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Abstract 
In the text, the relationships between youth perceptions and public policies on human rights and 
justice, related to guarantee and the right protection to education, are problematized. The re-
search, of qualitative character, comprises 591 interviews with students from 15 higher education 
courses, using the Delphi technique in the collection, organization and data analysis. From the in-
formation obtained, the perception of young students on human rights is related, with higher in-
cidence, to the basic rights, considered natural and positive rights. Perceptions point justice as 
application of moral standards, ethical standards, meritocracy, and damage repair. Thus, it is 
possible to conclude that the results of this study challenge the school in order to seek to ensure 
and protect the rights and thus promote social justice, understanding that performance in these 
perspectives makes possible the effectuation of a social quality basic education. 
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1. Introduction 
In this paper, we adopt the methodological understanding to link public policies to state theory, thus overcoming 
the procedure to link public policy to simple actions of government, centralizing the analysis on evaluations of 
results and the management of public resources. It starts from the assumption that the study of public policies 
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implies the understanding of the existence of a theoretical, methodological, political and ideological complexity. 
“Thus, it is simplistic the positive thinking to understand the state as an institution governed by the law, at the 
service of all segments of society, but that keeps complexities involving ideological and class relations” (Boneti, 
2011: p. 17).  

In this sense, public policies are linked to the social project of the state as a whole and constitute themselves 
from demands of multiple combined forces that may originate either in social struggles, as in economic interests, 
but are always historically situated and conditioned. As citizens, we must be aware of the historical moment we 
are living in order to claim and collaborate on improving and resizing of developing policies. 

Among the different areas of public policies, we emphasize social policies, in particular those relating to edu-
cational policies. In this direction Shiroma (2002: p. 9) states that “we are convinced that educational policies, 
even under the appearance often humanitarian and benefactor, always express contradictions of the historical 
moment in which they are occurring”. 

Thus, also the right to education is detailed and set in a particular historical context. Such contexts are disput-
ing scenarios in the different areas in which policies related to security and the right protection to education are 
formulated, implemented and evaluated. Since “the conflicts and disputes occur at all levels and in all arenas of 
educational apparatus involved in the formulation and implementation of policy […] These policies arenas 
usually appear in the form of tensions and contradictions or discursive disputes […]” (Ball & Mainardes, 2011: 
p. 159). 

The tensions and disputes are striking in speeches and texts of public policies of Brazilian education. The 
right to education has not been guaranteed to all, as the historical background of Brazilian education is strongly 
focused on stratification, rooted to the design of social and cultural domination by a minority of society. Thus, 
school education has served as producer and reproducer of social inequality and exclusion. Thus, next to an elite 
“well educated”, formed in good schools, is an illiterate or semi-illiterate population who fails to enter the 
school system or excludes from it early (Romanelli, 1989: p. 33). 

In Brazil, although the recent public and educational policies seek universal access to basic education and 
more students in higher education, overcoming inequality and the guarantee of the right to education are not ac-
tualized. 

And, if it is considered the right to education with social quality, the way to go regarding its warranty is even 
longer to build a school that makes it possible. Along the way, the achievement of the social quality school re-
quires as a condition for its existence dialogue with “a set of socioeconomic and cultural elements and dimen-
sions that surround the way of life and the expectations of families and students in relation to education”. Be-
sides, it requires the understanding of “government policies, social and environmental projects in their political 
sense, aimed at the common good”, is fundamental the “adequate funding”; “social recognition and appreciation 
of workers in education”; and further the transformation of “all physical spaces in place of meaningful learning 
and effective democratic experiences” (Silva, 2009: p. 223). 

We cannot discuss the characteristics of a social quality school without thinking in the wider context where 
the school is located, and culture for it transmitted. Thus, “One of the biggest challenges in the history of educa-
tion is to organize a school that at the same time is, of quality and democratic, that is, that does not offer the 
poor a poor education, but actually get students even socially disadvantaged, to learn” (Gomes, 2005: p. 286). 

It is indisputable that the school has a fundamental role in building a democratic, just and egalitarian society, 
in the development of actions for the training of citizens, through practices for recognition and experience of 
principles of respect for human rights and justice. Dubet (2004: p. 542) states that schools propose a model of 
equal opportunities and access ignoring the social inequalities of students: 

The model of meritocratic equal opportunities presupposes, to be fair, a school offering perfectly equal and 
objective, ignoring the social inequalities of the students. But all the research shows that the school treats 
less well the disadvantaged students: the obstacles are stiffer for the poorest, the stability of the teaching 
staff is lower in difficult neighborhoods, the expectation of teachers is less favorable for disadvantaged 
families who are more absent and less informed in orientation meetings (Dubet, 2004: p. 542). 

In overcoming perpetrated and reinforced inequalities by the school system, it is important a magnified atten-
tion on the necessary eradication of exclusive curriculum practices because “what is possible to note about the 
curriculum is a long conservative historical trajectory, rooted in ideas and hegemonic practices with no intention 
or ability to dialogue with diversity” (Eyng, 2013: p. 31).  
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The data systematization has as reference the studies of Bardin (2000) which support the content analysis, 
enabling the identification of the categories by which the answers were grouped, indicating the main features of 
the perceptions in study. 

The reflection on the themes is subsidized in studies of Dubet (2008), Estêvão (2004, 2013), Santos (2007, 
2010); Silva (2009) and documents which constitute the educational public policies. 

2. Research Methodological Path 
The relationship between the concepts conveyed in public policies and youth perceptions of human rights and 
justice are worked in a qualitative research. The research is part of the project entitled “Human Rights, Justice 
and Coexistence in Schools: Youth Perceptions and Curriculum Implications” developed by the research group 
of the Observatory of Violence in Schools of PUCPR. Data collection was performed by applying the Delphi 1 
technique. The courses selected for the study were: Administration, Life Sciences, Social Sciences, Law, Physi-
cal Education, Mechanical Engineering, Philosophy, Physics, History, Languages, Mathematics, Education, 
Psychology, Social Service and Chemistry. 

The subjects were included in the sample through individual manifestation at the moment of signing a free 
and clarified consent term. The exclusion of any subject from the research can be given, therefore, by the re-
moval of his/her consent. 

Students heard at this stage were addressed collectively, covering all students present in class on scheduled 
days. At the time, those students present were informed about the research and its objectives, all of them re-
ceived the materials related to data collection (form with questions and consent term). The instruments were 
filled out individually by those who desired so, by signing the free and clarified consent. At the end all materials 
distributed were collected, both of which wished to participate as those who declined and delivered them in 
white, without any distinction between these two groups. 

In this text we present the data obtained in the first phase of the Delphi technique, through application of the 
instrument which consists of open questions, student perceptions being analyzed on two questions: 1. What do 
you understand by human rights? 2. What do you understand by justice? 

PARA SUBSTITUIR… In the research phase whose data are presented here there was the participation of 
591 students from 2nd and 6th periods of 15 undergraduation courses offered by a university in the city of Curiti-
ba. 

Nesse texto apresentamos os dados obtidos na primeira fase da técnica Delphi, mediante aplicação de instru- 
mento composto por questões abertas, sendo analisadas as percepções estudantis sobre duas questões: 1. O que 
você entende por direitos humanos? 2. O que você entende por justiça?  

PARA SUBSTITUIR… Na fase da pesquisa cujos dados são aqui apresentados houve a participação de 591 
estudantes de 2˚ e 6˚ períodos de 15 cursos superiores ofertados por uma universidade do município de Curitiba.  

Youth perceptions on human rights and justice were obtained through the participation of 591 students from 
2nd and 6th periods of 15 under graduation courses offered by a university in the city of Curitiba. From the par-
ticipants, 56.2% were in the 2nd period of the courses and 43.8% in the 6th period at the time of data collec-
tion. 

3. Diversity, Human Rights and Interculturality  
Listening to the subjects and analysis of contexts are required for the viability of more inclusive educational 
processes, evaluating “the degree of respect that the school curriculum and the life organization models in the 
school have with the different idiosyncrasies of groups and people who need to coexist in this institution” (San-
tomé, 2013: p. 225). 

Therefore, knowing the traits of diversity at different levels, stages and types of education, can be a starting 
point. In this analysis, it is important to consider features related to aspects of race, ethnicity, gender, sexuality, 
generation, class, culture. From the study with students of higher education we bring sex, age and color declared 
by the students who participated in the survey. Regarding sex, among the participants there were 59.8% female 
and 39.9% male. 

The age groups of students surveyed are distributed as follows: up to 18 years (19.2%); 19 to 23 years 
(50.5%); 24 to 28 years (17.2%); 29 to 33 years (6.3%). As for the ethnic group, the students declare themselves 
white (75.2%); brown (14.6%); black (3.3%); yellow (1.1%). 
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There is a predominance of white youths in the range between 19 and 23 years, highlighting the ease of access 
of this population and the likely success of this school population in Basic Education, indicated by the age range 
considered suitable for entry into higher education. The participants’ traces show they are from a privileged 
layer of the population, considering, for example, that according to data from the National Survey by Household 
(IBGE, 2011: p. 87), 48.2% of the population are white, 44.2% mixed race and 6.9% black, and 0.7% have de-
clared other colors. That is, the predominance of browns and blacks (51.1%) representing the different ethnic 
groups and possibly linked to the poorest classes of the population is not manifested in the sample of this re-
search, which shows the continued reproduction of social inequalities via education. 

Thus, although they are very subtle traces of surveyed students’ characterization are undeniably indicative of 
sustained exclusion and injustice, that is, the violation of the right to education to a big part of the population 
that does not reach higher education.  

Access to higher education in Brazil occurs through entrance examinations, in other words, ranking examina-
tions of high selectivity degree, which favor the population that has access to a basic education held in private 
schools, which emphasize more the preparation for tests. These populations also have the financial means to in-
vest in pre-university courses. The limited number of vacancies in public institutions, in careers with a higher 
social status and more valued economically, associated with the way of selecting students unfeasible, therefore, 
the guarantee of the right to higher education to a part of the Brazilian youth who belong to economically dis-
advantaged classes and attended basic education in public schools. 

In relation to the processes of inclusion/exclusion, Bauman (1998: p. 29) points out that two alternative and 
complementary strategies were intermittently developed, being possible to see that such strategies were and still 
are-adopted by educational institutions: the anthropoemic, which is regarded to the process of assimilation of the 
subjects, in other words, “make the different, similar”; and anthropophagic, which results in the exclusion itself, 
by means of segregation to other areas, or the simple expulsion of different, unequal.  

Overcoming exclusion requires understanding and everyday political actions in which human rights, justice 
and intercultural education are closely linked and interdependent. Understanding and coexistence in this interre-
lation constitute challenges to be met, with a view to overcoming the denial and violation of rights and social 
injustices related to the recognition (identity/cultural), redistribution (economic) and representation (politics). 

Although internationally recognized and guaranteed in laws, resolutions, declarations and conventions, the 
rights have not been guaranteed in their entirety. It is important to remember that “no law can, by itself, operate 
deep changes, no matter the advanced it is, nor to slow by itself the pace of progress of a given society, the more 
old-fashioned it is. Its application depends on a number of factors” (Romanelli, 1989: p. 33).  

Many rights are not guaranteed, and others are still being violated in several nations, including Brazil. Bobbio 
(2004: p. 43) mentions that “the fundamental problem in relation to human rights today is not so much to justify 
them, but to protect them. This is a non-philosophical problem, but political”. 

Indeed, guarantee and protect the fundamental rights is a task that concerns everyone. The guarantee of hu-
man rights requires the recognition of what the rights are and understanding of their value as social transformer 
and builder of a more just and equalitarian society. The importance of the struggle to establish human rights in 
the consciousness of individuals and peoples is marked in Candau et al. (2013: p. 33) who points out that this 
action “must go through educational processes”. In this context, education can exercise the primary function, 
promoting the opening for discussion, analysis and reflection of this issue and proposing specific actions for the 
protection and guarantee of rights in the educational space from the perspective of interculturality. 

In this direction, in the survey performed with young students of higher education, it was asked them what 
they understand by human rights. Responses were grouped into categories that emerged from reading the set of 
participants’ perceptions and are presented in Table 1. 

Perceptions of 20.5% of students on human rights are related to the basic rights to survival and healthy life, 
from which we highlight the perceptions of the following students: 

“They are the basic and essential points for the healthy survival of the human being, for example, sanita-
tion, food, education, etc.” (Student n. 9). 
“The basic survival items that every human being should have, such as security, education, shelter, health, 
basic sanitation” (Student n. 143). 

Of the 13.2% of students who consider human rights as rights defined by law, by the “government”, the fol-
lowing contributions are highlighted: 
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Table 1. Participants’ perceptions on human rights.                                                             

Categories-Variables Nº. % 

Basic rights, essential to survival and healthy life. 121 20.5 

Right which gives protection ensures individual and collective integrity. 79 13.4 

Rights defined by law, by the “government”. 78 13.2 

Inherent right to human being. 69 11.7 

Right as moral standardization, duty. 49 8.3 

Rights which everyone can exercise-equality. 48 8.1 

Right to choose, option, freedom. 31 5.3 

Right as a guarantee of citizenship. 20 3.4 

Diverse 96 16.1 

Total 591 100 

Source: Data Bank of Violence Observatory in Schools from PUCPR. 
 

“They are fundamental constitutionally protected rights such as the right of the guarantee of human dignity, 
health, education, ensuring social welfare and dignified living conditions” (Student n. 365). 
“They are set of laws governing the state for the dignity of the human person, so that everyone, regardless 
of color, race, beliefs or sexuality can make enjoyment of legal rights that enable good sociability and re-
spect to the human person. Among the rights we can list: housing, health, education, etc.” (Student n. 441). 

This trend in perceptions can be an indication of the effectiveness of the discourse on human rights as a pro-
gressive policy, but not necessarily as an emancipatory policy, in other words, the bias of this discourse is regu-
latory, not emancipatory. Such perceptions have their ingrained assumptions in the discourse, knowledge, 
processes and values of modernity which have shaped the concepts of human rights, according to (Santos, 1997, 
2009; Candau, 2008). The statements of modernity bring difficulties and great complexity for the reinterpreta-
tion of human rights, in the establishment of an “intercultural conception of emancipating policies of human 
rights” (Candau, 2008: p. 54).  

Intercultural conception assumes the knowledge of the other in their equality and difference. However, we can 
also observe in Table 1 analysis that despite the “right to choose, option, freedom” which indirectly includes the 
“right to be different”, it was mentioned by 5.3% when referring to human rights, the necessary link between 
equality and difference does not appear in the students’ responses. 

The link between equality and difference requires as Candau (2008: p. 49) explains” […] the passage of the 
statement of equality or difference to equality in difference. This is not to say equality, denying difference, not 
an absolute differentialist view that relativizes equality. The question is how to work the equality in difference. 
“Therefore, the author defends the intercultural perspective which “is oriented to the construction of a demo-
cratic, plural, human society, which links equality policies to identity policies” (Candau, 2008: p. 52). 

In this sense, to build a social quality school is important to assume the intercultural perspective, because it is 
directed to: “the construction of a democratic, plural, human society, which links equality policies to identity 
policies” (Candau, 2008: p. 52). In this sense, we agree with Santos (1997: p 11) when he states that it is neces-
sary “[…] to begin to understand the dialectical tension between social regulation and social emancipation 
which characterizes Western modernity—a well present tension in the philosophies and on human rights prac-
tices”. 

Thus, human rights consider equality, but also the differences are the challenges for a Human Rights Educa-
tion in an intercultural perspective. Since, it is argued that “this is only possible if a policy of radically different 
human rights of the hegemonic liberal is adapted, and if such a policy is conceived as part of a broader constel-
lation of struggles for social emancipation” (Santos, 2006: p. 433). Thus, the effectuation of the emancipatory 
potential of intercultural human rights cannot be thought a simplistic or linear way, or guided on the assump-
tions of modernity. We highlight the findings of Santos (2003, p. 21) that can help us in the desired direction. 

We now live in obscenely unequal societies, and yet, equality is not imposed as an emancipatory ideal. 
Equality, understood as equivalence between equals, ends up excluding what is different. All that is homo-
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geneous at the outset tends to turn into exclusionary violence. Hence the differences, carry with alternative 
views of social emancipation, must be respected. It is the duty of those who claim to decide to what extent 
whether to hybridize or undifferentiate. This relationship between the principle of equality and the prin-
ciple of difference requires a new radicalism in the struggles for human rights. 

There is much to be still achieved in terms of human rights guarantee, especially in dignity of the person in all 
his/her diversity and quality of life of many people regarding: education, health, housing, leisure, respect, life, 
family and community coexistence, freedom, sport, food, culture and professionalization. “The struggle for hu-
man rights should be seen as a powerful tool for social transformation, with the goal of building a fairer society 
and a tool to combat the exploitation of man by man” (Schilling, 2004: p. 12). In this struggle for human rights, 
it is necessary to exercise citizenship knowing your rights and demanding compliance, as advocated by Hannah 
Arendt (1978): “What remains unswerving, as a basic assumption, is the right to have rights”. 

Considering that the biggest part of the population lives in extreme poverty and does not have economic con-
ditions to ensure the basic rights are necessary state actions to ensure the minimum of dignity through recogni-
tion of a better redistribution and representation, generating a more just and equalitarian society. In a society in 
which capitalism in its neoliberal version rules, the State’s actions with these goals are characterized as com-
pensatory policies, since they aim to mitigate inequalities without, however, changing socio-economic condi-
tions through structural policies. 

In this context, it is reinforced the need to fight for justice and equality through the guarantee of the right to 
intercultural education which, according to Candau (2008: p. 52), wants to promote “education for the recogni-
tion of the” other “for dialogue between different social and cultural groups”. An education that is “able to pro-
mote the construction of a common project, by which the differences are dialectically integrated”. In this process, 
it is important to promote participation and dialogue with students and young people, since they can contribute 
to transform the space in school of “[…] rights guarantee that dialogues with cultural diversity, including equal-
ity/difference of gender, race, ethnicity, sexual orientation and identity in curriculum practices” (Candau, 2008: 
p. 46). 

4. Justice and Intercultural Education 
If we long for a fairer society is necessary to develop actions to denounce and guarantee human rights, valuing 
the identity and uniqueness of every human being. Fraser (2008, p. 10) in his book “scales of justice” brings a 
thought-provoking question: What are the possible ways to practice justice in the age of globalization? Since 
there is no agreement on the subjects of justice (who is entitled, authorized to make claims) and on who should 
claim. 

The central issue is to confront different views about who is the subject of justice: citizens or global humanity 
or transnational risk communities? (Fraser, 2008, p. 5). It is also important to establish the “what”, the “who” 
and “how” of justice. According to Fraser (2008), the “what” of justice refers to the economic dimension, in-
cluding the struggles for redistribution, the “cultural” dimension in struggles for recognition, and also the politi-
cal dimension involved in the struggle for overcoming representation deficits. Regarding the “who” of justice 
Fraser (2008, p. 5) points to the “principle of all subjects” who should define the different milestones according 
to the different problems (local, national, regional or global). The “how” of justice should take place through a 
“democratic critical” approach using procedures to determine the “who” of justice. Thus, the “who” of justice 
(Fraser, 2008, p. 5) will only be respected in a democratic society where all human beings are worthy and have 
the same importance. So, they have equal rights and duties not only in economic, but also relating to all funda-
mental rights. “If justice concerns essences issues of equality, freedom and democracy, it turns out to be another 
name of education, a good education” (Estêvão, 2004: p. 96). 

An education that sees the learner as citizen of rights, which sees recognized his/her citizenship and is em-
powered in terms of drilling of his/her rights. It is now a learner understood in all his/her dimensions, 
which implies a vision of education committed also to social justice, with the recognition of the other, with 
the power and autonomy (Estêvão, 2013: p. 32).  

Still in relation to the interdependence between justice and appreciation of singularities, of respect and recog-
nition of diversity, Santos (2007: p. 40) argues that “there is no global social justice without global cognitive 
justice or without justice among knowledge”. 
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The inter relationship between the issues of human rights and justice is evident in that the students position 
themselves in relation to justice, specifically with regard to the idea of “equality” as shown in Table 2. 

If we analyze the students’ perceptions on Justice and Human Rights regarding “equality” we observe that: 
17.5% of students relate justice to equal treatment, equality, while 8.1% think human rights as rights which eve-
ryone can exercise-equality. As illustrated by the data presented in Chart 1. 

In the student’s perceptions equality is a way to ensure justice and when this does not occur there is a viola-
tion of human rights, according to Arendt (1978: p. 387) “equality is not given, but the result of human organi-
zation and therefore is guided by the principle of justice ‘the author also states that’ we are not born equal; we 
become equal as members of a group by virtue of our decision for us to ensure the mutually equal rights”. 

For all people to have equal rights—there is included the right to difference—in fact it is necessary that the 
society is organized in such a way to guarantee the three pillars of justice appointed by Fraser: redistribution, 
recognition and representation, being redistribution the search for fairer allocation of resources and goods, “re-
distribute wealth from rich to poor, from North to South, and from the owners to the workers” (Fraser, 2007: p. 
102), still according to the author: “The material inequality is high in most countries of the world […] It also in-
creases globally, more dramatically, across the dividing line between north and south” (Fraser, 2006: p. 231). 

The recognition assumes that mobilized groups under the nation’s flag of ethnicity, “race”, gender and sex-
uality fight for “their differences to be recognized” (Fraser, 2006: p. 231). According to the author “The 
non-recognition consequently does not mean the depreciation and deformation of group identity. On the oppo-
site, it means social subordination in the sense of being deprived to participate as an equal in social life” (Fraser, 
2007: p. 107). 

Regarding political representation, Fraser argues that justice requires social arrangements that permit all to 
participate as peers in social life. Overcoming injustice means overthrow institutionalized obstacles that prevent  
 
Table 2. Students’ perceptions on justice.                                                                        

Categories-Variables Nº. % 

Equal treatment, equality 89 17.58 

Law enforcement, legal norms. 69 13.6 

Right and wrong standard application, “truth”. 65 12.9 

Access and guarantee of rights. 62 12.3 

Judgement, punishment or reward. 50 9.9 

Balance, impartiality in the trial. 30 5.9 

Solution compatible with the fact. 20 4.0 

Discernment, judicious decision. 20 4.0 

Diverse 101 20.0 

Total 506 100 

Source: Data Bank of Violence Observatory in Schools from PUCPR. 
 

 
Chart 1. The category equality on youth perceptions on justice and human rights. Source: Data Bank of Violence Obser- 
vatory in Schools from PUCPR.                                                                            



A. M. Eyng et al. 
 

 
1133 

some individuals to participate in equal conditions with others, as full partners in social interaction. (Fraser, 
2008, p. 5). 

The portion of exclusion of the population in political representation extends to the school environment. Du-
bet (2004: p. 552) calls attention to the care of the individuals’ devaluation because “[…] there is an even great-
er injustice when the reproduction of inequalities comes with a stigma and a devaluation of individuals”. The 
author also highlights the cruelty of these injustices: “It is both useless and cruel, it is an injustice done to the 
weaker students, the losers in the school competition. It is hard to fail and be driven to the undervalued jobs, but 
useful, it is cruel to be despised during this route”. 

In this sense, it is important to analyze the curricula being developed in schools, evaluating “the degree of re-
spect that the school curriculum and organizational models of school life have with the different idiosyncrasies 
of groups and people who have to coexist in this institution” (Santomé, 2013: p. 225).  

Social quality education implies a critical look, intended to be aware of the varied and multiple exclusions and 
discrimination present in the school curriculum, seeking to overcome them. Thus, we aim to wish this utopia re-
garding the students’ emancipation to participate in the necessary changes for a fair and equalitarian society. 

School can direct in this perspective, seeking knowledge and dialogue with the students’ realities, considering 
equality, respecting differences and promoting human rights education, based on justice. Thus, the school, ac-
cording to Candau (2000: p. 16) “enhances a questioning attitude, reveals the need to introduce changes in both 
the explicit curriculum, as the hidden curriculum, thus affecting the school culture and the culture of the school”. 
These changes are assumptions that we long for, perhaps to become the results of an intercultural perspective of 
education in human rights, which establish “links between equality and difference, that is, the passage of the 
statement of equality or difference to equality in difference” (Candau, 2008: p. 49). We reaffirm the need to be 
engaged in utopia as Benevides encourages us: 

In a country like ours, marked by inequalities and injustices devastating, we cannot succumb to skepticism 
or melancholy of conformists. It is necessary to have a pedagogy of indignation-but free of resentment, 
which only cause sterile bitterness; It must have, as shown by Paulo Freire, a pedagogy of construction, 
awe and wonder at all that affirms life, which is a standing invitation to share the joy of living (Benevides, 
2000: p. 349). 

Moreover, a pedagogy that makes it possible to experience the maximum living of Santos (1997: p. 122) 
when he says that “we have the right to be equal when our difference makes us inferior, and we have the right to 
be different when our equality mischaracterizes us”.  

5. Final Considerations 
The survey results and the ponderations discussed in the text challenge the implementation of public policies, 
especially educational policies that are founded on current claims for redistribution and recognition, ensuring 
equal access and respect for socio-cultural diversity of people. 

Students’ perceptions also point to the need for the school to be truly a space of guarantee and protection of 
rights, and thus of social justice promotion. This way, it will be possible a social quality basic education. 

Such challenge can be taken from the intercultural perspective in order to work the “equality in difference”, 
thus ensuring the rights and promoting social justice. Therefore, it not only summarizes the guarantee of basic 
rights and positivized nor the guarantee of an illusory “equal treatment/equity”, or the application of laws/decon- 
textualized and vertical legal rules. It is building an educational project that is emancipatory comprising “[…] a 
learning project of conflicting knowledge in order to, through it, producing radical and destabilizing images of 
social conflicts that have resulted in the past, images capable of enhancing the indignation and rebellion. Educa-
tion, in this sense, for nonconformity.” (Santos, 1996: p. 17). 

Thus, a school which aims to ensure social quality education to their collective considers three key points: 
1) The curriculum as a privileged space for the establishment of intercultural dialogue on issues of democratic 

experience, including in this dialogue, the appreciation of the recognition of the other in all its social and cultur-
al diversity. 

2) Development of analysis processes and intercultural translation in order to expand knowledge and aware-
ness of the power relations and colonialism, with a view to emancipation. 

3) Experience and promotion of human rights and justice. 
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Still, it will be necessary to face many challenges to the practice of these three aspects, considering the need 
to break the culture historically constructed of authoritarian practices, competitive, the inequalities of access, the 
injustices and rights violations. Justice in guaranteeing rights at school presupposes democratic experiences, 
fairness, respect for diversity, aiming at the students’ empowerment through intercultural dialogue. 

Hence the need for collective participation of the school community in the analysis, development and above 
all the experience of an intercultural curriculum can able to facilitate education in human rights in a fair and so-
cial quality school. The curriculum can be a privileged space for the establishment of dialogue on issues relating 
to democratic principles, to the experience of rights and justice. 
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