam a política educacional de caráter afirmativo, torna-
se relevante dimensionar o modo pelo qual o desenho pensado para a 
formação inicial promove saberes docentes que capacitem o professor 
para o enfrentamento do racismo e de seus desdobramentos. Sustentamos 
que as diretrizes recentemente aprovadas pelo CNE encaminham uma 
formação restritiva, no tocante à Educação para as Relações Étnico-
Raciais, posto limitarem o espaço da autonomia docente e o contato 
com saberes necessários ao enfrentamento do racismo e de seus 
desdobramentos no espaço escolar. Ademais, as diretrizes aprofundam 
deficiências recorrentes nos cursos de formação de professores de história, 
tornando ainda mais rarefeito o espaço para a discussão de temas como 
Diferença, Diversidade, Multiculturalismo, Inclusão etc.

Palavras-chave: Formação Docente. Ensino em História. Relações Étnico-
Raciais. Currículo.

The last few years have witnessed an unprecedented movement in the 
trajectory of Education in Brazil: the attempt to profile educational policies, 
to guarantee the alignment of Basic Education and Higher Education curricula 
(concerning teacher training processes), of processes of production and 
evaluation of didactic resources (exceptionally textbooks distributed by the 
Programa Nacional do Livro Didático – PNLD [National Textbook Program] and 
evaluation procedures (both large-scale, focused on Basic Education, and those 
related to undergraduate courses of teacher training). Through such policies, 
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a national education system takes shape: a set of entities, policies, instruments 
and agents articulated, coherently, promoting what Basic Education should be2.

We highlight three pieces of evidences of this movement: The Base 
Nacional Comum Curricular (BNCC) [National Common Curricular Base] 
formulation, the reorientation of PNLD public notices, and the promulgation of 
new national curricular guidelines for teacher training. They are linked from the 
BNCC, and they assume the reformulation and implementation of the average 
curriculum as the basic education panacea as if once implemented, school failure 
and inequalities between students in private and public schools would disappear.

In this paper, we intend to analyze one of the aspects of the projected 
educational policy – the Diretrizes Curriculares Nacionais para a formação Inicial 
de Professores para a Educação Básica [National Curriculum Guidelines for 
the Initial Teachers Training for Basic Education], formulated by the Conselho 
Nacional de Educação – CNE (BRASIL, 2019b) [National Education Council] 
– questioning how it forwards Education to Ethnic-Racial Relations (ERER), 
taking History degrees courses as a parameter. Since the proposed guidelines 
do not nullify the affirmative educational policy (BRASIL, 1996, 2003, 2004a, 
2008, 2015), it is relevant to dimension how the initial training promotes teaching 
knowledge that enables teachers to face racism and its consequences.

We then work with the following sets of documents: the guidelines for 
teacher training approved by the CNE since the beginning of the century – 
considering the resolutions and technical and legal opinions that support them; 
educational legislation, with emphasis on affirmative legislation; and 47 curricula 
of history teacher training, offered by public institutions3. The 47 curricula 
analyzed in this paper were raised from consultation with the Cadastro Nacional 
de Cursos e Instituições de Educação Superior e-MEC [National Register of 
Courses and Higher Education Institutions e-MEC] (BRASIL, 2020).

The sources were analyzed from the curriculum concept (GOODSON, 
1995; SILVA, 1999). Thus, the sources were perceived as expressions of tensions 
around the subjects, how to teach them and what kind of teacher is expected. In 
the same way, we distinguish between prescribed curriculum and curriculum 
in action, so that what we analyze next is the projection of teacher training 
based on the source’s information. We also work with the discourse concept, 
considering the different texts enunciated in a broader dialogue, whose context 
gives meaning to the positions taken (BAKHTIN, 1988). For data categorization, 
we used content analysis (BARDIN, 2016).

2 About national education system see (SAVIANI, 2010).
3 The curricular paths are listed in the Bibliography, at the end of the paper.
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The paper has two parts. In the first one, we situate how the degree courses 
in history go, considering their structure and the place occupied by the subjects 
focused on Education for Ethnic-Racial Relations. In the second, we argue the 
impact of the proposed guidelines for the history teachers training and how 
those guidelines dimension the knowledge necessary for anti-racist education.

History teachers training and Education for Ethnic-Racial Relations

The history teacher training takes part in the tradition of higher education 
for teacher training in Brazil. The teacher training in Brazil was conceived as 
a bachelor’s degree appendix. Concerning the history teacher training, it had 
historiographical knowledge as an axis which promoted the researcher training, 
regardless of teaching issues (CERRI, 2013). The finding is old, and the sources 
supporting it feed contemporary criticism.

Much of the history teachers’ training focuses on the same problems 
pointed out decades ago. They start from the premise that historiographic 
knowledge is sufficient to face the challenges and demands of school history. For 
no other reason, the historiographic subjects make up the curriculum backbone 
and cultivate little space for reflections that compare historiographic and teaching 
knowledge (CAIMI, 2006; FERREIRA; FRANCO, 2008; CAVALCANTI, 
2018). Thus thought, the history teachers’ training relegates to the second plan the 
discussions about two factors essential to the effectiveness of History as relevant 
disciplinary knowledge in Basic Education: the specificity of historical school 
knowledge and the context of Brazilian education and the public served by it.

In a previous reflection, we pointed out the small space that discussions 
around teaching and Education for Ethnic-Racial Relations occupied in ten 
curriculum pathways to history teacher training (COELHO, M.; COELHO, 
W., 2018). Here, we expanded the universe of institutions and presented the 
partial data of ongoing research. We consider 47 curricular pathways for 
history teachers’ training to understand how they are structured and how they 
deal with racism and its consequences. However, before approaching the data, 
let us account what is conveyed by the guidelines built within the scope of 
affirmative policies.

The Laws nº 10,639/2003 (BRASIL, 2003) and nº 11,645/2008 (BRASIL, 
2008) make up a legal apparatus that reorients the curriculum and the approach 
to Brazilian history in Brazilian education. Less than introducing content related 
to the History of Africa, Afro-Brazilian Culture, and the History of Indigenous 
Peoples, they postulate a reformulation of how the History of Brazil is perceived. 
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Engineered from social movements, especially black and indigenous, the 
legislation demands a Eurocentric perspective critique and the recognition of 
the propositional action of Africans, Indigenous, and Blacks in the processes 
that shape the Brazilian historical trajectory.

As we have already pointed out in other papers, its implementation 
implies a change in perspectives that inform the school’s historical narrative and 
Brazilian historiography since its formation in the 19th century (COELHO, W.; 
COELHO, M., 2013). The national historiographical production was constituted 
disregarding significant portions of the Brazilian people – black, indigenous, 
poor, women – conforming to what was conventionally called the exclusion 
paradigm (CHALHOUB; SILVA, 2009). A narrative marked by the centrality 
of Europe (assumed as the history of the world epicenter and the genesis of 
Brazilian history) was consolidated, based on single action of great characters – 
white, as a rule – in events in which the elites defined the paths of Brazilian life.

This orientation critiques demand more than the inclusion of contents. 
It requires criticism of Eurocentrism, the inclusion of other characters in the 
historical narratives, and the valorization of the historical events in which 
Africans, Indigenous, and Blacks have had effective participation. However, it 
is not only for the past that legislation turns. Committed to combating racism 
and promoting anti-racist education, its implementation also requires reflection 
on racism and its consequences on how it is instituted in the school space, how 
it affects children and adolescents and how to fight it. Well, both demands of the 
legislation are absent from the history teacher training curriculum.

The data collected shows that the history teachers’ training is organized 
around a sequential and linear narrative that assumes the European trajectory 
as the space that moves History. Europe is introduced as the processes focus 
that reach and create other spaces – such as Africa, Asia, and America. The 47 
curricular pathways for history teachers’ training are structured in semesters. The 
training was offered in about nine semesters. Let us see, then, the distribution of 
disciplines and their themes by semesters, as shown in the graph below:
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The chart points out the peaks of incidence of historiographic subjects 
(those whose menus address historiographical knowledge) through spatial 
and temporal cuts. As the quadripartite model is universal, in the spectrum 
of analyzed routes, we identified the subjects that deal with Antiquity and the 
Middle, Modern, and Contemporary ages. Likewise, Brazilian and American 
history subjects are divided by temporal approaches – colonial, independent, 
and republican. In many curricular pathways, there are subjects aimed at dealing 
with regional issues, so we also identify them.

The chart shows the semesters with the highest incidence of records of the 
historiographic subjects through their spatial and temporal cutouts, considering 
the quadripartite model and subject identification focused on Brazilian history, 
American history, and Regional history. The peaks point to recurrences in most 
of the 47 curricular pathways for history teachers’ training. As can be seen, the 
study of Ancient history coincides with the beginning of the curricular paths. 
As a rule, future teachers begin their contact with the historiographic discourse 
through the treatment of Antiquity. The Middle Ages history is addressed in the 
second semester of training. The European Modern history is inserted in the 
third semester when it finds the American and Brazilian history. The European 
Contemporary history is introduced in the fifth semester, concomitantly with 
the American emancipation. Regional History has no expression until the end 
of the analyzed routes.
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The linear, chronological sequence does not suggest the incorporation 
of the criticism sent by the legislation. What is happening in the incorporation 
of subjects occupied with the African and Indigenous history, unrelated to the 
narrative consecrated by tradition. According to a previous study, those subjects 
are more about Europe and its achievements in Africa and America than the 
way African and Indigenous peoples have known other dynamics not generated 
since Europe (COELHO, M.; COELHO, W., 2018). Furthermore, the volume of 
subjects concerned with Europe compares to those which focus on African or 
Indigenous peoples – even if it is as objects of European interest – is evidence 
of the mismatch with the legislation aimed at combating racism, as shown in 
the graph below.

GRAPH 2 – DISTRIBUTION OF SUBJECTS BY THEME

7 

 
SOURCE: Authors' elaboration. 

 

As can be seen, the contrast between the volumes of subjects is significant. However, 

the approach is more eloquent than the difference showing in the chart above: even in the 

subjects occupied with the themes foreseen by the legislation, Europe is perceived as the 

historical process’s epicenter. Also, discussions about tackling racism in the school 

environment, expressed in dealing with the guidelines for ERER, are only present in 14 

subjects distributed over 47 curricular pathways. Meanwhile, we have listed more than 60 

subjects occupied with the medieval world until now... 

Coping with racism and its consequences is not only done with the reformulation of 

curricular matrices. The discussion on teaching, learning processes, didactic-pedagogical 

approaches aimed at addressing sensitive issues – such as racism – and how it affects children 

and adolescents and their relationship with the world (and the School, especially) are 

fundamental for the demands of civil society to be carried out. Let us see then how the history 

teachers’ training in the study gives attention to didactic-pedagogical knowledge. 

We return to the assumption made by Flávia Caimi, according to which to teach 

history it is necessary to three dimensions into account – the historical knowledge, the 

teaching and learning processes, and the history students in Basic Education (CAIMI, 2009). 

Caimi's reflection relevance consists of a synthesis construction that encompasses teaching 

knowledge, which is not linked in importance order but rather of necessity. What is taught, 

how it is taught, and for whom it is taught are factors whose expression depends on others – 

European history African history Indigenous history Afro-brazilian Culture ERER

SOURCE: Authors’ elaboration.

As can be seen, the contrast between the volumes of subjects is significant. 
However, the approach is more eloquent than the difference showing in the chart 
above: even in the subjects occupied with the themes foreseen by the legislation, 
Europe is perceived as the historical process’s epicenter. Also, discussions 
about tackling racism in the school environment, expressed in dealing with 
the guidelines for ERER, are only present in 14 subjects distributed over 47 
curricular pathways. Meanwhile, we have listed more than 60 subjects occupied 
with the medieval world until now...
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Coping with racism and its consequences is not only done with the 
reformulation of curricular matrices. The discussion on teaching, learning 
processes, didactic-pedagogical approaches aimed at addressing sensitive 
issues – such as racism – and how it affects children and adolescents and their 
relationship with the world (and the School, especially) are fundamental for 
the demands of civil society to be carried out. Let us see then how the history 
teachers’ training in the study gives attention to didactic-pedagogical knowledge.

We return to the assumption made by Flávia Caimi, according to which 
to teach history it is necessary to three dimensions into account – the historical 
knowledge, the teaching and learning processes, and the history students in Basic 
Education (CAIMI, 2009). Caimi’s reflection relevance consists of a synthesis 
construction that encompasses teaching knowledge, which is not linked in 
importance order but rather of necessity. What is taught, how it is taught, and for 
whom it is taught are factors whose expression depends on others – especially 
on the student who learns, on what he or she can, needs, or should learn, on how 
someone can teach and promote learning, considering the student’s age and his 
socioeconomic conditions, cultural and academic background and, finally, the 
social environment in which the student is inserted, etc.

Flávia Caimi’s consideration is also consistent with reflections on the 
specificity of school history knowledge (MONTEIRO, 2007) and discussions 
about learning in history – regardless of the perspective from which one starts 
(RIBEIRO; RIBEIRO JÚNIOR; VALÉRIO, 2016). The history taught at the 
school is the result of specific construction, committed to the objectives of 
the formal education and permeated by the school culture. It is the result 
of an operation that articulates historiographic knowledge, pedagogical 
didactic knowledge, curriculum demands, the teacher’s experience, among 
other factors. Discussions around learning in history have been considering 
the cognitive processes that contribute to the understanding of historical 
knowledge, with the epistemology of the subject or theories of child and 
adolescent learning as the horizon.

Then, we identified the three dimensions of teaching knowledge in teacher 
training in history. As this is ongoing research, the data are not conclusive and 
indicate the analysis stages. However, they confirm data consolidated in the 
previous investigation and other studies about teacher training.
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The chart above brings together the didactic-pedagogical training subjects 
of the 47 curricular pathways for teachers training in history. We bring them 
together in categories in order to give their scope account: (a) Learning theories 
– assessing learning processes; (b) Curriculum theory – curriculum theories 
discussion; (c) Didactic – General Didactics studies; (d) Educação de Jovens e 
Adultos (EJA) [Youth and Adult Education] – this level of education specificity; 
(e) Education theories – principles of Education, considering perspectives 
of philosophy, sociology and educational studies; (f) School management – 
educational management; (g) History of Education – trajectory of Education; 
(h) Interlocution – the interface between History and Education; (i) Legislation 
– educational legislation; (j) LIBRAS – fundamentals of the Brazilian Sign 
Language; (l) History Teaching Methodology – didactic guidelines required 
by history in Basic Education; (m) Teaching profession – the teaching 
profession aspects; (n) Educational Research – education research theoretical 
and methodological issues; (o) Educational Policies – educational projects and 
policies in Brazil; (p) Learning Psychology – learning theories; (q) TICs – 
Tecnologias da Informação e Comunicação [Information and Communication 
Technologies] – for educational purposes.

The chart points out that only subjects focused on the methodology of 
history teaching and learning psychologies are common to all curriculum 
pathways. The two cases have at least 47 incidences, a number equivalent to 
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the curricular paths surveyed. It is noteworthy that subjects that operate the 
dialogue between teaching knowledge are an exception – we found only nine 
incidences in the 47 analyzed directions, pointing out how the history teacher 
training takes place.

Next, we consider the knowledge about the Basic Education students. 
The curriculum pathways under study point out two subjects concerned with 
the student – the teaching of Brazilian Sign Language and learning theories. 
The LIBRAS and Learning Psychology subjects are sovereign – and exclusive 
– in dealing with this dimension of teaching knowledge. The socioeconomic 
context of the students, the researches on adolescence and youth – especially 
on youth culture – and the way they relate to School are not part of concern in 
curriculum pathways repertoire.

Then, didactic-pedagogical knowledge. As a rule, the 47 curricula pathways 
offer fundamentals of Education subjects – philosophy and/or sociology of 
Education – and the School structure and the organization of the educational 
system – management, legislation, educational policies, and Basic Education 
stages. Teaching elementary issues, such as discussions about the curriculum and 
the profession, are rarely addressed. Even the education history is not offered in 
more than half of the curriculum pathways under study. It should also be noted 
that there is little space for educational research and for dealing with the world 
wide web – an omnipresent instance in today’s life and a recurring resource in 
the daily lives of adolescents and young people.

About historical knowledge, it appears that the curricular paths assume 
the teacher’s work as an instrumental operation. In most of the curricular paths, 
there are subjects about how history should be taught – subjects on specific 
didactics and methodologies for teaching history, along with the General 
Didactics subjects. As a rule, we are referring to a single subject focused on the 
processes of transforming historiographic knowledge into school knowledge. 

The curricular paths under study allow the validation of some conclusions. 
Firstly, the limited space for the historical school narrative in undergraduate 
degrees in history. How Africans, Indians, and Black’s exclude tradition from 
the processes that make the Brazilian trajectory as a country and as a nation 
does not form a structural discussion in most of the analyzed curriculum paths. 
Secondly, the analysis of the teaching knowledge these pathways suggests that 
an understanding that the history teacher’s job is to translate historiographic 
knowledge for children, adolescents, and adults in Basic Education is recurrent. 
Third, the paths show that there are no discussions about the students, considering 
their socioeconomic and historical contexts. Fourthly, the teacher training offered 
does not give the necessary attention to the fight against Racism, whether we 
consider the narrative guided by the sequence of historiographic subjects and 
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by the approaches present in the subjects focused on the studies of Africa, 
Afro-Brazilian Culture and Indigenous Peoples, either let us take into account 
the place (or its absence) of discussions about Racism and the way it expresses 
itself in school culture.

The unable abilities: the (in)difference in the new curriculum 
guidelines of teacher training

The Diretrizes Curriculares Nacionais para a Educação das Relações 
Étnico-Raciais (DCNERER) [National Curriculum Guidelines for the Education 
of Ethnic-Racial Relations] assumes the dealing with Racism and the promotion 
of Difference and Diversity comprises more than the mastery of contents. 
Scientific knowledge about social relations,  identities construction processes, 
and the recurrent Brazilian society social hierarchy (and its consequences) is 
necessary. In addition to it, teachers must conduct didactic-pedagogical processes 
that discuss the ethnic-racial categories present in Brazilian society, problematize 
and expose racism, criticize the traditional narratives about our formation, 
and recognize the different ethnic-racial belongings. Such issues demand 
commitment – with the fight against racism, learning processes that engender 
inclusion, and the Diversity recognition as a positive factor (BRASIL, 2004b).

The general and specific competency profile that teachers should develop 
in their initial training, according to the new guidelines for teacher training, 
disregard the instructions formulated by the same council for dealing with 
ethnic-racial relations in the School. None of them recognizes Racism as a 
structuring factor in the relationships built up in the school environment, nor do 
they take into account its consequences in the teacher training offered, either in 
the perpetuation of values that reiterate the social hierarchies based on color or 
in the impact that it has on the children and adolescent’s identity confirmation.

In this sense, the new guidelines disable one of the principles of Basic 
Education, as it is established in the Brazilian Constitution and the Lei de 
Diretrizes e Bases da Educação Nacional (LDBEN) [National Education 
Guidelines and Framework Law]: 
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Education, which is the right of all and duty of the State and of the family, 
shall be promoted and fostered with the cooperation of society, with a 
view to the full development of the person, his preparation for the 
exercise of citizenship and his qualification for work (BRASIL, 1988, 
our translation, our emphasis). 

Basic Education aims to develop the student, provide him with the 
necessary common training for the exercise of citizenship and provide 
him with the means to progress in work and further studies (BRASIL, 
1996, our translation, our emphasis). 

The full personal development and the preparation for citizenship exercise 
require the appropriation of values that give rise to the principles of equality, 
coexistence, and respect for differences. Regarding Racism, the disregard of 
its specificities and its scope contribute to its reproduction and strengthening 
in school culture.

The ERER participates in the person formation, the citizenship exercise 
preparation, and affects the world of work. Racism and its consequences affect 
individual identities, access to public goods and insertion in labor market 
(FERREIRA; CAMARGO, 2011; SILVÉRIO; TRINIDAD, 2012; MACHADO 
JÚNIOR; BAZANINI; MONTAVANI, 2018; ANUNCIAÇÃO; TRAD; 
FERREIRA, 2020). Therefore, dealing with racism requires specific didactic-
pedagogical approaches, as proposed by the DCNERER.

It happens that the abilities to be developed by the undergraduates, 
according to the new teacher training guidelines, suggest the opposite. To this 
end, the guidelines adopt the concept of competencies profile, as the BNCC gives 
meaning to it (BRASIL, 2017). The guidelines emphasize the importance of 
socio-emotional competencies profile in the education of children, adolescents, 
and adults since they consist of “individual capacities that manifest themselves 
consistently in patterns of thoughts, feelings, and behaviors” (BRASIL, 2019a, 
p. 12). To promote them, future teachers should develop other skills, in addition 
to those provided by the BNCC.

The teaching competencies profile would be those provided by the BNCC 
for Basic Education and others specific to the teaching profession. These others 
are brought together in three dimensions: professional knowledge, professional 
practice, and professional engagement. Professional knowledge comprises “the 
acquisition of knowledge that gives meaning and meaning to a professional 
practice carried out at school” (BRASIL, 2019a, p. 16) – such knowledge is 
related to the curricular contents and what should be done with them. Thus, 
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professional practice is a relevant factor in the processes of teacher training. 
Pedagogical knowledge – “pedagogical knowledge of the content, that is, the way 
these are worked in the classroom” (BRASIL, 2019a, p. 16) – is therefore valued. 
Professional engagement is understood as an ethical and moral commitment to 
oneself, the student, and the school community (BRASIL, 2019a, p. 17).

The guidelines refer to ten general teaching competencies profiles 
(BRASIL, 2019a, p. 17). They are accompanied by twelve specific 
competencies related to the three dimensions mentioned above (BRASIL, 
2019a, p. 17-18). The exact competencies are related to 62 abilities, which 
will be resumed in the last part of this article. In addition to competencies 
and qualification, the guidelines forward some pedagogical foundations to 
teacher training: (a) deepening of reading competence and mastery of the 
Portuguese Language norms; (b)  innovative methodologies aligned with the 
BNCC mastery; (c) link between teaching and research, focusing on teaching 
and learning processes; (d) use of digital languages for the development of 
abilities related to what the BNCC provides; (e) training process ongoing 
evaluation; (f) teaching work management; (g) assumption of the School as 
teacher training institution; (h) attention to the integral training of teachers, 
comprising competencies profile, abilities, and values; (i) ability to make 
data-based decisions (BRASIL, 2019a, p. 22).

Teacher training should then develop general abilities related to three 
dimensions – professional knowledge, professional practice, and professional 
engagement. Each of these dimensions is accompanied by specific competencies 
and capabilities. Knowledge-related competencies have 21 linked abilities. 
Those related to practice make up 22 abilities. Those concerning engagement 
comprise 19 abilities. Let us consider them.

Professional knowledge abilities concern four dimensions: the knowledge 
objects, students and how they learn, and educational systems. Concerning 
the first dimension, they provide for the apprehension of knowledge objects, 
especially (but not only) those provided for by the BNCC. They do not 
advance in curriculum components epistemology reflection and on the 
theoretical clashes that affect the production of school historical knowledge. 
The abilities, in this case, focus on memorizing the contents and not their 
conceptual mastery. Regarding the second, they translate assumptions to be 
considered in teaching strategies formulation and the students’ socioeconomic 
situation recognition. They do not lead to reflections on the cognitive processes 
demanded by disciplinary knowledge, nor on how students’ socioeconomic 
conditions and cultural background affect teaching and learning processes. 
The same happens with the mastery of educational systems – they need to be 
recognized by undergraduates.
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Skills linked to professional practice are associated with four other 
dimensions: planning, management, assessment, teaching, and learning processes 
operation. The new guidelines assume that teachers must be able to plan 
activities following the provisions of the BNCC and promote learning situations. 
Again, there are no considerations on the construction of school knowledge 
processes and no reflection on the theoretical matrices that inform them. An 
analogous referral is given to the management of learning environments – the 
teachers should be able to formulate and manage them. As for Evaluation, the 
teachers should be able to apply evaluation procedures and interpret students’ 
performance, especially those obtained in large-scale evaluations. The same 
happens when conducting pedagogical practices – the future teacher must be able 
to apply pedagogical practices consistent with the BNCC – the required skills do 
not lead to reflections. Professional practice is perceived as a technical domain.

Abilities related to professional engagement are associated with four other 
dimensions: commitment to professional development and student learning, 
participation in the school’s pedagogical project, and dealing with families and 
the community. Professional development is materialized in the responsibility 
of the teacher himself with his training to meet the School demands. The 
commitment to learning, on the other hand, occurs through the recognition 
of principles established by the guidelines and not in their discussion and 
reflection. Participation in the pedagogical project implies collaboration – 
criticism, questioning, and observation – are not foreseen formulations. Finally, 
engagement with families and the community requires establishing dialogue 
channels to sharing responsibilities and seeking support.

Reflecting on abilities in the physical thinking formulation, Ricardo 
Karam and Maurício Pietrocola (2009) reflect on mathematical knowledge 
importance in the Physics teaching in which they distinguish technical and 
structuring qualification. According to the authors, Physics demands both. The 
techniques would be “related to the instrumental domain of algorithms, rules, 
formulas, graphs, equations etc.” (KARAM; PIETROCOLA, 2009, p. 190, 
our translation) and the structuring ones would turn to the mathematics use in 
external domains – that is, the understanding of mathematical knowledge in a 
way that one can “think mathematically the phenomena of the physical world, 
or, to read think mathematically the phenomena of the physical world, or, to 
read that same world through a mathematical language, or even, to structure 
the physical world through mathematics” (KARAM; PIETROCOLA, 2009, 
p. 194, our translation).

Karam and Pietrocola’s contribution seems productive. Considering what 
types of abilities the guidelines for teacher education convey. According to 
our analysis, they favor the development of technical capability aimed at the 
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instrumental use of didactic-pedagogical knowledge and reference knowledge, 
following what is supposed to be necessary for the 21st-century economy. The 
abilities emphasize what the undergraduates must know how to do and not what 
they must know to fulfill the objectives foreseen for National Education. One 
of the pieces of evidence of this are the total absence of abilities that address 
ethnic-racial issues. 

Difference recognition, as the new guidelines suggest, is not the same 
thing as understanding the create inequalities processes. This last operation 
demands reflection (and also criticism) on manifestations of inequality, especially 
those unfold from Racism. Without the necessary investment in the theoretical 
domain about how Racism manifests itself, it is impossible to plan didactic-
pedagogical processes that promote Racism disapproval and its elimination. 
Professional commitment is essential. It is the State’s duty and responsibility to 
ensure teachers access to continuing education, especially when it contributes 
to improving the Basic Education conditions of provision, affecting the training 
of all students.

The absence of reflections and effective referrals to ERER has damaging 
consequences. Since they are related to the discussions on Difference and 
Diversity, they participate, as we have already pointed out, in the processes of 
identity construction – individual and collective. They affect how each person 
perceives themsenves, their place in the world, their limits, and their possibilities. 
School culture also participates in the building national identity processes, 
especially from how the schools’ historical narrative is approached (COELHO, 
2019). Thus, not including what the DCNERER foresees has implications for 
how identities can be approached at School, especially in the perception of the 
attributes of color, race, and ethnicity in the construction of inequalities.

Conclusion

In this paper, we analyze one of the aspects of the projected educational 
policy – the National Curriculum Guidelines for the Initial Teachers Training for 
Basic Education, formulated by the CNE (BRASIL, 2019b) – questioning how 
it forwards the ERER. Having the history teacher training pathway as the scope 
of our concern, we point out the place (or the absence of it) of the DCNERER 
in the guidelines proposed for the initial teacher training in history.

The analysis of the competencies and abilities to be appropriated by 
the future teachers suggests that the teacher training is confused with the 
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undergraduate instrumentalization in the practices and actions domain that turn 
to the BNCC operationalization and the improvement of the performance of 
Basic Education students in large scale evaluation exams, as has already been 
pointed out by the specialized literature. However, when we consider the teacher 
training in history, it is clear that the principle adopted by the guidelines is, in 
general, the same present in the pathway of active degree courses.

In those History degree courses, teacher education is perceived as the 
historian instrumentalization for dealing with school history, assumed as the 
translation of historiographic knowledge for didactic purposes. However, the 
space destined for didactic-pedagogical expertise and the appropriation that they 
make of what the principles of ERER convey suggest that the new guidelines 
have great potential to affect the place occupied by historiographical knowledge. 
It is significant, in this sense, what the guidelines refer to in terms of professional 
practice, as mentioned in the previous pages: “pedagogical knowledge of the 
content, that is, the way these are worked in the classroom.” The subjects of a 
historiographical nature, aimed at dealing with the epistemology of history, the 
historiographic currents, the explanatory models on periods, themes, problems, 
etc. they tend to lose space for subjects that address how to teach this or that, 
as stipulated by the BNCC.

The new guidelines announce an even higher impact on the history 
teachers’ training, considering how the formative path forwards knowledge about 
the knowledge to be taught, how to teach, and the student. By disconnecting 
history knowledge from the teaching knowledge, considering the latter as the 
domain of technical abilities, they restrict the contributions that historical 
knowledge makes: different perspectives consideration, the investigation, the 
context analysis, and the formulation of questions. These attributes of historical 
knowledge have the potential to make the classroom space for knowledge 
production and the building of an attitude of questioning that is related to the 
formation of oneself, the exercise of citizenship, and the situation in the world, 
and, by extension, in the labor market.

The effectiveness of the proposed guidelines can make ERER’s space 
even more restricted in history teacher training. As we have pointed out, space 
is already limited and does not promote alteration or criticism of the Eurocentric 
perspective. The absence of references to DCNERER, however, can suppress 
discussions, considering the little space that Africa, Afro-Brazilian Culture, and 
Indigenous Peoples occupy in the BNCC. That demands another study!
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