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Abstract 

This research intends to investigate obstacles to moral education in a private school in Brazil, based on teachers’ 

views, which were gathered through interviews, questionnaires and discussions during workshops. It is a qualitative 

case study conducted in a country where neoliberal values increasingly influence education, and where high rates of 

socio economic inequalities are easily observed. Similarly to other emerging economies, Brazil faces increasing 

privatisation in education, mainly in higher education but also in basic education levels. Although the majority of 

students attend public schools, the relevance and representativeness of private schools in the country go beyond 

these numbers. Historical and political circumstances have favoured their establishment, expansion and influence in 

the Brazilian society. As a general rule, private schools tend to work under little scrutiny of the Ministry of Education, 

and little attention is given to the values they promote. Concern for moral education and collective wellbeing, 

although part of national education policies, still need great efforts to be included in school practices on a daily basis in 

Brazil. 

 

Moral education holds potential to raise awareness of social injustices and to improve concern for collective 

wellbeing. Its relevance seems even stronger in the so-called developing countries, such as Brazil, where high rates of 

corruption and little concern for the common good reinforce existing inequalities in society. In this thesis, moral 

education is disconnected from more traditional or religious practices, while progressive approaches, such as values 

clarification (VC), are understood as an important contribution to the practice of moral education in schools. The 

main argument underpinning this research is the need to recognise education as a moral enterprise, and to develop 

moral education in schools as a response to contemporary challenges and the need for justice in society. In this sense, 

this thesis supports moral education and concern for collective wellbeing as essential components of schooling – 

which is increasingly viewed as a synonym of education – as well as their potential to assist in developing a more 

holistic conception of education, and deemphasising its instrumental value, which is dominant nowadays. 

 

This qualitative case study was developed with five teachers working in a private school in Brazil, and qualitative 

content analysis was applied to analyse the primary set of data (interviews). The results derived from the combination 

of this analysis and the secondary set of data (questionnaires and notes from a research diary from observations made 

during the workshops with teachers). They indicate that teachers consider students’ parents as the main obstacle to 

moral education in the school, particularly the conflict of values between teachers and parents. Teachers also 

mentioned neoliberal influences as an obstacle to moral education, e.g. overloaded school curriculum and little time 

for extra initiatives, great pressure and concern from parents and school administration in relation to the use of books 

and students’ performance. The school conduct, interests and decisions were pointed out as an obstacle to moral 

education as well, with emphasis on the lack of support for teachers on conflict situations with parents. Results 

suggest that teachers view moral education as an essential part of their job but also as a burden when developed 

without support from parents and school administration. Additionally, the study identified that teachers lack 

knowledge and practical training in moral education during their studies to become teachers, which could also 

constitute an obstacle to its development in the school. Finally, the suggestions mentioned to improve moral 

education in the school included more support for teachers, more communication between teachers, parents and 

school administration, and real engagement from the institution on matters of moral education. 

 

Although a qualitative case study without aims of generalisation, this research offers data and results relevant to 

numerous cases in Brazil and in other countries facing similar challenges, particularly in contexts of increasing 

privatisation in education and neoliberal values in society. It offers contributions to comparative studies in education, 

and it provides empirical data that could contribute to restrain existing hindrances to the inclusion of moral education 

in school practices in Brazil. 
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1. INTRODUCTION 

Educational practices are constantly being modified by ongoing trends occurring 

on international, national and local spheres, particularly neoliberal trends. Stan-

dardised testing represents a strong tendency in education, and the increasing 

appreciation for it – not only by education experts but also by the general public – 

influences the understanding of what education means and what it should aim at. 

There is an excessive emphasis on accountability of students’ and teachers’ per-

formance in schools nowadays (e.g. national evaluations, student and school rank-

ings), and other indicators became common forms of measuring quality in educa-

tion, constituting a process which Ball (2003, 216) called a culture of performativ-

ity. The acclaimed Programme for International Student Assessment (PISA) is only 

one among a great number of standardised tests influencing decisions about cur-

riculum, school practices and educational objectives. It is a process that Purpel 

(2004) called trivialization of education, that is, “the evasion or neglect of larger, 

more critical topics and the stress put on technical rather than social, political, and 

moral issues.” (p. 19). Such process is strictly connected to aggressive neoliberal 

values, which, in general terms, emphasise freedom of choice, individual gains, 

competition, privatisation, economic deregulation and unceasing economic growth. 

One must not forget, however, that by shaping the purposes of education, these 

trends inevitably shape another concept, which is essential in education: the 

teacher – more specifically, the teaching profession. 

 

These neoliberal trends in education are continually affecting teachers’ role in 

schools and in society, that is, they are changing what it means to be a teacher 

(Ball 2003, 217). Their responsibilities and autonomy are altered by the way edu-

cation is conceived (its principles and purposes), and how it is provided (public or 

private provision). Regarding how education is conceived, there is a current as-

sumption that education should focus on providing knowledge necessary for good 

marks in tests, as well as specific skills demanded by the market, which would en-

hance the chances of employment in the future for these students. Such instru-

mental understanding of education has led to a simplistic conception of the teach-

ing profession, whose commitment becomes limited to simply deliver predefined 
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content to students. The moral attribute of education is often put aside, and con-

stant concern with individual achievements favours competition over collective-

ness and more altruistic values in schools. Rizvi and Lingard (2010, 86) explain 

that educational systems are shaped as to fulfil the demands of the market rather 

than the needs of their communities, which creates societies guided by self-

interest and self-capitalisation, with little room for altruism and cooperation. In line 

with their argumentation, Purpel (2004, 131) explains that schools are emphasis-

ing individual competition instead of teaching the skills for community building, and 

they seem to forget that democratic communities are not inevitable and, conse-

quently, they need to be constantly nurtured. 

 

Limitations to the moral attribute of education might become stronger when stu-

dents attend private schools and pay for it as a service. It is not the aim of this 

study to imply that public schools dedicate more time or attention to moral educa-

tion than private institutions. There are numerous problems that hinder the practice 

of moral education also in public schools in Brazil, and they need to be addressed 

within their contextual particularities. The interest of this study refers to private 

schools, for they hold specific dangers to moral education on their own: as enter-

prises that are administrated as profit-oriented organisations, these schools pro-

vide a service (education) to their customers (parents), who are concerned about 

their personal interests – the individual success of their own children. In these 

cases, teachers face the danger of becoming service deliverers of a company, 

working with very limited autonomy, and conforming to managers and customers’ 

demands. 

 

In summary, this study intends to discuss limitations to moral education in a pri-

vate school within a specific context increasingly influenced by neoliberal values. It 

is a qualitative case study conducted in a private school in Brazil, a country where 

standardised testing in education is progressing on the national level, and privati-

sation – especially in higher education, but also in basic education – has increased 

in the last decade. It is also a country that holds high levels of socio economic ine-

qualities, as most emerging economies (OECD 2011, 52), and also high rates of 

corruption in the public and private sector (Transparency International 2013). In 

this research, I worked with five primary school teachers as an attempt to under-
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stand existing obstacles to moral education in that private school, and, conse-

quently, identify possibilities to improve moral education practices. 

 

This thesis is divided in ten chapters and it starts in Chapter 2 justifying the rele-

vance of this study, while it also includes the researcher’s positionality, the state-

ment of research questions and previous research of interest to this study. Chap-

ter 3 discusses the theoretical foundations that underpin this thesis, particularly the 

role of education in society, current trends in the field, the moral attribute of educa-

tion and its importance to collective wellbeing. In the following chapter, education 

in Brazil is discussed, with special attention to the role of private education and 

moral education in the country, with relevant information that could assist the 

reader to become familiarised with the Brazilian context. In Chapter 5, qualitative 

case study approach and matters of trustworthiness are presented, as well as a 

description of the school and the local context where this study was conducted. 

Chapter 6 explains the process and sources of data collection, namely interviews 

and workshops. Qualitative content analysis is presented in Chapter 7, as it was 

the data analysis methodology applied in this case study. Chapter 8 contains the 

results of the empirical research, and in Chapter 9 the reader will find the final dis-

cussion of this study. The last chapter refers to ethical considerations, followed by 

bibliographical references and appendices. 
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2. JUSTIFICATION OF THE STUDY 

This study is an attempt to investigate obstacles to moral education in a private 

school in Brazil, based on teachers’ perceptions, which were discussed in work-

shops and interviews. One could argue that, despite the increasing participation of 

the private sector in the provision of education, the great majority of students still 

attend public schools in most places around the world, including Brazil. Fielden 

and LaRocque (2008, 5) point out that over 80% of students at school level in 

OECD and partner countries, which include Brazil, were enrolled in public schools 

in 2004. Private provision of education, although still accessed by a minority, as-

sumes different roles in different countries, and, consequently, its representative-

ness should not be assumed to be the same or irrelevant in every society. On the 

contrary, private schools might represent a great force in a process that is deeply 

altering the concept and purpose of education and the teaching profession, espe-

cially in the so-called developing countries. In Brazil, private education holds a his-

torical and peculiar significance, which affects the way it is perceived in that soci-

ety and how it influences education in the country. 

 

It is true that most students attend public schools in Brazil but it is also true that 

the number of students in private schools is increasing in the country (Instituto Na-

cional de Estudos e Pesquisas Educacionais Anísio Teixeira - INEP, 2013). It is 

reasonable to affirm that private schools, as business enterprises, are under less 

scrutiny of the Ministry of Education (Ministério da Educação - MEC) than public 

schools. Additionally, as a general rule, in OECD and partner countries (such as 

Brazil), private schools that receive some type of funding from governments are 

more regulated than those completely independent in financial terms (Fielden and 

LaRocque 2008, 5). I must clarify that the purpose in this argumentation is not to 

advocate for less autonomy for schools and more strict government control over 

them – public or private. The criticism here refers to the fact that little attention is 

given by the government to private schools, particularly on matters of ethics and 

the promotion of specific values that could benefit the improvement of collective 

wellbeing in Brazil. 
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It might seem a paradox to present a study that intends to improve teaching prac-

tices in a private school for the benefit of collective wellbeing. Private schools tend 

to represent a form of elitism themselves, and the yoften exist and survive be-

cause of generalised lack of concern for collective wellbeing, particularly in the 

form of poor provision of public education for all. On Freire’s (1970/2005) terms, 

“the pedagogy of the oppressed cannot be developed or practiced by the oppres-

sors. It would be a contradiction in terms if the oppressors not only defended but 

actually implemented a liberating education.” (p. 53). Similarly to Freire’s support 

for a radical transformation in education, Purpel (2004, 19) argues against reforms 

that aim at amelioration rather than transformation, especially because they bring 

superficial solutions to the roots of the problems they are trying to address. Al-

though it is a respected argument of great value and relevance to social justice 

and collective wellbeing, a revolutionary political reformwould be needed to elimi-

nate private schools in Brazil nowadays, not to mention a cultural transformation. 

 

Although the ideal situation would be the free provision of basic education for all 

and the concern for social justice and collective wellbeing as part of educational 

practices, the complexities and challenges of education in Brazil are difficult to dis-

card. Perhaps it is a more pessimistic or conformist perspective but there is little 

chance that private schools in Brazil will disappear in the near future, for there are 

far too many political and economic interests involved. On the contrary, they seem 

to be stronger than ever. Additionally, the political and education system is rooted 

in a wide range of cultural and historical aspects that could not be transformed so 

suddenly. Therefore, while they are not extinguished, while their existence is al-

lowed and encouraged by the Brazilian legislation, and while they are still educat-

ing students who will be professionals and citizens in the country, private schools 

should be the object of great concern and research, especially in relation to moral 

education. 

 

This study is also a brief critique to a dominant conception of schooling that fo-

cuses on the development of technical skills without raising significant reflections 

about ethics and values, especially those that could assist in improving collective 

wellbeing. Along the twentieth century, education was increasingly seen as 

equivalent to formal schooling, resulting in the understanding that an educated 
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person would be a person that attended school for a certain amount of time and 

attained schooling diplomas and certifications (Katz 2009, 37). However, if school-

ing is increasingly reduced to the transmission of technical knowledge and skills, 

and aims mostly at successful performance in tests, should then education be un-

derstood the same way? If schooling became the reference and the measure for 

education nowadays, could it deny or neglect moral issues inherent to the devel-

opment of ethical, critical and active citizens in society? 

 

In Brazil, it is not rare to find cases reported in the news of serious negligence and 

unethical behaviour in favour of individual benefits and interests, such as doctors 

performing (highly profitable) medical treatments or surgeries in private clinics 

without the required legal certification, employers intimidating employees so they 

work even without safety equipments, politicians stealing financial funds originally 

destined to provide school meals for children, and police officers accepting bribery 

from drug dealers. These professionals were all educated, they attended classes, 

and they have school certifications. If we accept that education is not the only fac-

tor influencing human behaviour but we also acknowledge that it is an essential 

factor in the process of shaping society, isn’t there something missing in schools 

then? 

2.1. Researcher’s positionality 

Originally from Brazil, I have experienced education in the country in two different 

forms: as a student for 16 years (from pre-school to undergraduate education), 

and as a language teacher for three years. Except from four years as a student in 

a public university, my experience occurred in the city of São Luís, the capital city 

of the state of Maranhão, and in private education institutions – which made me 

familiar with some of their particularities, and intrigued by their conflicting dynam-

ics. This research is a qualitative case study developed in a private school in that 

same Brazilian city, where I spent 20 years of my life. Despite attempts to produce 

an unbiased study, this project will always be indissoluble from my own back-

ground and beliefs. In qualitative research, particularly in qualitative case study 

research, the researcher is the main instrument in collecting, interpreting and ana-

lysing data (Simons 2009, 14; Merriam 1988, 19). As Stake (1995) explains, “re-
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search is not helped by making it appear value free. It is better to give the reader a 

good look at the researcher.” (p. 95). Consequently, discussing my positionality as 

a researcher constitutes an essential aspect influencing the trustworthiness and 

the understanding of this study. 

 

The epistemological and ontological stances adopted in this study constitute the 

main aspects of my positionality as a researcher to be discussed. My understand-

ing of knowledge and reality follows the arguments of qualitative research within 

the constructivist research design, that is, the understanding that knowledge is 

socially constructed and there is not only one reality but multiple realities. The 

epistemological and ontological assumptions in contemporary qualitative research 

support, respectively, that knowledge is constructed rather than discovered, and 

reality is susceptible to multiple interpretations (Stake 1995, 99; Merriam 1988, 

39).  In this sense, Stake (1995) emphasises that “no aspects of knowledge are 

purely of the external world, devoid of human construction” (p. 100), while Merriam 

(1988) explains that “reality is holistic, multidimensional, and ever-changing; (…) 

What is being observed are people’s constructions of reality, how they understand 

the world” (p. 167). In this particular case study, the results will be based on 

teachers’ perspectives, influenced by my own biases, and will not constitute the 

only possible or ‘correct’ interpretation but a valid interpretation of the subject stud-

ied. 

 

It is also part of my understandings that problems constantly present in interna-

tional debates, e.g. socio economic inequalities, poverty, child mortality, violence, 

corruption and environmental issues, could be positively transformed if collective 

wellbeing constituted an essential goal of human practices and interaction in all 

fields – especially in education. Strong competition in schools, workplaces, busi-

nesses and the society in general reflect and also reinforce an increasing concern 

with individual gains and financial prosperity, which is often translated as success 

and happiness. As Purpel (2004) points out, we are “in a very much cultural, politi-

cal, and moral crisis and hence, ipso facto, in an educational crisis” (p. 17), making 

impossible to detach and isolate education from those problems so evident in so-

ciety nowadays. 
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Concerns with collective wellbeing seem to constitute a superficial discourse in 

schools and workplaces, without real interest in significant social changes. Such 

superficial discourse promotes a positive public image, e.g. responsible institutions 

and good citizens, without effectively guiding daily practices and relationships truly 

engaged in promoting collective wellbeing. Education holds great potential to 

transform society and, therefore, it should promote values that favour the common 

good in face of the seriousness of the crisis the world is facing nowadays. Empha-

sising the need to address contemporary challenges in society, Purpel (2004) calls 

for action when affirming that 

 

in this age of triumphalism and relative prosperity, the danger of nuclear 

war, starvation, political upheaval, totalitarianism, and ecological disaster 

are perhaps not as prominent in public consciousness as they were ten or 

so years ago. Nonetheless, however powerful the cultural denial, they re-

main menacing realities, and not to view them as problems of immense 

magnitude and consequence is to contribute to their seriousness. (p. 18) 

 

Based on these understandings and ideals, when planning this research, my first 

interest focused on investigating teachers’ views on how education and their prac-

tices in that private school could help to prevent corruption – one of the greatest 

obstacles to collective wellbeing in Brazil. I intended to develop workshops with 

teachers, and use open-ended questionnaires to gather teachers’ opinions on that 

topic. However, three main factors changed the initial plans and also the focus of 

my research. Firstly, teachers had limited available time and it was not possible to 

work with them for more than 12 hours, which was less than I had planned. The 

second factor refers to teachers’ answers in the questionnaires. Despite teachers’ 

interest, their written responses were short in some cases, or seemed unnatural or 

too formal, which raised a need for more in-depth investigation, which was later 

developed through interviews. The other aspect that changed the direction of this 

research occurred during the second day of workshops, and a more detailed ex-

planation is provided in order to clarify my decisions in the research process, and 

assist in the justification and trustworthiness of this study. 

 



 9 

When questioning teachers about how to raise students’ awareness about cor-

rupted practices in society, they recurrently talked about the influence ofparents in 

their practices, how parents’ values were conflicting with what they were trying to 

teach in the school, and insisted on discussing that problem during the workshop. I 

then realised that talking about corruption as a national problem seemed too gen-

eral, broad and impersonal, and did not constitute a priority for those teachers. It 

was clear that working with values that could prevent corruption in Brazil was a 

secondary concern for them. While discussing moral education and values in 

school as tools to prevent corrupted practices in society, teachers emphatically 

talked about conflicting situations where their authority and autonomy were con-

tested by parents, especially in circumstances involving problems with students’ 

behaviour and attitudes in school. Additionally, teachers connected these conflicts 

to their relationship with the school administration, which they pointed out as con-

tributing to unequal power relations between teachers, students and parents. 

 

Those comments were crucial to my research and I decided to drop the focus on 

corruption and investigate those aspects clearly relevant and meaningful to those 

teachers I was working with. If this study truly intends to assist in improving prac-

tices in that school, it was fundamental to favour teachers’ needs instead of insist-

ing on my own research interests. In that sense, it seemed more reasonable to 

examine the concerns that teachers repeatedly exposed during workshops, in-

stead of insisting on a topic that they disengaged from in the discussions. There-

fore, the present study focuses on moral education in a private school in Brazil, 

based on the need to address current challenges expressed by teachers working 

in that school. 

2.2. Statement of research questions 

The research questions in this study were formulated inductively, that is, they were 

not defined prior to the workshops neither the interviews. Schreier (2012, 25) ex-

plains that in an inductive process, research questions or categories used for data 

collection are not derived from theory or previous research; they are data-driven, 

that is, they emerge from the data itself. In this study, the interview questions de-

rived from the discussions with teachers during the workshops, while the research 
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questions in this thesis were shaped by the data collected in the interviews. The 

research questions are defined below. 

 

1. What are the main obstacles for teachers to engage with moral education in 

a private school in Brazil? 

 

2. How could moral education be improved in private schools in Brazil? 

 

 

As one could note, while the first question focuses on the school’s specific context, 

the second research question is directed to a broader context. This difference of 

emphasis is related to qualitative case study approach, which was adopted in this 

research project and, in general words, aims at addressing the specificities of a 

particular case while also providing contributions to a broader context. Case stud-

ies, although developed within a specific context, deal with phenomena often veri-

fied in different contexts, and could assist in understanding a different context than 

its own. As Stake (1995) points out, “occasionally we encounter something really 

new (…) [but] cases seldom exist alone. If there’s one, there surely are more 

somewhere. We [case study researchers] have both a specific and a general in-

terest” (p. 72). 

 

Both research questions in this study will be addressed by applying qualitative 

content analysis to transcribed interviews with teachers. This analysis will be com-

plemented by a secondary source of data, namely written questionnaires applied 

with teachers and notes from a research diary developed during the workshops. 

2.3. Previous research 

When developing qualitative case studies, it is not always simple to find previous 

research strictly connected to the case studied, especially because each case has 

its own particularities and should be addressed as a unique case. However, in ad-

dition to its relevance to participants and the school where the research was de-

veloped, this study holds potential to contribute to comparative studies in the field 

of education. It does not aim at generalisations as to affirm that the results from 
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this research would be the same in any other private school in Brazil or any other 

country. However, if generalisations are difficult to be made in qualitative case 

studies, it is possible to provide thick descriptions of the case so readers could do 

their own generalisations, that is, naturalistic generalisations, in accordance with 

their own contexts (Stake 1999, 102). As Stake (1999) explains, naturalistic gen-

eralisations are the readers’ generalisations, for “single cases are not as strong a 

base for generalizing to a population of cases as other research designs. But peo-

ple can learn much that is general form single cases.” (p. 85). Moreover, as Stake 

(1999) emphasises, in qualitative case studies “seldom is an entirely new under-

standing reached but refinement of understanding is.” (p. 7). 

 

There is a great variety of research dealing with moral education in schools at the 

theoretical level, and there are also studies referring to moral education pro-

grammes in practice in specific countries. A great part of these studies, however, 

seems to focus on public schools or higher education, or simply in the school in 

general, without addressing the specificities of the type of provision (public or pri-

vate), and not on specific cases of private schools. Additionally, Moreno-Gutiérrez 

and Frisancho (2009) explain that “the original literature published in this field in 

the [Latin American] region is scarce” (p. 401), while it is also scarce in the interna-

tional arena, as, for instance, “in 38 years the JME [Journal of Moral Education] 

has published only 12 articles on moral education in just four Latin American coun-

tries” (p. 394). The authors point out the need to address moral education within 

more contemporary contexts in the region, especially because great part of the 

literature focused on the challenges for democratisation with the end of military 

dictatorships in different countries in Latin America in the second half of the twen-

tieth century (Moreno-Gutiérrez and Frisancho 2009, 395). 

 

Four studies that present relevant connections with this research will be mentioned 

in this section, while the conceptual and contextual foundations for this work are 

further discussed in the following chapters. Firstly, there is research evidence sup-

porting that private schools effectively encourage the civic engagement of stu-

dents, mainly in matters of political participation. Wolf (2007) argues that in the 

United States private schools “often enhance the realization of the civic values that 

are central to a well-functioning democracy.” (p. 67). It was a review of 21 quanti-
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tative studies that analysed the effects of private provision on seven civic values, 

namely 1) political tolerance; 2) voluntarism; 3) political knowledge; 4) political par-

ticipation; 5) social capital; 6) civic skills; and 7) patriotism (Wolf 2007, 67). Wolf’s 

review presents an optimistic perspective on the status of education of values in 

private schools - although it must be emphasised that the study referred only to 

civic values, which are central but not the only essential values to a well-

functioning democracy and collective wellbeing. 

 

Hofmann-Towfigh (2007) developed a study in Germany to identify whether there 

were differences in values of students who attended different types of school 

(state, private and religious). The author explains that students answered to a 

questionnaire at the beginning and at the end of the school year, without being 

aware that their values were being ranked. Conformity, tradition, benevolence, 

hedonism and power constituted the values included in the study, and the most 

significant differences could be found between religious and non-religious schools 

(state or private) (Hofmann-Towfigh 2007, 468). While benevolence was the high-

est value for students in the religious schools, hedonism was the highest value in 

non-religious schools, considering the results from both periods of time (Hofmann-

Towfigh 2007, 465). Although not strictly connected to the present research, Hof-

mann-Towfigh’s paper is relevant by emphasising the need for further empirical 

research on moral education that acknowledges the particularities of different 

types of school. Moreover, as Hofmann-Towfigh (2007) explains, “not much re-

search has been conducted studying school differences with regards to values 

education as it occurs without any form of intervention, such as a specifically de-

signed and applied values education programme.” (p. 456). 

 

Hassan and Kahil (2005) studied the effects of a specific programme of moral 

education (Living values: an educational program - LVEP) on the behaviour and 

attitudes of elementary school students in a private school in Lebanon. The au-

thors mention that numerous scholars and institutions have expressed the need 

for moral education in schools (e.g. Thomas Lickona’s book Education for charac-

ter, and UNESCO’s 1996 Delors report Learning: the treasure within) and LVEP 

has been positively reported at local and international levels (Hassan and Kahil 

2007, 82). Their research included three out of 12 values of the LVEP, namely 
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love, respect and peace, and it identified relevant positive changes in participants’ 

behaviour and attitudes after a whole school year of participation in the pro-

gramme. Hassan and Kahil (2005) explain that the targeted objectives were “stu-

dents’ conflict mediation skills, active listening, respecting, liking and finding posi-

tive qualities in oneself and others, taking other perspectives into consideration, 

enjoying quiet time by oneself and taking responsibility for one’s action.” (p. 89). 

Their choice for developing the programme in a private school, although of great 

interest to this research, was not explained in their article. 

 

Hassin and Kahil point out a relevant obstacle to moral education in Lebanese 

schools (without specifically mentioning private schools). Although schools recog-

nise the importance of moral education and attempt to foster its inclusion in their 

daily practices, “there isn’t yet a comprehensive curriculum that provides hands on 

activities and the integration of values within the curriculum. Values and personal-

ity development are mentioned in the new Lebanese curriculum, yet the emphasis 

on implementation is not clear.” (Hassin and Kahil 2005, 83). There is great simi-

larity to the Brazilian context in this case, as the national legislation in Brazil in-

cludes the teaching of moral values as part of the school curriculum, without, how-

ever, much concern for its implementation. This obstacle to moral education is not 

exclusive to private schools but a challenge to most schools in Brazil, Lebanon 

and surely other countries. Hassin and Kahil (2005) emphasise in their work that 

“continued research in this area appears to be crucial for validating the importance 

of values and social skills training in enhancing and reinforcing students’ emo-

tional, social and intellectual awareness” (p. 90). 

 

The last work to be mentioned in this section will be discussed in more details, for 

it refers to a study developed by two Brazilian researchers about a school-based 

moral education project established by the Brazilian government in 2003. Araújo 

and Arantes (2009, 492) explain that the Ethics and Citizenship programme was 

developed by the Ministry of Education (MEC) as a response to increasing socio 

economic problems in Brazil, and it constituted a commitment to social transforma-

tion based on four key values, namely ethics, democratic coexistence, human 

rights, and social inclusion. The authors describe the project, its basic principles, 

educational theories’ influences, implementation steps, and its holistic approach, 
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which included teacher training and the community’s participation in the process of 

moral education. Araújo and Arantes (2009, 498) emphasise that the programme 

was not mandatory and, although it developed strategies to enable schools to un-

derstand the project and decide whether they would participate in it, many schools 

were not keen on engaging with the project. 

 

The authors also explain that 26,000 schools (approximately 13% of all Brazilian 

schools at that time) received the guidelines and textbooks to develop the project 

with students but the material was simply ignored in the majority of the cases 

(Araújo and Arantes 2009, 508). They mention that another strategy was a finan-

cial award for schools that developed Ethical and Citizenship project(s) with stu-

dents for one year, and 450 schools submitted their project reports to enter the 

contest, resulting in 170 winners. Araújo and Arantes (2009, 500) explain that, af-

ter one year,  

 

To evaluate the efficacy of the implementation of the Program in those 

schools, the MEC decided to analyse the first 80 reports that they received. 

Ten of those reports were not approved because they had not achieved the 

goals they had proposed, but 15 were considered exemplary for the Pro-

gram. (…) This is the only evaluation of the Program that has been made 

by the MEC so far. (p. 500) 

 

As an attempt to produce an in-depth evaluation, Araújo and Arantes (2009, 507) 

decided to work with two secondary schools in Brazil for two years in order to iden-

tify whether the Ethics and Citizenship programme had impacted students’ ethical 

awareness and the schools’ moral atmosphere. Although they did not mention if 

the schools were private or public, one could assume that the researchers devel-

oped their study in public schools, particularly because they had mentioned that 

the MEC distributed the Ethics and Citizenship guidelines and textbooks “to all 

Brazilian public [emphasis added] Middle Education schools (students aged 15-17) 

and to all the Fundamental Education schools (students aged 6-14) in cities with 

more than 100,000 inhabitants” (Araújo and Arantes 2009, 497). 
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They adopted a naturalistic research approach to work with students and teachers, 

and used mixed methods (qualitative and quantitative) to collect data, e.g. written 

questionnaires, semi-structured interviews, and written reports. Their study sug-

gests that students’ ethical awareness and the school’s moral atmosphere were 

positively affected by the programme. Additionally, they support that the pro-

gramme, as a planned and systematic work, could constitute a powerful tool to 

foster democracy and moral education.  Araújo and Atantes (2009) support that 

 

the Program needs to be seen within the long-term concern to develop 

strategies to help Brazilian society to face its major socioeconomic chal-

lenges of inequality, violence, corruption and social exclusion, through the 

moral development of its youth. Although well conceived and planned, the 

implementation of the Program has, however, been too dependent on the 

personal beliefs of those occupying positions of authority on the govern-

ment and state boards of education. Thus the Program has often faced the 

problem of the discontinuity in implementation due to personnel changes. 

(…) School, states and municipalities interested in the Program’s develop-

ment suffered from a lack of strong support in their daily activities and many 

teachers eager to develop the Program in their communities felt aban-

doned. (p. 507) 

 

Although primary schools included in the Ethics and Citizenship programme were 

public and private, the secondary schools were only from the public sector. There 

is no mention whether the 80 schools that had been evaluated by MEC were pub-

lic or private, and it is not possible to affirm that private schools were among those 

that won the financial award. Moreover, Araújo and Arante’s study was developed 

in two public schools in a poor neighbourhood, which is very different from the 

present case study. However, three main points should be emphasised based on 

their research, as they could assist in understanding to context of the present 

study and in justifying the need for it. 

 

Firstly, there is a clear understanding by the Brazilian government that the educa-

tion of values, particularly ethics, democratic coexistence, human rights, and social 

inclusion, constitute an essential aspect of basic education, and it should involve 
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not only the school but also the community. However, according to the Brazilian 

Constitution, moral education remains defined as an optional initiative, which com-

promises its prioritisation in many schools. Secondly, there are efforts already 

been made on this matter, although much more effort is needed in terms of im-

plementation and schools’ engagement, including private schools. Finally, there is 

a need to investigate the gaps between the education policy principles and ambi-

tious intentions, and the real practice in schools in Brazil. As a result, advance-

ments in research that could identify the obstacles to moral education in practice 

could be of great value in the process of addressing socio economic inequalities 

and social exclusion in Brazil. 
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3. THE ROLE OF EDUCATION IN SOCIETY 

The concept of education has been discussed for centuries, and different experts 

and professionals (e.g. philosophers, politicians, educators, historians, econo-

mists, businesspersons and activists) have been contesting the role attributed to 

education in society (Purpel 2004, 21; Carr 2003, 119), particularly moral educa-

tion. Despite centuries of discussions, as Chazan (1985) explains, “the moral fail-

ures of the twentieth century and the moral wrestlings of the contemporary young 

person clearly indicate that the issues of moral education are far from being re-

solved.” (p. 119).  It is not the intention of this work to expose all existing perspec-

tives on education or moral education, which would not be plausible in this type of 

study. The main point to be discussed here refers to the legitimacy and importance 

of moral education to education itself, the teaching profession and society as a 

whole. 

 

 Moreover, this study does not aim at supporting one specific approach to moral 

education as the ideal one, that is, how moral education should be in practice. It 

would not be possible, however, to disassociate a discussion about the legitimacy 

of moral education from the approaches used by educators when engaging with it. 

Therefore, reference to different approaches to moral education will be made in 

this paper, although without deep exploring them. 

3.1. The trivialisation of education 

There are often competing ideas about the role of schools in society, as a result of 

struggles “connected to current economic and foreign policy (…) or to moral con-

cerns” (Purpel 2004, 23). It is remarkable, however, that economic interests have 

subjugated fundamental discussions on the essence and purposes of education, 

particularly since the last decades of the twentieth century. During the1970s and 

1980s, the world witnessed the implementation of the first neoliberal policies, e.g. 

in the US during the presidency of Ronald Reagan and in the UK when Margaret 

Thatcher worked as prime minister (Baltodano 2012, 490; Biesta 2005, 57), result-

ing in the decline of the previously dominant Keynesian economic model and the 
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slow erosion of the welfare state. While the welfarism focused on redistribution 

and social security, the new economic order strengthened the free market econ-

omy and its principles of “maximised competition, free trade, elimination of tariffs, 

and government protection for business” (Baltodano 2012, 491). 

 

Brown (as cited in Baltodano, 2012, p. 493) argues that neoliberalism has subju-

gated political power to the needs of the market, shaping every area of social, cul-

tural, and political life according to principles of profitability and cost-efficiency, 

while disregarding the commitment to equality and social justice. The effects of 

neoliberalism in education entail a great range of transformations, sometimes insti-

tutionalised in the form of educational policies or reforms, sometimes as unofficial 

ongoing alterations in school practices, teacher education, and parents’ expecta-

tions and demands. Baltodano (2012) explains that neo-liberalism initiated a 

movement of standardisation in education that increased stratification and exclu-

sion in the United States, as it “relied on testing, publication of test scores, and 

ranking of public schools” (p.494). Such emphasis on testing and on the develop-

ment of education as to respond to the needs of the economy contributed to a 

process called by Purpel (2004) as the trivialisation of education, that is, “the eva-

sion or neglect of larger, more critical topics and the stress put on technical rather 

than social, political, and moral issues.” (p. 19). Purpel (2004) argues that nowa-

days 

 

the preponderance of public dialogue on education is rooted in its instru-

mental value, namely for preparing people to design and operate the en-

gines of the economy while most parents and students focus on the educa-

tional process in relation to how it can facilitate their social and economic 

advancement. (p. 20) 

 

As a result, less and less room is left for discussion about values, social justice 

and ethics. There is no intention in this study to advocate against education as a 

means for pursuing individual interests and economic growth. It would be naive to 

imagine that education could be totally disconnected from the economic needs of 

society nowadays. The main criticism refers to the development of education only 

or mainly for those purposes, and the prioritisation of careers and schools subjects 
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based only on such interests. As Purpel (2004, 132) explains, it is obvious that 

someone studying to be a doctor, for instance, must learn the knowledge required 

to exercise that profession; however, there is an imminent need to develop educa-

tion as to promote individual autonomy but also a sense of community and a just 

society (Purpel 2004, 132). In this sense, Purpel (2004) recognises the importance 

of some instrumental value of education but advocates against its trivialisation, 

and further explains that  

 

if the schools are to be considered as preparation for work, they must do so 

by simultaneously being concerned with a society and an economy that is 

committed toward justice and dignity for all. (…) they should be required to 

do so in the context of the public’s commitment to joy, dignity, and fairness 

for all. (p. 126) 

 

Such instrumental view of education, or trivialisation of education, could be aligned 

with what Carr refers to as professional conceptions of teaching. According to the 

author, professional conceptions of teaching aim at rationalising educational provi-

sion in the name of efficiency, equity and accountability, emphasising market-

orientated mechanisms of regulation, legislation and accountability (Carr 2003, 

226). In such conception of teaching, the relevance of accountability is dominant: 

students’ progress must be accountable, teachers’ work must be accountable, 

schools’ performance must be accountable. Nevertheless, while accountability 

could be beneficial in terms of legislative regulation and control, Terhart (1998, 

434) stresses that holding teachers accountable for the results of their work pre-

sents great dangers to a more holistic conception of education. 

 

It is perhaps easier to make the teaching of Math accountable, as well as Physics 

and Grammar. However, how could one make the teaching of values accountable, 

for instance? Above all, as Ball (2003) questions, “who is it that determines what is 

to count as valuable, effective or satisfactory performance and what measures or 

indicators are considered valuable?” (p. 216). In this sense, Purpel (2004) says 

that 
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we seem to be more proud of our technical virtuosity, our engineering gen-

ius, and our pragmatic, problem-solving stance than we are of our theoreti-

cal and speculative consciousness. (…) This is surely not to say that the 

technical, the applied, and the pragmatic are not themselves worthy of in-

struction, nor that they do not have significant educative potential. It is to 

say that our strong emphasis on the pragmatic and applied at the cost of 

significant concern for the abstract, theoretical, and speculative does speak 

to a less than total commitment to a serious, thoroughgoing, and richly tex-

tured education for all people. (p.23) 

 

With the rise of neo-liberalism in many Western countries and different economic 

crises in the twentieth century, the logic of value for money and other business 

practices became dominant in production and service provision, resulting in “the 

emergence of a culture of accountability in education and other public services, 

which has brought about ever-tighter systems of inspection and control, and ever-

more prescriptive education protocols” (Biesta 2005, 57). It is a process of stan-

dardisation of education and teaching, which “leads to deprofessionalization, re-

duces autonomy and stresses the mechanical elements in teaching practice” (Ter-

hart1998, 434). As Baltodano (2012) explains, neo-liberalism has significantly af-

fected the teaching profession, the way schools of education prepare professional 

educators, and the preservation of the common good, as “teachers have been 

stripped of their most precious role: the duty to educate a generation of fully in-

formed democratic citizens” (p. 489) that could think critically and actively partici-

pate in society. 

 

The emphasis on accountability and standardisation could also be related to a 

crucial aspect of contemporary education systems: competition. It is noticeable 

that schools, teachers, students, administrators, states and whole nations struggle 

to dispute the highest positions in rankings that, in theory, measure the level of 

quality of schools and education systems. While it seems that there was always an 

instrumental value in education, accountability and competition seem to be a more 

recent trend in this field. Perhaps such strong competition is a consequence of the 

development of more democratic systems along the twentieth century, which al-

lowed more people to attend schools and, therefore, compete for more valued job 
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opportunities in the market. Additionally, it is difficult to imagine the present 

amount and complexity of comparison and competition in previous times when 

certain technological tools were still not available to most nations. The role of 

technology – particularly the development of internet – seems to be essential to 

this process of standardisation of education, for it facilitates data storage, informa-

tion exchange, multi-variable comparisons and real time communication. 

 

The trivialisation of education is also connected to a process in which education 

has been increasingly reduced to or replaced by other concepts, such as school-

ing or learning. Katz (2009) explains that the right to education has been increas-

ingly translated as the right to schooling, which stresses the importance of the ac-

quisition of certifications that “became critical to the distribution of noneducational 

goods such as income, employment opportunities, status, and prestige” (p. 37). 

The focus on acquisition of diplomas as a form of socio economic investment is 

another component of the trivialisation of education, for it reduces its importance to 

academic achievement, which, in turn, is reduced to the acquisition of scientific 

knowledge and technical skills. Similarly, Biesta (2005, 55) argues against the de-

cline of concept of education as a consequence of the rise of the concept of learn-

ing. The author explains that the dominant language of learning entails an under-

standing of education in terms of an economic transaction, “where education itself 

becomes a commodity to be provided or delivered by the teacher or educational 

institution and to be consumed by the learner.” (Biesta 2005, 58). 

 

It is perhaps inaccurate, however, to affirm that this instrumental view of educa-

tion, and its focus on individual interests and achievements, as well as its market-

able aspect, is a recent trend created by neoliberalism. The argumentation con-

cerning the purposes of education is not a recent discussion, and great theorists 

have engaged in such debate for centuries. Carr (2003) explains that 

 

as the Greek forerunners of modern educational marketeers, the ancient 

Sophists held the pursuit of individual desire and personal ambition to be 

the main goal of human endeavour; they regarded education as effectively 

instrumental to the achievement of this goal, and their knowledge and skills 

were for sale only to those who could pay. The main skill which the Soph-
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ists offered, moreover, was the art of rhetoric, or persuasion, by means of 

which the male heirs of rich and ambitious families would be equipped to 

exercise influence in the corridors of political power and strike favourable 

deals with well-placed others. However, Socrates regarded rhetoric or 

sophistry as an essentially bogus and disreputable substitute for rational 

argument, and consequently only impedimental to the pursuit of truth or jus-

tice. (p. 222) 

 

Access to education in the form of schooling would remain a privilege of few for a 

long time until many nations would extend it to all citizens. As Katz (2009, 32) re-

minds us, even when specific rights were guaranteed by law to all citizens, there 

was still great limitation to equality, and in the United States, for instance, until the 

end of the eighteenth century, only white male property holders were considered 

citizens. Katz (2009, 33) explains that it was in the early decades of the twentieth 

century that compulsory and universal schooling became an ideal for most indus-

trialised countries. While education seemed to gain in terms of equal access along 

the twentieth century, as well as in terms of alternative approaches and diverse 

conceptualisations of education itself, it also emphasised its instrumental value. 

 

Although the instrumental value of education has existed for centuries, it is difficult 

to imagine the present level of trivialisation of education without the influence of 

neoliberalism. One could argue that there were economic and political interests 

embedded in education already in ancient Greece, but the emphasis on standardi-

sation, accountability and competition in education are closely linked to more re-

cent circumstances and forms of governance, particularly neoliberalism. Carr 

(2003) refers to contemporary trends in education as a modern version of a more 

ancient view, as he says that 

 

education and teaching have been overtaken more recently by a politically 

driven trend towards the market regulation of institutionalised schooling (…) 

– which brings us back in circle to precisely that commercial or “Sophistical” 

conception so trenchantly criticised by Socrates. On this view, education is 

less of a public than a private good, more of a commodity than a right, and 
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the primary responsibility of head teachers as managers of small business 

is presumably to keep their customers satisfied. (p. 225) 

 

In summary, education has been significantly reduced to its instrumental value and 

to the economic returns it might bring to individuals and society. Strong privatisa-

tion has been portrayed as the solution for weak governments unable to provide 

public quality education for all citizens. Education policies that include concerns 

beyond economic gains have little room in the contemporary (and neoliberal) 

world. Teaching practices that include a morality seriously concerned with social 

equality, justice and the common good, for instance, become problematic within 

circumstances of tight curricula, performance measurements, productivity de-

mands, and privatisation of education. In other words, “value replaces values” (Ball 

2003, 217), while the conception of education shifts way from intellectual and 

moral work toward an understanding of education as mere techne (Loomis, Rodri-

guez & Tillman 2008, 234). 

3.2. The moral attribute of education 

There are some fundamental questions related to moral education that must be 

addressed at this point, and there is little chance they will be fully answered. While 

trying to identify obstacles to moral education in a private school, this research 

assumes that education must embrace morality and moral education. Prior to that 

assumption, however, it is relevant to ask: why should education embrace morality 

and moral education? What is the importance of moral education? What difference 

could it make? Although there is no definite answer to such questions, I must clar-

ify the stance adopted in this study in relation to morality and moral education in 

schools. 

 

There are countless pieces of work debating moral education, what it means, how 

it should be developed and/or what its aims should be. Additionally, as Chazan 

(1985, 91) explains, there is also an education tradition that advocates against 

moral education, and the question as whether schools should hold responsibility 

for moral education constitutes one of the major sources of argument in the history 

of education. One could note that moral education was – and still is – often related 
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to religion, which, in turn, is strongly related to indoctrination. Moral education has 

also been related to civic education, as a form of political control and coercion, 

mostly in cases of political authoritarian regimes. As a result, it is understandable 

that movements (e.g. progressive and anti-moral education) favoured educational 

approaches that questioned or refused the moral attribute of education. 

 

Chazan (1985, 101) explains that such movements against moral education, de-

spite offering fundamental critiques to it, have not succeeded in making moral 

education an illegitimate responsibility of schools. He mentions that these theories 

have proposed radical pedagogic changes and a degree of openness that frighten 

parents and educators. Moreover, he points out, “to either dismantle or radically 

adjust schools as the anti-moral movement has proposed would be to destroy one 

of the central political, economic, and ideological agencies of contemporary socie-

ties, and that is not something that societies would do very easily.” (Chazan 1985, 

101). However, while it would not be possible to make the changes proposed by 

the anti-moral movement, it also would not be possible to ignore the arguments 

and evidences this movement presents against moral education. Although this 

study supports the legitimacy of moral education in schools, it does not intend to 

support a return to more traditional approaches commonly verified in the past, and 

it also has no intention to support moral education as associated to any religious 

order. 

 

In the history of education, we have witnessed many examples of moral education 

programmes that seemed to be more harmful than beneficial. New theories of 

learning exposed and criticised authoritarian educational practices as a whole, and 

they have positively influenced modern education in this sense (Biesta 2005, 64). 

The use of the term values instead of moral in progressive approaches (e.g. val-

ues education, values clarification) could be seen as a response to a negative 

connotation often attributed to moral education, for instance. According to Chazan 

(1985), “the word ‘value’ is used in the broadest sense to refer to personal prefer-

ences, inclinations, and choice” (p. 50) and the use of values education instead of 

moral education is emphasised in a revised version of this approach (Chazan 

1985, 51). However, isn’t it possible that morality and moral education constitute 

an inherent aspect of education despite any different labels attributed to it? Could 
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teachers be completely morally impartial in their practices, attitudes and deci-

sions? 

 

Kohlberg (1975, 46) explains that, although teachers attempt to deny it, even basic 

daily interactions between teachers and students (e.g. commands to sit down or 

any type of punishment or reprehension) constitute moral education, and he refers 

to them as the hidden curriculum in schools. Additionally, Hofmann-Towfigh (2007) 

reminds us that 

 

indirect values education happens at home, at school, by peers, through the 

influence of society and possibly through the affiliation with a religious 

community. This form of values education often takes place without any ac-

tive effort on the part of educators; in some cases it is not even intentional 

and can therefore hardly be evaluated. The school is thus also an indirect 

institution of values education and this is believed to have a strong influ-

ence on the students. (p. 454) 

 

Consequently, if we must not ignore oppressive forms of moral education from the 

past, we must also not ignore that values and morality are part of human interac-

tion, including dialogue between teachers and students. What if moral education 

could be conceived differently from how it has often been conceived in the past? 

 

In his analysis of alternative theories of moral education, Chazan (1985) highlights 

the work of Emile Durkheim, John Wilson, and Lawrence Kohlberg, as well as the 

values clarification (VC) approach and the anti-moral education tradition. Chazan 

(1985, 118) explains that there are numerous interconnections and surprising simi-

larities and differences among the theories analysed. However, he points out, 

“while Durkheim, Wilson, VC, and Kohlberg disagree at to what it means to carry 

out moral education, they all concur that the attempt to engage in this enterprise 

(whatever it may be) in schools is a proper education activity.” (Chazan 1985, 91). 

 

Durkheim views morality as a social phenomenon, and emphasises schools as the 

best agency for moral education in modern societies. (Chazan 1985, 24; Cladis 

1995, n.p.). As Chazan (1985) points out, 
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Durkheim believes that the qualities of the moral person can and must be 

developed via intentional educative activities; they are not already devel-

oped internal traits in the individuals. Thus, the teacher and the school can 

and should educate the person to be moral. (p. 22) 

 

Moreover, Durkheim supports that education is fundamentally a moral task, and it 

is essential to social cohesion and the common good (Cladis 1995, n.p.; Dill 2007, 

223). Kohlberg, similarly to Durkheim, places great emphasis on the social nature 

of morality, which he considered to be moved by social relationships (Chazan 

1985, 70; Walsh 2000, 37), while also positing schooling as essentially a moral 

enterprise (Kohlberg and Hersh 1977, 53). 

 

In spite of great similarities, a great obstacle to the acceptance and legitimacy of 

moral education in schools seems to be the sense of rivalry and the lack of con-

sensus between different approaches, which Carr divides into traditional and pro-

gressive approaches. Carr (2003, 223) says that the latter constituted a strong 

critique of the repressive, coercive and authoritarian aspects of the former, consti-

tuting an essential debate in modern education theory and practice. An important 

example of such response is the values clarification (VC) approach, which consti-

tutes “a particularly strong statement of the values flux of contemporary society, 

the dissatisfaction with approaches to values education used by schools in the 

past, and the belief that values education is an honourable and crucial function of 

schools.” (Chazan 1985, 67). 

 

Moral education in this study is not exclusively tied to one specific approach, for 

there are valuable arguments and useful suggestions from different traditions. 

While values clarification (VC) can be of great use when assisting children to de-

velop critical thinking and awareness of the self, aspects of traditional forms of 

teaching might be necessary to restrict greed and favour collective interests, for 

instance. In face of such diversity of approaches, views of education and the role 

of teachers in society, Carr (2003) affirms that 
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the lesson to be learned (…) is not therefore that these are rival and incom-

patible conceptions of the role and moral authority of the teacher, but rather 

that they are details or aspects of a potentially more complex picture of 

educational professionalism. (p. 230) 

 

In this sense, Carr (2003) offers important questions for those who adopt one sin-

gle approach or only one understanding of education and the teaching profession, 

as he asks: 

 

is it not just perverse to ask whether good teachers are those who transmit 

worthwhile values to children or young people, or those who care for them, 

or those who should assist pupils to be critical or sceptical of received val-

ues, or those who need to exercise professional initiative and autonomy, or 

those who have to implement centrally prescribed policies and procedures, 

or those who are sometimes required to be good business managers. For is 

it not just the case that good teachers may need at different times – or even 

at the same time – to be all these things? (p. 230) 

 

These questions indicate that there is a need for new understandings of moral 

education in accordance with more contemporary challenges of society, without 

forgetting important lessons from the past, and also questioning rooted traditions 

and the status quo. Haste and Hogan (2006, 474), for instance, claim that moral 

education and political education should not be taken as complete distinct do-

mains, and they advocate in favour of educational programmes that would recog-

nise the complexities of the concept of citizenship nowadays. Sarid (2012, 246) 

argues that postmodern multicultural societies face a crisis in moral education that 

could not be solved without resolving the tensions between existing approaches, 

which are divided in thin and thick moral education but should in fact be integrated. 

Mustakova-Possardt (2004, 246) proposes a holistic model for moral conscious-

ness that integrates aspects of different discourses of moral psychology, liberatory 

pedagogies and spiritual philosophies, as an alternative to negotiate contemporary 

challenges in society. Although other examples could be mentioned here, the most 

important argument is that moral education in schools should be developed in or-

der to address the challenges of the twenty-first century, which demands consis-
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tent and continuous research investigating the hindrances to its establishment and 

development, particularly in face of increasing neoliberal pressures. 

3.3. Moral education and collective wellbeing 

Purpel explains that the decrease of moral education in schools result from many 

social processes, particularly increasing secularisation, the rise of professionalism 

(and consequent emphasis on scientific and disciplinary curriculum) and the sepa-

ration of church and state (as cited in Sarid, 2012, p. 245). The negligence for hu-

man dignity and all kinds of abuses verified in the postmodern world, however, 

urge education to systematically reflect about morality within the present context of 

neoliberalism. Schweigert (1999, 163) mentions different studies from the 1980’s 

and 1990’s that already denounced the social disintegration of the twentieth cen-

tury and the need to foster a sense of common good in education, particularly in 

face of radical individualism and varied social changes that negatively affected the 

moral development of youth. 

 

The main argument in favour of moral education in this paper refers to this need to 

nurture collective wellbeing in society, particularly in countries (like Brazil) that hold 

high levels of corruption and socio economic inequalities. In this research, the idea 

that moral education should be concerned with collective wellbeing, which is often 

named as common good in the literature, derives from the understanding that the 

school must work as an agent of social change, by not only reflecting but also 

shaping society. The regard for collective wellbeing in this work is connected to 

John Wilson’s idea that concern for others’ interest and the commitment to social 

contexts are the central aspects of moral education, as well as sympathy, a sense 

of fair play, and respect for others (Chazan1985, 31). It goes in line with Lawrence 

Kohlberg’s notion of justice as the main goal of morality (Chazan 1985, 74; 

Jorgensen 2006, 190), as well as Purpel’s (2004) holistic conception of education 

that entails “a vision of democracy, compassion, justice, equality, freedom, and 

joy” (p. 139). Moral education for collective wellbeing in this research could also be 

related to Freire’s (1970/2005, p. 81) claim for an educational process that reveals 

consciousness and critical thinking, dialogue and creativity, reflection and action 
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upon reality, addressing problems between the student and the world and with the 

world. 

 

In this sense, this thesis argues in favour of moral education as an essential fea-

ture of schooling and as a means to improve collective wellbeing. It could consti-

tute a tool to nurture honest, caring, and sensible individuals, while also encourag-

ing citizens to be critical and active for the promotion of the common good. Even 

when applying more progressive approaches to moral education, such as values 

clarification (VC), which posits the individual’s deliberation as the focus of morality, 

one must note that revised versions were more sensitive to the collective and the 

social context in which values education takes place (Chazan 1985, 49). 

 

Similarly, Wilson’s and Kohlberg’s theories, although defining different values as 

the main aspiration of morality and moral education, are both concerned with 

benefits beyond the individual interests and wellbeing. While Wilson posits con-

cern for other’s interests as the benchmark of his theory, the value of justice is the 

central figure in Kohlberg’s theory, for he understands that “justice as concern for 

others means that individual human existence is inextricably linked to social con-

texts” (as cited in Chazan 1985, 70). One might note, however, that concepts of 

this type (e.g. collective wellbeing, justice) are susceptible to different interpreta-

tions and could be easily contested. Carr (2003, 231) emphasises the influence of 

cultural differences in the conception of the good, and reminds us that although 

some non-negotiable common or universal values could be embraced by moral 

education, there are disagreements between the different conceptions of the good. 

He explains that “it may be one thing for those of different cultures to agree that 

integrity and justice are desirable values, but quite another for them to agree about 

what integrity and justice actually mean.” (Carr 2003, 231). 

 

Schweigert (1999, 166) supports that conflicting understandings of the concept of 

common good derive from a variety of perspectives in the political, economic and 

moral domains. Although all these understandings present the ideal of social har-

mony, they are based on different principles and priorities and, therefore, result in 

different interpretations of common good. When discussing citizenship education, 

Peterson (2011, 21) recognises the coexistence of two conceptions of common 
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good, namely the moral and the political conception. While the author recognises 

the importance of political education in the development of active citizens, he em-

phasises that the “lack of a moral component [in the conception of common good] 

can only result in students’ partial understanding of the commitments and obliga-

tions which citizens posses.” (Peterson 2011, 32). As a result, his study supports 

an understanding of common good that goes beyond political engagement and 

material matters, as its denial would constitute a narrow conception of citizenship. 

 

The meaning of collective wellbeing could always be contested as a result of dif-

ferent interpretations, interests and cultural backgrounds, and the present study 

does not offer any precise definition for it (and it would be a naive ambition to at-

tempt to establish only one definition for it). Therefore, I must clarify that the use of 

the term collective wellbeing in this research could be viewed in line with Kohl-

berg’s notion of justice as the main goal of moral education. Justice, in this sense, 

is “the primary regard for the value and equality of all human beings and for recip-

rocity in human relations” (Kohlberg and Hersh 1977, 56). Although his theory pos-

its justice as a basic and universal standard, it also recognises that the develop-

ment of complex reasoning is necessary to moral judgement based on abstract 

and ethical principles, instead of unquestionable concrete moral rules (Kohlberg 

and Hersh 1977, 55). According to Chazan (1985), although different usages of 

the term justice can be found in Kohlberg’s work, two understandings are consis-

tent in his theory: “justice as involving the concern for the welfare of others and 

justice as involving the concern for the equal and fair treatment of others. Justice 

minimally means being concerned for the good of others and treating them 

equally.” (p. 77). 

 

There is a great amount of criticism about theories and scholars that define one 

specific value to be pursued in moral education (as justice for Kohlberg, and con-

cern for others’ interests for Wilson, for instance). Many of contemporary theories 

of moral education support the shift away from the teaching of specific moral val-

ues or behaviours, and towards an emphasis on the ability to confront problems in 

the moral sphere (Chazan 1985, 37). Unrestricted confidence on reasoning and 

man’s benevolent nature, however, could be a dangerous business. The time in 

which “we realize humanity’s gigantic capacity for horror, greed, callousness, cru-
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elty, and stupidity” (Purpel 2004, 28), and all the selfishness and disregard for the 

human life, witnessed nowadays, indicate that the process of morality should also 

have some normative nature. Chazan (1985, 60) points out that we might also 

consider that “we ultimately teach how to be a principled person in the moral 

sphere by actually presenting specific moral principles and their use (…). The pro-

cedure of doing morality probably cannot be taught without the input of specific 

principles.” (Chazan 1985, 34). As a result, this study supports the understanding 

that moral education should be conceived as to respect individual interests and 

reasoning in addition to some form of normative concern for collective wellbeing. 

 

Perhaps a relevant inquiry at this point refers to the relation between knowledge 

and action. Moral education and moral judgement, although essential to moral ac-

tion, do not necessarily lead to moral behaviour (Chazan 1985, 101; Kohlberg and 

Hersh 1977, 58), and there is a need for more efforts focused on action. Chazan 

(1985) explains that “many philosophers and educators have agreed that children 

also need training in how to carry out moral or values actions; this is not something 

that comes easily or automatically or for which there are enough accessible mod-

els today.” (Chazan 1985, 58). When presenting a practical guide to values clarifi-

cation (VC), Simon and Clark (1975) emphasise the need to act on prized values, 

reminding us that “we should practice what we preach” (p. 45). The authors ex-

plain that students should be challenged to act, for they define that VC is fully de-

veloped when true values are acted upon repeatedly (Simon and Clark 1975, 34). 

The importance of action in critical and moral education is also reinforced by Pur-

pel (2004, 136), who supports that criticism without action would result in moral 

paralysis.  As a result, not only moral education for collective wellbeing should be 

object of greater efforts in education but also commitment to real engagement and 

action upon the values developed in theory. 
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4. EDUCATION IN BRAZIL 

Brazil is a country of continental dimensions, it is rich in natural resources, and an 

emerging economy increasingly influencing international relations and global dis-

cussions. As an emerging economy, it is also known for high levels of income ine-

qualities, often a consequence of “a large, persistent informal sector, widespread 

regional divides (e.g. urban-rural), gaps in access to education, and barriers to 

employment and career progression for women” (OECD 2011, 49). Corruption 

also plays an important role in sustaining socio economic inequalities, which are 

easily observed in housing, health, transportation, and, not surprisingly, education 

in Brazil. In different spheres (e.g. political, educational and entrepreneurial) it 

seems that there is a generalised lack of concern for collective wellbeing in Brazil. 

 

The general reputation of public schools is not positive, and private schools attract 

students by advertising their modern infra-structure, technology, sport facilities, 

extracurricular courses and activities, and, more importantly, their ability to effi-

ciently prepare students to standardised tests and to the most competitive univer-

sity entrance examinations in the country. McCowan (2007, 584) explains that 

most of the best universities in the country are still public and controlled by the 

government, while the situation is reversed in primary and secondary school lev-

els. As a result, as McCowan (2007) points out, “students of lower socio-economic 

background are for the most part confined to [higher education] courses of lower 

quality or lower subsequent value.” (p. 596).The dominant trends in education ex-

posed in the previous chapter are present in numerous nations around the globe, 

including Brazil; their effects, however, are felt differently and in accordance to the 

particularities of the context in which they take place. 

 

It is interesting to note that great amount of research referring to those education 

trends relates to contexts observed mostly in the so-called developed countries. 

While these countries seem to still resist an increasing privatisation in education, 

and to still regard public education as a right to be preserved, the so-called devel-

oping countries are encouraged to accept privatisation as the only solution to the 
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constant failures of their governments. In a publication of the World Bank, Fielden 

and LaRocque (2008) explain that 

 

governments around the world, and particularly those in developing coun-

tries, face significant educational challenges. Despite progress in raising 

education enrolments at the basic education level, much remains to be 

done. (…) The inability of public sector educational institutions, particularly 

in developing countries, to absorb growing number of students at all levels 

of education has seen the emergence of private schools and HEIs [Higher 

Education Institutions]. (p. 3). 

 

In their paper, Fielden and LaRocque (2008, 3) point out potential benefits of in-

creased privatisation in education and criticise existing regulatory barriers to the 

growth of the private sector in the field. Although they recognise the need to regu-

late the quality of education provided to citizens and the well functioning of private 

schools, the authors finalise their paper making propositions for governments of 

developing countries in order to facilitate such growth. As Fielden and LaRocque 

(2008) emphasise, 

 

a key to encouraging the development of private education in developing 

countries is to implement a clearly articulated enabling policy and regulatory 

framework. This framework should create the conditions under which pri-

vate schools and tertiary education institutions can operate effectively and 

efficiently, while at the same time ensuring that education is delivered to a 

high standard (p. 13) 

 

In the 1990’s, the strategy to expand the access to higher education in Brazil was 

translated in reduced public spending and increased private involvement, resulting 

in a rapid growth in the private sector since that decade (McCowan 2007, 584). 

Dias, Marinho-Araújo, Almeida and Amaral (2011, 1) discuss this apparent democ-

ratisation of higher education in Brazil, and suggest that the improvement in aca-

demic access is still relative, particularly because disadvantaged social back-

grounds seem to influence students attainment, resulting in high rates of academic 

failure and dropout. The authors point out that public HEIs do not offer enough 
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vacancies to meet the increasing demand, which resulted from the improvement of 

access to basic education in Brazil. The rise in the number of enrolments in private 

HEIs was significantly more than in public HEIs in the last decade, and in 2008 the 

private sector enrolled almost 75% of all tertiary education students in the country 

(Dias, Marinho-Araújo, Almeida and Amaral 2011, 12). 

 

Similarly, there is increasing privatisation in basic education in Brazil, which is the 

reality in many emerging economies. Based on the discourse of national policies 

and international advisors, it seems that privatisation in education in developing 

countries is encouraged to be seen as a natural process, as the best and unavoid-

able alternative to the persistent deficiencies in the provision of public basic edu-

cation. In this sense, one must have in mind that private schools in Brazil are not 

simply an exceptional choice of a few Brazilians, and they hold a very particular 

and influential role in education in the country. It is true that the majority of children 

attend public schools in Brazil, but it is common to hear about how parents aspire 

to be able to afford private schooling to their children. It is a situation in which citi-

zens seem to have given up their right to have quality public basic education, and, 

instead of demanding that right, they are fighting to be financially able to enrol their 

children in private schools, which would provide better chances of enrolment in 

public universities and/or future professional opportunities. 

4.1. Basic education 

In 2011 there were 12.9 million illiterate people (aged 15 years or older) in Brazil 

(IBGE 2011a), and it was not novelty that the country needed (and still needs) fur-

ther investment in basic education, which includes pre-school, primary and secon-

dary school, and adult education. In 2012, the Census of Basic Education carried 

out by the National Institute of Education Studies and Research (Instituto Nacional 

de Estudos e Pesquisas Educacionais Anísio Teixeira – INEP) pointed out that 

there were 50.4 million students in basic education in Brazil: among those stu-

dents, 38.1 million were enrolled in primary and secondary schools, and the great 

majority (85,8%) in public schools (INEP, 2013). It is clear that most Brazilians are 

served by the public (and free) basic education system, which, however, holds a 
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generalised negative reputation in the country, and often faces numerous deficien-

cies – from basic infra-structure problems to scarce school material to children. 

 

Araújo and Arantes (2009) explain that the Ministry of Education (Ministério da 

Educação - MEC) is responsible for 

 

technical and financial support at all educational levels, establishes national 

policies that include the curriculum patterns that should guide the legislation 

of the individual states and municipalities and, through financial funding 

policies and the production of pedagogical guidelines, encourage them to 

adopt its policies. (p. 492) 

 

While the MEC defines the general guidelines for the school curriculum, renowned 

universities indirectly influence the definition of specific content taught in schools, 

especially in secondary school grades. The entrance exam for universities in Brazil 

is called vestibular, and it is autonomously developed by each university. Great 

part of the school curriculum, particularly at the secondary education level, is influ-

enced by the vestibular examinations, mostly those from universities that hold the 

best reputation in the country. 

 

Another influence on the school curriculum is the national standardised test ENEM 

(Exame Nacional do Ensino Médio), which introduced more pressure in the school 

life and teachers’ work in recent years. The ENEM is used to evaluate students at 

the end of secondary education, in the selection of students who apply for a na-

tional scholarship programme called University for All (Programa Universidade 

para Todos - ProUni), and to complement or substitute the vestibular of approxi-

mately 500 universities in the country (MEC n.d.b). It is not the only standardised 

test in the country but it is the most relevant and most discussed in the student life 

in Brazil nowadays, particularly for its use as a complement or substitute of vesti-

bular in many universities.  

 

The ENEM was implemented in 1998 and it has been reformulated a few times 

since its creation. It took some years for this examination to become well accepted 

by different groups in the Brazilian society, particularly by universities and stu-
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dents, who were both concerned about a great variety of problems, such as differ-

ent types of mistakes (e.g. ambiguous questions and, as a consequence, ques-

tionable evaluation and grading), and even frauds (e.g. people having access to 

the exam before it was officially released, which was the case in 2009). In a coun-

try with such great geographical dimensions and also high rates of corruption, 

more strict measures to avoid frauds had to be taken. Additionally, considerable 

changes had to be made in order to address the level of difficulty of the exam, 

which universities emphatically considered low and, therefore, a weak criterion to 

select the ‘best’ applicants. 

 

Although there are some exceptions, students from private schools tend to per-

form significantly better in the ENEM than those from public schools, which pro-

vides them better opportunities when attempting to enter higher education institu-

tions in Brazil. In many cases, private schools are preparing and forging an elite of 

students that will become the graduates of prestigious universities in the country, 

which in turn influences their job opportunities and position in the Brazilian society. 

Private schools might constitute an effective preparation for the most important 

exams in the country but they also constitute business enterprises, without much 

regulation from the Ministry of Education, and they might support values and priori-

ties that could be disconnected to or detrimental to collective wellbeing in Brazil. 

4.2. Moral education in Brazilian schools 

There are two aspects in the Brazilian history that are strictly related to moral edu-

cation in schools in the country, namely the influence of the Catholic Church since 

the colonial times, and the military regime in the second half of the twentieth cen-

tury. Since Brazil initiated its process of state secularisation in the end of 1880’s, 

the influence of the Church in education was slowly diminished, which, conse-

quently, affected the practice of moral education in schools. Additionally, after two 

decades of an authoritarian military regime (from 1964 to 1985) and its influence in 

school curriculum and practices, the new democratic nation wished to refuse the 

reminiscences of a military dictatorship, as well as its imposed notions of moral 

values and civic participation, in schools and out of it. Araújo and Arantes (2009) 
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explain that the military regime defined a law in 1969 instituting Moral and Citizen-

ship Education as an obligatory subject at all levels of education 

 

to inculcate spiritual and nationalistic values in society, aiming to develop 

patriotism and obedience to law. After 1985, with the process of democrati-

sation and a new democratic government ruling Brazil, prejudice against 

moral education in schools spread throughout the country, because this 

subject was seen as connected to the dictatorship. (p. 491) 

 

The law was revoked in 1993 and a new legislation regarding education was ap-

proved by the Congress three years later, namely the National Education Guide-

lines and Framework Law (Lei de Diretrizes e Bases da Educação – LDB) and the 

National Curriculum Parameters (Parâmetros Curriculares Nacionais – PCN). 

Araújo and Arantes (2009) explain that, although the LDB defined moral education 

as optional in the school curriculum, the PCN determined that 

 

themes such as ethics, cultural plurality, environment, health and sexual 

orientation should be introduced as cross-curricular projects and activities in 

the curriculum for students from 7 to 14 years old. Since then, Brazilian 

schools have been encouraged to develop moral education activities, 

though not as specific subjects. Each school is free to decide whether or 

not to do so. (p. 492) 

 

Additionally, the LDB defines that education is a duty of the government and the 

family, and it aims at preparing the student for the job market, for further studies 

and to be a critical citizen (MEC 2013). Along the 92 Articles of this law, the con-

cern for values, ethics and citizenship are mentioned as part of basic education, 

and in the Article 27 there is clear mention to inclusion of the concern for social 

interests and the common good in the school curriculum of basic education in Bra-

zil – public and private. In the Articles dedicated to Primary education, the law 

mentions the development of values, solidarity and tolerance as part of the curricu-

lum, while it emphasises citizenship, ethics, intellectual autonomy and critical 

thinking for Secondary education. 
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Although the LDB is the highest legislation for education in Brazil, the Church, par-

ticularly the Catholic Church, has great influence on the moral development of 

Brazilians and other Latin Americans. Klaiber (2009, 408) advocates in favour of 

the Catholic Church as a positive influence in moral education, and he points out 

its decisive role during the dictatorships in Latin America between the 1960’s and 

late 1980’s as the only formal institution that could fight for human rights and 

against the abuses of those military regimes. Although this study does not support 

some of Klaiber’s arguments, the author exposes some relevant aspects of moral 

education in Brazil that could assist in understanding the context of this research. 

Klaiber (2009) explains that 

 

like all private schools, Catholic schools cater to all social classes, but be-

cause of the high costs entailed, they tend to serve the middle and upper 

classes. (…) The other teaching orders and congregations – the Salesians, 

the Marists, the Marianists, (…) – administer well respected schools 

through out the continent. (…). In general, these schools follow the orienta-

tion of the founding entity. The Jesuits (…) emphasise educational excel-

lence and social awareness. (…) Opus Dei schools emphasise a more indi-

vidualistic pre-Vatican formation: faith, work and self-advancement. (p. 416) 

 

Although Klaiber (2009, 416) affirms that graduates of Jesuits schools and other 

progressive congregations end up more critical intellectually and socially aware 

than those from more traditional orders, the author also points out that there is a 

need for research on the impact of these schools and their practices on the lives of 

their students. Additionally, Klaiber (2009) mentions the need to address moral 

education in private non-religious schools, particularly after the end of military re-

gimes in Latin America, when new economic policies produced a significant 

growth of this type of schools and universities,  

 

which have sprung up in the wake of neo-liberal regimes that were inspired 

by the Margaret Thatcher and Ronald Reagan model of government. Eve-

rywhere in Latin America these governments (Collor de Mello in Brazil, Paz 

Estenssoro in Bolivia, Fujimori in Peru and so forth) granted licenses to 

found schools to practically any individual or group that applied, whether 
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they had professional education credentials or not. (…) Most of these new 

schools were founded as business enterprises with little or no concern 

about moral formation. The supreme value underlying these educational en-

terprises is making money. (p. 418) 

 

It is not possible to affirm that private schools in Brazil have little or no concern for 

moral education, although it is a reasonable argument in face of their business 

interests. Moreover, even when religious schools claim to develop moral educa-

tion, it is not always concerned with collective wellbeing, as the case of Opus Dei 

and other religious schools that follow more individualist approaches. It would also 

be inaccurate to affirm that private education offers more quality education than 

public schools in Brazil. There are public schools that might be compared to re-

nowned private schools in the country. Generalisations are risky and superficial, 

for schools differ significantly across and within regions, states and municipalities. 

However, discrepancies between private and public schools are commonly ex-

posed to the public, supporting the argument that, as a general rule, the former 

offers better or more infrastructure, technology, school materials, more prepared 

teachers, extracurricular activities, and also security. It is also reasonable to sug-

gest that students in public schools are mostly from lower socio economic classes, 

for private schools offer education for prices that most Brazilians cannot afford. 

4.3. Private schools in Brazil 

It is not the purpose of this study to investigate the origins of private education in 

Brazil, which would be an extensive research in itself. Nevertheless, some histori-

cal aspects will be briefly presented here in order to clarify the representativeness 

of private schools in that country. According to the first Brazilian Constitution, es-

tablished in 1824, all citizens had the right to public education (MEC 2009, 18). 

One must note, for instance, that slavery was abolished in the country only in 

1888, limiting the number of citizens considerably, and, consequently, the state 

obligations in education. After becoming a Republic in 1889, the government kept 

its limited responsibility by officially allowing the establishment of private religious 

schools in the country, and also for not establishing the gratuity of public education 

(MEC 2009, 20). 
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In the most recent Brazilian Constitution, established in 1988 and after the end of 

20 years of an authoritarian military regime, basic education is defined as free, 

secular, compulsory, and a right of all Brazilian citizens. However, it also clearly 

authorises the provision of education by the private sector, under some condition-

alities, namely the respect for the general norms for education in the country, and 

the authorisation and evaluation by the government (Senado Federal 2013). Such 

mention in the country’s supreme law demonstrates a clear recognition and en-

dorsement of private provision of education in Brazil, which could be related to a 

long history of deficient public provision of education, and the power of private reli-

gious schools in the country. The presence of private schools in Brazil is not re-

cent, especially those connected to the Catholic Church, and as an example of its 

influence, it delayed the approval of the LDB (Lei de Diretrizes Básicas da Educa-

ção, the highest law for education in Brazil) for 13 years, particularly because it 

defined as facultative the religious education in schools (MECn.d.a). 

 

The National Federation of Private Schools (Federação Nacional das Escolas Par-

ticulares - FENEP) represents 18,000 affiliated private institutions in 17 Brazilian 

states (Portal Brasil 2012, Sep 5). Nine other states are not represented by 

FENEP, and, consequently, one can assume that there are more than 18,000 pri-

vate schools in Brazil. This number, however, is still inferior to the number of pub-

lic schools – there are over 194,000 public schools in the country (Portal Brasil 

2011, Feb 5). Why then focus a research on private schools, which is restricted to 

a reduced number of people in Brazil, when there are so many problems and diffi-

culties in the public sector to be addressed? It is essential to emphasise that the 

relevance of private provision of education in Brazil does not refer to quantity but 

rather to the conjectural circumstances previously explained in this thesis. 

 

Private schools usually adopt a progressive scale of prices: the higher the school 

grade, the more expensive it costs. For instance, the amount parents pay for a 

student enrolled in the first grade of primary school is usually lower than the 

amount paid for a student in the last year of secondary education in the same 

school. Additionally, prices vary significantly between schools and cities. As an 

example, talking to a few parents in Brazil, one will find that there are schools 
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where they pay approximately 250 Euros per month (3,000 Euros per year) for a 

child in the third grade of primary school, whereas there are parents paying more 

than 900 Euros per month (at least 10,800 Euros per year) for a student in the last 

year of secondary school. Furthermore, essential items (e.g. school materials, 

school uniforms, extracurricular activities, meals and transportation) are not in-

cluded in these costs, which makes private schools even more expensive. Despite 

acknowledging that there are private schools that offer lower and higher prices 

than those exemplified here, one must note that almost half of the Brazilian popu-

lation (46.33%) has a monthly income of approximately 502.20 Euros per capita 

(IBGE 2011b), corroborating the argument that private basic education in Brazil is 

a ‘privilege’ of few Brazilians. 

 

It is reasonable to suggest that students from private schools retain greater 

chances of access to public higher education institutions in Brazil, which hold 

greater reputation in the country. As McCowan (2007) explains, 

 

public universities have limited places and entry is determined by highly 

competitive exams, thereby excluding those who have not had a high qual-

ity secondary education or attended an expensive preparatory course. 

There has been considerable growth in the private sector to absorb the ex-

cess of demand, but the majority of Brazilians cannot afford the fees. (p. 

579) 

 

Despite still accessed only by a minority of people in Brazil, private primary and 

secondary schools have a long history in education in the country, and they consti-

tute an influential group not only in educational affairs, but also political, social and 

economic matters. It is not unreasonable to affirm that students from private 

schools constitute the majority of graduates from the most well-known and re-

spected universities, and, consequently, hold more promising and influential pro-

fessional careers in Brazil.  It is a system that feeds and reinforces privileges, ine-

qualities and lack of concern for collective wellbeing, particularly because, as 

MacCowan pointed out, it is hard to enter a respected university without having 

attended private schools. As a result, what is taught in these private institutions 



 42 

should be of great concern to Brazilian society, particularly on matters of values, 

ethics and citizenship. 
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5. QUALITATIVE CASE STUDY APPROACH 

When defining the objectives of the present research, I had interest in understand-

ing issues related to moral education in that specific school, based particularly on 

teachers’ perspectives. As stated previously in this thesis, this work was devel-

oped within a constructivist understanding of reality, which is not something to be 

discovered but a social construction that varies according to people’s experiences 

and perspectives. Additionally to analysing teachers’ views, I also had interest in 

developing a study that could be useful to teachers and their practice, as well as 

other researchers engaged in similar topics. I was also predisposed to use as 

many different sources of data as possible when working with teachers, and all 

these factors together influenced the choice for qualitative case study as the re-

search approach in this project. 

 

An initial concern for researchers when adopting case study approach is the defini-

tion of the case. What constitutes a case? How can it be characterised? Merriam 

(1988, 5) points out that it is problematic to provide such definition or determine 

how case study should be conducted as a research approach. A case could be an 

individual, a small group of persons, an organisation, a community, a nation, a pol-

icy, a process, an educational programme or a single lesson. Additionally, a case 

can also be a number of cases (Stake 1995, 16; Freebody 2003, 82; Punch 2009, 

119), for instance, not only a school but all schools in a state, or one school in 

each district of a nation. The basic idea is that the case – whatever one or a num-

ber of cases – is studied in detail, using the methods and data that seem more 

appropriate to that particular case (Punch 2009, 119).  The case in this project re-

fers to a single private school in Brazil, particularly the perspective of five teachers 

working in that institution in relation to moral education. 

 

According to Simons (2009), case study could be broadly defined as a “process of 

conducting systematic, critical enquiry into a phenomenon of choice and generat-

ing understanding to contribute to cumulative public knowledge of the topic” (p. 

18). Similarly to other approaches in qualitative research, case study focuses on 

understanding a particular case in depth and in its natural setting (Punch 2009, 



 44 

119). At the same time, it aims at conducting and disseminating research upon 

practice in different fields, e.g. medicine, education, law and public administration, 

and contributing to the ways in which practice is theorised (Freebody 2003, 81). In 

other words, a case study can focus on the case itself but it also embraces interest 

in contributing to theory and practices on the field of study. The research questions 

in this thesis (What are the main obstacles for teachers to engage with moral edu-

cation in a private school in Brazil? and How could moral education be improved in 

private schools in Brazil?) derive from such interests in addressing both specific 

and broader contexts. 

 

A crucial feature of case study approach refers to the variety of methods of data 

collection it embraces. Researchers can make use of various sources of data and 

data collection methods, usually in a naturalistic setting. Observations, interviews 

and questionnaires, but also narrative reports, notes and policy documents are 

common sources of data in case study approach (Freebody 2003, 82; Punch 

2009, 120; Willis 2007, 241). It is a common understanding (Punch 2009, 121; 

Simons 2009, 14; and Merriam 1988, 2) that case study is not necessarily a quali-

tative technique in its totality, and it can also include quantitative methods, al-

though most case studies are essentially qualitative. The use of different types of 

data in the same case study is called methodological triangulation, which used to 

be understood as a way of confirmation of results but is now understood as a ho-

listic understanding of the case and a possibility for additional interpretations, 

without intentions of confirming any result (Stake 1995, 115; Merriam 1988, 169). 

 

Merriam (1988) explains that case studies also embrace “a variety of disciplinary 

perspectives (…). A case study can test theory or build theory, incorporate random 

or purposive sampling, and include quantitative and qualitative data.” (p. 2). How-

ever, the author also explains that, from a purist position, method and paradigm 

are inevitably linked and, therefore, qualitative methods and inductive analysis are 

more consistent with the assumptions of the naturalistic paradigm (Merriam 1988, 

3). In this project, only qualitative methods of data collection were applied, that is, 

semi-structured interviews, non-systematic observations and open-ended ques-

tionnaires, in coherence with the naturalistic paradigm and essential features of 

qualitative case study approach. 
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Simons (2009, 13) explains that, in the field of education, case studies were ini-

tially applied to evaluate programmes of curriculum innovation in the late 1960’s, 

within the limitations of a more positivist approach that emphasised quantitative 

methods of measure. The author says that the need for more complex forms of 

evaluation led to the development of case study as to capture the complexity of 

human action in institutions and the different perceptions of those designing such 

programmes and those implementing them (Simons 2009, 15). As a result, differ-

ent methods of data collection were incorporated, establishing qualitative case 

study as a flexible and open approach, which, in turn, resulted in great criticism 

among academics, particularly those supporting the positivist perspective. 

5.1. Qualitative case study and research trustworthiness 

Case study approach has been one of the most used but also one of the most 

criticised approaches in social science research, particularly under the judgement 

of the postpositivist perspective (Willis 2007, 239). Matters of objectivity, replicabil-

ity and generalisability in qualitative research are often questioned and debated in 

face of well-accepted (post)positivist views of what constitutes reliable and valid 

research. Merriam (1988, 34) emphasises that reliability, validity and generalisabil-

ity should be understood within the principles of qualitative enquiry. Stake (1995, 

9) argues that the primary emphasis is on understanding the case itself, while he 

also supports the importance of what he calls naturalistic generalisations. 

 

According to the author, naturalistic generalisations are conclusions derived from 

the reader’s personal engagement with the description and results of the study 

(Stake 1995, 85). Naturalistic generalisations offer an alternative to the positivist 

understanding of generalisation and reliability, as well as the traditional claims for 

replicability and objectivity typical in quantitative studies, which will be replaced in 

this study by the term trustworthiness. Stake (1995, 86) explains that naturalistic 

generalisations demand a thick description of the case and more personal ac-

counts in order to provide detailed material from which readers can recognise their 

own complexities and make their own generalisations. 
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Peräkylä (1997, 215) suggests the use of the concept of possibility instead of gen-

eralisability in case studies, and supports that results from certain questioning 

techniques are possible across a wide variety of settings when the case study 

shows how such techniques and practices are made possible. Discussing case 

studies on institutional interaction, Peräkylä (1997) argues that 

 

It is important to ask whether the results presented in such studies are in 

any way generalizable. Does everything that is said in case studies on insti-

tutional interaction apply exclusively to the particular site that was observed, 

or do the results have some wider relevance? (p. 215) 

 

Despite focusing on questioning techniques, Peräkylä’s concept of possibility 

holds commonalities with Stake’s concept of naturalistic generalisation, particularly 

because both emphasise the richness of descriptions in case studies as an essen-

tial feature to research trustworthiness. Similarly, Merriam (1988, 165) supports 

that concerns of validity and reliability can be addressed with attention to the way 

data is collected, analysed, and interpreted, as well as clarity in describing these 

processes to the reader. 

 

The present study is a non-experimental and descriptive research with inductive 

data analysis, and was developed in consonance with the naturalistic research 

paradigm. In qualitative approaches, reliability and validity assume forms different 

from those typically applied in quantitative research. Consequently, it is important 

to point out that results from the analysis in this case study should not be assumed 

to be representative of every private school in Brazil, neither are the opinions of 

teachers identical in all private schools in that country. However, could such re-

sults hold greater relevance to the field of education rather than only to the case 

studied? Could those results contribute to further research and refinement of theo-

ries? Are there different contexts facing similar challenges in education? The an-

swer to these questions is positive and, despite criticisms to qualitative case study 

approach, Merriam and Stake report that it is extensively accepted and applied as 

a research approach to investigate social and educational phenomena (as cited in 

Simons 2009, 13), while Sarantakos (1998, 192) emphasises that case study is 
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valid not only in the context of descriptive research but also evaluative and causal 

studies. 

5.2. The school and the local context 

In order to understand relevant results from the data collected in this study, it is 

important to keep in mind the school characteristics and the context in which it is 

located. The national census in 2010 officially counted over 870,000 people living 

in São Luís (IBGE 2010, 29), the capital city of the state of Maranhão, where I de-

veloped this study. Socio economic inequalities are easily observed by simply go-

ing around the city and, despite significant differences between the capital city and 

other municipalities in the same state, the state of Maranhão as a whole holds 

high rates of poverty and inequalities within Brazil. It is located in the Northeast 

region of the country, which in turn holds the highest rates of illiterate people 

(younger than 15 years old) and also the highest rates of extreme poverty in the 

country (IBGE 2010). Attending private schools in São Luís, similarly to the na-

tional context, is a ‘privilege’ of few. 

 

Private schools vary significantly in number of students, infrastructure, location 

and, consequently, prices. There are at least six well-known private schools that 

hold good reputation in São Luís, and they offer education in different levels (from 

pre-school to secondary school). The most renowned schools are also the most 

expensive ones, and, understandably, tend to have fewer students from lower 

socio economic classes. The school where I developed this study is among these 

institutions, and, similarly to many schools in Brazil, it is associated to a specific 

school system, which produces school materials (e.g. books, course packs and 

electronic books) through its own publisher and book editors, and provides tech-

nologies (e.g. digital classroom boards and tablet computers) adapted to the asso-

ciated schools’ needs. This school system has associated schools inmost Brazilian 

states, totalising more than 150,000 students distributed in 350 schools. 

 

The school offers education in all grades of primary school (1st to 9th year) and 

also all grades of secondary school (1st to 3rd year). The number of students en-

rolled in the school was not informed on its website, neither was the number of 
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teachers. Although I questioned about it a few times, the school administration 

would not provide that information, for unspecified reasons. During an informal 

conversation with the school superintendent, it was mentioned that there were 

more than 300 students enrolled in the school; however, the exact number was not 

informed. In respect to anonymity and confidentiality, the school’s website, which 

was used as the source for most information about the institution, will not be in-

cluded as a reference in this thesis. 

 

The school was located in a privileged neighbourhood, and installed in a three-

store building with 12 classrooms, a sports court, cafeteria, small library, computer 

hall, a small sciences laboratory, and a cinema. Five months after I had conducted 

this research project, the school moved to a new and modern building in the same 

neighbourhood, which was especially modified to accommodate its needs. There 

was also investment in technology, and the institution now develops classes in 

which it provides tablet computers in some classes to all students in secondary 

school grades. Following a common practice in many schools and preparatory 

courses in Brazil, the school where this study was developed offers mock exams 

to secondary school students, which serve as a preparation to the national exami-

nation ENEM, and also to specific university entrance examinations. As a result, it 

is possible to affirm that there is great concern with students’ performance and test 

results in the school, and students face a great amount of tests during the school 

year, particularly in secondary education grades. 
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6. DATA COLLECTION 

The data analysis in this qualitative case study is based on two sets of data, which 

constitute the primary and the secondary source of data. The primary source f 

data refers to teachers’ answers in a semi-structured interview, which was con-

ducted with five primary school teachers working in a private school in Brazil. The 

data collected in the interviews is complemented by a secondary source of data, 

which is constituted by teachers’ answers to a questionnaire, and a research diary 

based on non-systematic observation of 12 hours of workshops with those same 

teachers. During the workshops, I had asked teachers to write some reflections at 

home after every day that we worked together, and I held great expectations to 

use them also as secondary data in this study. However, despite asking teachers 

to do it every time we met for the workshops, teachers did the task only as a gen-

eral reflection about the workshops, and two of them wrote only a few lines, and I 

decided not to include them in the analysis. The following descriptions aim at clari-

fying procedures of data collection, particularly for matters of research trustworthi-

ness and ethics. 

6.1. Interviews 

The interviews constitute the primary data in this research project, and greater at-

tention is dedicated to them in this study. They were conducted in the teachers’ 

and researcher’s mother tongue (Portuguese) and were fully transcribed in that 

same language. I was responsible for the transcription and translation of the inter-

views, for the whole process of data collection and data analysis was done in Por-

tuguese, and only the excerpts that were quoted in this thesis were translated into 

English. The analytical coding frame, that is, categories and subcategories’ names 

and descriptions were also first defined in Portuguese and then translated to Eng-

lish. The first reason underpinning this decision refers to time and practicability, 

because it would require a greater amount of time to translate all transcribed inter-

views into English. The second reason refers to familiarisation to language peculi-

arities: having Portuguese as my mother tongue, I could identify nuances in ex-

pressions and responses more precisely when applying content analysis to the 
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transcribed interviews in that same language. Finally, this study follows the under-

standing that there are inevitable losses of meaning when doing transcription and 

translation, which should be avoided when possible. 

 

Kvale (2007, 93) explains that the act of transcribing is an interpretative process in 

itself, a transformation from one narrative mode into another, from oral discourse 

to written discourse, and involving crucial judgments and decisions. The author 

also mentions that “what is said in the hermeneutical tradition of translators also 

pertains to transcribers: traduire traittori – translators are traitors” (Kvale 2007, 93). 

His affirmation does not aim at invalidating any transcription or translation; it rather 

calls researchers’ attention to the dangers of translation and transcriptions and to 

possible losses in these processes, e.g. losses of meaning from intonation, silence 

and body language. Based on these understandings, the transcriptions were lim-

ited to Portuguese, and reduced amount of those data was translated into English. 

 

Another decision related to data collection that should be clarified refers to the se-

lection of participants. All teachers that had participated in all three days of work-

shops were invited to participate in the interviews, and this criterion was based on 

the understanding that answers from the interviews could be better comprehended 

if participants were the same in workshops and interviews. Furthermore, having 

the chance to get to know the participants, it was possible that they would talk 

more openly during the interviews, which I believe happened in this case. Partici-

pants were more reluctant to expose themselves in the first day of workshops, and 

demonstrated more openness along the other days that we worked together and 

even more during the interviews. 

 

The interviews were semi-structured and the questions were predefined mainly 

according to the discussions in the workshops. All interviews were constituted by 

the same set of eight open-ended questions (Appendix E), and other questions 

were included without planning during the interview when there was a need for 

further clarification of teachers’ answers. Each teacher was interviewed individu-

ally and only with the presence of the researcher. A digital camera was the main 

instrument to document the interviews, and the audio was recorded without filming 

interviewees. For purposes of research trustworthiness, it should be mentioned 
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that a technical problem with the camera occurred in the last interview, and I had 

to take notes while the teacher answered the last four questions. This problem 

affected the flow of the answers given and the time spent to answer them. A sec-

ondary recorder should have been kept in case of any technical problems with the 

main camera, which would have avoided such flaw in the interview. It is certain 

that this study would benefit more if those answers were recorded verbatim; how-

ever, the notes also configure a reliable form of registering data, and I decided that 

they should be included in the analysis. 

 

When requesting teachers to answer the interviews, they could choose the time 

and place that they considered more suitable to do it. Four teachers were inter-

viewed within the school premises, while one of them chose to have the interview 

in a cafe. In two interviews, there was considerable background noise, which, 

however, did not interfere in the clearness of the recordings. I transcribed the in-

terviews and reviewed the transcriptions twice before starting the data analysis, 

which was conducted using Qualitative Content Analysis (QCA). The details of the 

data analysis are presented in another chapter of this work (Data analysis), where 

I explain the methodological steps, procedures and decisions that shaped the data 

analysis in this project. 

6.2. Workshops 

The workshops consisted mainly of discussions instigated by different types of 

material I had provided, e.g. different world maps, videos, statistics (some of them 

can be found in the Prezi presentation http://prezi.com/lzgfbxhjsis0/a-escola-de-

hoje-e-o-brasil-de-amanha/), drawings and photos, but also of informal conversa-

tions about their own experiences in the school. The workshops were divided in 

three days and they were conducted in the school premises. On the first day, I 

presented maps, some statistics about corruption and income inequalities around 

the world, and photos portraying inequalities in Brazil. Teachers participated in a 

short matching game related to socio economic inequalities and engaged in dis-

cussions about that topic. In the second day, the main objective was to question 

teachers about their professional role in face of the problems we had discussed in 

the previous day of workshop. After answering the questionnaire and watching a 

http://prezi.com/lzgfbxhjsis0/a-escola-de-hoje-e-o-brasil-de-amanha/
http://prezi.com/lzgfbxhjsis0/a-escola-de-hoje-e-o-brasil-de-amanha/
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short video related to corruption and corrupted practices in Brazil, teachers en-

gaged much more with the topic of values, particularly in conflicting situations with 

parents, and their conversations were repeatedly focused on that problem. 

 

As explained in the beginning of this paper, I decided to drop my initial research 

interest and prioritise teachers’ main topic of discussion, namely obstacles to 

moral education in that school. In the last day of workshops, we focused our dis-

cussions on moral education, how it was present in the school and how it could be 

developed in the school. We shortly discussed an alternative that could be in-

cluded in their practices, namely values clarification (VC), and they were intro-

duced to the main principles of this approach. Teachers participated in two VC 

activities and they kept written suggestions of eleven different activities to work 

values with students. The activities were translated to Portuguese and adapted to 

their context, as they were originally in English and extracted from Louis E. Raths, 

Merrill Harmin & Sidney B. Simon’s book Values and Teaching: working with val-

ues in the classroom, and Sidney B. Simon & Jay Clark’s book Beginning values 

clarification: strategies for the classroom. 

 

All teachers working in the school were invited to take part in the project, and five 

of them participated in all three days of workshops and responded to the interview. 

They also provided written answers to questionnaires and actively engaged in ac-

tivities during the workshops. The school administrator invited participants by 

email, and I was not informed about who and how many people had been invited 

to the workshops (this problem is further discussed in the last chapter, Ethical 

considerations). Four days before we started the workshops, I had the opportunity 

to meet some teachers during a pedagogical meeting in the school, and I could 

invite them personally to participate in the project; however, many teachers were 

absent, mostly teachers of secondary school grades, and that moment was the 

only opportunity I had to be introduced to teachers before conducting the work-

shops with them. 

 

During that pedagogical meeting, some disagreements occurred between teachers 

and coordinators when discussing problems related to students’ performance and 

teachers’ responsibilities, and I could observe that only a couple of teachers would 
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actively express their point of view. Based on my observations during that meet-

ing, some measures seemed necessary during the workshops. In order to make 

participants more comfortable and confident, and to encourage open conversa-

tions, I decided not to use any device to record the workshops. I also decided not 

to make notes at the moment I was working with them, as a strategy to facilitate a 

more natural discussion flow, and allow myself to better observe interactions and 

reactions along the process. In order to document relevant information that 

emerged during the workshops, I kept a research diary with notes made after 

every day of workshop. These notes include comments made by teachers during 

our discussions, and my own perceptions and reflections about the work devel-

oped each day. Data from the research diary and some written answers provided 

by teachers to the questionnaires will be presented in other chapters (Results and 

Discussion) of this thesis, in combination with the primary set of data. 
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7. DATA ANALYSIS 

The analysis in this study refers to two different sets of data, namely teacher’s an-

swers in the interviews (primary data), and teachers’ written answers to a ques-

tionnaire and some notes from the research diary (secondary data). Before ex-

plaining the steps taken in this analysis, one should note that it would be impracti-

cable to include all the data collected during the workshops – there were question-

naires, drawings, poster cards, and little written material with teachers’ own reflec-

tions about the workshops. All these data together would exceed the amount of 

material that this master’s thesis project could embrace, and I selected those that 

would suit best the aims of this study. Therefore, the data analysed in this project 

was limited to five questions from the interviews and three questions from the 

questionnaires. However, all the rest of the data formed a reference point to un-

derstand my primary data and all the interpretation. 

 

In the second day of workshops, I asked teachers to provide written answers to a 

questionnaire, and the answers given to three specific questions will be included in 

the data analysis, particularly because all teachers answered those three ques-

tions, and they could be directly correlated to some interview questions. Addition-

ally, the interviews included three questions that were more relevant to the work 

developed during the workshops than to the research questions of this study. 

Therefore, I decided to consider 5 out of 8 questions from the interviews in this 

analysis, and combine them with those three written answers provided by teachers 

in the questionnaires. As previously mentioned in this thesis, the interviews consti-

tute the primary data of this study and Qualitative Case Study approach does not 

define a specific methodology to analyse the data collected in the case. The tran-

scriptions of the interviews were analysed using qualitative content analysis 

(QCA), which will be discussed in the next section. 

7.1. Qualitative content analysis (QCA) 

The social sciences were interested in the analysis of mass media content in the 

1940’s and, as Schereir (2012) explains, “early applications [of content analysis] 
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focused on the quantitative description and differentiation of newspaper content, 

often from a comparative perspective” (p. 10). As a result, qualitative content 

analysis is often included as part of content analysis methodology, which is de-

fined by Weber (1990) as “a research method that uses a set of procedures to 

make valid inferences from text.” (p. 9). The author mentions that the best content 

analysis methods use quantitative and qualitative operations and that “investiga-

tors should judge what methods are most appropriate for their substantive prob-

lems” (Weber 1990, 12). However, Weber (1990, 83) also emphasises strict rules 

in the application of the methodology, as when he defines that category names 

should always be presented in capital letters, for instance. 

 

Krippendorff (2004) expands previous concepts of the methodology by affirming 

that “content analysis entails a systematic reading of texts, images, and symbolic 

matter, not necessary from an author’s or user’s perspective.” (p.3). Differently 

from early understandings of content analysis, Krippendorff acknowledges the ex-

isting segmentation of the methodology in quantitative and qualitative content 

analysis, while also questioning this division. The author affirms that “ultimately, all 

reading of texts is qualitative, even if certain characteristics of a text are later con-

verted into numbers” (Krippendorff 2004, 16). This argument is based on the un-

derstanding that content is not inherent to texts and, moreover, “people typically 

differ in how they read texts” (Krippendorff 2004, 9). Although recognising little dis-

tinction between these two approaches, the author presents the practical steps of 

this methodology within a more objective perspective, with few descriptions dedi-

cated specifically to a qualitative approach. 

 

Schreier (2012), on a different perspective, clearly distinguishes these two ap-

proaches and defines qualitative content analysis as “a method for describing the 

meaning of qualitative material in a systematic way.” (p.1). She offers a practical 

guide to QCA, which she considers a research methodology in itself. In general 

terms, content analysis started as a quantitative research methodology, then it 

incorporated more qualitative features, and more recently it was developed as a 

qualitative research methodology in itself. Schreier (2012, 14) says that quantita-

tive content analysis is still dominant and qualitative content analysis (QCA) has 

not been well known as a research method. She also explains that many qualita-
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tive researchers do not even mention QCA, and often only the quantitative ap-

proach of the method is presented. Consequently, references for QCA as a meth-

odology on its own, and not as part of content analysis approach, are still scarce. 

There is no definite consensus about such division, and the qualitative and quanti-

tative approaches hold a great number of similarities but also some essential dif-

ferences. As a result, in this study I made use of a general conception of content 

analysis, with greater interest in a qualitative approach, and adopted the practical 

procedures defined in Schreier’s guide to QCA. 

 

The conceptual foundations of content analysis defined by Krippendorff (2004) 

embrace six principles that underpin this methodology, centred on the nature of 

texts and understandings of content, meaning and context. Before exploring these 

principles, it is essential to remind the reader that the term text in content analysis 

refers not only to written messages, as in earlier applications of this methodology. 

Contemporary content analysis broadened the notion it assigns to the term text, 

and Schreier (2012, 3) mentions that interviews transcriptions, websites, bro-

chures, contracts and television programs are examples of data labelled as text in 

this methodology. Krippendorff applies the term in a similar manner and refers only 

to text when discussing this methodology. 

 

The basic principles of content analysis, as defined by Krippendorff (2004, 24), 

support that 1) texts are dependent of their readers, and content is not inherent in 

a text, that is, content arises in the process of researchers engaging with the mate-

rial being analysed, 2) texts are subjected to different interpretations, which allows 

a great variety of valid accounts for the same text, and implies that they are not 

mutually exclusive, 3) consensus among analysts about finding the same meaning 

in a text rarely exists, 4) analysts must search for aspects that are not manifest in 

the text and make inferences from it, 5) the analytical context chosen by the re-

searcher determines the findings and interpretations about them, and 6) the draw-

ing of inferences from texts is the main idea of content analysis, and researchers’ 

own concepts and interests inevitably affect the interpretations and inferences they 

make. 
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In line with these principles, it should be affirmed that this analysis will present one 

interpretation of the material collected, guided by specific research questions and 

by my positionality as a researcher. This affirmation is also underpinned by the 

understanding that content is a human construction and, therefore, it is not inher-

ent to texts, it rather results from the interaction between the researcher and the 

text (Krippendorff 2004, 9; Schreier 2012, 20). Consequently, different research 

questions and analytical tools could generate different interpretations of the same 

material, which, however, does not mean that any interpretation would be valid. A 

central feature to trustworthiness in content analysis refers to its systematic nature 

and researchers’ ability to clarify the analytical context that guides their interpreta-

tions of the text (Krippendorff 2004, 24). Additionally, Schreier (2012, 26) empha-

sises the importance of clarifying the steps taken along the analysis process, par-

ticularly the decisions made by researchers when defining the coding frame, its 

categories and subcategories. Following the guidelines to QCA proposed by 

Schreier, in the next section of this chapter I will provide such clarifications and 

later explain how results were drawn from this analysis. 

7.2. The data analysis process 

The first step in the data analysis consisted of dividing the eight interview ques-

tions in two groups. Group 1 included questions that were closely connected to the 

research questions in this study, while Group 2 referred to questions that were not 

strictly related to the research questions, as shown in Table 1. This procedure 

aimed at facilitating an initial correlation between teachers’ answers and the re-

search questions, which are 1) What are the main obstacles for teachers to en-

gage with moral education in a private school in Brazil?, and 2) How could moral 

education be improved in private schools in Brazil?. The most relevant interview 

questions for this study, consequently, are those included in Group 1, for they offer 

greater potential to answer the research questions. It should be stressed at this 

point that the interview was semi-structured, which allowed teachers to engage 

with different topics when answering an interview question. Therefore, interview 

questions were not designed as to answer exclusively one or other research ques-

tion in this analysis. 
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Table 1. Grouping interview questions according to their relevance to research 

questions. 

GROUP INTERVIEW QUESTION 

Group 1 

(Interview questions closely 

related to the research ques-

tions in this study) 

 

 

Question 2 - Did you have any training or course that aimed 

specifically dealt with moral education along your studies? 

Question 3 - Considering your work in this school, which are 

the main obstacles that you face to develop moral education? 

Question 4 - How do you feel when the responsibility of edu-

cating values is imputed to you? 

Question 5 - What do you think that needs to be done to 

improve moral education in this school? 

Question 7 - Do you think that the practices of teachers, 

coordinators and directors in this school help on diminishing 

corruption in Brazil? 

Group 2 

(Interview questions without 

close relation to the research 

questions in this study) 

 

Question 1-Could you talk a bit about your previous studies? 

For instance, which major, or if you think it prepared you to 

the work you do in this school. 

Question 6 – We talked about corruption in Brazil and the 

lack of concern with collective wellbeing. Do you think 

schools would be capable of transforming this reality? 

Question 8 – Did you use or intend to use any information 

shared in the workshops to develop moral education in this 

school? 

 

 

The second step in the analysis consisted of identifying relevant excerpts from 

teachers’ answers provided in the interviews, and assigning them to Groups 1 or 

2. These relevant excerpts constituted the units of coding, which were then as-

signed to the coding frame, which is basically the categories and subcategories 

used to classify the units of coding and provide a systematic way to analyse the 

data. Schreier (2012, 60) explains that there is no standard way to build a coding 

frame, which will vary according to what researchers want to focus their analysis 

on. However, she presents four basic requirements that should be observed when 

defining a coding frame, namely unidimensionality, mutual exclusiveness, exhaus-

tiveness, and saturation. 
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Schreier (2012, 72) explains that unidimensionality refers to the criterion that each 

category should capture only one aspect of the material. Mutual exclusiveness 

refers to the condition that each unit of coding (or each excerpt from the text) can 

be assigned to only one subcategory within the same category. Exhaustiveness 

determines that each unit of coding must be assigned to at least one 

(sub)category. The author explains that the criterion of saturation “requires that 

each subcategory is used at least once during the analysis, i.e. that no subcate-

gory remains ‘empty’” (Schreier 2012, 77), and it should be applied only to data-

driven coding frames, which is the case in the present analysis. Particularly in rela-

tion to the third requirement, Schreier (2012, 93) explains that whenever a unit of 

coding belongs to a category but does not fit in any of its subcategories, the re-

searcher should include it in a residual subcategory, often called Miscellaneous, 

which was a necessary procedure in the present analysis. 

 

In other words, the four basic requirements determine that 1) each category 

should embrace only one topic or theme of the material, 2) each unit of coding 

should belong to only one subcategory within the same category but it can be in-

cluded in another subcategory in a different category, 3) each unit of coding 

should belong to at least one (sub)category, which means that all units of coding 

should be included in the coding frame, and 4) each (sub)category should have at 

least one unit of coding exemplifying it, which means that no (sub)category should 

be left empty in the coding frame. In practice, defining the coding frame becomes 

a non-linear process in which categories and subcategories easily overlap and end 

up reformulated more than once. 

 

The main challenge at this stage was the assignment of each unit of coding to only 

one subcategory within the same category, and it is questionable if such criterion 

could be really achieved, considering the strong interconnections between the ex-

cepts and topics analysed within the same research. As a result, the definition of 

the coding frame is a time-consuming phase, which demands the researcher to 

recall the research questions constantly, or he/she might simply get lost in the 

analysis process. In this research, four themes were defined to guide the data 
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analysis and they configure the main categories of the coding frame, as shown in 

Figure 1. 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1. The coding frame. 

 
 
The main interests (categories) in the data analysis consisted of identifying 1) ob-

stacles to moral education in that school, 2) teachers’ views and feelings towards 

THE CODING FRAME: CATEGORIES and SUBCATEGORIES 
 

 

o Category 

 Subcategory 

 Subcategory 

 

 

o Obstacles to moral education 

 Parents 

 Conflicting values 

 Power relations 

 Absence from school 

 Neoliberal agenda 

 School curriculum 

 Neoliberal social imaginary 

 School conduct 

 Lack of support for teachers 

 Institutional interests 

 Unethical posture 

 Inconsistency in norms 

 

o Teachers’ feelings towards moral education 

 Mostly positive 

 Mostly negative 

 Miscellaneous 

 

o Moral education in teacher education 

 Implicitly present 

 Not present 

 

o How to improve moral education 

 Support to teachers 

 Real engagement 

 Deeper discussions 

 Exemplary conduct 

 Harmony 

 School administration & teachers 

 Parents & teachers 
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moral education as a responsibility of their profession, 3) the presence or absence 

of moral education in their teacher education, and 4) teachers’ views on how to 

improve moral education in that school. Figure 1 presents the coding frame used 

in the analysis process but further details about each category and subcategories, 

including respective examples, can be verified in the Appendices. Schreier (2012, 

4) emphasises that the coding frame should be related to the research questions, 

which, in turn, specify the angle from which the researcher is analysing the text. As 

a result, the coding frame was designed in a way it would address the research 

questions of the preset study, as it will be explained below. 

 

In order to address the first research question of this study, two categories were 

defined, namely Obstacles to moral education and Feelings towards moral educa-

tion. In the interview question 3 (Considering your work in this school, which are 

the main obstacles that you face to develop moral education?), the correlation be-

tween research question and interview question is direct and clear. In the interview 

question 7, despite asking specifically about corruption in Brazil (Do you think that 

the practices of teachers, coordinators and directors in this school help on dimin-

ishing corruption in Brazil?), it was possible to identify aspects in the school con-

duct that could possibly configure obstacles to ethical behaviour and moral educa-

tion in the school. Question 4 (How do you feel when the responsibility of educat-

ing values is imputed to you?) possible obstacles to moral education could be 

identified by capturing teachers’ feelings towards moral education as their profes-

sional responsibility. Such data shed some light on identifying teachers’ predispo-

sition to engage with moral education or on circumstances that could hinder their 

commitment to it. 

 

The second research question of this study is connected to two other categories, 

which derive specifically from interview questions 2 and 5. The category Moral 

education in teacher education, for instance, is formed only by units of coding from 

interview question 2 (Did you have any training or course that aimed specifically to 

moral education along your studies?), which aimed at inquiring about moral educa-

tion in their formal instruction to become teachers and, therefore, identify possibili-

ties to improve its practice in schools. Similarly, in question 5 (What do you think 

needs to be done to improve moral education in this school?), I directly asked 
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teachers about possibilities to improve moral education in that private school, and 

the category How to improve moral education is constituted by units of coding only 

from this interview question. One must note that this category refers to teachers’ 

views about improvements in moral education specifically in that school, while the 

second research question in this study with similar interest (How to improve moral 

education in privates schools in Brazil?) refers to a more general inquiry, whose 

answer will result from a combination of analyses of the primary and secondary 

data, and not solely from answers given to interview questions. 
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8. RESULTS 

In the previous chapter, I presented the steps taken in order to conduct the analy-

sis of the primary data of this study. QCA was applied to analyse the interviews, 

and the results derived from this process will be presented in this chapter. A more 

detailed description of categories and subcategories with respective examples can 

be observed in the Appendices, while in this chapter the reader will find the most 

relevant results to be discussed. It might be useful to check again the Coding 

Frame (on page 59) whenever the categories division seem unclear. I will also 

make use of data from the questionnaires and some from my notes from the re-

search diary in order to present the results and discuss them. I must clarify that 

teachers will be named with letters (e.g. Teacher A, Teacher B, Teacher C) and 

they will be referred to as she, although the group was not formed only by women. 

This decision aims only at facilitating the understanding of the text and does not 

attest any favouritism to male or female subjects. 

 

Despite my own views on the purposes of education and moral education, one 

could imagine that teachers would talk about this topic in the way they understand 

it, and it was necessary to try to perceive such understandings before effectively 

working with teachers. Therefore, I asked participants to answer a questionnaire 

with open-ended questions (Appendix A), which was applied before we started 

discussing moral education in that school. When questioned about the role of 

school (What is the role of school?), teachers’ written answers (Appendix B) held a 

common argument: the promotion of education to develop critical thinking and ac-

tive citizenship. Teachers clearly recognise the role of school as more than the 

development of cognitive abilities and technical skills, as some examples could 

show: 

 

Teacher A – The role of school is to actively participate in the constitution 

and development of a moral and ethical citizen who will contribute to soci-

ety. 
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Teacher B – [The role of school is to] prepare future citizens to act in soci-

ety in different fields, professional, social, cultural, in a conscious and criti-

cal way, aiming at [society’s] transformation and improvement. 

 

When teachers were asked What do you understand by moral education? in the 

questionnaires, their answers(Appendix C) had one relevant common aspect. Al-

though there were essential differences among them, all answers portrayed some 

or great concern for collective interests and wellbeing as the aim of moral educa-

tion, as illustrated in the following examples: 

 

Teacher A – Moral education is to transform attitudes and habits in the 

school as examples to evaluate attitudes and their consequences to soci-

ety. It is the attempt to change the disbelief in integrity. 

 

Teacher D – [It] is evident that a gradual loss of values is happening, and 

this fact is notorious in the whole society. It is more and more difficult to 

educate through them [values] because many people don’t value them. 

Teaching values is to enable individuals to live along with other people in a 

healthy way, with all people caring about each other. 

 

Also in the questionnaires, when teachers were asked about the main obstacles to 

include moral education in their practices (What are the main difficulties that you 

find to include moral education in your practice?), all answers (Appendix D) men-

tioned the influence of parents/family as the main obstacle to moral education, as 

it could be observed in the following responses: 

 

Teacher B – The influence of the family, surprisingly, often becomes an ob-

stacle, for in many cases, students justify some attitudes as an orientation 

of the family (parents). Television also has influenced the lack of values in 

daily life. 

Teacher D – The main difficulty is the interference of parents, which in 

many cases, even unconsciously, encourages individualism in children. 
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Teacher E – Family members, examples from people that are closer to stu-

dents, lack of students with consciousness and own opinions. 

 

It was interesting to note that teachers did not mention other aspects expected to 

influence the inclusion of moral education in their practices, e.g. excessive amount 

of content to be taught, lack of time, focus on tests and grades/marks. However, 

when teachers were asked the same question in the interviews, they pointed out 

more varied obstacles, which will be presented in the next sections of this chapter. 

8.1. Category Obstacles to moral education 

In this category, obstacles to moral education mentioned in the interviews were 

grouped in three subcategories, namely Parents, Neoliberal agenda and School 

conduct. In the subcategory Parents, one will find that teachers consider as obsta-

cles the existence of conflicting values between teachers and parents, unequal 

power relations that threaten teachers’ autonomy, and the lack of parents’ partici-

pation in cooperation with teachers in the school. In relation to the conflict of val-

ues, for instance, Teacher D explained that 

 

Perhaps this is unanimous, it is something related to the family, ok? (…) the 

parent didn’t believe much in what we [teachers] said, and the child was al-

ways right. This hinders a lot [the teacher’s work] because we would say 

something and the child [would respond]: “well, daddy won’t bother!”. So 

this hindered a lot [the teachers’ work], this was the worse obstacle. 

 

Teacher C emphasised that there is an economic factor, that is, the value for 

money and possessions are dominant, and people do not value what the person 

really is but only what the person owns. The same teacher mentioned that stu-

dents and teachers belong to different socio economic classes (being the former in 

a higher position), resulting in unbalanced power relations in the school, particu-

larly in face of such strong value for socio economic status. As she explained, 
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(…) we [teachers and students] are, although apparently in the same 

level… but not, we are in very different levels, very different economic lev-

els. We have really different education. 

(…) This is something really complicated, especially considering that it is a 

private school. [When] You deal with this kind of subject [moral education], 

you have to… I’ll use an idiom: you have to walk on thin ice. Why? Because 

in this school there are the children of politicians… corrupted politicians… 

there are the children of candidates, the children of doctors connected to 

politicians… so everything you say you have to be very careful. 

 

It was interesting to note that, despite pointing out the influence of parents and 

their values as an obstacle to moral education, teachers also pointed out the ab-

sence of parents from school as an obstacle to moral education. At the beginning 

it seemed a contradiction to indicate parents’ influence and absence at the same 

time as obstacles. However, teachers explained that parents do not participate in 

the school routine and meetings, lacking dialogue and cooperation. In this sense, I 

could interpret that teachers are unsatisfied with the indirect interference of par-

ents, who do not engage in dialogue with teachers and the school in general but 

influence children at home with values that conflict with those that teachers at-

tempt to develop at school. In this sense, when teachers indicate the influence of 

parents as an obstacle, they are not really implying that parents should not partici-

pate in the education process. On the contrary, teachers would like parents to par-

ticipate more in school meetings and activities, but with cooperation rather than 

competition with teachers. 

 

In the subcategory Neoliberal agenda, one will find as an obstacle to moral educa-

tion the school curriculum with excessive amount of content to be taught, as 

Teacher A emphasised, leaving little room for other initiatives. In the same sub-

category, pressures from school administration, parents and also students in rela-

tion to use of materials, content to be taught and students’ performance in tests 

constitute obstacles to moral education. Teacher A explained that 

 

The school curriculum conflicts a lot with any other initiative of the teacher, 

in this school, in any other school. (…) the [school] coordination empha-
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sises that we have a flexible work, that is, our lesson planning is flexible. 

However, we are pressured as there is such roll of contents to be taught 

(…). 

(…) [there is] concern (...) about not using the whole material[books], be-

cause the society demands it, parents demand it, the children see it this 

way, that you have to be able to go through the whole material [books], you 

have to do the exercises in the book, you have to teach the contents, you 

have to evaluate them with examinations. 

 

The third subcategory referring to obstacles to moral education in that school was 

labelled School conduct and it includes statements that pointed out a variety of 

decisions made by the school administration that teachers considered unethical or 

controversial. Lack of support for teachers, business interests above educational 

interests, unethical attitudes and inconsistency when applying the school norms 

were mentioned in the interviews as obstacles. Moreover, not only in the inter-

views but also during the workshops the school conduct was pointed out as a hin-

drance to teachers’ work, particularly in relation to values and ethics. In the second 

day of workshops, teachers mentioned an occasion when the school organised a 

trip with students, who would pay for all costs, including teachers’ expenses. This 

information, however, was omitted to students, who believed they were paying 

only for their own expenses. Teachers believed that the school was paying for 

their expenses in that trip but later found out that such costs were included in the 

amount that students had paid to the school. This event was also mentioned in an 

interview when a teacher talked about the school conduct in general, although she 

emphasised that unethical attitudes were not dominant in the school administra-

tion. 

 

An important aspect to note is that moral education is not absent in the school, 

and the school administration encourages teachers and students to engage in ac-

tivities and projects related to collective wellbeing, such as environmental protec-

tion and recycling, solidarity and donation campaigns. However, the school seems 

to develop such initiatives only in specific moments along the year instead of pur-

suing the development of such values on a daily basis. Moreover, these types of 
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events could also be associated to the school’s interests in marketing and positive 

public image, as Teacher B mentioned in the interview: 

 

In this time of the end of the year, I talked to my colleagues this week, I said 

“we’re reaching a very critical moment”, because every year is like that, 

from August on, September… it’s an intense agitation. Teacher, student, we 

all get to this phase that is a big big hurry, then the school organises many 

events, many things, usually schools promote many events in the second 

semester. It is also a strategy, ok? And this causes… it changes the school 

routine a lot. 

 

When asked what kind of strategy Teacher B was referring to, she mentioned that 

 

[it is a strategy] for the school to be valued outside, to have a reputation, 

to… of course it [the school] has to be concerned about that but sometimes 

it hinders a lot [the teacher’s work]. 

 

It was clear that teachers understood that the school had to fulfil its needs as a 

business enterprise, and advertise itself as to build a good reputation in the educa-

tion market. However, teachers also indicated that such interests should not be 

posited above educational aims and ethical conduct. 

8.2. Category Teachers’ feelings towards moral education 

While teachers recognise that the role of school in society is more than simply the 

transmission of technical skills and a predefined roll of contents to students, they 

also identify that moral education becomes a burden within certain circumstances. 

Participants mentioned in the questionnaires that the school should encourage, for 

instance, critical thinking and the development of active citizens, as well as values 

for the common good and respect for others. In the interviews, when they were 

asked “How do you feel when the responsibility of educating values is imputed to 

you?”, their responses provide a relevant insight to this research. 
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Although affirming the holistic role of school in society, teachers believe that this 

responsibility should be shared with other actors in society, particularly students’ 

parents and the school administration. They refer to this responsibility as unfair, 

overloading and a difficult task when imputed only to them, resulting in negative 

effects to their work and even their personal life. One of the participants, for in-

stance, explains in the interview that she experienced a situation in which she lost 

a lot of weight and fell sick during a time that she was trying to help a student that 

seemed to have no support from parents. The teacher did not provide details 

about the case but she explained that the child needed guidance and values that 

should have come from the family, and she explained: 

I don’t believe that the school should carry this big responsibility of present-

ing values that should come from the family, and the family must under-

stand this. (…) You have a limit, you are only a teacher, so you cannot liter-

ally carry the child on your shoulders, ok? (…) I already take home a lot of 

work, I take classes, class plans, tests, I can’t take home the child, because 

then… symbolically speaking, ok? 

Despite any negative connotation attributed to the responsibility to teach values in 

school, teachers still recognised this task as part of their duty, although emphasis-

ing the importance of parents’ cooperation, as well as the school administration’s 

support. In this sense, I could interpret that teachers view the school as an institu-

tion for the provision of a holistic conception of education (e.g. for technical skills 

and values) but not as the only institution with such responsibility. 

8.3. Category Moral education in teacher education 

When asked about moral education as part of their teacher education (“Did you 

have any training or course that specifically dealt with moral education during your 

studies?”), participants indicated that moral education was not effectively part of 

their curricula as students to become teachers. In some cases moral education 

was not a specific subject but was somehow included in their studies (for instance, 

as part of other subjects), while in other cases it was not included at all, as shown 

in their answers: 
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Teacher A – No, not really. What happens is… I have been in this profes-

sion for ten years, it’s been ten years that I work as a teacher. There were 

sporadic moments of discussion about this topic [moral education], conver-

sations about this topic in the institutions where I work or used to work. 

However, not during my studies. 

Teacher B – (…) this issue of moral education… [it was] not [included] di-

rectly, no. The issue of moral education was intrinsic to some subjects, ok? 

But not directly. 

Teacher C – No, we didn’t have a specific subject [for moral education], we 

didn’t have it. (…) in my opinion, I think this is something that should be part 

of the human nature, it doesn’t have to be written, so we, at least in my 

course [Pedagogy], we didn’t have a subject [for moral education]. (…) no, 

any kind of discussions, not that I can remember, no. 

Teacher D –No, I didn’t have [a specific subject for moral education], al-

though I think it is essential, it’s very important that we have it. I think that if 

we had a subject that teaches, that helps us to work with values, at the time 

[we are] in college, I think we would get [to school practice] with a greater 

view, a wider view, much more open, when we you get to the classroom to 

practice what we had learned. 

Teacher E – A subject during college that talked about something related to 

values… none. Ethics within the work as a Biologist, yes… how to deal with 

collections of species, how to describe species, this kind of things to avoid 

frauds. However, [ethics] in education, no. 

Teacher E explained that she was a biologist and studied to become a teacher, 

which is a type of teacher education in Brazil called Licenciatura. When asked 

about a specific subject for moral education during her studies in Lincenciatura, 

she responded that there was some advice on that matter but nothing about how 

to include moral education in the school practice. Teacher B, on the other hand, 

explained that during her studies in the faculty of Pedagogy, different theories 

were presented to students (e.g. Paulo Freire’s pedagogy), which assisted her to 

become a more informed citizen and an active participant in society. Although the 
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course was of good guidance for her work with students, she mentioned that it of-

fered few or no opportunities to put these theories into practice, which she consid-

ered of great importance in the case of moral education. 

8.4. Category How to improve moral education 

In the interviews, teachers provided suggestions to improve moral education in the 

school, which were grouped in three subcategories, namely Support for teachers, 

Real engagement and Harmony. As one could expect, the possibilities for im-

provement indicated by teachers were closely related to the obstacles to moral 

education that they had identified before. In relation to Support for teachers, par-

ticipants mentioned that the school administration should provide more support for 

teachers in conflict situations with students and parents, as well as more commu-

nication between teachers and the school administration would be needed.  

 

The subcategory Real engagement includes teachers’ statements that attested 

that there is a need for deeper discussion about values in the school, not only with 

students but particularly between the school administration and teachers. It was 

also mentioned that concerns about moral education should be taken more seri-

ously and in a regular basis, as Teacher A explained that 

 

It is a discourse that I consider very superficial, so… when there is a propo-

sition related to that [moral education], it is very superficial, it is not system-

atic, and then I imagine that even my colleagues don’t clearly understand 

what can be done. 

 

Along the workshops and interviews, teachers indicated that moral education be-

comes problematic in any institution where its ethical conduct is dubious. As a re-

sult, it was pointed out that the school administration and teachers should have an 

exemplary ethical conduct as to improve moral education in the school. Teacher 

C, for instance, emphasised that 
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(…) moral education should start with the school staff. Firstly, all the admin-

istrators, and then we would include students. I believe that it should start 

with all staff members: administrator, coordinator, everybody. 

 

The subcategory Harmony refers to the need for more understanding and coop-

eration between school administrators, teachers and parents. Teachers empha-

sised that parents would not participate in school meetings and activities, which 

worsened the existing conflict of values between them. Teacher E, for instance, 

informed that there are parents who have never really been to the school, never 

participated in any activities, and had never talked to their children’s teachers. It 

was mentioned in the interviews (and also in the workshops) that parents lack in-

terest in this type of participation, and the school administration should make more 

efforts to encourage their presence in meetings, discussions and activities in the 

school. 
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9. DISCUSSION 

The results derived from this research are based only on teachers’ views, and it 

would be enriching to investigate other groups’ views, e.g. parents, students, 

school administration and also other teachers working in the same school. More-

over, this study constitutes one interpretation of teachers’ views and it should not 

be taken as the only possible interpretation. However, these results could be use-

ful to improve practices in other schools that face similar problems, other re-

searchers investigating phenomena related to this topic, and theories dealing with 

contemporary challenges in education. 

 

It is not novelty that school administration, teachers, parents and students need to 

work together in order to make desired changes in school happen. However, it is 

not always easy to work together, particularly in contexts of increasing privatisation 

and lack of trust in teachers. In private schools, education tends to be negotiated 

in economic terms, which, in turn, tends to favour those who are paying for the 

good/service, sustaining unequal power relations in schools. Instead of coopera-

tion and togetherness, there is competition and unbalanced participation in the 

process of education. Although the interviews and workshops in this research did 

not bring any exceptional finding, the results reinforce the need to address con-

temporary challenges to develop moral education in schools in Brazil, particularly 

in private schools and within the context of neoliberal values. 

 

In the present research, teachers seemed more concerned with the conflicts with 

parents than with any other aspect hindering moral education, e.g. overloaded 

school curriculum, lack of time, performance accountability. It is clear that there is 

a need for more communication and dialogue between teachers, school coordina-

tion and parents in the school. There is also indication of a need to invest in 

teacher professional development, which could enrich teachers’ autonomy and 

diminish the unequal power relations in schools, even in a private school. As Bi-

esta (2005) points out, 
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parents send their children to schools because they want them to be edu-

cated, but it is up to the professional judgement and expertise of the 

teacher to make decisions about what this particular child actually needs. 

Here lies a fundamental difference between what we could call the market 

model and the professional model. (p. 59) 

 

During the workshops, teachers seemed to feel comfortable to talk about their dis-

satisfactions in their work in the school. However, they had never talked to each 

other about those problems. One participant mentioned that she would talk some-

times with another teacher but only because they were close friends. It was clear 

to me that teachers were not dealing with those problems as a group, and I sug-

gested that they could have informal meetings to talk about their work. Ball (2003) 

reminds us that, although teachers have their values and judgement displaced by 

performativity in schools, their struggles take place only at the personal level, that 

is, teachers’ struggles are often internalised and “expressed in the lexicons of be-

lief and commitment, service and even love, and of mental health and emotional 

well-being.” (p. 216). It seems that there is a need for more communication among 

teachers themselves, as well as more dialogue between teachers as a group with 

the school administration. However, the school would have to allow and welcome 

some group representation of teachers, which is not always the case. 

 

During an interview, Teacher E mentioned that she and other teacher reflected 

about the discussions during the workshops, and they planned to invite other 

teachers to talk about problems and doubts in relation to their work in general. 

Weeks after the interviews, teachers informed me by email that they decided to 

invite all primary school teachers that were working in that school to an informal 

gathering to talk about their profession as teachers. It seemed a great initiative 

and also a possible continuation of the work developed during the workshops. I 

was also informed later, however, that the school coordination had heard about 

their meeting and questioned teachers about it, in some tone of dissatisfaction, for 

the school coordination had not been directly informed about such meeting. A 

teacher described the coordinators’ reaction as something negative, particularly 

because some explanation was demanded, as if they were trying to hide some-
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thing from the school. In the end, only two teachers attended the meeting and the 

initiative has not been repeated since then. 

 

During the workshops, when teachers talked about moral education, they seemed 

to understand it mostly in the form of values transmission, while ideas related to 

negotiation or clarification of values was not mentioned in their discussions. 

Teachers complained that students were simply repeating the words and values of 

parents, without reflecting about them. According to participants, this behaviour 

was a source of conflict between students/parents and teachers, because students 

would ignore teachers’ decisions and instructions in favour of their parents’ deci-

sions. As a result, I considered that values clarification approach (VC) could be a 

beneficial tool for teachers in those circumstances, particularly because VC advo-

cates against impulsive and thoughtless choices, and supports that moral deci-

sions should be made after thoughtful consideration (Chanzan 1985, 53), empha-

sizing the process of valuing instead of the transmission of specific value contents. 

It could be a more open form of inquiry that teachers could use with their students, 

in accordance with what Purpel (2004, 139) referred to as a professional ethic that 

encourages free, open, and continuous inquiry within an educational framework 

that emphasizes creativity and critical thinking.  

 

During the workshops and interview, Teacher C commented on the lack of support 

from the school administration in situations of conflict with students and parents. 

She showed concern to values and collective wellbeing but she also showed con-

cerns to teachers’ authority in the school in line with a more traditional approach to 

education. She indicated that the school administration should provide uncondi-

tional support to teachers, that is, teachers should be considered ‘right’ even if 

they were ‘wrong’ when dealing with students, in order to keep their authority and 

respect in the school. As Teacher C said, 

 

(…) the values [between teachers and school administration] are different. 

So what is wrong for someone could be right for someone else. While there 

is no such harmony, even if what the person [the teacher] is telling to the 

student is wrong, but I [the teacher] need to have the permission of some-

one in a higher position in order to do that, even if the person [the teacher] 
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is wrong. It is like a couple, like someone that is married. Can you imag-

ine… the father tells to the kid that something is wrong, and then the mother 

tells something different? No. Even if the father is wrong when talking to the 

kid, the mother needs to evaluate, she needs to be loyal to what the father 

is saying, even if in a different environment or situation without the pres-

ence of the kid the couple would talk in order to harmonise their thoughts. 

 

These comments indicated a need for further discussion and reflection about eth-

ics and moral education among teachers themselves and with the school admini-

stration, including deeper discussions about the role of teachers, the role of stu-

dents and ethics in school. When presenting values clarification (VC) and its basic 

principles to teachers, I could observe initial reactions of surprise. Asking if they 

had ever heard about that approach, all teachers responded that it was a novelty 

for them. It seems to me that moral education in the school, as it is often in many 

other schools, tends to be developed only as transmission of values. It reminds us 

that “institutional relationships tend to be based more on authority than on ideas of 

justice. Adults are often less interested in discovering how children are thinking 

than in telling them what to think.” (Kohlberg and Hersh 1977, 57). In this sense, 

assisting teachers to develop VC activities with students could be a practical and 

effective tool to deal with the present challenges they face. It could be an alterna-

tive to banking education practices, which tends to allow little room for critical 

thinking and active participation in debates. 

 

The use of VC activities could also improve the relation between knowing values 

and acting upon values. As mentioned in the previous chapter, the school admini-

stration encourages teachers and students to engage in projects concerned with 

the common good and collective wellbeing. Such projects, however, constitute 

more sporadic events than constant practices in the school routine. Chazan (1985) 

explains that “valuing, according to VC, implies a systematic repetition of actions, 

rather than a momentary, idiosyncratic performance” (p. 57) and, therefore, could 

assist teachers in developing deeper reflections about values, ethics and collective 

wellbeing on a daily basis. It is not possible to affirm that the use of VC in the 

school would be a guarantee of ethical behaviour and improvement of collective 

wellbeing; but it is one attempt to improve the situation, and in order to succeed it 
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would require a great amount of time and further research to organise, execute 

and evaluate such initiative. 

 

It is clear that participants emphasised their struggle in face of conflicting values in 

the school, particularly between them and parents/school administration. Such 

conflicts seem to become a problem to teachers’ autonomy and authority, reinforc-

ing unequal power relations in the school. Teacher A, for instance, pointed out 

how the demands from parents and students themselves to follow the school cur-

riculum and improve students’ performance in tests constituted an obstacle to 

moral education and to different initiatives related to values that the teacher at-

tempted to develop in the school. Additionally, in a private school, where parents 

are customers paying for the delivery of a service, such conflicts might be stronger 

and they are often translated as a lack of trust on teachers’ judgement and profes-

sionalism. 

 

There are numerous aspects that influence such lack of trust on teachers in Brazil, 

and an investigation focused on parents’ perspectives could help to clarify this 

problem. However, some aspects could be mentioned here in order to assist the 

reader on understanding teachers’ arguments. When asked about the obstacles to 

moral education in the school, Teacher C mentioned, for instance, what she called 

“an economic factor”, referring to socio economic differences between par-

ents/students and teachers (the latter often belonging to a lower socio economic 

position when compared to the former). In Brazil, belonging to lower socio-

economic classes is often a synonym of less access to books, technology, lan-

guage courses, professional specialisations, international experiences, and other 

learning tools and opportunities in general, which tends to compromise the profes-

sional development of teachers in the country and, consequently, the trust parents 

have on their work. 

 

Additionally, teacher education for basic education in Brazil demands some mini-

mum requirements, and it is developed in four different ways (Magistério, Peda-

gogy, Bachelors’ degree and Licenciatura). A great number of basic education 

teachers acquired their professional certification through Magistério, which is a 

special kind of Secondary education and, therefore, does not constitute under-
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graduate studies. In 1997, for instance, almost 44% of all teachers in basic educa-

tion in Brazil had completed only Secondary education (INEP 1999, 27), and the 

need for investment in teacher education programmes was imminent. As a result, 

in 2010 the federal government defined in the new National Education Plan (Plano 

Nacional de Educação – PNE) that all teachers of basic education in Brazil must 

have attended teacher education programmes at the tertiary level by 2020. Al-

though access to learning opportunities and higher education certifications have 

increased for teachers in Brazil, their level of certification and their socio economic 

status might still contribute to parents’ lack of trust on teachers’ professional skills 

and their work as a whole, including moral education. 

 

There is a need to invest in teacher education, and initial changes have already 

been defined by the federal government. It is perhaps a propitious moment to re-

think what teacher education should include and how the moral attribute of educa-

tion could be developed in schools. Hoffmann-Towfigh (2007, 456) explains that 

many schools include the teaching of values through their general curriculum, 

while most schools define a set of principles and rules to ensure the moral, social 

and humane development of students. One research participant informed that the 

school did not have an official set of principles or document with such purpose, 

and the rules were transmitted mostly in meetings with the school administration. 

Perhaps the definition of a code of ethics or a set of principles with the participa-

tion of teachers could improve moral education in the school. Terhart (1998) points 

out that the adoption of codes of ethics derives from the need to better define the 

duties within the teaching profession and also the need to establish a relationship 

of trust between parents and teachers. As the author explains, 

 

the need to define a code is seen as resulting from the profession’s duties 

towards the students and from the acceptance of the right of the public to 

be able to trust the teachers’ use of their competence and autonomy in fa-

vour of the students and the needs of society (p. 439) 

 

Terhart (1998, 339) believes, however, that the disadvantages of codes of ethics 

are greater than their advantages. He mentions specific dangers when applying a 

code of ethics for the teaching profession, e.g. teachers might pay lip-service to 
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these codes, people involved (e.g. parents, teachers, administrators) might as-

sume that everything is well once the code of ethics has been established, educa-

tional needs and duties constantly change and the code might become overdated, 

it might become a control instrument over students, and it often uses more ab-

stract ideas and holds potential to divergent interpretations and applications. 

Moreover, as he says, “they define the relation or the official ‘terms of trade’ be-

tween the profession on the one side and the school administration and the public 

on the other.”(Terhart 1998, 440). 

 

While one option is the adoption of a code of ethics for teachers and schools, the 

other option would be the denial of such code and the adoption of an approach 

that focuses on teachers’ gradual professional development. Tehhart (1998) ex-

plains that the developmental approach, for instance, cultivates teachers’ profes-

sional ethics through teacher training, courses, field and case studies, and during 

first years of teaching, in which “(future) teachers must be confronted with ethical 

problems and implications of their acts and decisions in such a way that their 

sense and sensibility for professional commitment (…) and professional ethics (…) 

are sharpened.” (p. 442). However, the reality in the school presented in this study 

indicates that investing in the development of ethics in teacher training or defining 

a code of ethics, although of great importance to moral education in the school, 

would not be enough in this case. 

 

This research identified that there is a need for deeper dialogue in the school, par-

ticularly between teachers, parents and administrators. It could be beneficial to 

establish more time and opportunities for deeper discussions about the school 

values and ethics, while more partnership – rather than competition – between all 

involved is also desired. The professional commitment of teachers and the devel-

opment of a code of ethics would not be sufficient in circumstances where teach-

ers are not trusted, respected or listened to. Consequently, there is a need for in-

vestment in teachers’ professional development, including moral education, during 

and after their teacher education programmes. There is a need to provide more 

time to simply listen to teachers and their difficulties while working in the school. 

According to Teacher A, the workshops were a great experience because some-

one was simply listening to them, and it also felt “like a therapy!”, as Teacher C 
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said with excitement. On the same day, Teacher D mentioned that meetings with 

the school administration often aimed at discussing pedagogical issues with em-

phasis to students’ performance in tests. Teacher A explained that those peda-

gogical meetings were more a form of making teachers accountable for students’ 

performance than a two-way conversation in which teachers could share their diffi-

culties with the school administration. 

 

The conflicts reported by teachers in relation to parents, as well as teachers’ views 

about the role of school in society and their role as educators resemble Purpel’s 

(2004, 21) argument that society has a plethora of expectations and demands for 

schools, as a result of great confusion and uncertainty on the nature of an ideal 

educational model. It is essential that the school dedicates more time and oppor-

tunities to discuss values, ethics and collective wellbeing with parents, while em-

phasising the concern for collective wellbeing as part of their work. While the Bra-

zilian government recognises in its education policies the importance of moral and 

citizenship education in schools, it also sustains that programmes with such pur-

poses are of a non-obligatory nature. Additionally, these programmes, although 

including private schools, seem to focus on the public sector, and they need 

greater improvements in matters of implementation. Purpel (2004) points out that 

 

it is rather extraordinary that we provide so little in the way of resources to 

support this enterprise. Working conditions for public and private educators 

at the elementary and secondary levels are absolutely shocking. Compared 

to other educational institutions (colleges and universities) and to corpora-

tions, salaries of teachers are very low, opportunities to grow intellectually 

and professionally are extremely limited, and resources are slim and of low 

quality. (p. 22) 

 

Teachers who participated in this research certainly need more time to speak, to 

be listened to and to develop strategies to improve moral education in the school. 

But they also need to devote more time to reflect upon their own practices, ethics 

and attitudes. There is great confusion about the role of school and, consequently, 

about the role of teachers in society. Along the last century, the transformations in 

education and the increasing understanding of it as schooling, although a simplis-
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tic way of understanding education, assigns even more responsibility to teachers 

in relation to moral education. However, in a time where schooling tends to be fo-

cused on the instrumental value of education, teachers’ responsibility in matters of 

moral education – although recognised in theory as part of their job – becomes a 

burden. 

 

Some results of this research could be aligned with Purpel’s argumentation in fa-

vour of more philosophical inquiries and discussions for educators, emphasising 

that “we need to know about knowing, think about thinking, and reflect on the 

meaning of meaning. (…) Learning about learning can help us learn not only more 

about teaching but about the learning process itself.” (Purpel 2004, 129). Further-

more, he supports that the teaching profession and the public must require teach-

ers “to be thoughtful and reflective enough to realize the relationship between 

educational practice, policy, theory, and social, moral, political, and cultural issues” 

(Purpel 2004, 27). In this sense, the author relates his argumentation of a holistic 

conception of education to Freire’s emphasis on the development of a critical liter-

acy that enables students to recognise existing social injustices, and a conception 

of the teaching profession that engages with the political, economic and social 

contexts in which education takes place (as cited in Purpel, 2004, p. 135). 

 

The social, economic and political challenges Brazil and most countries in the 

world face nowadays indicate that it is imperative to develop education beyond its 

instrumental value and its capability to prepare students to examinations, the la-

bour market and its economics demands. Schools and society reflect and shape 

each other, and therefore formal education holds great potential to transform the 

reality and the way we conceive it. In a country where private schools hold strong 

influence in education as a whole, it is essential to address the particularities of 

these schools, their practices and what type of citizens they are influencing stu-

dents to become. Moral education could be a starting point to discuss persisting 

social injustices and, therefore, work as an attempt to promote collective wellbeing 

in private and public schools in Brazil. 

 

The teaching profession also needs to address the contemporary challenges in 

society and shall not dismiss its importance in the movement against the trivialisa-
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tion of education. In this sense, Loomis, Rodriguez and Tillman (2008, 238) argue 

that teachers and schools contribute to human development and civic life, and 

higher quality teacher education programmes entail the concern for efficiency and 

planning but also “the liberal arts (or skill domains) of metis (cunning, practical 

know-how), arête (upholding virtue, including justice), sophia (the development of 

wisdom), phronesis (habituated good action), and praxis (helping to realize indi-

vidual and community excellences) that comprise mastery of teaching.” (p. 238). 

Additionally, as Moreno-Gutiérrez and Frisancho (2009, 402) emphasise, 

 

new educational resources (…) can easily be bypassed or ignored by 

teachers if there is not an adequate process in which teachers themselves 

are involved in their development and become participant citizens and have 

ownership, rather than just acting as the means of implementation of poli-

cies decided far away in ministries of education. (p. 402) 

 

However, such professional development and commitment shall not be enough if 

others involved in the education process (e.g. parents, students, schools adminis-

trators, policy makers) continue to emphasise only the instrumental value of edu-

cation. It seems that professional commitment from teachers without the support of 

society will doom moral education to become an impossible task or a personal 

burden to teachers, which could be worsened in the context of private schools 

which sustain unequal power relations between teachers and parents, and teach-

ers and school administration. 
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10. ETHICAL CONSIDERATIONS 

Ethical considerations, which are requisite to any research, will be presented in 

this chapter and relevant aspects related mainly to the workshops will be ex-

plained. The workshops were the starting point for the empirical part of the re-

search, and, consequently, influenced the collection of data and the study itself in 

different ways. Other ethical concerns related to the interviews and workshops 

were already presented in previous chapters, and they will be complemented by 

the explanations that follow. 

 

Before I started the workshops in the school, all participants were informed about 

the purpose of the research, particularly the collection of data to my Master’s the-

sis in the programme Education and Globalisation at the University of Oulu. They 

were invited to participate on a volunteer basis, safeguarding their anonymity and 

confidentiality, as well as freedom to withdraw their participation at any time during 

the study without any type of retaliation. Despite testifying that all participants read 

and signed the letter of informed consent, I retained some initial concerns related 

to their voluntary participation, especially because they work in a private school. 

 

During the first pedagogical meeting for the upcoming semester, the school ad-

ministration enthusiastically encouraged teachers to participate in the workshops. 

They introduced me to the group and I explained that I would work with them as an 

attempt to discuss education in Brazil as part of the development of my Master’s 

thesis in Finland. The majority present in that meeting was constituted by primary 

school teachers, and they verbally expressed interest in participating in the work-

shops. When I emphasised that their participation should be voluntary, one of the 

school coordinators insisted on telling them that they should participate in the 

workshops. Along the meeting, when discussing students’ performance, the school 

coordinators mentioned that teachers should dedicate more time to reflect about 

problems that they faced in school, particularly related to students with low marks 

in tests, and dedicate extra time to improve their classroom practices. 
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These circumstances led to an ethical concern about how the school administra-

tion’s pressure over teachers to improve their practices and achieve better results 

could have affected teachers’ voluntary participation in the workshops. Other as-

pects, however, provided a more positive view on their voluntary participation. One 

must observe that 16 teachers were invited personally to participate in the project 

and only five teachers attended all days of workshops. If teachers really felt forced 

to attend the workshops, one would expect that a larger number of them would 

have participated. Furthermore, during the discussions with teachers in the work-

shops, four of them verbally expressed that the idea of the workshops constituted 

an attractive initiative to them, for they seldom had opportunities to discuss their 

professional problems and challenges with the school administration. 

 

Another ethical concern refers to the understanding that teachers should be the 

agents of the changes in their own practices in school. In order to avoid a top-

down decision process, it was fundamental to this project to embrace teachers’ 

own concerns, and promote a dialogue that could benefit all affected by their prac-

tices – students, teachers, school coordinators, the principal, the researcher, the 

school itself and the society as a whole. While planning and conducting the work-

shops and interviews, I made efforts to maintain teachers as the centre of this 

work, dedicating time to listen to them and arrange opportunities for dialogue 

about moral education in that school. In the position of a researcher, however, it is 

not always possible to abstain oneself completely from stating opinions or demon-

strating preferences in such interactive circumstances. Nevertheless, teachers’ 

opinions were still the focus during the workshops, and most activities involved 

teachers’ active participation. 

 

The final notes on ethics refer to the communication between researcher and par-

ticipants, and researcher and school administration. Despite contacting the school 

principal since the beginning of March, I was informed by email in the end of June 

(almost four months later) that teachers were still not aware of the workshops at 

that point. The school principal and I agreed, via email and previous to my arrival 

in Brazil, that I should write a letter to teachers inviting them to participate in the 

workshops. The letter was sent to the school superintendent, who would forward it 

to teachers by email. I did not have access to the exact message sent to teachers, 
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neither to the exact number of people that were invited to participate in the work-

shops. Furthermore, one of the coordinators mentioned that not only teachers but 

also coordinators and other staff members had been invited, which could nega-

tively impact the workshops and my work with teachers.  

 

It became problematic that my initial contact with teachers was mediated (and, to a 

certain extent, controlled) by the school administration, especially considering that 

I was not certain about which staff members had been invited, and exactly which 

information had been provided to possible participants. I should emphasise, how-

ever, that all teachers that participated in the workshops and interviews were fully 

informed about the aims of the project, and signed the letter of consent to be a 

research subject prior to their participation in the workshops. I believe this re-

search and teachers themselves would have benefited more from this work if I had 

had the opportunity to directly communicate with them since the beginning of the 

project. I believe it would have been possible to build a closer relationship with 

them and effectively encourage a greater number of teachers to participate in the 

workshops if I had been able to arrange more occasions of personal contact with 

them. There is no intention to imply that the school administration attempted to 

hinder the research or the workshops, nor that they transmitted an inconsistent 

message to participants. However, there are always losses when indirect commu-

nication takes place, and it would have been ideal that I had been allowed to con-

tact participants directly and earlier in the process. 
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APPENDIX A 

Questionnaire applied to teachers in the workshops 

 

1. What is the role of school? 

 

2. What is a good student? 

 

3. What do you understand by moral education? 

 

4. How do you include moral education in your practice? Please provide an 

example. 

 

5. What are the main difficulties that you find to include moral education in 

your practice? 
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APPENDIX B 

Teachers’ written answers to the question “What is the role of school?” 

 

Teacher A – The role of school is to actively participate in the constitution and de-

velopment of a moral and ethical citizen who will contribute to society. 

Teacher B – [The role of school is to] prepare future citizens to act in society in 

different fields, professional, social, cultural, in a conscious and critical way, aiming 

at [society’s] transformation and improvement. 

Teacher C – The role of school is the development of citizens, that is, the devel-

opment of people that know how to live in society, with consciousness and values 

that can be transmitted along their lives. 

Teacher D – The role of school is increasingly overarching because of its social 

role. Besides developing students’ cognitive abilities, [the school] also prepares 

them to life through significant activities that encourage critical thinking and restore 

values. 

Teacher E – [It is to] develop people that can have opinions. [It is] to teach to lis-

ten, criticize, silence. I don’t see it as being a place that must do the development 

of people in all aspects but [that] contributes to it. 
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APPENDIX C 

Teachers’ written answers to the question “What do you understand by 
moral education?” 
 
Teacher A – Moral education is to transform attitudes and habits in the school as 

examples to evaluate attitudes and their consequences to society. It is the attempt 

to change the disbelief in integrity. 

 

Teacher B – [It is]the[education] that seeks to rescue, above all, the respect for the 

other, and fighting what society has impregnated in people in a subtle way: the 

lack of value for what the other is, and not for what one has. 

 

Teacher C – Moral [education] is everything that is transmitted especially by the 

family, and the school has the duty to reinforce them, and encourage students to 

put them into practice, making it one of its main responsibilities. 

 

Teacher D – [It] is evident that a gradual loss of values is happening, and this fact 

is notorious in the whole society. It is more and more difficult to educate through 

them [values] because many people don’t value them. Teaching values is to en-

able individuals to live along with other people in a healthy way, with all people 

caring about each other. 

 

Teacher E – [It is] complicated… I mean, in our circumstances nowadays (Brazil). 

It would be nice to be able to transmit the values and that these were accepted 

and comprehended in their totality, but we will always fall to the examples from 

outside [of school] and even from the family itself. 
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APPENDIX D 

Teachers’ written answers to the question “What are the main difficulties 

that you find to include moral education in your practice in this school?” 

 

Teacher A – The difficulties occur when there is a shock between the posture of 

teachers, the school administration and parents. Who is right? 

Teacher B – The influence of the family, surprisingly, often becomes an obstacle, 

for in many cases, students justify some attitudes as an orientation of the family 

(parents). Television also has influenced the lack of values in daily life. 

Teacher C – The main difficulty is to manage all the values brought from home by 

students, having in mind that a value might be of great importance to the school 

but maybe not to students’ parents and to students themselves. 

Teacher D – The main difficulty is the interference of parents, which in many 

cases, even unconsciously, encourages individualism in children. 

Teacher E – Family members, examples from people that are closer to students, 

lack of students with consciousness and own opinions. 
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APPENDIX E 

Interview questions 

 

1. Could you talk a bit about your previous studies? For instance, which major 

you took, or if you think it prepared you to the work you do in this school. 

 

2. Did you have any training or course that specifically dealt with moral educa-

tion during your studies? 

 

3. Considering your work in this school, which are the main obstacles that you 

face to develop moral education? 

 

4. How do you feel when the responsibility of educating values is imputed to 

you? 

 

5. What do you think that needs to be done to improve moral education in this 

school? 

 

6. We talked about corruption in Brazil and the lack of concern with collective 

wellbeing. Do you think that schools would be capable of transforming this 

reality? 

 

7. Do you think that the practices of teachers, coordinators and directors in 

this school help on diminishing corruption in Brazil? 

 

8. Did you use or intend to use any information shared in the workshops to 

develop moral education in this school? 
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APPENDIX F 

Category Obstacles to moral education, its subcategories and examples 

CATEGORY SUBCATEGORY SUBCATEGORY EXAMPLE 
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Parents 
 
Statements 
that empha-
sised the influ-
ence of the 
family as an 
obstacle 
 

 
Conflicting values 
Values at home different 
from values at school 
 
 
 
 
Power relations 
Unequal relations of 
power that threatens 
teachers’ autonomy 
 
 
 
 
 
 
Absence from school 
Lack of participation in 
school activities for dis-
cussion and dialogue 

 

To me, today, considering the reality of the group I 
teach, they are very much a reflection of the family, of 
the education they have at home. So when they get 
here, there are many moments in which there is a lot of 
conflict. It’s always what they say: “at home, my dad, 
my mom…”, “my dad said I should do it this way, my 
mom said I should do it this way”. 
 
This is something really complicated, especially consid-
ering that it is a private school. [When]You deal with 
this kind of subject [moral education], you have to… I’ll 
use an idiom: you have to walk on thin ice. Why? 

Because in this school there are the children of politi-
cians… corrupted politicians… there are the children of 
candidates, the children of doctors connected to politi-
cians… so everything you say you have to be very 
careful. 
 
(…) [parents] are not used to come to the school. Last 
year, in the school I worked [in another Brazilian state] 
parents were really participative. (…) Here (…) [par-
ents] don’t come to discuss, to talk, and I really miss 
that. 

 
Neoliberal 
agenda 
 
Statements  
that empha-
sised priorities 
commonly 
identified with 
the neoliberal 
agenda as an 
obstacle 

 
School curriculum 
Excessive amount of 
content to teach and 
limited time 
 
 
 
 
 
 
Neoliberal social imagi-
nary 
Pressures from society, 
parents and students in 
relation to content, use of 
material and examinations 

 
The school curriculum conflicts a lot with any other 
initiative of the teacher, in this school, in any other 
school. We have a very long roll of contents, and it’s not 
a roll defined by the school but by bigger institutions, 
the Ministry [of Education] itself defines a really long roll 
of contents. (…) the coordination emphasises that we 
have a flexible work, that is, our class planning is 
flexible. However, we are pressured as there is that roll 
of contents to be taught (…). 
 
[there is] concern (...) about not using the whole mate-
rial, because the society demands this, parents demand 

this, the children see it this way, that you have to be 
able to go through the whole material [books], you have 
to do the exercises in the book, you have to go through 
the contents, you have to evaluate them with examina-
tions. 
 

 
School con-
duct 
 
Statements 
that referred to 
the interests 
and decisions 
of the school 
administration 
as an obstacle 
 

 
Lack of support for 
teachers 
Disrespect for teachers in 
different ways 
 
 
 
 
 
 
 
 
Institutional interests 
Business interests above 
educational interests 
 
 
 
Unethical posture 
Unethical decisions and 
attitudes from school 
administration 
 
 
 
Inconsistency in norms 
Lack of consistency when 
applying school norms 
 
 

 

The measures that [the school] takes in relation to 
[student] misbehaviour… to some lack of respect for the 
teacher… I had many problems with students that were 
sent to talk to the coordinator [for misbehaving in class], 
and the coordinator would send [the student] back to 
the classroom. [The teacher would ask the student] 
”what did she tell you?” [and the student would answer] 
“she only said that I should come back to class, that this 
is a silly thing.”(…) So then children think they can do 
whatever they want, that they won’t have… I could use 
the word ‘punishment’, ok? Or a loss. (…) So this is 
another obstacle. 
 
[From September on] the school organises many 
events, many things, usually schools promote many 
events in the second school semester. It’s also a 
strategy, ok? And this causes… it changes the school 
routine a lot. 
 

 
When there is lack of clarity or truth, you know, when 
you don’t present really strong arguments, so you try to 
disguise a certain situation. I don’t think this is right and 
I don’t feel very comfortable with that, for example, I, we 
experienced a situation here that I didn’t find it right. 
 
 
The teacher mentioned that the school disrespects its 
own rules, which affects her work.  For instance, stu-
dents arrive one hour late and are allowed to get in 
class, although the school policy defines that the en-
trance must be no later than 15 minutes after the official 
time. 
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APPENDIX G 

Category Teachers’ feelings towards moral education, its subcategories and 

examples 

CATEGORY SUBCATEGORY EXAMPLE 
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Mostly positive 
 
Responses that 
were emphatically 
positive or enthusi-
astic to moral edu-
cation as teachers’ 
responsibility 
 

We cannot think about the negative side, we feel 
discouraged, demotivated, but, in the end, those who 
want these children to change know that thinking 
negatively is not going to solve it. So we should al-
ways think positively and try somehow to affect these 
children so they become aware of this kind of thing 
[moral education]. 
 

 
Mostly negative 
 
Responses that 
were emphatically 
negative towards 
moral education as 
teachers’ responsi-
bility 
 

 
(…) I’m going to be very honest… I don’t feel good 
about it, because, in my opinion, it’s a lot of respon-
sibility. And… I don’t think it’s fair. (…) I think it really 
overloads the teacher, when I see that I am alone 
taking this responsibility, to me it’s something unfair 
but at the same time I need to do something about it. 
 
 

 
Miscellaneous 
 
Responses that 
were not emphati-
cally positive or 
negative 
 

 
I feel… a bit overloaded if it [moral education] is as-
signed directly to me. Because I believe that the fam-
ily, the school, the society in general have their part 
in this responsibility. But I feel overloaded only in this 
aspect, if I feel that I am the only one doing it. (…) So 
if I am working with the school and the family as 
partners, I see it in a positive way. 
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APPENDIX H 

Category Moral education in teacher education, its subcategories and exam-

ples 

CATEGORY SUBCATEGORY EXAMPLE 
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Implicitly present 
 
Statements in-
forming that moral 
education was not 
formally/officially 
present in their 
studies to become 
teachers 

This issue of moral education was intrinsic to 
some disciplines but [it was] not [part of it] in a 
direct way. 
 

 
Not present 
 
Statements in-
forming that moral 
education was not 
present in their 
studies to become 
teachers 
 

 
No, we really didn’t. (…) I have been a teacher 
for ten years, it’s been ten years that I work as a 
teacher. There were very occasional moments 
of discussion about the topic, within the institu-
tions where I work or worked. But during my 
studies, no. 
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APPENDIX I 

Category How to improve moral education, its subcategories and examples 

CATEGORY SUBCATEGORY SUBCATEGORY EXAMPLE 
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Support to 
teachers 
 
Statements that 
emphasised the  
need for support 
to teachers from 
the school ad-
ministration 
 

 
 
 
 
 
 
 

 
 
The teacher mentioned the need for more 
support from the school coordination to 
teachers, more communication with par-
ents and more support to teachers when 
communicating with parents, more strict 
measures when necessary, and parents 
need to know what happens to their child 
in the school, even when the child mis-
behaves. 
 

 
Real engage-
ment 
 
Statements  that 
emphasised 
changes in the 
school engage-
ment in moral 
education and 
ethical conduct 
 

 
Deeper discus-
sions 

Superficial en-
gagement at the 
present and a need 
for deeper discus-
sions 
 
 
 
Exemplary con-
duct 

Engagement of 
school administra-
tion and teachers in 
exemplary behav-
iour 
 

 
It is a discourse that I consider very su-
perficial, so… when there is a proposition 
related to that [moral education], it is very 
superficial, it is not systematic, and then I 
imagine that even my colleagues don’t 
clearly understand what can be done.  
 
 
(…) moral education should start with the 
school staff. Firstly, all the managers, and 
then we would include students. I believe 
that it should start with all staff members: 
manager, coordinator, everybody. 

 
Harmony 
 
Statements that 
emphasised the 
need to a com-
mon set of val-
ues between 
teachers, par-
ents and school 
administration 
 

 
School administra-
tion & teachers 

More dialogue and 
agreement between 
teachers and ad-
ministrators 
 
Parents & teach-
ers 

More opportunities 
for dialogue and 
discussion between 
teachers and par-
ents 
 

 
Well, in this school I think that there is a 
need for some harmony in the group, the 
coordination and the teachers. I don’t feel 
that there is this harmony. 
 
 
 
I think that the more we have parents’ 
dedication to the school, participating and 
discussing, and attending meetings with 
teachers, not only with coordinators, but 
teachers participating [in those meetings], 
students participating, (…)then I think it 
would work. (…) There are parents that 
have never been in the school. (…) The 
school needs to offer more room for this 
[participation], it doesn’t offer it. 
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