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Abstract
First stated at the end of the last century, the inclusive education proposal had more significant effervescence in the first decade of the current century, as we verified in the scope of the
research, studies, and legislative enactments. Nevertheless, the educational process of people
with disabilities is precarious in Brazil and worldwide. That is evident both by the unavailability of
basic accessibility resources and services and the persistence of beliefs and attitudes that hinder
the decent educational inclusion of these people. This article aims to reflect on the educational
inclusion of people with disabilities in the contemporary context, taking as a reference the critical
theory of society, mainly the studies of Adorno (1970/1995, 1972/2010). It also analyses the need
to expand the focus on this issue beyond the specificities of people with disabilities. In parallel,
this text points out the need to foster individuals’ formation in the educational environment capable of recognizing the humanity within all and each of us. It is considered that this will only be
truly possible when the educational systems assume the commitment to the formation of human
values that awaken us to perceive similarities and differences in the other as natural aspects of
human diversity that constitute us. This change largely depends on proper formation supported
by the individuals’ critical self-reflection and society, concomitantly. Otherwise, we will be increasingly exposed to barbarism, resulting from a pseudo-formation/semi-formation that still prevails
in most institutions.
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Educação Inclusiva na Contemporaneidade
à Luz da Teoria Crítica da Sociedade
Resumo
A proposta de educação inclusiva, iniciada no final do século passado, obteve maior efervescência na primeira década do século vigente, conforme verificamos no âmbito das pesquisas,
estudos e promulgações legislativas. Todavia, no Brasil, assim como em muitos países do mundo,
o processo educacional de pessoas com deficiência ainda é permeado por muita precariedade,
evidenciada tanto pela indisponibilidade de recursos e serviços básicos de acessibilidade, quanto
pela manutenção de crenças e atitudes que impedem a inclusão educacional digna dessas pessoas. O presente artigo visa refletir acerca da inclusão educacional das pessoas com deficiência
no contexto contemporâneo, tomando como referência a teoria crítica da sociedade, sobretudo
os estudos de Adorno (1970/1995, 1972/2010). Analisa-se, também, no decorrer deste trabalho a
necessidade de ampliação do olhar em relação a essa temática para além das especificidades que
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possuem as pessoas com deficiência. Ademais, buscou-se, paralelamente, apontar a necessidade
de fomentar no ambiente educacional uma formação que permita ao indivíduo reconhecer a humanidade contida em todos(as) e em cada um(a). Considera-se que isso só será verdadeiramente
possível quando os sistemas educacionais assumirem o compromisso com a formação de valores
humanos que nos despertem a perceber nos outros semelhanças e diferenças como aspectos
naturais da diversidade humana que nos constitui. Esta mudança depende, em grande medida, de
uma verdadeira formação, amparada na autorreflexão crítica dos indivíduos e da sociedade, concomitantemente. Do contrário, ficaremos cada vez mais expostos à barbárie, resultante de uma
pseudoformação/semiformação, que ainda impera na maioria das nossas instituições.

Palavras-chave
educação inclusiva, teoria crítica da sociedade, formação cultural, deficiência, educação

Man has always suffered from the lack of eyes on the back of his neck,
and his attitude to knowledge can only be problematic,
because he can never be sure what is behind him;
in other words, he cannot check if the world continues
between the extreme points he manages to see
by stretching out his pupils to right and left. (Calvino, 1991/2007, p. 227)

Introduction

This paper focuses on the educational inclusion of people with disabilities in the
light of the critical theory of society (CTS). It is an attempt to expand our view on this
issue going beyond the “extreme points”, possible to glimpse, even “by stretching out
the pupils”, like Calvino’s (1991/2007, p. 227) metaphor suggests, cited in the epigraph
above. At first, reflecting on inclusive education may seem outdated since a lot has been
debated on this topic. However, there is an urgent need to deepen this issue when we realise the gap between the numerous inclusivist propositions and the harsh reality of socio-educational exclusion experienced by people with disabilities worldwide, especially in
Brazil, where they can barely access the school. Therefore, it is urgent to critically reflect
on what we named “inclusive education” from an analytical perspective, based on references that can destabilise the conventional thinking based on the above considerations.
What motivated us to write this bibliographic study was the eagerness to analyse
the challenges and the possibilities for the inclusion of people with disabilities in the contemporary socio-educational context. In this sense, we initially approached the possible
inclusive education contradictions that reveal challenges to be overcome. And then, we
discussed the formation’s possibilities as a way to awaken the identification with the human diversity that makes us together, persecuting, whenever possible, a dialectical and
reflexive way of thinking.
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Contradictions of the Inclusive Education in Contemporaneity

The discussion on educational inclusion has invigorated from the decade of 1990
on, in the last century. It was significantly strengthened in the education area, in human
sciences, due to the social movements’ pressure to defend the rights of people with disabilities. In this context, some international and national documents of public policies
for inclusive education, among which it is worth mentioning in the international context:
the World Declaration on Education for All (Declaração Mundial Sobre Educação Para
Todos, 1990), the Salamanca Statement (Declaração de Salamanca, 1994), the InterAmerican Convention on the Elimination of All Forms of Discrimination Against Persons
with Disabilities (Decreto nº 3.956, 2001), and the International Convention on the Rights
of Persons with Disabilities (Decreto nº 6.949, 2009). In Brazil, we emphasised: Law of
Lines of Direction and Bases of Education (Lei nº 9.394, 1996), the National Policy for
Special Education in the Inclusive Education Perspective (Dutra et al., 2008), and the
Brazilian Law of Inclusion (Lei Brasileira de Inclusão da Pessoa com Deficiência, 2015).
We emphasise that the Brazilian legislation has many publications that try to guarantee the rights of people with disabilities. Some of them were rewritten in several ways,
such as the one that forbids educational institutions to refuse the enrollment of students
with disabilities or global developmental delays. It remains a common practice in many
schools, however. When we deeply analyse the Brazilian legislation history on this issue,
we observe that the publications follow the trends of the international discourses without
necessarily changing the political and social attitude to elaborate such documents.
Many studies and research were conducted addressing educational inclusion
and inclusive education as a single concept throughout this time. According to Bueno
(2008), “school inclusion refers to a political proposition in action, of incorporating students who have been traditionally excluded from school, whereas Inclusive Education
refers to a political goal to be achieved” (p. 49). Replacing nomenclatures to indicate the
enrollment of “inclusion students”1 in traditional educational institutions is not enough.
Bueno (2008) emphasises that educational inclusion presupposes enrolling students in
the past excluded from school in traditional educational institutions in compliance with
the current legislation. On the other hand, inclusive education is a political goal to be
achieved in the short, medium, and long term, through numerous actions that favour
different forms of learning, ensuring respect for differences, and valuing human diversity.
The differentiation between the two terms can point to a deeper analysis of the issue. However, we consider that establishing a definition is not the most relevant point in
this discussion, but the complete understanding that when education2 is effectively incluAlthough the nomenclature “inclusion students” do not exist in the educational legislation valid in school institutions,
among teachers and managers this is one of the most frequently used, since “it involves the whole range of students who
had as destiny either grade retention or school exclusion due to the low performance presented” (Siqueira, 2008, p. 304).

1

Education that is not limited to ensuring the enrollment of students in a determined educational institution, but implies,
first of all, the access possibility to formation committed to the humanization process, capable of countering the barbarism
processes that violate human life. The education/formation conception advocated in this article is anchored in the writings
2
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sive, it will no longer be necessary to define and/or differentiate it from educational inclusion. Proper education should provide everyone with full development, offering learning
alternatives that favour identifying potentialities and overcoming challenges through the
formation. Otherwise, we ran the risk of (re)producing a pseudo-formation/semi-formation (Adorno, 1972/2010) by condoning social injustice that biases individuals and/
or social groups to prejudice and social discrimination, invariably incompatible with the
principles that rule inclusive education.
We use the pseudo-formation/semi-formation concept defined by Adorno (1972/2010)
when we state that individuals are being submitted from birth to shape themselves in culture and adapt to society, which merely leads to an adaptation to the cultural environment
only. Adorno (1972/2010) argues that “cultural formation now converts into a socialised
semi-formation, with the omnipresence of an alienated spirit, which according to its genesis and its meaning, does not precede cultural formation, but succeeds it” (p. 9). He states
that “despite all the illustration and information, which is widespread (even with his help),
semi-formation prevails in current consciousness” (Adorno, 1972/2010, p. 9).
It is necessary to perceive and announce the challenges inherent to educational
inclusion, resulting from the objective social conditions, without failing to bet on its possibilities, especially regarding the posture of radical opposition to the socio-educational
exclusion processes that highlight only the individual’s special needs to the detriment
of the education institutions conditions that hinder and/or prevent formation, replacing
it with mere adaptation. As the educational institutions’ conditions remain unchanged,
barriers to learning, in general, tend to be even more intensified for those students who
have been traditionally excluded from school, as long as they do not fit the standards of
normality established by culture. This fact constantly raises the emergence of prejudicial
behaviour about educational inclusion itself. We reiterate that identifying the difficulties
that prevent educational inclusion, among which prejudices, does not mean disagreeing
with this proposition. It indicates the need to face what is posed, committing to envision
viable alternatives to confront such impediments.
Recognising the barriers regarding educational inclusion may constitute a “first
step” to locating the blockages in the individual and, consequently, in the society that
makes them opposed to the inclusive experience. Such blockages need to be portrayed
because they reveal the existence of a scar that we have to bear. Aware of its causes, we
try to resist the risks of new wounds proliferation, especially those (im)posed by the social tissue, due to the experience restriction. In that sense, Adorno (1970/1995) warns us:
it is needed to recognise the mechanisms that make people able to commit
such acts; it is needed to reveal such mechanisms to themselves, trying to
prevent them from becoming able to do such acts again, to arouse a general awareness about such mechanisms. (p. 121)
of Adorno, especially in the work Education and Emancipation (1970/1995).
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According to CTS assumptions, the mechanisms pointed out by Adorno originated
from psychic and social determinations that are interrelated since their genesis. Aware
of our predisposition to the mentioned mechanisms, resulting from the contradictions
plot inherent to the model of society in which we live, perhaps it is possible to expand
our view to envision alternatives that favour starters for a more complete educational
inclusion, even considering the challenges that prevent and/or hinder its emergence in
the contemporary socio-educational context.
Inclusive Education: The Formation as a Path to Awakening the Identification
With Human Diversity That Constitutes Us

Thinking inclusive education is not an easy duty. It assumes a contextualised analysis, as there is no unique perspective of educational inclusion in a country or an educational institution that is universal. Ainscow (2009) states that “different groups in
different contexts think of inclusion differently and, again, there is no single, consensual
definition” (p. 21). The author summarised some ways to think about inclusion and presented international trends analysis regarding inclusive education within five conceptual
perspectives:
1.

“Inclusion regarding disability and the need for Special Education: the effectiveness of this approach has been questioned, since, when trying to increase the engagement of students with disabilities,
education focuses on the students’ disabilities and special needs, and it ignores the other possibilities in which any student participation can be prevented or improved. ( … ) However, when refusing
the idea of inclusion linked to special educational needs, there is the risk of the attention deviation
from the ongoing segregation experienced by students with disabilities”.

2.

“Inclusion as a response to disciplinary exclusions: if inclusion is more commonly associated with
children classified as having special educational needs, then in many countries, its connection with
bad behaviour is very close. ( … ) Disciplinary exclusion cannot be understood without being linked
to the events and the interactions that precede it, the relationships nature, and the teaching and
learning approach in school”.

3.

“Inclusion concerning all groups vulnerable to exclusion: there is a growing tendency to see exclusion in education more broadly in overcoming discrimination and disadvantage concerning any
groups vulnerable to social pressures. ( … ) Therefore, this broader use of the inclusion and exclusion language is somewhat fluid. It seems to indicate that some common processes link the different forms of exclusion experienced by children with disabilities, children who were excluded from
their schools for disciplinary reasons, and people living in poor communities”.

4.

“Inclusion as a way to foster School for All: it has as its premise the desire to create a unique type
of school for everyone that can serve a socially diverse community. However, this emphasis was not
followed by an equally strong movement of regular school reform to accept and value the difference.
( … ) Accepting students, who were considered different, was emphasised within the homogeneity
of normality instead of the transformation through diversity”.

5.

“Inclusion as Education for All: the Education for All (EFA) movement was created in the 1990s
around a set of international policies, mainly coordinated by UNESCO, and related to access and
the growing participation in education worldwide. ( … ) In response to the failure of many countries to achieve the goals a decade earlier, the organisers sought to emphasise specific areas in
which there may be progress. ( … ) Despite the apparent progress made to draw attention to the
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possibilities of an inclusive education system for all children, specifically including children with disabilities, this would only happen in the Salamanca Statement in 1994”. (Ainscow, 2009, pp. 14–18)

After the publication of the Salamanca Statement3, some countries outlined
some initiatives to transform their policies in the educational inclusion defence
(Mittler, 2000/2003). Research and studies, such as those by Ainscow (2009), Mittler
(2000/2003), among others, demonstrate that educational inclusion in developing
countries is more difficult to achieve. That is because of the lack of institutional and
financial support to meet the students’ special educational needs in an inclusion situation. There are specific institutional support programs and financial assistance provided
by the State to provide such policies in developed countries. However, the proposal for
educational inclusion is not always welcomed by those countries: in Spain, a country that
hosted the first announcement of this statement, there are many criticisms of the inclusion proposal (Pacheco et al., 2007); as well as in Portugal, where the official legislation
supports educational inclusion, but, in parallel, the State also supports the creation of
new specialised schools.
Concerning Latin America, Rodriguez (2012) drew an overview of inclusive educational practices, evidencing that, in general, the limits for the implementation of inclusive education in this region — considered one of the world’s most unequal — are
directly related to the poverty conditions, since:
undoubtedly, poverty in Latin America is a clear result of the unequal distribution of resources and unequal access to production, but, at the same
time, it also generates features that make it more complex and difficult to
be resolved. One of the characteristics of great concern is the loss of social
capital, which is reflected in serious social problems such as violence and social
insecurity [empashis added]. The other is State fragmentation, which results
in poor planning and disperses and non-effective actions as possibilities to
solve the situation. (Rodriguez, 2012, p. 70)

This situation seems to have favoured most Latin American countries, including
Brazil, to adhere to the educational inclusion policies proposed by Unesco and other
international agencies, in the perspective that the efforts were undertaken to implement
these policies leverage changes, at least, to contain the exclusion processes spread
through the inclusion discourse.
In Brazil, we verified that in recent decades there had been a sharp increase in the
number of students with disabilities enrolled in traditional institutions in all segments
of teaching, from kindergarten to higher education, as indicated in the document of the
National Policy for Special Education in the Inclusive Education Perspective (Dutra et
3
The Salamanca Statement (Declaração de Salamanca, 1994) is considered the most important reference in the development of public policies that aim at educational inclusion in the world and, despite its 27 years of existence, the dream of
the inclusive education proposal becomes the “most effective way of fighting discriminatory attitudes, building an inclusive
society and reaching education for all” (p. 1), still needs to be fulfilled.
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al., 2008). Most recent data, published by the Instituto Nacional de Estudos e Pesquisas
Educacionais Anísio Teixeira (2010, 2021) on the 2010 and 2020 school census, reveal
that in the last 10 years, the number of students with disabilities and global developmental delays enrolled in regular classes of public schools increased 85%. In 2010 there
were 702,603, and in 2020, 1,300,000 students received special4 education, 92.8% in
regular classes.
However, the conditions of access, permanence and course completion for students
with disabilities in the Brazilian educational system remain precarious in most educational institutions. Although educational systems allocate resources to implement these policies, the education scenario in Brazil remains precarious, especially about the people with
disabilities schooling. We could consider questioning these resources’ destinations, as
Bueno (2008) pointed out, but this issue deserves a more profound discussion that could
be discussed in another study. We consider that the obstacles faced in implementing the
educational inclusion proposal in countries such as Brazil may be related, among other issues, to the analysis made by Martins (1997) on the meaning of inclusion policies in exclusion contexts. In the sociologist’s understanding, inclusion policies can even, involuntarily, lead the “included” to a “precarious, unstable and marginal inclusion” (Martins, 1997,
p. 20) due to the capitalist system maintenance that (re)produces within the educational
institutions, such as the case of family, school, university, among others.
The inclusion conceptions categorised by Ainscow (2009) mentioned above were
created in diverse international contexts and, as such, present different conceptual perspectives. The author above compared an additional possibility of considering inclusive
education in the research conducted in English schools, in 2006, with the collaboration
of other scholars in the field. They believe that this proposal should be linked to the “inclusive values related to equality, participation, community, compassion, and respect for
diversity, sustainability, and law” (Ainscow, 2009, p. 19).
We share the thinking of inclusive education, but we emphasise that when it comes
to the formation, constructing values should start in childhood, as Adorno (1970/1995)
suggests. However, an education proposal focused on developing human values from
early childhood depends on implementing a collective educational policy taken concomitantly by individuals and society. According to the CTS’s assumptions, this policy should
be led by managers, teachers, parents, students, administrative employees, and the community, committed to ensuring formation based on experience and critical self-reflection.
Otherwise, we run the risk of imposing values in later phases of difficult assimilation for
individuals who had been through traumatic experiences, usually resulting from prejudice, which can hinder and/or prevent the possibility of emerging such values.
An education proposal aimed at forming human values implies the possibility of
recognising oneself and the other as individuals, invariably belonging to human universal,
The school census published by Anísio Teixeira National Institute for Educational Studies and Research presented the
data of special education students which, according to Article 58 of the Law of Lines of Direction and Bases of the Education (Lei nº 9.394, 1996), are the students with disabilities, global developmental delays, and high abilities or giftedness.
4

69

Revista Lusófona de Estudos Culturais / Lusophone Journal of Cultural Studies, Vol. 8, No. 2, 2021
Inclusive Education in Contemporaneity in the Light of the Critical Theory of Society . Jaciete Barbosa dos Santos & Jenifer Satie Vaz Ogasawara

accomplices of common rights and duties, necessary for a dignified life. In that sense,
Silva (2015) remarks:
Formation from the perspective of inclusive education should enable the
people’s awareness, in seeing the other as legal subjects whose potential
are different, and therefore cannot be seen according to the standards of
“normality” or “uniformity” of people’s capacities, as if it were possible to
format them. (p. 100)

Inclusive education presupposes a formation that enables us, in the development
of the socialisation process, the opportunity to differentiate ourselves to realise how diverse we are and, subsequently, to understand that this diversity makes us, dialectically,
similar. Thus, Crochick et al. (2013) argue that “identification does not imply being identical, but rather the need for a universal cultural background — incorporated by individuals allowing themselves to express the differences” (p. 21). Therefore, the individuation
process is a product of socialisation. We are socialised to differentiate ourselves; it is
a process that assumes the achievement of alterity and autonomy. In other terms, as
Crochick (2011) highlights, we can state that the individuation process occurs through
our ability to differentiate ourselves, as we are encouraged to express our differences
and, concomitantly, we learn to accept others’ differences. In contrast, culture usually
imposes on us a process of idealisation in which we are forced to accept and assimilate
patterns normalised by society, in general, inconsistent with socially denied identities.
When we are restricted from the possibility of individuation, we learn unconsciously to
deny our differences not accepted by culture and/or civilisation because we “socialised
in tow”, unable to differentiate ourselves, to recognise who we really are. Consequently,
we cannot bear to recognise the difference in the other because it reminds us of our subalternity in the face of objective social conditions.
To what extent is it possible to glimpse inclusive education from the perspective of
the values defined by Ainscow (2009) in social contexts that hinder and/or prevent the
individuation process? The individuation, that is, the individual differentiation process
that leads us to identify with “one of the similar”, is a fundamental condition of our human nature. Because, “even before being individual, man is one of the peers, he relates
to others before explicitly referring to the self; it is a moment in the relationships in
which one lives before he can finally reach self-determination” (Horkheimer & Adorno,
1956/1973, p. 47).
Therefore, the identification resulting from the individuation process makes us capable of differentiating and, dialectically, empowers us to embrace the numerous manifestations of differences inherent to human diversity that also constitutes us. Therefore,
we became naturally predisposed to include, insofar as we identify ourselves with the
other. Identification, as Crochick (2011) states, “can be defined as the search for the
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universal, in particular, its denial is concerned with this universal: the other is not recognised in its humanity” (p. 37). Hence, it is impossible to consider the educational inclusion of the other, not recognised in his humanity as one of us — in the “pain and the
delight of being what one is”5 and/or who one is. In order to be included, it is necessary
self-recognition, and, also, to be recognised by the human universal who makes us an
integral part of human diversity, regardless of our differences and/or particularities of
social, economic, cultural, physical, cognitive, sensorial, ethnic, religious, among others.
In this way, for inclusive education to be actually effective, the identification between individuals must happen based on the certainty that all men and women belong
to human universal, capable of incorporating each particular (different) as an indispensable part of human diversity. Otherwise, Ainscow (2009) suggests that the inclusive
values no longer apply, as they tend to succumb to the pitfalls imposed by non-inclusive
socialisation processes, which we are subjected to constantly.
It is noteworthy that the problem of educational inclusion exceeds the propositions
of public documents and policies. We assume that it is linked to the living and survival
conditions of students and educators and the population as a whole. However, the relevance of public policies to leverage the possibilities and highlight the challenges of
inclusive education cannot be underestimated. It is proved when we take as a parameter
the analysis and critical reflection of the impact of these policies in progress in the different educational contexts. Hence we need to consider inclusion from a framework that
allows us to understand the contradictions listed in this reflection.
When cultural formation does not allow our individuation and imposes forced socialisation based on the capitalist modes of production, identification tends to be denied
and/or replaced by idealisation. In identification, idealisation can emerge when we face
something or someone unknown/different, but, as we have the opportunity to experience what causes us strangeness, idealisation can be metamorphosed into identification. We discovered the same human metaphor in other species: caterpillars turn into
butterflies in their cocoons, but we need to recognise the transcendence power of the
caterpillar in the cocoon.
The socialisation process tends to be favoured through the individuation process
that is possible due to the possibility of individual differentiation in society. Given the
opportunity to perceive oneself as different and to have the differences welcomed, it is
latent in the individual’s need to accept the difference in the other. In contrast, when
individuation is previously denied in the mass socialisation process, the possibilities of
welcoming the difference of oneself and the other are aborted since models are always
imposed to “clone a butterfly”, taking the metaphor mentioned. Instead of recognising
the butterfly’s latent presence in the caterpillar, mass culture undermines and devalues
the “caterpillar” expression possibilities represented by human diversity. Thereby, the
5

Expression used by Caetano Veloso in the song “O Dom de Iludir” (The Gift of Illusion; 1986).
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butterfly condition is idealised, denying the transcendence represented by the cocoon
inherent to the species. One needs to understand, to break with this cycle that culminates in the social denial of difference, as pointed out by Crochick (2011), that “in each
particular, the difference enunciates another possibility of being, which strengthens individuation and society” (p. 34).
In general, identification is not encouraged in our formation, but it is vehemently
denied, in the family, school, university, religious orders, workplace, media, or other institutions responsible for our cultural formation. We deny ourselves by denying identification with the other since we belong to human diversity. The difference is our main
feature, regardless of our choices and/or particularities. Thus, “this denial is illusory,
because clearly what is human can be recognised in all people; anyone who denies identification has to force the ignorance that something in himself is common to the other
and vice versa” (Crochick, 2011, p. 37). Perceiving and identifying the processes that can
lead us to deny the presence of the other in us is of fundamental importance to avoid
strengthening a cultural formation unfavourable to inclusive values development.
As already mentioned, the possibility of critically reflecting on oneself and the other
should be encouraged in our formation since early childhood. However, for this to happen, it is necessary to think about the meanings of our own formation in contemporaneity: How does our formation interfere with the constitution of our values? To what extent
is our formation committed to the “emancipation of men”6? How are social inequalities
justified in societies that produced enough knowledge and technologies to overcome
them? What is the role of a formation that coexists with social injustice and, in parallel,
does not admit the differences manifestation so relevant to human diversity? How can
we foster the development of human values’ development in a society in which suffering
and death are banalised every day?
These questions are consistent with what was already advocated by Adorno
(1970/1995) when he highlighted the coexistence inconsistency of so many technological and scientific advances with an increase in the same intensity of social inequalities.
Adorno (1970/1995) indicates the need to focus the educational objectives on making us
human,
being in the civilisation of the highest technological development, people find themselves held back in a peculiarly uneven way regarding their

In the song “Queremos Saber” (We Want to Know), a composed by Gilberto Gil in 1976 and interpreted by Cássia Eller, in the
Acústico MTV album (2001), we face a poetic reflection on the supposed relationship between knowledge and human emancipation, as the lyrics suggest: “we want to know what will be of the new inventions. We want some more serious news about
the discovery of antimatter and its implications in men’s emancipation from huge populations. Poor men from the cities, from
the steppes, of the outbacks. We want to know when we will have a cheaper laser ray. We actually want a report, a more serious picture of the mystery of light, the light of the flying saucer, for the enlightenment of the men, so needy and in suffering.
So lost in the distance from where the Lord’s lives. We want to know, we want to live confidently in the future. That is why it is
necessary to predict the itinerary of an illusion. The illusion of power, because mankind was allowed to know so many things.
It is better that everyone knows what could happen. We want to know, we want to know, we all want to know” (Gil, 1976).

6
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own civilisation - and not just because they have not experienced, in their
overwhelming majority, the formation in the terms corresponding to the
concept of civilisation, but also because they were taken by primitive aggressiveness, a primitive hatred, or, in cultured terminology, an impulse
of destruction, which contributes to further increase the danger that this
whole civilisation has come to explode, in fact, an immanent trend that
characterises it. I consider it so urgent to prevent this that I would reorder
all the other educational objects for this priority. (p. 155)

In order to permanently encourage human values development based on social
justice, solidarity, the culture of peace, cooperation, and ethics, formation urgently needs
to oppose the social model that produces it. These questions reveal how we are far from
a correct formation and, simultaneously, they denounce the urgent need for a formation
that stimulates us to call into question and, mainly, to outrage us in the face of the precarious living conditions that hinder and/or prevent our individuation and, consequently,
makes inclusive education unfeasible. Again, in the words of Adorno (1972/2010), “the
only possibility of survival that remains to culture is the critical self-reflection on the
semi-formation, in which it was necessarily converted” (p. 39).
In Brazil, the proposal for inclusive education seems to glimpse these values. At
least in the public policy documents, expressed in the National Policy of Special Education
from the Perspective of Inclusive Education (Dutra et al., 2008), which defines inclusive
education as an
educational paradigm based on the concept of human rights, which combines equality and difference as inseparable values, and which advances in
relation to the idea of formal equity by contextualising the historical circumstances of the production of exclusion inside and outside the school. (p. 5)

In the international scenario, Ainscow (2009) demonstrated, through research, the
meanings of the inclusive values and its implications for inclusive education to be conceived as:
a process of transforming values into action, resulting in educational practices and services, in systems and structures that embody such values. We
can specify some of them because they are an integral part of our inclusion
concept; others we can identify with a reasonable degree of certainty, based
on what we learned from experiences. That means that inclusion can only
be fully understood when its fundamental values are exhaustively clarified
in particular contexts. (p. 21)

The transformation of values into action suggested by Ainscow (2009) seems to be
linked to the proper formation, which, according to Adorno (1970/1995), must be based
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on experience and critical self-reflection. The lack of self-reflection would make every
inclusive education proposal run the risk of being aborted since its beginning, especially
in the contemporary context. The denial of human and/or inclusive values results from
a precarious formation, marked by the absence of experience and critical self-reflection
that contributes to the spread of prejudice and social discrimination. When prevented
from the individuation process that would allow us to recognise and express our differences, we tend not to accept the differences of others because we become unable
to establish identifications, especially with those who have differences relevant to human diversity, socially underestimated due to the idealisation processes established by
our cultural formation. In this sense, Adorno (1970/1995) warns us: “it is necessary to
counteract such a lack of awareness, it is necessary to avoid people striking to the sides
without reflecting about themselves” (p. 121).
It is worth noting that the inclusive values cited by Ainscow (2009) are similar to the
values defended in the Universal Declaration of Human Rights (Declaração Universal dos
Direitos Humanos, 1948), which must be incorporated by everyone, regardless of any specific educational proposition. On the one hand, perhaps the “inclusive” education qualifier
is just a redundancy to remind us of how we are moving away from our human nature due
to the impossibility of having experience and reflecting on oneself and the other. On the
other hand, reaffirming the need to exercise these values is also another way of expressing
our desire for a more dignified life and denouncing our hunger for social justice.
In this sense, Crochick et al. (2020) argue that truly inclusive education will only
be possible when the discussions on human rights and public policies manage that the
struggle for a democratic society could be mediated by the experience and the awareness
process of an emancipating human education. That way, it would be capable of pointing
out the contradictions the society keeps reinforcing. In the respective authors’ opinion,
any form of inclusion, especially the educational, will only be possible when we overcome
the contradictions inherent to a violent society. We must enhance the arguments used
to defend a constant review and update of the inclusive education proposals and keep
the efforts to grant individuals a reflexive formation, to face a still undemocratic society,
contradictory, about the understanding and acceptance of diversity as part of us.
Conclusions

In conclusion, we can infer that the possibility of building human values and/or
“inclusive values” (Ainscow, 2009) depends mainly on the possibility of perceiving our
differences through the individuation process and, consequently, establishing identifications with our fellow beings, especially with those considered more fragile, because this
is the only way we aroused to recognise our own fragility, inherent to human nature.
The conquering of a fully inclusive education requires the permanent struggle for
a cultural and educational formation capable of countering, as much as possible, the
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psychic and social determinations that prevent and/or limit the manifestation of the
differences present in human diversity. Otherwise, we will be condemned to fall into the
plot of idealised inclusion that insists on threatening the possibilities of the existence of
naturally inclusive human values.
Finally, it is worth emphasising that thinking of inclusive education requires the
recognition of the contradictions inherent to such a proposal, considering our model of
society that still insists on dehumanising us, even in the face of the achievements of legal
rights and a pandemic scenario revealing the natural vulnerability to humans. However,
it is necessary to seek the experience footprints in the contemporary cultural formation,
even considering its limits, because the problem of educational inclusion exceeds the
scope of education in the formal sense of the word.
It is urgent to reflect on a society model that maintains inequalities to strengthen
and/or “trading” places to be achieved in a power hierarchy. Thus, we understand that
in contemporaneity, the individuation and socialisation processes are related and, for
that, our educational practices need to highlight the contradictions present in the current attempt at social inclusion to promote a cultural formation. The formation needs
to make people capable of countering this adaptation that does not question the status
quo and cannot resist everything that prevents us from identifying ourselves with the
fragility inherent to our species and from realising how much specificity exists in human
universal.
Translation: Shirlei Tiara de S. Moreira
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